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Introduction

The Adoption Guidelines Project of the Center tor the Studv of Reading created .3 Gurde to Sclecting
Basal Reading Programs to assist textbook adoption comnuttees with the ditticult task ot
evaluating and selecting basal reading programs. Speafically, the Guude 1s designed to provide
committees with research- and practice-based mtormation about various aspects ot reading,
programs and to give them an ethicient means ot organizing and recording therr tindings as
they evaluate those programs.

The Guide 1s not intended to support or retute any particular philosophy ot reading or
approach to mstruction Nor do the booklets n the Guide address all toptes that should be
considered m evaluating reading programs. Rather, each booklet tocuses on a topic thatas ot
major importance to reading instruction, and that has a suthaent body of information from
research and practice t- summarize - For example, although ilustrations are a feature of every
basal reading program, the research about the appropriateness, ty pe, and amount of
iustrations and therr effects on comprehension ts imited - Another topic of interest to some
users of basal reading programs 1s management systems. Again, the research about these
svstems and their vse 15 insufficient to warrant a booklet about thew

‘ The bookle .~ i the Guade have been “tried out” by a number of conumittees i various
parts of the country. As a coordinator ot the Adeption Guidehnes Project, Tquickly learned
that the booklets were most usetul to those commuttees that had members witling to read them,
discuss their content among themsehves, and refer to therr guidelmes as they examined reading
programs.

[t also soon became clear to me that the booklets do not “save” committees work,

rather, they create it. What was gratitying, however, was that the conunittee members usually

feit that the extra eftort they put torth was worthwhile - As one commuttee leader observed,
“What I tound, as exciting as you can getin curriculum I suppose, was that the committee’s
judgments retlected the background of mtormation that the Guide provided They were made
in terms of that background mformation. 1 think the Guude raised to a higher level the
discussion about what was important m our reading selections ”

| behieve that members of commuttees who conscientiousty use the Guide in therr
textbook adoption process will have similar posttive results: They will know more about
effective reading mstruction and teel more confident i the decisions they have made and the
reading programs they have selected for their students.

Janwe A Dole
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Several years ago, the Center tor the Study of Readig began the Adoption Guidelnes Project
Based on the prenuse that sound evaluation eniterta are powerful tools — often underemployed
— for improving the quaity of mstructional materials, the Project undertook the development
of a set of booklets contaming guidelines and procedures that adoption committees could use
i their evaluation of basal reading programs The result s A Guude to Selectung Basal Readung
Programs

A Guide to Selecting Basal Readung Programs 1s a series of booklets designed to
icorporate important findimgs from research on teaching and learning mto the textbook
evaluation process. An additional goal of the Guude 1s to assist in making that evaluation
procedure more objective

The Guude booklets are mtended primartty for use by textbook adoption comnuttees,
but they will also be usetul to directors of traiming and statf development programs, to school
boards and state departments of education, and to teacher educators Because each booklet
contams an overview of recent research on a topic central to reading mstruction, the Gunde will
also be valuable as a tool for inservice trainmg of teachers.

' Most specitically, however, the booklets are mtended to 1) help textbook adoption
committees organize the evaluation process by tocusing attention on some important ssues
mvolved m etfective reading mstruction, 2) provide guidelmes that comnuttees can use when
evaluating e content and mstructional quality of basal reading programs, and 3) provide a
procedure that will help committees both to analy e the content of programs and to record
therr indings m a usetul way.

The Gude contans erght booklets as well as this leader's manual - Fach booklet

discusses a speattic topie partreularly relevant to the content ot basal reading programs The
booklet titles are.

s Begmning Readmg and Decoding Skill

¢+ Comprehension I' The Directed Reading Tesson

o Comprehension I Skills and Strategies

o Reading and Writiag Instruction

¢ Selections in the Basal Reader

o Testsin Basal Reading Programs

o \ocabulary [nstruction

¢ Workbooks

Because common sense and good teaching practice dictate that students must read
. from a variety of materials, not just their basal textbooks, and because research has
documented that many students think reading 15 something that s done only with school

tentbooks (1), the Gurde also indudes a booklet entitled Sugestions for the Classroon Teachers
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and Independent Reading. Independent Reading 1s mtended to supplement the guidelines booklets.
It provides suggestions for ways teachers can motivate students to do more independent
reading, arrange class time for independent reading, set up classroom libraries, and establish .

schoolwide reading programs

THE NEED FOR A GUIDE TO SELECTING BASAL READING PROGRAMS

To understand the need filled by A Guide to Selecting Basal Reading Programs, 1 1s first necessary
to review the role basal reading programs play in American classrooms and to look at the

process of textbook selection,

The Role of Basal Reading Programs in American Classrooms

Studies conducted over the past twenty-tive years indicate that commercially developed basal
reading programs determine the reading curriculum and the mode of reading mstruction n the
classrooms of many American elementary schools (2, 10, 18, 19, 24). These classreom
observations have shown that the content of the student textbooks, workbooks, and other
materials associated with reading programs otten comprises the bulk, if not the total, of what
many students read, both in and out ot school. Some of these studies also reveal that many
teachers use and follow closely the teachers” manuals tha accon.vany the reading programs
(10, 18,2 Inadastion, there 1s a strong connection beaween whacis taught in these programs
and the tests that are used to evaluate both reading mstruction and the students getting the e
mstruction.

Problems with basal reading programs In recent years, however, research has
pomted to some problems with basal reading programs  Researchers have documented, for
example, the ady erse etfect of readability formulas on the comprehensibility ot textbooks, the
problems acsoctated with workbooks, and the ditficulties caused by unclear directions in
teachers” manuals (3,4, 7, 11, 12).

In the past tew vears, basal readig programs have also been criticized by some whole
language advocates (17). They maintam that basal programs typically present reading, writing,
speaking, and listening as separate “skills,” which s antithetical to the w hole language goal of
mtegration. In additon, they argue that children should read authentic tets, and that the
selections in basai readers often lack authenticity.

While basal . "ading program publishers have responded to these criticsms and have
mdicated an iterest m making research- and practice-based changes i their programs, they
are otten reluctant to make major changes without some evidence that teachers will aceept
them  And, i tact, there 1s some evidence that teachers sery mg on adoption committees tend
to select new programs that are most like their old ones (22). Because of this, publishers
contend that the impetus tor changes in readig programs must come from the textbook
adoption committees that are responsible for evaluatig and purchasing basal programs and
from the teachers who will use them "

Not all textbook adoption commuttee members, however, have sufticent background

and traming mevaluating textbooks to make ettective demands for the kinds ot changes
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research and practice suggest are necessary. In addition, the task ot adoption commutices is
made very difficult by the massive amount of matcrials they must review — a typical reading
program contains a teacher’s manual that may have 600 or more pages — and there are the
student textbooks, workbooks. skill sheets, charts, posters, and copymasters to constder as
well. It's no wonder that a researchor who amilvzed six new editions ot basal reading
programs concluded: “Just what's a teacher supposed to do with all th1s?” (13)  And, in fact,

just how do adoption committees deal with all this?

The Textbook Selection Process

The selection of reading programs usuelly s conducted by means of a process labeled, aptis
enough, textbook adoption Where that process begins, however, depends upon where the
members of an adoption commuttee live.

In some states, called adoption states, basal reading programs are first examuned by a
statewrde adoption comnuttee, which selects the programs that wilk aj ~mar on the state-
approved hist. Then the adoption commuttees ot local school districts (and somefimes schouls
within districts), determune which of the approved programs they wi' use.

In other states, labeled by publishers as “open terntory,” reading programs are
considered by comnuttees representt |, entire schoo! districts or individaal schools withim a
district. Because there 15 no “state Tist,” these comnittees can select from any program on the
marhet.

[deally, 1t would seem that adoption comnuttes should examine and evaluate as manmy
programs as possible - Then, tsing objectis ¢ eniterta, comnuttee members would reach
agreement about which materials were of the highest mstructioral qualty and most suitable
for the particular needs ot the teachers and students m their district That progran would then
be adopted  The reality, however, seems far trom the ideal.

Problems viith the selection process. A series of studies that examined the selection ot
basal readmg programs mdicated a number ot problems with the selection process (6, 3,9, H,
16, 20, 21, 23). Some ot these problems come trom outstde the commuttees, such as pressures
from pubhshers’ representatives and trom particular vocal groups of atizens There are also
problems arising trom mside the commuittees

Problems assoctated with adoption commuttees include how commuttee members are
selected, what groups are represented on the commitiees, and how the commuttees are
organized to perform their tashs - In addition, commuttee members mas w orkh under a number
of constramts, For example, those serving on commuttees often do not reeerve remuneration or
even released time from their datly responsibihities

Lack of ime to complete evaluations s also a major problem Comnuttee members
«everal studies have commented on the relatively short period of time they were allocated to
complete thewr work (6, 8,9, 2D Additional problems arise when commuttees lack strong,
leadership and w hen committee members see therr deasions overraled or 1gnored by “higher
ups”

The use of madequate evaluation tools canalso be a senous probiem in the selection
process. Several researchers have commented ona tool adoption committees trequently use to

examine materials — the checkhist Checklists contammg eniteria that have to do with a
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number of aspects of the materials (for example, content ot tudent textbooks, quality of
tlustrations, amount of comprehension instruction) are often devised by commuttees, The
craeria on the checklists are what comnuttee members consider as they examine the materials,
the checklists are aiso the fornes on which imtormation about cach pubhishers” matertals 1
recorded,

A researcher who reviewed checkhists trom a nucaber of <chool districts found them to
be inadequate tor evatuating the matructional quality of basal textbooks (5) - She tound, tor
example, that although 714 ot the checkhists exanuned indluded reterences to raaal or sevual
stereoty ving, oniy 34°, of theitems reterred to enteria about instruchional quahty

Cheekbsts can work very well s gatheneg some kinds ot intormation, such as whethe
or not a program cordains a certan feature . Thev also, however, can pernut committee
members to cheek off whetaer a skl er topic appears ma seope and sequence chart witaout
exanuning the instructional quahty of the skl or topran the teacher and student iaatericls
(4 A checklist night, tor example, inciude aniteny such as “develops lugher level
cor prehension skalls,” but not detine “higher level comprehension shills - Commattee
meinbers might ook m the s ope and sequence charts, tin * hugher ievel comprehension skills
“covered,” and conclude that the program develops these shills Grven that all basal programs
damn to develop higher level comprehensioa shalls, such vague ittems cannot help evaluators
difterentiate ene program from another Wiat the checklist item really evaluates 1s the
appearance vf the topic on a scope and seqaence chard, not how well it is trnslated mto

mstruction er other learning experiences

IMPROVING THE ADOPTION PROCESS

Given the problems wath the adoption process that have been identitied by research, how can
the process b made more effectiv e Experniences with adoption commuttees, conversations
with school adnunistrators coneerned with the adoption process, and a review ot the hterature
on adoption suggest some answers Information trom all these sources mdicates that
mmprovement begins with sound procedures to guide the organization and operation ot the

adoption conimittee

Adoption Committees

The procedures, membership, and policies of adoption comnuttees difter trom school distrct to
schocldistrict Ftective comnuttees, however e mcommion strong, leadership and

informed, 1, rested comnuttee members

Committee leaders. [here i nosubstitute tor an eftective leader who can Reep a commuttee
ontash What tollows s a look at some of the things ettectiv e feaders must do

Provide expert advice. While comnuttee leaders do not have to be reading experts,
the rust have access to someone who s, That person should asstst the leader inanswering
questions comnuttee members nught have, and, equally important, in providing mtormation

that wall upgrade the commuttee’s knowledge about ettectiy e reading instruction

4
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Divide the labor. Because exanuning and evaluating materials s so time-consuming,
leaders should divide the work among subgroups of comnuttee members — sometimes by
grade level, sometimies by opic, sometimes by ditferent publishers This division o labor
avords the overw helming task of having every member of the committee examine every topic
atevery grade level inevery set of materals bemg considered tor adoption

Organize the data. By the ime the examination process comes to a close, the
subgroups will have compiled a mass of torms and data about the programs they have
evaluated T eaders must tind way s to organize and synthesize this information Feaders are
also mstrumental in deternunimg how tinal deasions will be made and i ensuring that the
mtormation will be delivered to the administration and the rest ot the distrct

Make decisions binding. Finally, leaders of textbook adoption commuttees must see
to 1t that adoption comnuttee members hayve the power to make the tinal selection: When
committee members go through a careiul evaluation process to reach a decsion, therr deasion
must not be undermined by “higher up” admmistrators who deade, tor whateser reasons, to
tgnore the comnuttee’s deaston, [tis up to the leader of the commuttee to make sure that
statements ot the admunistration’s budgetary constramnts and any other constraants are exphuat
Assuming that comnuttees operate within these constraints, and that ther evaluation process is
reasonable, comnuttees” recommendations must be considered as binding, When this does not
happen, adoption comnuttees will vers quickly fose the motivation to expend time and ettort

on the adoption process

Committee members. [he members ot an adoption committee mast be mterested in
reading and i research about reading - Inaddition they must be withing to give the time and
energy necessany to propetly examine, evaluate, and select readmg programs

Computtee members shodald represent a range of grades vears ot feachmg experrence,
and pomts of view about reading instiuction {tis vers important that the membership ot a
comnuttee represent the mstructional needs orall students ma school or distict: Some
researchers recommend that subcommttees should not be based on the usual grade-level
Jdivisions, but rather on areas of commuttee members expertise or iterest, for example,
beginning reading mstruction, comprehension istruction, selections m student tovtbooks or
higher order thinking skills €130 Inany case, commuttee members shoubd be able to provide
speatic evidence trom the teachers” mar siais, student readers and workbooks te support therr
conclusions and recommendations £ the entire committee

Comnuttee members must be willing to work with diverse perseralities and te take
partin the ginve-and-take activities that are not only essential to a group process, but also to the
attainment ot a group deasion

Once they are assembled ind organized, most adoption commuttees tolow some
vanation of these tasks

o they gather information about reading research and about programs

o thev estabhish evaluation cniteria,

. they exanmune and evaluate programs,

o they organize ther evaluation hindmgs, and then

o thev select the programs that best match the criteria they estabhished

5 I 1
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A Guade fo Seiectimg Basal Readieg Progrens has been organyzed to help comnuttees as

they canry out these tasks The remainder ot thus booklet teouses onhor s OHusethe o &

USING A GUIDE TO SELECTING BASAL READING PROGRAMS

Fach booklet i the Grende is divided imtosiy parts Part One reviews research and practice
about the booklet's topie, while Part Two discusses guidehnes drawn trom the research and
practice that can be used to evaluate how well the topic s handled m particular basal
programs  Part Three suggests wass teachers can imcorporate the mtormation m the booklct
o their imstructional program, and Part Four provides a st of the gurdelimes tor use asa
quick reterence Part [ive contams worksheets tor recordimg comments and evaluations as
wellasdirections tor using the sheets, and Part Sy s the reterence section

[mportant intormation about the booklets < hughhghted on the tollow g sample
pazes A s these pages dlustrate, the booklets m the Grade are speatically designed to help
commuttee merabers pertorm their tashs of gathering mtormation: dey eloping: evaluation
criteria, and ergenizing evaluation indings

Gataering information. The Researdhand Practice sectron ot cach booklet s designdd
to update commuttee members” know ledge about current researchvand practice in reading
mstructon The section can be read by commuttee members betore they begn thar evaluations

and can be reterred to as needed throughout the evaleation precess Alternatively one or mor

members can read the section and present the imtormation to the rest ot the comuttee .
Lnother posability s to have a readisg epert such asa reading coordinatorn, areadies teacha
or a uniersity protessor, lead a discussion based on the mtormation in the section

Developing evaluation criteria. | ven it comnuttee members teelthey have enough
background mtormation, they stll reed to determme the cnterta they will use s they ovatuan
speatic programs - The Guidelmes section ot cach booklet provides rescarch- and practice
based criterta tor evaluating instruction  The sectien can be used as s, o commuttoes van
modity the gurdelmes depending on their particular needs and miterests Some comnutteds
mav want to cover arcas ot instruction not menttoned m the gedelmes Insuch Gises thay
mav use the exesting gurdelines as models tor the development ot their own aniteria

Organizing evaluation findings. Once commuttee members deade on thar canddhias
tor evaluating programs, they need to have a systematic was ot organizing and recordim 2 th
mtormatton they td - The Worksheets sectton ot cadvbooklet provides matenals that
committee members can use mthis ettort Those worksheets can be used as they are or thes
can be moditicd to suit the necds ot ditterent comnuttees Mot all worksheets  norcven atl

the parts ot each worksheet need to be used

12
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PART ONE

Y

Research and Practice

When students are given reading opportunities that exite and denght them as wedl asheip
them master the shills and strategies of reading, they are the s berome not st school
readers but itelong readers Sadly some students who wan read choose pot to others sev
(%3]

Preading opportunities 1n s hood are tied to the basal reader or

reading as just another school task
For mam stu
~tudent te Zwhich 1s the core vt a basal reading program Basal readers are usually
ogies that contain fiction, sontition and poetry selections Berause these selediions
are the basic (and ~ometines the orlv) reading tare of young students vou will want to par

particularly close attention to therr instructional and hiterars quality as vou choose a basal

/ reading program

The purpose ot this booklet is to provsie intormation that can assist vot in

determmang the quality of basal reader selections

THE BASAL READER AND READING INSTRUCTION

A basal reading program consists of teachers manuaks workbooks shillsheets tests and
<tudent textbooks that set torth a unitied reading curncuium  The reading selectionsina
basal program, therefore Jdo not existin tolaticn, thes are part ot ar mtegrated instrctions”
program  Accordraghy, each selection should contribute to the anity of the pregram The
tollowing discussion will fook hirst at the role ot basal reader selections in varly readiey

instruction and then at instruction i selections tor intermediate-grade students

Basal Readers and Early Reading Instruction

Most program deselopers empioy authors to write ongimal selechions jor the eany ivvs ot
therr readirzg programs The majority of these selections are simple stories Developers use
simple stortes tor at least tw o reasons First, Childwen enjoy stortes and <o are motivated to
read them  Second, by the time many children beain to reaa thev are already tamiliar vt
the elements and organrzational patterns ot stories trom hearing nursers rhymes and tam
tales and trom tollowing sim, e stortes m prcture bovks (51

To remtorce and develop the word identizication skills studgents are bemng tausht the
stories tor early levels of basal programs tusually are snitten with a controlled vocabulam
teaturing words chosen accordimg to one—-or both—ot two criteria b they tie usetul woerds

that appear with trequency 1n the language and are taus Bhefy & be i chidren s voabulanes

Part One presents research- and practice-based information about various aspects of the
booklet’s topic.

Numbers in parentheses indicate the souree of a statement or tinding - All sources are listed in
alphabetical order in Part Six

, 13
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PART TWO

Discussion of Guidelines for Evaluatisg
Comprehension Skills and Strategies Instruction

A~ the revien of research and practice shows deas about how to teach comprehension have
changea dramatiaalis over the vears The sitdelines proesented in this section are trtended to
heip veu determine the extert tow huch the programis vou are evaluating provide imstructon

that refiedts revent des elopments emerging srom research about reading comprehension as

aeilas from e practiads wisdons derived trom sour e teashin opertse

A Curriculum Overview

A~ we noted earlier fesearci has pot substantiated the validits oraey partscilar scope and
~equence of comprehension mstrucen . Farthermore ne basal reading provrant an, or
sbould (reatea plan o teacme reardiog shai's and “trategies i which evers thimg s taaght
amrgitancousiy Obyiousiv some skelic and strateyies will be tausht betore others but the
erderm which they are aaght matters in only some vases For evample stratexies ek as
JuternunIng IMportanrce sumMmDansmL s prior hnowledge dremadinterences and sl
Fontenpy W te taueht at neardy every age o7 wevel e What matters  that the
presentation of shills apd stratees reficds 2 ol progression o devedlopment both wath n
and across wrade oveds Programs ang teachess iy have to satt somew Pore ind mo

tonard semuthry

]

GUIDELINE T Ao evaiat the ompreberson e it o o0 s rading progran
Jetenmite fd pres PO o0 Preniession o e comatating devewopment of it sl and

sraresres both withir ang acress wrade oves

Ip the sraditzona armatam the dovdepment of reading expertise s Viewed as a
masteny Provess oo ek aaer o the varnoas reading saliis or stratey s presented in
=erincny Students practiee gaing 2 Sk or strategy uett they master 1t and ther mosve on e
another Masters ofa st ot skils and stratewies s eguated with reading comprebension In
the chargieg curr cuium noweser the dovedepmentot read ng evpertse s vienad as
prevess of pronth ather than masteny That s what changes ncomprehension st

|

srom Iove b e ved s rot the SRt or stratens tselt Bt the dettouin o the copthent o whien

(TERS WHREY RN LA LR N mp.:ni andthe oty i wbek readersatcable foappy it

8

Part Two presents gurdelines drawn trom the discussion ot research and practice.

——  Each guidehne tocuses on a specific aspect of the booklet's topic
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> PART THREE

Teacher Assistance for Coniprehension Skills and
Strategies [nstruction

The suggestions that follow are based on research and dtective practice. They are intended
to help teachers incorporate the miormation provided i this bocklet into therr total

instrctional progrim
! How van § hedp students develop comprediension strategic”
i\

+ Share vour prodictions understandings, and misunderstandings ot selections in
the ~ant way vou ash the students to share thers This wall demonstrate how vou

as2competent reader are abo activel engaded in the comprehenston proces

o Provide practice in choosing the most spepropriate stratexy tor @ speatic tspe ot
1 [ = r

textand tor a specitic purpose

Al provide practice ov having stadents app 2 spectic strategy to several

drtterent hipds of read ne selecttons both tictian apd nontichiop

o Pnooarage students to talk themselves throuch s st independent
attempts at apphang a speainc strategy These ettorts car assist them i tovasing
on the steps of the straces as well asransing thetr anareoess of wnat they are

doury to constrinet maan'rg

o Userwertutonng orcovperative fearning to Qive ~tudenis pmd e stratesy

sppbaatior

o Have studenis monttor their comprehension oy asning themseis es questions
betore reading Jurnng reading amd gtter readimg, Some suggestions tor

Jquestions are
g \
o

What i~ thes 10out® What go Faready hnow abeut thisY Why do Freed to read

thi” What Jo Fthirk wall nopper?
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L Part Three provides suggestions tor ways teachers can use the mtormation in the booklet in

their classrooms
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~ PARTFOUR
Listing of Guidelines for Evaluating Comprehension
Skills and Strategies Instruetion

GUIDELINE T As you evaluate the cormprehension instruction of a reading program
deternune it it presents a logical progression in the cumulative development ot speiti shalls

and strategies, both within and across zrade levels

GUIDELINE 2 Acvou evaluate the comprehension mstruction of @ reading program,
aeternune if it retlects the apptication of skalls and strategies to increasigly ditheult content

and to a vanety ot selection tvpes

GUIDELINE 3 Asvou evaluate the comprehension instruction ot a reading program
determune 1t 1t provides review and practice opportunities in workbook activities, in the
selections instudent textbooks, in writing, suggestions and assignments, and in extended

reading opportunties

GUIDELINE 4 Asvouexamine the comprehension activities i reading programs—regardless
ot how they are labelled —determine whether they contnibute to the aevdopment of the three

mportant tactors of

s determimung what i important
* synthesizing mtormation

* drawing inferences
GUIDELINE 5 Asvou enanune comprehenston mstructional approaches i basal programs
look tor expliot, or Jirect instruction that mdludes aspects of modeling and explanation

purded practice and apphaation

GUIDELINE 6 A\~ you examine the comprehension instruction in reading programs look

tor activities that develop students metacogmtive aw areness

17

Part Four hists in one place all of the guidelines discussed in Part Two so that they can be used

as a handy reference

16




~ PARTFIVE

Worksheets for Evaluating Comprehension Skills and
Strategies Instruction

The job of evaluating comprehension shills and strategies tnstruction 1s not a simple one
However, the two worksheets that tollow will help vou examnine those dimenstons ot reading,
lessons you beliey e to be imyportant to your vwn comprehenston instruction

Specitic directions tor using the worksheets precede each one General directions and
some additional information about worksneets appear in the Leader « Manmual

Materials and Resources Needed

You will need one copy of each worksheet tor every reading program vou plan to evaluate
Reproduce as manv copies as vou need  For each level of comprehension instruction vou

plan to evaluate, vou will also need

*  Teachers’ manuals
»  Student textbooks

Points to Keep in Mind
i The worksheets are appropriate tor all grade lev els However, you will tind great
vanety in the wav shill and strategies are laid out as vou cross trom pnimary to

mntermediate grades

2 As vou analvze the vartous comprehension activities ot a program, vou mav iind several
skalls o strategies that have not been discussed 1n this booklet First, remember that this
mav be because ditterent programs use ditferent labels for the same skitl or strategy
Then, discuss the importance ot the shills or strategies included in the program

3 Do rot expect to till in every woluran on each worksheet Somwe parts mav netappls to
the specitic program or task vou are evaluating . Fmpty spaces do not necessartly mean
a program 1~ madequate

4 You mas choose to tse only parts of vach worksheet

19

b Dart Five contains worksheets for use m organizing the information gathered in evaluating a

reading program. It also provides directions for using the worksheets.
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Worksheet VOCABULARY INSTRUCTION

Publicher Grade Level Program Copyright tvaluator

GUIDFLINES 1 2
. / SELFCTION ANDSLSTAINED LSEQ! WORDS

TARGET TEson PRIOR 1 s Forrow U Fisson ] Rating

- Initiai Reading | Aev Words | Teacher < Manual Worde | Overlapping Words Workbook Shali Sheets

P 33 FF

/ APPROACHES TO INSTRUCTION

Words Introduced Comments on Teacher « Comments on Workbook Skill Ratng
»\ppromh Manaal Aetivaties Sheets Actinatios

Detinttional

( ontestual

Conceptual

Mived

Otheradivities

No speati

mstruction , A

GUIDELINES 3 4 5,0
’ Sections of each worksheet relate to speafic guidehnes discussed i the booklet

Each workshest provides space tor you to record findings about guidehine-related

aspects of a reading program

Each worksheet contains space for you to record vour 0w N rating or comments about e

a particular part of a program.

El{llC 12 L8
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Questions and Answers about the Booklets in the Guide

The booklets have been field tested with numerous textbook adoption commuttees throughout
the country. Here are some questions that committee members frequently ask about them. ‘

Should the booklets be used v any particular order?
No. The booklets are designed to be used independently. Sometimes, however, intormation in
one booklet overlaps with infermation manother. In these cases, you mav wish to refer to the

related booklet.

What 1s the best weay to use the booklets?

The booklets lend themselves most easily to a division of labor by areas of interest and
expertise The adoption committee can be broken down mto small subcomnuttees — one
group to be experts on comprehension, another on vocabulary, another on decoding, and so on
But while this particular approach often seems most appropriate, the booklets can be used in
other wavs as well. Comnuttees need to choose what 1s most appropriate and efficient for

them.

Hozwe much bachground mn reading unstruction is needed to wnderstand the booklets?
The booklets are easy to read and understand even tor those who have a very limited
background in reading instruction Some general knowledge about the organization ot basal

reading programs 1s helptul, but not essential,

Does a commuttee lave to use all of the booklets?

Only the Leader's Manual should be read by evervone using the Guade: While we would hhke tor
vou to use all of the booklets, we understand that because of various constramnts, this will not
always be possible. Therefore, we have designed each booklet so that it “stands alone " We

suggest that a commuttee use as many as vour needs and interests dictate

Hotwe many basal readmg programs should be evaluated with the Guude?

The answer to this question depends on the amount of time you have to complete the selection
process — and the amount of money vou have tospend on a program - Most ot the school
districts in our tryouts used some sort ot screening procedure to reduce the number ot
programs to examine to hive or fewer This can be done by looking at publishers” brochures
and advertisements and eliminating those programs that do not hit the district’s phalosophy or

needs, as well as programs that cost more than a district has budgeted.

Hotwe many lessons must be examed o each program we cvaluate”
The minimum requirement tor the numoer of lessons per grade level usually appears m the
directions that accompany the worksheets in cach booklet Depending on the size ot vour

commuttee and the time vou have available, vou may want to examine more than the mimimum

number s

20




Will the booklets ansier all of @ commuttee's questions about the strengths and weaknesses of basal

. ;?
prograns:
0 No. The booklets mclude a great deal ef important informatios about reading instruction asat

relates to basal reading programs. There are, however, some reading topics and components of
basal reading programs that are not covered in the booklets, generally because there presenthy
15 isutticient information from research or prachice to warrant an entire booklet on the

subjects

OTHER USES OF THE BOOKLETS

The booklets in A Guide fo Selectuny Basal Readig Prograoms provide a well-organmized package
for mservice traming, on research, theory, and practice relevant to reading instruction. The
booklets emphasize the most recent advances in knowledge about reading and are therefore a
sousce uf mtormation that teachers, admiistrators, and others mterested mn ettective reading
mstruction can use and re-use fong atter basal reading programs have been sefected
Curniculum leaders m school districts can use the booklets as resource material tor sttt

development pregrams. These leaders canask teachers to

o read the booklets as part of an inservice traimng program
e usethe booklets to evaluate strengths and weaknesses of the reading program(s)
currently m use in the districts
‘ e use the booklets to determine wav s to strengthen the district's reading program
o use the reterence s at the back of the booklets for turther studv ot topics in reading

mstruction

Teacher tramers can use the booklets tor required or optional reading in their courses
Tramers can ask students to
e uscthe booklets tostudy particular topies const 'ered important to a reading

program

e use the worksheets at the back ot the booklets to exanune and evaluate particular
basal readmyg programs

o use the booklets to determuine which components of basal programs need to be
supplemented with teacher-directed mstruction or with additional materials

. use the references at the back of the booklets tor turther studv of topies m reading

mstruction

Finally, the booklets can serve as a model for those mterested m developmyg gudehnes tor
evaluatig textbooks m other subject areas, such as science soctal studies, and mathematies
Manv ot the recommendations and procedures outhned m the booklets can be applhied to these

textbooks as well

ERIC 15 1
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PART ONE

Research and Practice

The nature and content of reading mstruction m kindergarten, hirst-, and second-grade
classrooms 1s usually a topic of major mpo. tance to teachers serving on textbook adoption
commuttees. Teache rs know the importance to success in reading ot these tirst vears ot
schooling  And research confirms their insights - Studies comparig the reading achieyvement
of children at the end ot first grade with therr achiey ement m latter grades establish that how
well children “catch on” to reading in the first grade strongly predicts how well they will read
during the remainder of their school vears (37). An obvious question follows from this
intormation How can reading mnstruction be orgamzed n kindergarten and first grade so that
by the end of this pertod, all children will be well on therr way to being capable readers”

Answers to this question abound, the problem 1s that there is not much agreeme st
among the answers In fact, beginning reading instruction 1s a topic loaded with potential tor
controversy On the one hand, the research ot the past decade reveals a great deal of
intormation about the reading process that has many implications tor reading imstrucaen In
addition, several popular classroom-based mosements such as whole language and
literature-based reading also have imphcations tor reading instruction On the other hand,
there exist a number of well-entrenched beliets and 1deas about how soung children snould
be mtroduced to reading. Firmhy held opinions on this topic are not contined to classroom
teachers and reading researchers Parents concerned about the reading achiev ement ot their
own children, politicians worrted about the achievement of the chiidren m their
constituencies, “experts” convineed they have the night answer to all of the problems ot
reading instruction, and concerned citizens dedicated to improving education m therr
communities—ali have strong opimons about how children should be taught to read

Evaluators ot basal reading programs must tind their way through this mass ot
mtormation, beliet, conviction, and opimion—-and sometimes heavy-handed pressure—to make
mtormed decisions about beginming readimg instruction The research-based imtormation in
this booklet 1 intended to help adoption comnuttees meet that challenge I no waw does Hie
hooklet attempt to deal with, let alone resolve, all of the controzersies about begnoung reading
mstruction It does however, discuss some ot the 1ssues that trequently concern people
evaluating begimning readmg mstruction, and it reviews research tiat sheds some ight on
these 1ssues

The primary sources tor the content ot this booklet are two major reports about
begimning reading that hav ¢ been disseminated by the Center tor the Study ot Reading
Becomung a Nation of Readers The Report of the Commiission on Reading. and Beguining o Read

Thnhing and Learnmig about Prnt - A Swommary ' Each o these reports contams a
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comprehensive review and mterpretation of a wide range of research about beginning reading
The findings and recommendations ot the reports are drawn upon treely throughout this
booklet. It 1s recommended that at least one member of an adoption commuttee read these
reports in their entirety.

It should be noted that, as its title suggests, this booklet focuses on the decoding
aspe ts of beginning reading mstruction This focus should not be mterpreted as dimmishing
the importance of comprehension, writmg, or language development i begmning reading
mstruction Two ot the booklets m this series discuss the nature of reading comprehension and
comprehension mstruction Comprehersion 1. The Doected Reading Lessonand Comprehension I
Ski Is and Shategies Another booklet, Reading and Wiitng Instruction, addresses writing These
booklets as well as others m the sertes, such as Vocabularv Instrction, Selections o the Basal
Reader, and Workbooks also sheuld be used along with this booklet when considermg begmning

reading mstruction in basal reading programs

WHAT DO CHILDREN NEED TO KNOW TO BECOME SUCCESSFUL
READERS?

As teachers know, not all cluldren respond equally well to begmning reading instruction: What
makes some children successful readers while others struggle? Among the charactenisties that
hav e been found to relate to children’s success i begmning readmg are 1) word awareness, 2)
phonenue awareness, 3) knowledge ot letter names, and 4) printawareness - Atone time or
another, .nstruction related to these tactors has been evident in the kindergarten and first-grade
lev els of most basal reading programs - The tollewing review ot the research about the
importance ot these characteristios should help evaluators better examune the content ot the

programs they are considenng

Word Awareness

Even though words seem obvious and accessible units ot language to adults, there 15 evidence
that they ate not < tor many young children, especially those who have had hittle experience
with books and other torms of print- Awareness of both spoken words and words m print 1
kev to reading success

Spoken words. Euidence shows that children tend not to think of spoken language as
bemg composed of words or to treat spoken words as individual units of meaning, Some
children contuse “word” with “idea unit ” For example, m one study, a number of voung
children identitied only two words in the sentence “George went walking,” George and «went
walkaig (39 Inanother study, ~ome older children failed to separate prepositions and articles
trom content words m sentences ke “Do vou want to go to the store?” (29) This 15 not too
surprising, since in speech word boundaries are otten reduced (“Dova wanna go to the
store®”)

[t 1 east to sce where these misunderstandings come trom In speaking and hstening,

children’s attention 1s quite nawire Iy focused on making sense out of the stream of words For
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them to focus instead on each mdividual word, svllable, or sound would be counterproductive.
If chuldren coneentrated only on the single words or the sounds of spoken language, they
would quickly lose track of the message  For the purposes of speaking and listening to
language, therefore, 1t 15 a good thing that the processing of words and sounds is automatic
For the purposes of reading or writing, however, children must learn to pay attention to words
as separate units

Awareness of words in print. Children’s ability to think of words as individual units
ts cructal if they are to gain msight mto how wrtten language words. [t they were not able to
do so, they vould never master print Indeed, it might be through therr interest in print that
many children do catch on te the concept ot word. Print corresponds to speech, word by word
For many children this mav be sutficient to create their word awareness

Yet leaving children on therr own to catch on to words can cause problems  For
example, research has show n that some beginning readers do not understand the purpose of
spaces between words as they read (48, 51) Furthermore, awareness of the relationship
between the spoken and written lengths of words strongly divides reading-ready trom reading-
unready children. Ina study inw hich kindergarten children were presented pairs of words,
one long and one short, and told to choose the short word, only 1077 of the reading-unready
chuldren could choose correctly on seven ot eight ot the pairs, whereas 43% of the reading-

ready chuldren met this criterion (39)

Phonemic Awareness

It 1s espeaially important for children to become aware ot the sounds in spoken language: Not
surprisingly, however, the smaller the unit of <ound, the more ditficult the task becomes
Awareness of words develops earlier and more easily than awareness of svllables And
awareness of svllables develops carlier and more castly than awareness of phonemes
Awareness ot phonemes, although the most dosely predictive ot carly reading suceess, seems
to come only after a child 15 aware of the larger units (D

Phonemes are the smaller-than-sy Hable sounds that correspond 1oughly to individual
letters Phonemic aw areness 18 the name given the consaious knowledge that spoken words
can be broken into phonemes and that these can be “moved around ” This awareness seems to
depend ona child's ability to tocus on the sounds (as opposed to the meanings) of words

Young children show that they are aware of phonemes when, tor example, they amuse
themselyes with thymes and alliterations But such aw areness need not be a conscious act
children were always conserously aware of phonemes, that aw areness would itertere with
thew ability io histen to speech To understand speech, 1t is necessary to attend to the sense ot
spoken language but notits sounds. In tact, it 1s because they have so thoroughly automated
their processing of phonemes that children can attend to and process the meanings ot spoken
language  Moreover, because th v kave learned their phonemes o well, there is almost no
reason for children to give them consaous attention—no reason, that 1s, unless they want to
learn to read an alphabetic language The great irony 1, that to learn to read an alphabetie
language, duldren must learn to attend to that which they have Tearned so well nof to attend to

in therr oral language understanding
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A great deal of research points to the importance of phonemic awareness to children’s
eventual success at reading (10). For example, m one study, reading achievemernit was
significantly predicted three vears later by a phonemic awareness task given to four and five
vear vlds, even after differences 1n age and mtelhgence were taken into account (11). Further
evidence for the importance of phonemic awareness comes from a traming study conducted as
part of the same research, which found that teaching children to compare the beginning, middle,
and final sounds i spoken words dramatically improved therr reading achiey ement, if such

teachmg were accompanted by instruction in how the sounds were represented by the alphabet

Knowledge of Letter Names

Children’s knowledge ot letter names has been shown by a number of studies w be the best
predictor of begmning reading achievement (1) Betore entering school, most children have
learned to identity and name mwost of the letters of the alphabet—or at least most of the upper
wse letters (46, 17, 533) Learning about letters trequently turns into interest i their sounds and
in the spelling ot words (14), and that tanulrarity with letters 1s strongly related to the ability te
remember the forms and spellings of written words (29, 300 [t s ne ¢ difficult to conclude that a
comtortable know ledge ot the letters of the alphabet is an important step to success in reading

Learning letter names. Cluldren appear to learn letters at home by reciting the names
ot the letters long betore they can recognize them There are three usetul mstructional pomts in
this observation First, children who learn letters at home typicaliy do not do <o by having
someone show them the letters then teach them the names  Instead, most children are taught
the letters onhy atter they know their names Because they have thoroughly learned the names
first, children have a “peg” on which to attach their knowledge. Second, the ability of yvoung
Juldren to reate the alphabet is otten achies ed through learming the alphabet cong Because ot
therr rhyvme and rhythm, songs are casier to learn than hists Third, these children most often
learn the names of letters long betore they are introduced to their sounds Therr solid
tamuliarity with letter names may protect them trom contusing letters with sounds when the
time to learn the sounds of the jetters arrives

Letters and sounds. Children who enter school wath little know ledge about letters are
more likely to contuse letter names with the sounds of letters - Although the sound ot a letter i
otten simibar to its name, there are important tunctional ditterences betsseen the sound and
name ot a letter. To prevent such contusion, a tew basal reading programs avoid the use ot
letter names altogether  Instead they rely on the sounds of the letters tor purposes of reterence

Although well-intended, this practice must be implemented with care Because
learning about the sounds associated with the letters is itselt a ditheudt task, the pace of
learning the identities of letters must be relativels slow m such programs. To support adequate
overall progress, the curriculum must be caretully designed to manimize reading and writing
activities with each letter that has been taught

Upper case and lower case letters, Iventually, of course, chuldren must learn to
recoghize both upper case and Tower case letters: Which siould be taught tirst” Research
ottersonlv one suggestion When working with duldren who have hittle or no letter

recogmtion tactlity, teachers should not try to teach both upper and lower case versions ot all
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twenty-six letters at the same time (7). To teach two visually different letters with identical
responses amidst fifty other often confusable forms with confusable sounds and labels will
almost guarantee learning difficulties for some children.

In mstruction for preschool children, the upper case letters should probably be taught
first because they are visually more discrinunable from one another (64) - On the other hand,
because the ability to recognize lower case letters is more important for reading text, mstruction
for first graders with hittle letter knowledge probably needs to give prionty to the lower case
letters

Printing letters. Learning to printis a powertul means of developing letter recogition

skills. In addition, knowing how to print allows children to write words as soon as they are

mtroduced. Theretore, encouraging children to print from the start of mstruction is probatly a

good idea

Print Awareness

Children whe know the names of letters betore they begin school usually get that knowledge
through exposure to print i a number of forms, including storybook reading, television, and
alphabet books. From these experiences they have also learned how print functions and how it
“works”—that 1t starts from the top lett and goes to the ™ .om night, that capital letters begin
sentences, that periods end them, and o forth This keowledge of how prisit works also aids
them in learning to read.

The importance ot young children’s awareness of print 1s becoming more recognized
The performance of children on tests designed to measure coneepts about print has been found
to predict future reading achicvement and to be strongly related to other, more traditional
measures of reading readiness and achiesement (66) - Researchers have pointed out that
awareness of the torms, tunctions, and uses of print provides not just the motivation but the

backdrop against which reading and writing may best be learned (16, 17, 18, 22, 23, 24, 50)

Other Possible Predictors of Reading Success

Some have suggested a number of other factors that nught predict reading suceess, incdluding
perceptual shills Despite the energy mvested i traming various perceptual and motor shills,
however, such traming seems not to produce any measurable pavotf i Jearning to read (3)
Nonetheless, some readimg programs still myest considerable time and etfort imto traming these
shills. Such training tales time away from expenences that do aird reading growth - Inshort,
programs that teach shills such as visual discrimimation, especially of nonletter shapes, and
auditory discrimunation of nonspeech sounds should be avorded in tavor of programs that
provide children with experienices with words, speech sounds, letters, and stories

Others have suggested that chuldren learn best it they are taught through therr
dominant perceptual modahty—in other words, i teachers match the method ot mstruction to
children’s preterred modahty Unhappaly, this notion has not been supported by research
Although many studies have been conducted on this subject, it does not seem, for example,
that children JJassibied as “auditory” benetit more from an auditory type et instruction than do

those classified as “visual” (57
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WHERE DO THESE CHARACTERISTICS ORIGINATE?

The mmportance ot anareness of letter names, phonemes, words, and print remtorees the idea '

that growing tamiharity with letter-sound correspondences and wath the conyventions of print 1s
especially valuable to begining readers. Tt s not dlear, however, how such awareness can be
acquired except through exposure to written words. What this savs about reading readiness is
that chuldren’s reading success in tirst grade depends largely on how much they already have
learned about reading betore they get there How do voung children acquire knowledge about
reading? The answer mav lie in therr oral language expertences and in their exposure to

rhvmes, environmental print, and storvbook reading

Oral Language and Listening Experiences

It chuldren have a weak toundation m oral language, their progress i reading 1s likely to be
slow and uncertam To comprehend text readily, children should have some famuilianty with
the vocabulary they will ind i their school texts. The abihity to talk about and reflect upon the
world around them is an mdicator of their oral language proficiency

Oral language experiences i the classroom are important for all children, but they are
espeaally so tor culdren who come trom homes where they do not habrtually use language to
reflect on their expertences and, theretore, have had tewer opportunities to develop the
language processes needed tor profiaent reading (2). For these reasons, kindergarten instruc-
tion needs to capitalize on every opportunity to engage children m thoughtful discussion

Listening 15 a another aspect ot oral language development - Listenmg comprehension .

proficiency in hindergarten and tirst grade 1s a moderately good predictor of the level of
reading comprehension attamed by the third grade (5) Theretore, kindergarten instruction
should provide vpportunities tor children to hsten as wellastospeak These opportunities can

come 1 class discussions, in storvbook reading, and m direction giving

Rhymes and Games

As indicated carlier, both letter know ledge and phonenuc awareness contribute to begimning,
reading success 1t seems, i addition, that some speaal magic hes m linking these two shlls
Begrrnng to Read argues, tor example, that understanding the alphabetic principle depends
equally on knowledge of letters and on consaous awareness of phonemes because it depends
so closely on the association betw een them. Tt sugygests turther that this ink might be
developed natarally when culdren plav with word gamics, songs and poems with thyme and
rhvthm, and especially nursery rhivmes

Some researchers, i tact, have tound that cluldren’s early knowledge of nursery
rhy mes seems to be specatically related to their awareness of sounds in spoken phonemes and
words and of emergent reading abilities (4) By hearing and producing rursery rhymes,
uldren are manipulating sounds i spoken words ina manner thatis plavtul and natural

It phonemic anareness and later reading achievement are rooted in nursers rhymes,

this suggests that some ot the roots of literacy may be i such traditional rhymes and games as '

Baa Baa Blach Sheep, Humpty Dionpty, and Rimg Arownd a Rosy
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Environmental Print and Storybook Reading

Some have suggested that reading ability emerges out of children s mteraction with print in
their environment. Research has established, however, that the ability to read does not emerge
magically and unaided, but through the active intervention ot other children and adults who
point out letters, words, and other prmt teatures m therr enyvironment—on sighs, newspapers,
televiston, boxes, tickets, and <o on

One of the most important ways that children develop concepts about how print
functions ts simply through being read to. In fact, according to Becompig a Natwn of Readers,
“the single most important activity tor building the knowledge required tor eventual success in
reading is readimg aloud to chuldren ™ Others have pomted to the importance ot reading to
children both recularly and mteractively From storyvbook reading, children gam not only a
Knowledge ot how print is organized ona page, ot letter names, and ot concepts of “word,” but
they also getan understanding of @l one reads By reading to chuldren trom storvbooks,
parents and teachers can both bring children mto the worlds of fantasy and absurdity and the
problems and solutions that narratives contain, and they can pomt out that language 1s
represented by print. Both the appreaation ot the nartative and the simple concepts about how
print works contribute to helping children become readers

Many children enjoy hundreds ot hours ot story book reading and perhaps thousands
ot hours of overall literacy support during thar preschool vears Yet many other children
recetve buta tew munutes of storvbook reading per vear (02, 63) Such culdren grow up
without bemy read to and without papers and pencls and books - THow much do these children
learn about printan therr preschool vears™ Begnmng to Read responds to this guestion as
follows

Research mdicates that many such children approach school with very little

print knowledge Thev don’t know what a letter or word 1s, much less how

to read one. Thev don’t know that print reads lett-to-right, much less that it

contams words and sentences Thev don’t know the tront trom the back ot a

book, much less that fts print is meant to convev meaning
Inshort, they come to school unprepared to learn to read. tor they don’t vet know the tform or
tunction of readimg - For these culdren, there is not a moment to waste m the dassroom
Althougly they need expliat instruction about letters and sounds, this mstruction should take
place m a dassroom tull of print—on posters and charts, in notes and letters, and in storybooks
Research and common sense pomt to the value of regularly reading aloud to all children in
Kindergarten and the earlv grades (14, 25, 33, 36), but this 1s an especally valuable wav ot
mtrodudng the torms and tunctions of print to children who have not grown up v storvbook

reading,

FORMAL READING INSTRUCTION

[he begmning ot tormal reading struction i most basal reading programs s usually
characterized by the start of systematic instruction m decoding, Although children benetit
trom sy stematic and early mstruction i letter-sourd correspondences, that instruction musit

also melude usetul comprehenaion activities and a vanets of wnting, spellimg, listenimg, and
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spoken language activities (1). Too great an emphasis on letter-sound correspondences may
give children the impression that the only purpose they have for reading is to sound out
words. Children who begin formal reading instruction without a strong literacy background
may be espectally susceptible to such misinterpretations. However, programs with too little
emphasts on letter-sound correspondences are not as eftective as those that place a strong,
emphasts on decoding (2, 13). Balancing the varnous aspects of beginning reading instruction

1s essential

Wcerd Recognition and Beginning Reading

Skillful reading 1s based on tast, accurate word identitication (34). How, then, should children
be taught to read words? The answer given by most reading educators today is that letter-
sound mstruction 1s one of the essential ingredients  As Becomnig a Natwon of Readers notes,
because all major commercial reading programs include lessons on sound-symbol
relationships, the 1ssue s nolonger, as 1t once was, whether children should be taught such
relationships Where there are disputes among educators today, they tend to be about whether
teachers should instruct children directly in the relationships or whether chuldren shoutd be
allowed to learn them through exposure to print

Letter-sound correspondences are important to learning to read because Enghishis an
alphabetic language m which there are consistent, 1t not always predictable, relationships
betw cen letters and sounds. When duldren learn these relationships well, most ot the words i
therr spoken language become accessible to them when they see them i print That s, the
can “break the code.”

Classroom-based research shows that, on the average, children who are directhy
taught something about letter-sound correspondences get ott to @ better start in learnmg: to
read than Juldren who are not (13) Research mdicates that such instruction facilitates tast,
accurate word identification  Instruction i letter-sound correspondences is assodated with

phonics instruction

What is Phonics Instruction?

Phonies can be detined as istruction i the relationship between fetters and speech sounds As
Beconnnyg a Natton of Readers <o caratully states
The goal of phonies 1s not that children be able to state the “rales” governing
fetter-sound relationships Rather, the purpose is to get across the alphabetic
princaiple, the prinaple that there are svstematic relationships between letters
and sounds  Phonics ought to be concened as a technique tor getting children
oft to a tast start m mapping the relationships between letters and sounds
it tollows that phonies mstruction should amm to teach enls the most
important and regular of letter-to-sound relationships, because this s the sot
ot mstruction that will most directhy lav bare the alphabetic principle: Onee
the baste relationships have been taught, the best wav to get chuldren to retine
and extend their knowledge ot letter-sound correspondences is through

repeated opportunities to read
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Virtually every reading program teaches phonics m some variety. Yet some programs

term themselves “phonies” or “code” programs, whereas some do not use the word “phonics”

atall What are the differences in the way these programs present phonics instruction”

How Does Phonics Instruction Differ in Reading Programs?

Like beauty, what 1s meait by “phonics” 15 m the eye of the beholder To some, phonies
mstruction s a mind-numbing array of worksheets assigned while the teacher is doing other
things, divorced from any practice in real reading. To others, phonics instruction 1s a teacher
sitting down with a group of children and directly titiating them mto reading by revealing ats
code. Tosome, phonies 1s irrelesant. To others, it 15 essential. Phonies can be all of these things,
and even m programs that clamm not to teach phonies, phonics mstruction can take place

Approaches to phonics mstruction can difter on a number of dimensions: The
tollowing discussion looks at only a few of these dimensions.

Analytic and synthetic approaches. Some approaches to the teaching of phonics are
called analyic, or imphat, because they begin with whole words (generally previously learned
as sight words) and help students to analy z¢ their component parts. Other approaches are
called synthetic, or exphiit, because they begin with letters or clusters of letters and binld words
by blending the sounds of letters together.

Most basal reading programs present phomes imstruction through ar analvtic
approach A typrcal anatvtic lesson to teach the short a sound ma consonant,/svowel/
consonant word, tor example, begins with a key word, such s cat- The teacher mstructs the
students to histen tor the vowel sound they hear m the mddle ot cat They are told that this
sound is the sound of the shorta. The teacher then reads aloud and shows students several
other short @ words (such as fun, ram, stamp, and last) and savs that these, too, have the shorta
sound m the nuddle. Then the teacher reads another list ot words, some with and some
without the shorta sourd, and asks students to identify those with the sound  Ina simular
activity with witten werds, students are ashed to read words with and without short a

’

Finally, they complete worksheets, requiring them to bl m the letter “a” where appropriate,
tespond to sentences contamimg shorta words, select from a set of words the one that names a
given picture, or select the picture that goes with the word

In such lessons, the teacher moves trom a word the children already have learned to
new words Because some phonemes cannot be spoken m solation—that 1s, without
attaching another sound to them—the lessons mstruct the teacher not to sav sounds m
isolation The children are supposed to analvze the spoken words mto their individual
sounds  The problem is, as research has contirmed, that many children have ditheulty domg
o (41, 42). Becomung a Natton of Readers holds that chuldren’s ability to analyze words nto
therr separate sounds may depend upon ther having already learned something about the
sounds associated with letters.

For instance, children who do not already have some 1dea ot the sounds ot

the letters m ~it may not be able to smgle out the short 1, sound when they

hear the word spoken. Henee, when the teacher tells the children that the

letter 1 “has the sound vou hear m the nuddle of ~1t,” they may not be able to
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make the connection. Ironically, therefore, imphicit [analvtic] phones mav

actually presuppose what it s supposed to teach.

In programs using a svnthetic, or expiicit, approach to the teaching ot phonics, nstruction
generally begins with isolated sounds. In addition, students must engage mactis tties i which
they learn to blend the sounds mto words. For example, the teacher might wnite the letter a on
the board, say its sound, and have students repeat the sounds. Then the students blend
together the awith the sounds ot presiously taught letters, suchas m, n, 1, or 1, mto words such
as man,am, Nan, tan, and rat- The problem with this approach is that, as noted above, orae
phonemes cannot be pronounced inisolation Most notably the “stop” consonants, such as
b/, /K7, /47, 79/, require children to append a vowel sound, such as “ul,” to produce
“svllables” hike buh, huhi, and duh. This can create problems when ¢huldren try to blend a word
like barn as "buh-a-ar-n-n-n ”

So, which is best, analytic or synthetic phontes? Research provides no dehimitiy e
answer, although the trend of findings tavors synthetic phonies Becoming a Natwn ot Readers
notes, for example, that the strategies ot synthetic phonmies—isolating the sounds assocated with
most letters and teaching children to blend the sounds of letters together to try toidentity
words—are usetul mstructional strategies  However, the report concludes that, given the ladk ot
research data to support one approach over the other, “Probably, the best strategy would draw
trom both approaches. For example, the sounds of some letters such as 1, which are especially
ditticult to produce correctly mosolation, might be mtroduced best usmg the impheat approach ™

Phonic generalizations and rules. Beginning reading programs also ditfer i the stress
they place on phonic generalizations or rules, such as “when two vowels are together, they
generally say the long sound ot the iirst vow el and the second s sifent ™ Such generalizations
may serve to tocus duldren on common spelhing patterns in English, allow ing them to see what
letters generally occur together.

Most generalizations are about how' to pronounce vowels - And the problem with
vowel generalizations 1s that thev do not swork very well The “two vowels walking”
generalization, tor example, has been ternd valid only about 457 ot the time (It works with
bead but not with head) (19) One study tound that ot torty-hive commonly taught vowel
generalizations, only twentv-three worked with as many as three-quarters ot the words to
which they pertaied (19)

The goal of phonics lessons 1s fast, aceurate recognition ot words, not labored soundmg,
out ot words. Generalizations are usetul only as they pomt out common -pellimy patterns For
this purpose, they do not have to be memortzed - Further, gencralizations should not be taught
as hard and tast “rules” that govern letter-sound correspondences, but as ideas that can be
applied tlextbly For example, "It one sees two vawels together, tirst trv to sav the long sound
of the tirst vowel, then the short” has much hugher apphicability than “When tw e soaels go
walking

Unit of instruction Reading programs also ditter m the amits ot istruction to s hich
they call attention Many programs ask children to learn the relationship betw een imdiendial
letters and sounds, atew use letter disters or spelling, patterns as their basic units, and, ot
wurse, some use primartly the sight recognition ot aerds Most programs, however, do some of

each ot these.
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Recently, researchers have looked miwo other components of spoken language called
"onsets” and “rimes,” which may prove to be a useful umt ot mstruction (63). An “onset” 15
the part of a syllable that precedes the vowel, the “rime” 1 the rest of the syllable Al svllables
must have a rime, not all need an onset.

The concept of onsets and nmes may be usetul m teachig written language. For
example, m one study, young children were able to figure out the pronunaation of one word by
analogy to another with the same rime (they could read beah given peaky. By contrast, these
cluldren could not make any use of matching spellings and sounds that did not correspond to
rimes (they could not read beah given bean) (34).

Teaching phonics in isolation. Anothes way that programs ditter m phonies
mstruction 1s m how they present the relation betw een the word patterns taught and their
appearance meontext Rather than a dichotomy among programs, there s a range of variation
Some programs provide a phonics lesson prior to the readig ot a selection that has ondy a tew
words exemplifying the relationships - Others has ¢ phonies lessons that are tollowed by
selections contamming a lugh percentage of words with the taught relationships - According to
Becommyg a Natwon of Readers, “The importanc pomt is that a hugh proportion ot the words i the
ecarhiest selections children read should contorm to the phonies they have already been taught
Othersise they will not haye enough opportunity to practice, extend, and retine therr
know ledge of letter-sound relationships ™ When phonies mstruction s completely divoreed
from real reading practice, the danger s thatat becomes pomtless memorization

Another aspect ot this question s whether phonies msolation should be taught at all
Most whole language theonists support the teaching ot phonics only inhe context ot a v hole
story, and only as needed to understand a word i the story Such “decodimg-on-demand”
istruction is usually unsy stematic, but it may not be any more so than the instruction ottered
m a readimg program that has anall-planned scope and sequence and uses selections that do
not contam words that pernut culdren to apply newly taught letter-sound correspondences
rius problem pomts up the importance ot lookig not only at the mstruction ginven but at how
the instruction reiates to the other reading, caldren do

Teaching words in context. Mary programs stress the use ot context indentibving,
words Although it s extremely smportant that words be practiced m passage contest, over-
reliance on context does not appear to be a usetul practice m word idestibication Good readers
decode rapidIy and automatically, using both therr word identitication shill and context
Younger and poorer readers tend to over-rely on contest, partly because they do not have
ethaent word knowledge to use imstead

[t1s extremely important that chaldren learn te sdentity words quickly and
automatically - Teaching culdren to rely only on context mav interfere with this learnmg,
Given that a testis atan appropriate les el of dithiculty, duldren shoald et be encouraged to
ship words that are ditticult for them When culdren encounter a word thev cannot
recognize, they should be encouraged to study the word's spelling, as well as conader ats
meaning. The mtormation available trom context will then be more helptul to them Atter
they have worked over a new word, they should return to the begmming ot the sentence and

re-read the whole thing
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Practice Opportunities

For decoding shills to be asetul, readers must eventually be able to decode words
automatically, without consaoush attendimg, to the process ot sounding each word out (6
Teachers know how disruptive it can be to reading comprehension when children read siow v
and with many errors Fluent reading requires practice Basal reading programs provide
practice m a number of ditferent wavs—in workbooks and assoctated worksheets, through
tlash card drill and computer programs, m writing and spelling activities, and m the selections
children are ashed to read What s the best ty pe of practice® The answer from research seems
to be that all of these can contribute to automatic word recogition, but that reading,
meaningtul text1s the most eftectin e practice actiaty

Workbeoks. As the Workbooks booklet notes, there is evidence that practice in
workbook tasks can contribute to grov.th i word recogmtion, of the tashs procude areasonable
amarent of practie vn the shills considered to be paportant aspects ot the program GO Well-deagned
workbook tasks can help i management and provide needed practice

Flash cards  Findimngs trom the research on the use of tlash card dnlls to improve word
recogniion are contradictory Some studies have found that - uch drll does not transter to
comprehension 1), while other studies have found positive ettects (07

Computer-assisted practice Computer programs can provide practice m the rapad
recognition of words Some programs have been tound to be eftectiv e mmproving fluency and
accuracy of recognizing words (58)

Writing and invented spelling  An emphasis on wnting actinties has been shown
repeatedly to produce gams m early reading achievement ¢ However, voung chaldren’s
etiorts to write and mvent speltings hold a speaal mterest to begmning reading mstruction
because such ettorts can remtoree duldren's knowledge ot letter sequences and know ledge of
spelling-sound relabionships Inaddition, myented spelling mav impiose Juldren’s phonemee
awareness—espectally that of duldren imitally Sess well prepared tor reading instruction (15)
Spetling development s quite gradual at this fevel but asat develops. it can ad the grow th ot
uldren’s word recogmtion skalls as well

Reader selections  Most people agree that one of the best sources of practice is the
readig of words, phrases, sentenees, and paragraphs or, as readig researdhers desenbent,
“connected text”) Afthough many tpes of reading matenal can supply this practice, the
adv antage of basal program readers is that they can proy ide practice mreading connected test
that 15 tied to what 1s bemg taught m the program’s les ons - Programs must provide ample
amounts of connected teat that students are capable of reading and that s mteresting,
engagmg, and related to the letter-sound instruction m the program

[t 1s casy tosav that selectior i basal readers should be mteresting and engagmg, to
readers In practice, how ever, the creation of such selections usmg only a muted vocabulary
ditticult In most programs, the stories at the preprimer and primer levels are wnitten to
contain words - either aight words or “decodable” words—that the children are learning as
part of therr formal readimg nstruction Farly Sevels of basal readers are wnitten wath words
chosen because they are usetul words that appear frequently m the language, or they are words

contaming taught letter-sound correspondences  These selections are mteaded to remtoree the
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tearming from the lessons and mav mvolve a number of repetiions of words - Some recent
research found that selections contanung a lugh pereentaye ot words wath taught letter sound
correspondences produce readers who have more flevible approaches to word dentitication
and better ov erall decoding, ~kall (38)

The concern with controlhing vocabulary, however, can lead to boring or insubstantial
selections But with creatinaty, basal reading program dey clopers can construct engaging tots
that atso remtoree fearning from phonics and whole word lessons Some ot the guidchines tor
evaluating such texts are contamed m the Selechions m the Basal Reader booklet

One torm of connected tent that appears espeaalhy usetut at carhy tevels ot instruction
1~ the predictable or patterned book. Patterned books contaimn a predictable pattern repeated
throughout the story This could be a cumulative pattern, such as “The House that Jack Built
or a repeated retram, such as that m Bill Martin's Broaen Bear, Brown Bear (%) Such books
allow children to use the predictabihity ot the pattern to aid i word recogmtion: Whiie there
has not been a great dead of research on the ettects ot patterned books, one study tound that
such books were considerably more ettective than traditional preprimers m teaching a sct ot
basic sight words (12)

Patterned books can be used inva number of wavs s “big books they can be read
chorally by a dlass or a group. Choral and repeated readings have been tound to be usctutie
aevelopmg both word recogmtion and fluency (33) Fhey coutd also be read individualiy
much the same way as regular preprimer stories Patterned books are one wav et bidging the
transition between the “literate environment” and the more tormal instruction required to
develop word recogition skitls

tn addition te patterned books, ~imple but meamngtul stornies and <hort, tactuat articles
can be written with a hnuted vocabulary so that chaldren will both enjoy reading and re
reading them 1t is important, though, that the stories be wnitten m a fanguage that is as close
to children as posable Studies have tound that duldren mav have dithiculty wath the artiical
“primerese” language that 1s otten created by the repetition ot a number of hugh trequona
words i short sentences (61).

Finaily, studies show that repeated readings ot texts leads not ondv to gaims m tivena
but also, over tme, to gams m comprehension G5, 6t Beginming reading programs should
provide opportunities tor chldren te practice oral reading of the selections chorallyin pairs
with a tape recorder, orindmadualhy unitl ginvenantena ot words per minute and accuracy ar

reached

A FINAL WORD

As the Commission on Reading asserted m Becoming a Nation of Readers, the purpose of phomics
15 to teach children the alphabetic prinaple so that they can consistenthy use that primaple to
help themidentity known words and to iigure out unknown words on theirown - The night
maxims for phonies are,” the Commussion concluded, “Doat carly Keepatample Exeeptin
cases of diagnosed indinidual need, phonics instruction should have been completed by the

end of second grade.”
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To this end, research favors synthetic phonics. However, the “ideal” phonics program
would probably contain features from analytic phonics as well. Whiting 1n 1985, the
Commussion concluded that the phonics approaches recommended in programs fell
considerably short of the ideal. Analyses of new editions of basal programs indicate that there
are still some problems to be dealt with (26). Icis hoped that adoption committees will use the
information they gain from using A Guude to Selecting Basal Reading Programs to encourage
publishers—as the Commission did earlier—to impr. . the quality of instructional design,
materials, and teaching strategies in their programs.

Footnote

1. Order forms for Beconung a Nation of Readers The Report of the Commission on Reading,
prepared by R. C. Anderson, E. H. Hieb ert, J. A. Scott, and I. A. G. Wilkinson, and Begmning to
Read  Thinking and Learning about Print—A Summary, summarized by S. A. Stahl, J. Osborn, and
F Lehr from the Marilyn J. Adams book of the same name, are available from the Center for the
Study of Reading. You may obtain order forms by writing the Center at 5t Gerty Drive,
Champaign, IL 61820, or by calling (217) 244-4083
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PART TWO
Discussion of Guidelines for Evaluating Beginning
Reading and Decoding Sl Instruction

As the review of research and practice mdicates, there are many things to consider in

evaiuating begimming reading instruction. The guidelmes that follow are not intended to be
exhaustive, ratner they focus on some kev pomts to look for m examuimmg kindergarten and

formal reading instruction in basal reading programs.

KINDERGARTEN INSTRUCTION

Once kindergartens served primarily as a transition betw ecn home and school, focusmg on
developing social shills and conveving general common knowledge At the same time, it was
widely believed that chiidren shouid not be given systematic reading instruction until they
were “ready” to learn to read, which oceurred only when they had reached a certam level ot
maturity Until children reached this fevel ot matunty, it was heid that systematic reading
mstruction would be unproductive or even harmtui (21, 32) Proponents or tihns view
suggested that mstead of systematic mstruction, hindergarten reading mstruction should
consist fargelv of “readmess” activities As a result, a number of activities—and tests—w: ¢
developed to promote readiness tor reading Some ot these mvolved teaching children to hop
and skip, cut with sassors, match similar shapes, and <o on- Many of these activities may be
worthw hile, but they have a negligible relationship to reading (37) - Learnmg to read myvolves
experience with the writien word  In tact, new understandimgs ot what children are capable o
learning, as well as recent studies o the nature of literacy and bteracy acquisition have shown
that voung children have a great deal of know ledge about the torm and tunction of wntten
language Current practice suggests that readmg mstruction should build upon this
Knowledge

And, in many schools, systematic reading struction does begins i kindergarten
Positive results have been tound both trom kindergorten programs that can be charactenized as
tormal, structared, and 1atensive, as well as programs that are intormal, though not haphazard
(6,8, 20, 49). Becominng a Nation of Readers recommends “a balanced kindergarten program in
reading and language that mcludes both tormal and informal approaches ™ Suchinstruction,
the Commission contimues, should be “systematic but tree from undue pressure ” It cautions
against being “so mmpatient for our children that we turn Kindergartens, and even nursery

schools and day care centers, mto academic bootcamps ” Finally, the Commission urges that
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those children who are least ready for systematic reading instruction are the ones most in need
of “aruple experience with oral and printed language, and early opportunities to begin to write.”

What, then shoulu ~valuators look for as they examine kindergarten instruction? The
answer to this question depen 1s upon many things, including the school or school district’s
view of when to begin systematic reading instruction. Because there is some varniation in
opinion about what the nature of reading instruction in kindergarten classrooms should be,
nembers of adoption commuttees evcluating begimning reading and decoding shill mstruction
must discuss and agree upon the ty pe of reading mstruction most appropriate for their

hindergarten classrooms

GUIDELINE 1. Before examining the specfic content ot hindergarten reading instruction m
basal reading programs, discuss and agree vpon the tvpe of reading instruction that 1s most
5 Prog 5 \ 5

appropriate for vour Kindergarten classrooms.

Content of Kindergarten Instruction

The reseach suggests that if the word awareness, phonemiuc awareness, knowledge of letter
names, and print awareness ot all children could be developed i kindergarten—or earlier—the
rate of primany school tailures would be reduced enormously. The rescarch also suggests that
children who do not acquire adequate reading shill by the end of the primary grades are likely
to farl n school forever. It seems imperative, therefore, that kindergarten levels of basal
programs contamn activities that focus on these essential aspects of reading

Word awareness. Although the concept word is often developed at home, tor mam
children, school must provide this understanding - Early reading istruction usually begins
with the assumption that chuldren possess both the concept of word and the ability to recognize
otherwise familiar words—spoken and written—when examined one ata time. The word
word 15 nearly unavordable in mstruction about reading - To make any sense out of their
classroom activities, theretore, children must already understand—or guickly catch on to—the
wdea of what a word 1s.

Fortunately, 1t 1s fairly easy to get children to attend o words. In only one setting,
voung children can make great progress i div iding or segmenting sentences into individual
words, although they often have trouble identify ing tunction words and prepositions as
separate words (32, 40)

Of course, most children do not learn the concept of word this way Most learn about
words through exposure to print. Because speakers produce clauses inone continuous breath,
i histening to spoken language, children cannot distinguish spaces between the words In
looking at print, howerer, they can see that there are spaces between the sords - As children
become aware of the one-by-one nature of words in print, they begin to notice and isolate
words m speech. One researcher showed that word awareness increases dramatically along
with the earliest signs of emerging reading ability (28) This nearly, but not quite, obvious
nature and function of individual words seems a reason io teach word awareness

Begumitg to Read suggests a number ot activities to help children understand the

concept of word. For example, sentence segmentation games, which mvolve sentences made

43
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from strings of picture cards, can be a good way to train word awareness. By letting children

play with the orders and combinations of cards, the activity can be extended to explore the
meanings and functions of words as well as their segmentability. Other activities should focus
on training children to recognize the purpose of the spaces between words in print Pointing
out words and noting spaces between them in storybooks, on chalkboards, or in big books can
reinforce this idea (18).

Exploring and contrasting lengths of printed words can help clarify the difference
between syllables and words and hasten the msight that a printed word should be meaningful
Activities dealing with word length can help children become aware of prepositions and short
function words (39, 48). Finally, such activities can be a way of showing children that words
that take longer to say, look longer in print—retlecting the relationship between speech and
alphabetic writing (59).

Phonemic awareness. Partially from learning about letters and words, and partially
through rhyming and other word games, children can develop an ability to “play with” the
sounds 1n spoken words and thus develop phonemic awareness. Typically, phonemic
awareness activities engage children i a variety of games and activities involving nursery
rhymes, rhymed staries and rhyme production, segmentation of sentences into individual
words, mvestigations of word length, clapping and dancing to sytlabic rhythms, and the
wolation and 1dentification of mtial, tinal, and mternal phonemes in words (43).

Although Begmning to Read <tates that the explicit traming of phonemic awareness 1s
ivaluable for efficient and effective reading mstruction, 1t cautions aganst giving tests of
phonemic awareness to kindergartners, and, if they fail, holding them back from first grace
The hey to phonemic awareness lies more i training than m age or maturation. Theretore, if
children have not recerved sufficient exposure to print and sound by age five and a half, there
15 litile to suggest that they will do so “automatically” by the ime they are six and a halt As
well as explicit traming, the cctivities that seem to lead to the development ot phonemic
awareness are those involved m learning how to read and spell. To keep chuldren back to
“wait” for phonemic awareness to develop 1s to hold them back from what may be the best
opportunities to allow 1t to develop.

Begmnig to Read urges that phonemic awareness games and activities be incorporated
mto the standard kindergarten and preschool curricula.

Knowledge of letter names. If a number of children in a kindergarten class do not
know the names of the letters of the alphabet, does simply teaching them to name and
recognize the letters assure that they will become good readers” Research seems to say no
Accurate but stow recognition of letters is not enough, 1t 1s the case and the fluency with which
children can name and identify them that matters.

Children who can quickly recognize most letters wall have an easter time learning
about letter sounds and word spellings than will children who still have to work at
remembering letter :dentities. A comfortable know ledge of the names and dentities of letters
hastens the learning ot letter sounds because 1t helps children remember the sounds - That s, 1f
children know that a particular symbol 15 called b, then they can use that tact to help remember

its sound.
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Children who recognize letters quickly and accurately will also have an casier time
recognizing words as patterns of letters. To the extent that they have to pause and “work” at

identifving letters, children will have less attention left tor iigurmg out words - Thus just being

able to name the letters is only the first step What 15 needed tor suceessful reading 15
comfortable fanuliarity with letters.

Print awareness. Learning about the importance ot print otten occurs m situations
where written language serves to entertam (as in books and i >gazines), to mform (as in
instructions on packages and in games), and to direct (as on traftic signs)  The goal s for
children to learn about the functions of written language and about what adults mean when
thev talk about “reading.” Programs should include suggestions for activities that make the
function of prmt obvious, useful, and entertaining to children.

Storybook reading. Storvbook reading can be used to demonstrate concepts about

"o

how print works, incliding such things as “author,” “title,” “top,” “bottom,” which way the
print goes, and so torta. The reading aloud of storybooks not only develops children’s print
awareness, 1t also mitiates children imto the wonders of the imaginative worlds accessible only
through Iterature and the wonders of the evervday world accessible through intormational
books  For kindergarten reading programs, as i the latter grades, storvbook reading 15 not an
“extra,” but must be an ntegral part of the school day.

Spelling and writing. Printing letters and writing words are important in their own
night  Because of the interrelatedness of the oral and written forms of language, learning to
write also aids m reading development. For many young children, the desire to communicate

provides an incentive for using wnitten language. Invented spelling 1s an especiathy productive

way of domg this. Invented spething forces children to retlect upon the sounds i spoken
words and relate them to printed letters ina way that fits m well with voung children’s natural
destre to explore their world.

The arguments to~ including mmvented spelhing and, later on, spethng mstruction as a
major component of the reading program are strong - Learning about spelling reintorees
culdren’s knowledge about common letter sequences  [talso remntorces their knowledge about
spetling-sound relationships and may help children become aware of word parts (7). Because
of this, spelling practice enhances reading proticiency.

But writing should not take the place of mstruction and practice m reading connected
tent and i word recogmition For children’s mterest in how words actually are spelied to be
usetul, they must be exposed to properly wrtten text For children to fearn how words actuath

are spelled, they must fearn to read—and to spell.

GUIDELINE 2. When examiming the kindergarten levels of basal reading programs, evaluate
the quantity and quality of mstruction and practice opportunities tor developing

e word awareness

e phonemic awareness

e knowledge of letter names

. print awareness
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Oral Language Activities and Listening Experiences

The development of reading is related to the development of speaking and listening as well as
to writing. A quahity kindergarten program should provide vpportunities for grow th in these
areas.

In addition to providing a language-rich environment in which children gam
know ledge of the world, kindergarten classrooms should encourage children to use language
in reflective ways. Providing children with opportunities, such as class discussions, that allow
them to histen and respond to adult questions requiring them to reflect upon their experiences
can stmulate the kind of mental processes that are needed for them to read with
understanding.

Since histening comprehenston proficiency also predicts successtul reading
comprehension, language acti tties that encourage children to listen to and follow directions as
well as those that mvolve listening to stories should be a part of a school reading program
Oral language activities and listening experiences m the classroom are important for all
children but especially important for children w ho have not had experiences at home with the
language of schools and books.

Oral language and hstening activities should permeate hindergarten classrooms - Basal
reading programs should contam usctul suggestions for these kinds of activities, hut i no way

should vral language and listening expertences be limited to these suggestions

GUIDELINE 3. When examming kindergarten levels of basal reading programs, evaluate the
quantity and quality of mstruction and practice opportunities for oral language and hstenimg

experiences.

FORMAL READING INSTRUCTION

Although this section focuses on the decoding activities associated with begimming reading, 1t
must once again be emphasized that a balanced begmning reading program contams a varnety
of writing, spelling, speaking, and listening activities.

The hirst step in evaluating formal reading mstruction ina program is to deternune the
approach to letter-svund correspondences it uses—analytic or synthetic—and how well it
presents that mstruction. This can be done by Jooking at the letter-sound mstruction in three
consecutive lessons and asking the follow ing questions. 1) Are letter-sound correspondences
presented m 1solation—a synthetic approach—or are thev identitied as the sounds heard at the
beginning (or middle or end) of a word—an analvtic approach? 2) Are letter-sound
correspondences presented exphetly, or are children to deduce them from examples? 3) What
15 the predominant unit of mstruction—individual letters and sounds, clusters ot letters or
spellmg patterns, or words? ) Are the instructional suggestions easy to follow and consistent
from lesson to lesson? and 3) Do the lessons review the correspondences presented m
previous lessons?

Rather than choosing a program based upon whether 1t uses a purely analytic or

purely syntheuc approach to phonics, 1t seems best to determme that the mstruction be clear
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and not confusing to students It 15 also a good idea to uetermine that the mstruction is

adequate. Inan analytic program, this can be accomplished by providing some letter-sound
correspondences in isvlation, but using know n words to tllustrate how they mught actualiy
sound. Ina synthetic program, this would mvolve givng serious attention to teachmg children
to blend taught sounds mto words, and providing a great deal of practice reading words that
are composed of the taught sounds

Atter determining the approach used ma program, evaluators should consider several
other factors, such as the presence of blendmg exercises, the relationship of the words m the
student reader to the taught sounds, and the use ot context as an instructional strategy
(Remember that Begnminy to Read does not recommend an overreliance on context Rather, it
argues that instead ot habrtually relymg on contet, children should be encouraged to tigure

out troubling words trom therr spellings )

GUIDELINE 4. Betore exanuning, the specatic content ot tormal reading mstruction i a basal
readmg program, determine which approach to phonics instruction it uses and deaide it the

mstruction is clear and adequate.

The Design of Letter-Sound Instruction

If Enghsh were pertect]y alphabetic—if each letter corresponded exactly to one sound and vice
versa—then the number of [etter-sound pairs to be learned would equal twenty -s1a

However, because the correspondeace is not consistently one-to-one but otten one-to-
several in both directions, there are many more than twents -siv letter-sound pairs to be
learned  Exactly how many? [t has been found that hundreds ot correspondences are
mvolved  Inastudy restricted to the one- and two-svllable words common to the reading,
matertals ot siv to nine vear olds, the number ot relevant letter-sound correspondences was
tound to be 211(Y)

[t1s mportant to recognize, how ever, that not all ot the correspondences are equally
useful, not all are required with equal trequency, not all need to be learned incthe tisst grade,
and not all that Jaldren will learn eventually need be taught exphicitly: Theretore, it might be
better to ask which correspondences should be tav “ht rather than how many - As Beging To
Read emphastzes, “Bevond the most basic of bastes and despite a long history and broad use,
the vanous presentations of phonies lessons m reading programs contan httle i the way o
agreement as to the best set ot letter-sound pairs to teach exphatly to students ”

[t seems reasonable, however, to expect that the order i wlnch letter-sound
correspondences are mtroduced be well planned so that they can be combined to torm words
Further, it seems reasonable that the design ot instructional sequence be evident: Good
planting and caretul mstructional design should resultin ease of acquisttion ot letter-sound
correspondences tor children

In examining, the design of letter-sound mstraction m programs i detail, it nught be
usetul to deternune 1) the st tifteen letter-sound correspondences taught and how many

words can be made trom them 2) the order ot introduction of letter-sound

correspondences—tor both the vovvels and the consonants, 3) whether the long and <hort
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sounds of the same vow el are introduced in the same lesson or whether their mtroduction 1s
separated; 4) whether different sounds for the same consonant are introduced m the same
lesson or therr mtroduction separated (for example, /s/ and /A/ for ¢); 5 how digraphs, such
as /th/ and /sh/, are introduced (whether the concept of two letters together having a different
sound is explicitly stated), 6) the provisions that are made for the continuing review of the
letter-sound correspondences taught; and 7) the pomt at which all letter-sound
correspondences have been introduced.

Inaddition to these points, it might be helpful to look at how a program deals with the
teaching of rules, or phonic generalizations - Research indicates that although rules can direct
children to common spelling patterns and some strategies to use w hen identifying unknown
words, memorization of rules is not productive. Rather, if children are taught rules, they
should also be taught to use them flexibly.

Other points to consider can be found m Begrmg to Read, particularly i the chapter
“Issues in the Teaching of Phonics.”

GUIDELINE 5. In exanuning the design ot letter-sound mstruction v a basal reading
program, deternune if the order of the mwroduction of letter-sound correspondences 1s well
planned and 1f the design of the instruction is evident.

Practice Opportunities

To become successful readers, duldren need opportunities to practice therr decodmg shill. Ina
basal program, this practice can come m the form of workbook pages, flash cards, computcr
programs, and wntmg and spelling activities. These practice opportunities should be exanuned
carefully to see if thev reflect the instruction presented in the program

Almost everyone agrees, however, that reading connected text—the selections in
student readers and i other books—is the most beneficial practice ot all - In exammng the
selections m basal readers, evaluators should also determine if they reflect imstruction s the
program  In particular, they should see if the selections contain a good number of words that
reinforce the letter-sound correspondences taught inrelated lessons. Of equal importance,
however, 1s determining that the selections are interesting and engaging to the duldren who
will read them

GUIDELINE 6. When examinimg opportunities to practice decoding skl contamed m a basal
reading program, deternune if
* workbook pages, flash cards, computer programs, and wnting and spelling

activities reflect the program’s instruction

*  selections contam a good number of words that remtorce letter-sound

correspondences taught m related lessons

o selections are interesting and engaging to children
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PART THREE

Teac

il

ner Assistance for Beginning Reading and Decoding
[nstruction

The suggestions that follow are based on researchand eftective practice: They are intended to

help teachers incorporate the mformation proyided in this booklet mto their total instructional

program.

1 How

2 How

23

do | help chuldren’s reading development?

»  Make reading and wniting an itegral part ot the classroom throughout the day,
not just during “reading time ™ Include print activities mlessons devoted to art,

language, musie, and mathematies.

Read to children daily: Reading aloud— both ficion and nontiction—w 1l
develop children’s reading mmany wavs Such reading will motiv ate cluldren to
explore books on their own, improve their language and world knowledge, and

allow therr imaginations to thrive,

o Male ime tor writing, as well as reading - Having children write can be a usetul
wav of improving therr knowledge ot letter-sound correspondences as well as

therr understanding of how wnters work

o Allow time tor children to read tor their own purposes Lyven duldren at the veny
begmning stages of reading benefit trom looking at books and “reading” simple

preture books

should decoding instruction relate to the rest ot my reading, prograin’

o Donotteach decoding as anend inatselt: The purpose of decoding instruction s

to enable children to read fluently and with comprehension

Emphasize the inks betw een mstruction in decoding and the other parts ot the
reading program At least some ot the selections children read should contam a

[ot ot words that reintorce the letter-sound correspondences they are learning,

o Keepinnund that the amm ot decoding instruction is to get cluldren dose enough

to a word's pronunciation so they can, with the help of its content, recognize it

o Chuldrenenjoy being fluent readers who easily understand what they— ad it

necessary, use repeated readings to achieve tluent reading.

*  During readmg instruction, chuldren should mostlv read selections that are at

49



their instructional level. Some additional time, however, should be devoted to
texts that they can read easily (with a 95% or better oral reading accuracy).

3. How can | help all children read?

Be mindful of the fact that there can be a wide variation in the knowledge that
young children have about reading. Some children may not have even the most
basic ideas. Provide these children with underlying concept« b .t the functions
of reading and writing as well as with specific information about letters, sounds,
and words.

For children who are already reading simple stories, this kind of mstruction
probably is not necessary. Instead, emphasize more advanced concepts with
them.

The essential principle of all good teaching—estimate where each student 15 and
build on that base—is doubly important m reading instruction.
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PART FOUR
Listing of Guidelines for Evaluating Beginning Reading
and Decoding Skill Instruction

GUIDELINE 1. Betore exanuning the spectfic content of kindergarten reading instruction in
basal readmg programs, discuss and agree upon the 4y pe of reading instruction that 1s most

appropriate for vour hindergarten classrooms

GUIDELINL 2. When examnung the hindergarten lesels of basal reading programs, evaluate
the quantity and quality of instruction and practice opportunities tor developing

o word awareness

e phonemic awareness

¢ knowledge ot letter names

i print awareness,

GUIDELINE 3. When examunung hindergarten levels of basal reading programs, evaluate the
quantity and quality of mstruction and practice opportunities for oral language and Istening

L‘\PL‘H(‘HCL‘\.

GUIDELINE 4. Betore exanmuning the speait.c content ot tormal reading, mstruction in a basal
reading program, determine which approach to phontes mstruction it uses and deadent the

instruction is clear and adequate

GUIDELINE 5. In cxamining the design of letter-sound mstruction i a basal reading
program, deternune 1t the order ot the mtroduction of letter-sound correspondences s well

planned and 1t the design of the instruction 1 evident

GUIDELINE 6. When examuning opportunities to practice decodmg skl contamed i a basal
reading program, determume it
o workbook pages, flask cards, computer programs, and wniting and spelling

activittes retlect the program’s mistruchon

e <elections contam a good number of words that remtoree letter-sound

correspondences taught m related lessons

o <elections are mteresting and engaging to cluldren
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PART FIVE

Worksheets for Evaluating Beginning Reading and
Decoding Skill Instruetion

Some important aspects ot begmnimg reading and decoding skt mstruction have been
discussed i this booklet and summuarized i the guidelines The worksheets that toltow wall
Felp vou use the imtormation i the booklet as vou ey eluate begmnimy, reading instruction in
reading programs

Speaitic directions precede cach worksheet Additional intormation about the

worksheets can be found i the §eader < Manal

Materials and Resources Needed

You will need one worksheet tor every re aing programvou plan to evaluate: Reproduce as
many worksheets asvou need  For cach program vou evaluate, vou it also need copres ot
¢ leachers manuals

. Student textbooks

Points to Keep in Mind

! You may tind that you do not need to complete evers column or answer eveny

questionon a worksheet Fmpty spaces do not mean that a program has detiaencies

2 You mav choose to use only parts ot cach worksheet

Rating What You Have Evaluated

You mav wish to develop a ratmg scale to quantite vour overall evaluation of begimning,
reading :nstruction :n the programs vou examime: We have provided spacc on each workshet

tor vou to revord these ratings
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WORKSHEET 1: DIRECTIONS

GUIDELINE 1: Kindergarten Instruction

Inthe space provided, state vour agreed-upon goals for reading mstruction
the kindergarten program.

GUIDELINES 2, 3: Quantity and Quality of Kindergarten Instruction

1 Look at hive consecutive lessons each trom the beginning, nuddle, and end ¢
the program. Then list bv name and page number the activities m the lessons
that develop eaci of the following:

a word awareness,

b. phonenuc awareness
¢ letter name knowledge
d print awareness.

Lang mtormation trom the Research and Practice section of the booklet,

evaluate the appropnateness and quality of these activities

t2

Repeat this procedure for oral language and hstening activities

() ¢
o
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Worksheet 1 BEGINNING READING AND DECODING SKILL
Pubhsher Program Grade Level Copyright Evaluator
GUIDELINE 1
KINDERGARTEN INSTRUCTION
Statement of the committee’s goais for kindergarten reading instruction.
i i
GUIDELINES 2,3 i K
QUANTITY ANDQUALITY ! Lesson | Lesson 2 Lesson 3 Lesson 4 ; Lesson 5 i
OF INSTRUCTION | \ame Name Name \ame Name :
PP PP PP PP | PP ' Rating
!
Word awareness ‘

IPhonemic awareness

"etter name know ledge

rint aw aroness

Oral language

Iistening
3 5
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WORKSHEET 2: DIRECTIONS

. GUIDELINE 4: Formal Reading Instruction

Look at the letter-sound instruction in three consecutive lessons. Answer the following

questions in the spaces provided.

a.  Areletter-sound correspondences presented in isolation (synthetic) or are they
identified as the sounds heard at the beginning, middle, or end of a word
(analytic)?

b Areletter-sound correspondences presented explicitly or are children expected
to deduce them from examples?

¢.  What is the predominant unit of instruction (letters and sounds, clusters of
sounds and spelling patterns, or words)?

d.  Areinstructional suggestions easy to follow and consistent from lesson to
lesson?

e. Do the lessons review the correspondences taught in previous lessons?

On the basis of your answers to these questions, decide if the program uses an
analytic or a svnthe.ic approach to phonics instruction and whether its instruction 1s
clear and adequate Record your answers.

' GUIDELINE 5: Design of Letter-Sound Instruction

Look at the letter-sound instruction in three consecutive lessons  Comment, using the

following questions to guide your evaluation.

a  What are the first fifteen letter-sound correspondences taught? How many
words can be made from them?

b.  What s the order of introduction of letter-sound correspondences (vowels and
consonants)?

¢ Arethe long and short sounds of the same vowel introduced in the same

lesson, or 1s their introduction separated?

Are difterent sounds ror the same consonant introduced in the same lesson, or

.Ct..

1s their introduction separated?

e.  How are digraphs introduced?

f.  What provisions are made for continuing the review of the letter-sound

correspondences taught?

At what point have all of the letter-sound correspondences been introduced?

IS

h.  How does the program deal with teaching rules or phonic generalizations?
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Based on your comments, decide if the design of the letter-sound instruction in the
programus well-planned and if the design ot the instruction is evident. Record vour

answers.
GUIDELINE 6: Practice Opportunities

I Examune the various opportunities for decoding skill practice provided m the
program’s workbook pages, flash cards, computer programs, and writing and

spelling activities. Comment on whether thev reflect the program’s instruction.

2 Look at at least five selections m the basal reader (both fiction and nonhiction) and
comment on whether they reflect and remforce the letter-sound correspondences
taught in related lessons Then deaide it chuldren will ind the selections

mteresting and engaging.

Wy |
~3J
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Worksheet 2

BEGINNING READING AND DECODING SKILL

Publisher Program

Grade Level

Copynight

Evaluator ___

GUIDELINE 4
FORMAL READING INSTRUCTION

Rating’

Names and inclusive page numbers of lessons examined:

Approach to phonics mstruction

a___ ¢ d. used n program

b e Comments on the clanty and
adequacy of instruction

GUIDELINE 5

DESIGN OF LETTER-50UND INSTRUCTION

Names and inclusive page numbers of lessons examined

Comments

GUIDELINE 6
PRACTICE OPPORTUNITIES

a Workbook pages

b Flash cards

¢ Computer programs

d Wnting/spelling activaties

Selection | Selection 2
Name \ame
PP PP

[

o8

-

Selection 3
Name
PP

Selection 4
Name
PP

I Selection 3

1 Name

\
;
3
;

-t

l

P P
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PART ONE
Research and Practice

Students” success 1 school depends largely upon how well they can get meaning trom the
books and other materials they read. Therefore, comprehension istruction 1s an important
part of the teaching of reading, and 1t i1s a primary goal of most basai reading programs

Comprehenston mistruction i reading programs usually 1s butlt around the selections
contained m the basal reader, or student textbook, and 15 com posed ot a sertes ot teacher-
gurded activities commonly known as the directed reading les .on. Classroom observation
reseaich has shown that as they take students through a reading selection, teachers are strongly
intluenced by the procedures, instructiens, and recommendations suggested in teachers’
manuals (3, 4, 3).

Because the directed reading lesson and the mstructional suggestions that accompany
itcan plav such animporiant role in the teaching of comprehension, this booklet focuses on
that aspect of basal reading programs Y »mpanion booklet, Compreionsion I Shiils and
Strategies, coneentrates on mstruction designed to provide students with more general skills

and strategtes that can help them to read all kinds of matertals on their own

The Nature of Reading Comprehension

One view ot readimg holds that reading 15 a simple process ot figuring out or decoding the
words on a printed page  The beliet underly ing this view 15 that the pronunciation of words
gIves access tu the meanings, and that comprehension comes automatically: Current research,
how ever, has established that w hite this view of reading 15 partly correct, readimg s a much
more complex process. In Becomig a Natiost of Readers, its report on the state of reading
research and instruction, the Commiss.on on Keading defined reading as

[Tlhe process ot constructing meaning trom writtc . texts It is a compley

skill requirmg the coordimation of a number of interrdlated <ources of

imnformation (1)

To gain some understanding ot what happens when we read, 1itas helptul to exanune
several pomts raised by the detinition What 1s me t by the term onitton tex!s> What does it
mean to ¢ustruct meanimg? How ao readers construct meanimg trom s ritten teats” What are
mterrelated sources ot prtormation? and How do reducrs coordviate mterrelated sources of
imtormation?

* What ic inean! by the term written texts” A written textis anvthing weread It can

be any number of things a page i a boek, an article ina newspaper, o 'etter from a friend, a
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computer printout, a biltboard on the side ot a highw ay, or the directions on the back ot a box
of cake mn\

* What does it mean to construct meaning’ Reading 1 a process in which a reader’s
ow n hnowledge is combined with the mtormation in a book or other wnitten texts to create
meaning. When we successtully combme what we are reading with our own knowledge, we
are engaged i the construction of meanmy.

» How do readers construct meaning from written text” The construction of meaning

)
15 a dvnamic process  As we read words, phrases, sentences, and patagraphs ot a text, we
continuously re ise our mterpretations ot what that text means (8) This ability to mterpreta
text's meanig 1s the result of our keepmg track of, comparing, and integrating w hat the author
has wnitten with swhat we already know—that 1s, with our own backgroumd hiicteledye about the
subject matter in the text, other relevant information, and the conventions ot how texts are
written.

This process ot constructing meaning can be magmed as a continuous dalogue
between us and the author of the text we are readmg,. The dialogue proceeds as we read
through the text, and as it continues. we “wrnte” a new textin our own heads This new text
“1n our heads" 15 the result of imtegrating our ideas with those of the author ina wav that
makes sense to us tand, if the author had the opportunity to examine the text i our heads. it
would also make sense to himor her) By creating this new text, we have constructed meaning
trom the text we were reading . 2).

« What are interrelated sources of information” In the view ot reading we
mentioned earlier, reading 1s a process that “starts at the bottom,” with readers hirst identitving
letters, then learning the meaning of words through pronunciation, then adding the meanimgs
of words together to produce the meanmg ot clauses ard sentences, then combing the
meanings of sentences to produce the meanings ot paragraphs and entire texts

Research shows, however, that in addition to producing meanigs trom letters, words,
wentences, and paragraphs, readers also select and use their knowledge about people, places
and things, and therr knowledge about texts and how they are orgamized - Alt ot these thimgs
are the interrelated sources of intormat:on

« How do readers coordinate interrelated sources of infarmation” Comprehension
depends upon the abihity ot readers to organize the different hinds ot knowledge they possess
The abiity to coordinate these sources of intormation requires expertence and practice: When
readers understand what they are reading, they have mastered the complevities o coordinating

many interrelated sources of intormation

The Directed Reading Lesson

The objectiv e of the directed reading lesson s to burld students” comprehension competence
through meanmgtul encounters with wrtten texts () Ty preally, the lesson proceeds through
several stages, beginming with a prereading, or preparation stage during which the teacher
introduces the selection, provides background mtormation, and presents new v ocabulary that
will be encountered in the selec* on - A part ot this stage, the teacher mught also et the
purpose tor reading the selection and pose questions tor the students to answer as they read

Durning the second stage, the students read the selection, orally or wilently inits entirety orm
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sections. They may also answer questions as they read or after they have read In the
concluding stage of the lesson, students complete follow-up activities, including discussion,
' rereading, and workbook practice with the skills and strategies used in the lesson.

The directed reading lesson has been a central feature of reading programs for many
years, and, in many cases, the instructional suggestions provided with them have simply
evolved without any evidence to support their effectiveness. In fact, researchers have
discovered that, in some programs, the instructional suggestions were misleading or irreley ant

to the selections they accompanied (4). This 1s one reason why you should carefully examine
the instructional practices provided in basal programs for the directed reading lesson.
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PART TWO

~

Discussion of Guidelines for Evaluating the Directed
Reading Lesson

[bis part oi the booklet presents tour guidehines to Lielp vou as vou examine instructional

practices tor the directed reading lesson The guidelines relate specitically to prereading
act: attes, questions to accompany and tollow reading, and tollow-up activities

The examples used i this discussion relate to the story, Up to the Lott, which appears
below  While this selection s a narrative, and 15 similar to narratives tound i basal reading
programs, the guidelines presented m relation to it can be apphied as well to articles,
biographies, poems, and other kinds of selections that appear i reading programs We suggest

that yvou read the story betore procecding to the discussion of guide hines
Up to the Loft

Whenever Mary Beth thought about the harvest, she telt even sicker
than <he already was She had realiv looked torward to the harvest this vear
For the tirst time, Ma and Pa had said that she could svork with the rest of the
tamilv m the tields No longer would she have to walk over to the Stevens’
house during harvest and spend the dav plaving with httle Tobnny No longer
would she have to isten to her brothers tease her about being the baby of the
tanuly

Mary Beth coughed and took another drink ot water o her mind <he
could ~tll hear her mother's words trom that morning,

“Now, Mary Beth, vou have a cold You'll have to stav 1 bed todas

But, Ma 7

“There's no buts about it vouny lady U~ too Late to take vou over to
the Stevens” house, but [ thimk vou'il be oll right by v srselt Just <tay i bed
and keep warm

But, Ma

Now hush We lFbe back by sundow Tt vou take good aare of
vourselt, vou might be well enough to work with us tomorrow ”

So Mary Beth ook cate of herseft First <he read her book, then <he
sewed a pillowease, then she plaved with her dolls - And then she got bored
Bored and angry Why did her motaer have to make her stay home? She was

tired of bemng treated Tike a baby - Suse she teltsick, but she could have done
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somethmyg to help with the harvest.

Mary Beth looked out her window. In the distance she could see Ma
and Pa and her brothers harvesting corn. Closer by she could see the big barn
where Betsy lived Betsy was a gray mare who was now too old to work. She
spent most of her time m the barn munching hay.

Suddenly Mary Beth had an1dea. As long as nobody was around, she
could plav in the lott! Mary Beth had never been in the loft because Pa
wouldn’t let her climb the ladder that led to it. He said 1t was too dangerous.

“Too dangerous!” thought Mary Beth. “That's because he still thinks
I'm a baby”

Five minutes later, Mary Beth opened the door to the barn She was
wrapped in a blanket and feeling better by the mmute A doll’s head peeked
out ot each of the large pockets of her mghtgown  “Atleast I'll have some tun
today,” she thought, “And no one will ever know”

She went over to Betsy and patted her. Betsy just kept munching hay,
but she did flick her tail back and forth a few times. Right next to Betsy was
the ladder that led up to the loft. [t was tall and nickety, and it did look a ort
dangerous, but Mary Beth was determuned to see the loft. She looked around
to make sure o one was watching, and then she put her foot on the first rung

The ladder creaked under Mary Beth's weight She hestfated for a
moment and then began the long, slow cimb. Every once ma while, the
ladder would quiver shghtly and make groaning noises, but Mary Beth just
kept her eves on the loft and tried not to be scared

When she was about haltway up the ladder, Mary Beth heard a
sudden nose from below Her dog Judy hnd eome through the open barn
door and was dancing around Betsy’s heels The old mare hicked at the dog
with her powertul hind legs Her first hich missed Judy, and so did the second
The third kick, howeyer, landed squarely on the ladder Mary Beth swaved tor
an nstant and then tell to the ground with a thud. The ladder crashed dovin
right next to her Judy, ternitied by the notse, streaked out ot the barn like a
turry comet - And then evervthing went black tor Mary Beth

Some time later, Mary Beth opened her eves and cried out trom the
pam She tried to get up, but her legs wowan’ support her She looked
around the empty barn and saw that Betsy was gone “I wonder where she
15>" Marv Beth thought. But the pan i her legs soon made her think ot her
own problem  “How can | get help® she said - “Ma and the others won't be
back until sundown ”

Mary Beth began to teel desperate She looked around the barn again
Her eves stopped when they reached the big bell hanging trom the door Ma
used the bell once a day to call the family i tor dinner 1t only she could ring
the bell, Ma and the others would come running.

Mary Beth began crawlin s toward the bell but stopped short when she

realized that she could not possibly reach the rope to ring it The rope was tar
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out of reach. There was no other way to ring the bell, unless. . . .

She crawled frantically back to the ladder. One side of the ladder had
broken off and was now just a long piece of wood. it was heavy, but Mary
Beth managed to drag it to the doorway. Then she grabbed the wood m both
hands and slowly stood it on end. It just barely 1eached the bell.

Using all her strength, Mary Beth swung the wood back and forth.
The bell clanged loudly. Again and again she swung the wood, even though
her arms were aching. The bell clanged again and agam. Finally, weak from
pain and exhausted from her efforts, Mary Beth let the wood drop to the
ground. She sat perfectly still for a minute and then passed out.

Days later, Ma helped Mary beth get up on her crutches

“Ma?” asked Mary Beth, “Tell me, why didn’t vou punish me for what
I did? You made me stay in my room for two days when [ et the pigs out of
their pen. And this 1s lots worse than that!”

“Well, Mary Beth, | thought about it a lot,” Ma replied. “And what I
deaided was that the broken leg, the cast, and the crutches were punishment
enough. Besides, I'm proud of the way vou found to give us a distress signal.
We knew that something was wrong when Betsv came wandering out mto the
field, but we didn’t realize how important it was until we heard the bell
ringing.”

“I'm sorry, Ma,” Mary Beth said  “I know [ shouldn’t have chimbed
that ladder”

“Well, mavbe vou've learned a couple of lessons from this. It could be
all for the best.”

Mary Beth didn’t say anything. Ma 15 nght, [ guess, she thought. |
probably have learned a thing or two. I should have closed the door to keep

that sitly dog out'

Prereading Activities

Teachers’ manuals accompanying most reading programs contain suggestions for ways to
prepare students to read a selection. This section will discuss two ty pes of prereading activities
ty pically found m the manuals activities tor building background knowledge and for setting
purposes. Additional prereading activities, such as vocabulary instruction, comprehension
skill and strategy development, and decoding, are discussed i other booklets m this series
Building background knowledge. The first type of prereading activity typically
found in a direcied reading lesson s the activity intended to build background knowledge

Background-building activities differ markedly. Sume activities suggest asking students about

their own experiences with the topic of a selection, others suggest telling students what a
selection will be about, and still others suggest grving students information about the tvpe ot
selection they will be reading Classroom observers have discovered that teachers sometimes
modify these different kinds of activities to fit their own purposes, or even skip them entirely
In fact, teachers inone study clammed they did not have time to deyote to background-building

L |
activities (9). ‘
|
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Recent research, howen er, indicates that background knowledge plays a critical role in
reading comprehension One researcher summarized the importance of these investigations as
tollows “The strongest concluston to emerge from research on reading in the last decade is
that understanding something new often hinges on relating it to something old (13)
Therefore, an appropriate amount ot time spent on building background knowledge 1s time
well spent (2, 11).

Teaching unknown concepts central to understanding an upcoming selection s
mportant, especially if the selection 1s different from others students have read or if students
have httle know ledge about the topic - For example, an understanding of the charactenistics of a
loft 15 crucial to our example story. Students need to know that a loft is located 1 a barn, that
one must chmb a ladder to get to a loft, and that a lott can be a nice place m which to play
Students who do not have knowledge of these aspects ot the word [oft are not likely to
understand the story unless the teacher discusses the word with them betore they read the
story

Instrc tional tume spent tor building bachgronmd Rnoweledge must be used appropriately. Not
all instruction 1s good mstruction. For example, mstructional time should not be spent on
triv 1al concepts that are not important to the understanding ot a selection Consider the

activities m the followmg examples

Example 1(a)
Askstudents, “What do vou ke to do when vou play”” Then ehat trom
students that sometimes 1t 1s tun to play with others and sometimes it is tun to
plav by vourselt  Say, “Name some things v ou like to do when vou play by
vourselt 7 Make a fist of things students enjov doing by themselves sk
~tudents, “Would vou hike to do ditterent thing~ 1f vou hved i the aty orin the

countrv?” Make two lists

Nice Things to Don the ity Nice Things to Do the Country

Then tell students that Lp to the Lot 1s a story about a girl who plavs by herselt in the country

Example 1(b)
If vou think students know what a fott 15, ask them to discuss any experiences
thev have had withiotts 1t students do not Anow w hat aiott s, tell them
Discuss the important teatures of fotts—that hay 1« stored i 'otts, that lotts are

usually reached by ladders, that fotts can be tun places m which to piav
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The activities in both examples relate students” background expertences to the

information i the story. But m Example 1(a) ~tudents” attention is tocused on an unimportant
. part of the story—Mary Beth's play  In Example 1(b), on the other hand, students” attention s
focused on a concept central to an understanding of the story.

Common sense dictates that teachers should not spend large amounts of valuable
mstructional time teaching backgr.  nd knowledge that students already possess Some
readers, however, may possess relevant background know ledge but fail to use the, knowledge
when they read (6). Research has established that voung and less-able readers sometimes need
to be reminded that they can use what they already know to help them better understand a
selection (6). Insuch cases, teacliers need to pomt out the connections between what students
already know and what they are about to read

Developers of basal reading programs face a dilemma as thev plai the background-
building activities of teachers” manuals  They know that some students may have hmited
knowledge about the topic ot a selection, whereas other students may be very familiar with it
Hence, it is unrealistic for teachers to expect that manuals always will provide lessons perfectly
appropriate for their students What teachers can expect, however, 1s that developers will give
some mdication mn the manuals of w hat mtormation 1s important to an upcoming selection, and

that the activtties they include in the manuals do not div ert attention to irreley ant information

GUIDELINE 1. When examining the background-building actrv ities ot a directed reading
lesson, look for instruction that
* renunds students of what they already know about a topic
‘ ¢ ties new information to students” own knowledge
* focuses on the important ideas and concepts in an upcoming selection or on
generally usetul knowledge

¢ avoids irrelevant mformation

Setting purposes. The second tvpe of prereading activity tvpraally tound in a directed
reading lesson 1s the purpose-setting activity A purpose-setting activity 1s intended to help
& purf 5 ) purg 5 ) F

students realize that they are not to read a selectton aimlessly but with a goal n mind

Purpose-setting activities should provide a framework that will enable readers to
organize the events and concepts m a selection One group ot researchers dlaims that such a
framework will help readers integrate the diierent parts of a selection, thus making 1t more
memorable (4). They identitied three kinds of purpose-setting activities

1 “Effective” activities, which are likelv to have a positive eftect on the comprehension ot
aselection by developing vocabulary, increasing tactual recall, improving strategic

reading abilities, or directing attention to important aspects ot the selection

o

“Indifferent” actrvities, which have Iittle eftect on the comprehension of a selection
3 "Misdirective” activities, which are likely to have a generally negative ettect on the
comprehension of a selection by focusing student attention on trivial aspects ot the
selection or on mappropriate background experiences, thus leading them to a
. disjornted understanding ot the selection
With these categortes i mind, consider the activities contamed incthe tollowing examples
Q 9 5
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Example 2(a)
Say: “Now read this story about Mary Beth to tind out how she gets out ot a dithicult

sttuation and what she learns from it ”

Example 2(b)

Say: “Now read ths story about Mary Beth to find out how she broke herleg ™

Example 2(c)
Say: “Now read this story about Mary Beth to find out what tovs Mary Beth deaded to

take with her up to the loft.”

The activity m Example 2(a) 1s an ettective purpose-setting activity It directs students
to the main character's problem and to her solution to the problem [t also leads students
toward a complete understanding of the story: On the other hand, the activity m Example 2(b)
seems an indifferent purpose-setting activity. That Mary Beth broke her leg 1s not as important
as how <he got her parents’ attention - Students reading, for this purpose would not be directed
to the most important part of the story: The activity in Exampie 2(c) 1s a nusdirective pui wose-
setting activity. It misdirects students” attertion by focusing on an unimportant aspect ot e
story. It students were to read for the purpose set in this activity, they likely would retan

information about Mary Beth’s dolls, but not about her basic problem and tts solution

GUIDELINE 2. When examining the purpose-setting activities of a directed reading lesson,
determine 1f thev are effective activities that will help students understand the reason thevare

readmng a selection.

Comprehension Questions

Teachers” manuals to accompany directed reading lessons generally contaim questions for
teachers to ask as students read a selection or when thev have fimished reading it These
guestions are mtended to help students understand the selection and to help teachers discover
how well they understand it Because voung students cannot always remember an entire
selection, manuals for primary-grade reading programs usually provide questions for use atter
students have read a paragraph or a page Manuals for use with mtermediate-grade programs,
however, usually provide guestions for use after students have read several pages or an entire
welection. Regardless of where the questions are placed in a manual, when teachers use “artful
questien ng” dav after day and week after week, students eventually will internalize what it
means to understand a storv. [t 15 not surprising, therefore, that questions are a regular feature
of most reading comprehension instruction found in basal reading programs

When teachers use questions arttully, they provide students with the opportunity to
organize and itegrate mformation Some readers especially ; oung or less-able readers, may
not easily put together the mam points m a selection; such readers often do not see
relationships between important events, concepts, or ideas - Questioning can help these reader-
make important connections and see relationships they otherwise might miss - In the tollowing

example, students first read the paragraph, then answer several questions
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Example 3
Allof a sudden Susan remembered that the next dav was Mehissa’s birthday.
Susan got out of her chair and ran to the kitchen. She got out the Hour, sugar,

butter, eggs, and chocolate and began to make a chocolate cake

Teacher's questions
What did Susan remember about the next day?
Why did Susan run mto the kitchen?

Why is she making a cake?

Questions such as these can help direct students to discover the relationshrps betw een
Susan’s ideas and her actions

Good questions also can help most readers see the relationship between what thev are
reading and w hat they already know Several studies have shown that when students are
exposed to well-designed comprehension guestions, they demonstrate mproved
comprehension both for the selection they have just read and for additional selections they read
on their own (16)

Teachers trequently express concern about the questions provided m teachers” manuals
and about questions they make up on tharown They are concerned, tor example, about what
Kinds of questions are the best to ask, about whether they should ask more interential or hteral
questions, about how many detarl questions to ask, and about whether interpretive quesuons
are important

Teacher educators aie also concerned about questions Many who teach reading
methods courses trequently include mstruction about ditterent kinds of questions and have
their students develop and label questions according to a comprehenston taxonomy such as (L)
for literal, (D) for mterpretive, and (A) for apphied  Research in reading comprehenston,
however, suggests that the importance of questions as an imstructional technigue Tes rot so
much m therr level on a comprehension taxonomy asin therr ability to help students develop
what some researchers call a “unttied conception” of a selection (14),

One way to help students develop a unified conception of a selection 1s by using a set
ot mterrelated questtons designed to lead them through a selection: There is research evidence,
m fact, that questions focusing attention on the important points of a story result in better
comprchenston and recall of the story (3,15, 16), and that after many experiences with these
kinds of questions, students ¢ onstrate a better recall of stories they read (16).

Some researchers have used a procedure called a sfory grammar to create sets of
questions that can help students identify and organize the main pormts i a selection (4,5, 12)
A story grammar describes the regular teatures ot a particular kind of wniting, such as the parts
ot a weli-formed storv

Drawing trom story grammar and trom other research on story structure, other
researchers have developed story maps as a way to lughlhight the central content ot a story 15)° A
story map 1s a representation of the general structure of children’s stories, that s, 1t lustrates
what most ¢hildren’s stortes have in common, A story map emphasizes the key elements ot 2

story, mcluding the seting (tme, place, major characters), the problem (most stories rpresent
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characters” attempts to solve problems), the mam character’s goals (usually to alleviate the

problem), the set ot attempts to achieve the goal (the major events in the story), and the

resolution (usually achieving the goal and alleviating the problem).

After teachers generate a story map for a selection, they develop sets, or lines of

questions designed to elicit the map’s major components. These questions stress only those

detatls that are essential to the flow ot the story—setting, problems, attempts to solve problems

guals, characters’ reactions, resolutions and themes, or morals (4) - Using a story map

apparently helps students dev elop therr ow n frameworks tor understanding stonies Such a

framework may also improve comprehenston and recall of what 1s read.

Exampie 4(a)

During or atter reading, the teacher ashs the tollow mg questions

1

19

‘-

1

Where did the story take place?

Who 15 the man person in the story?

What did Mary Beth want to do?

What happened when Mary Beth chmbed the ladder?
What was Mary Beth’s problem?

What did Mary Beth do to solve her problem?

What happened when the bell rang?

Why didn’t Ma punish Mary Beth?

For each question, students indicate w hich sentence or paragraph in the selection

helped them with therr answers Students are encouraged to reread the parts of the story that

answer the questions

Example 4(b)

During or atter reading, the teacher ashs the tollowing questions.

|

[B=]

B

J

Why did Mary Beth look torward to harvest time this vear”

Why had Mary Beth gone to the Stevens” hous » i the past vears’
Why did Mary Beth stay home?

How did Mary Beth teel about staving home?

What did the dog do when Mary Beth fell”

Why was Mary Beth on crutches?

What did Ma use the bell for?

Why was Ma proud ot Mary Beth?

Both sets of questions m these examples lead students more o less sequentialiy

through the selection Yet there are major ditterences between the two The guestions i

Example 4(a) tollow a story map and torm a line of questions designed to help students see

how the setting, problem, kev events, and story outcome are intertwined Atter students have

correctly answered these questions, they will have a basic understanding ot the story On the

other hand, the questions in Example 4(b) do not torm: an terrelated hine of questions

12

78




O

ERIC

Aruitoxt provided by Eic:

Instead, these questions tocus on unrelated events and ideas and do not jead students through
the mam poants 1n the selection

Numerous studies have demonstrated that the kinds ot questions students are ashed
mfluence where they focus their attention and w hat thes comprehend 15, 16) TFor example, it
students are ashed about the maimn points of a selection, they will probably attend to the man
pomnts If thev are asked about irrelevant and trivial details, they will probably attend to those
details

[t must be noted, however, that not ail questions about the details ot a selection are
trivial. Understanding some of its details can be important to the understanding ot a selection
For example, “What did Mary Beth want to do”” 15 a detail question that 1s both important to
the storv and approprniate to the set ot questions in Example 4a)

Although research supports the ettectiveness ot sets of questions, it does not indicate
whether they are appropriate tor all reading selections tor daily use with all students - Other
types of questions are important too Questions can Jead students to extend the ideasina
selection. For example, a question can encourage students to imagine how a character would
react m another sttuation or can prompt students to relate how they would react in simular
circumstances

A question also can serve as a springboard tor discussion about the author’s cratt Tor
example, questions that ask students to evaluate an author’s ability to create behievable
characters or suspense, how the author created the setting or mood ot the story, or how the
author foreshadowed the major event use basic story events to extend understanding beyvond
the story 1tself.

[naddition, some questions can motivate lngher level thinking by encouraging bot!
hugh- and low-ability students to thinkin wavs that will help them understand intormetion i a
reading selection () Example S illustrates one wav teachers can stimulate lugher level
thinking by asking students to predict what will happen ina selection based on mtormation

they already have

Example 5

Read the hirst paragraph ot this story Then based on the mformation vou

read, the title of the story, and what we have discussed about lotts, think about

what might happen in this story Be ready to tell what makes vou think <o

In this example, students predict what s gomng to happen i the story, read parts ot
the story silently, and then predict what will happen next They can also gather mtormation
from the selection to detend their predictions In fact, recent research shows that asking
students to give evidence for, or justity their answers to prediction questions using,
informaton trom the selection and from their background know ledge s a usetul way to get
students to think about what they are reading and to imtegrate intormation from it withi their
own knowledge (10)

Research also demonstrates dearly that students can learn to become selt-questioners
and better monutors of their own reading Inone set ot research studies readers learned to ask
questions about the most important poiats in the expository selections they read ¢ 150 They

also successfully learned how to summanze and to clarity
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Finally, the need for teachers to be responsive when they are askimg questions seems
evident Conventional wisdom suggests that teachers should histen to what students sav m

answ ering questions and respond to therr answers rather than take them automatically through ‘

aset of questions

GUIDELINE 3 When examiiung the questions provided m a directed reading fesson, fook tor
questions that
* tocus onmmportant parts ot a selection B
* help students organize and integrate the ideas ma selection
* help students see tt Tatonship between what they read and what they alreads
know

¢ help students dev elop self-questioning and monitoring shitks

Follow-up Activities

Follow-up actin tties should be evaluated according to how well they serve several tunctions
First, they should give students an opportunity to connect what they have learned i the
prereading stage with what they have discovered intheir reading For example, they should
allow students to mtegrate what they have fearned troz. a selection with ther own
background knowledge or give them the chance to use new vocabulary words - Second, they
<hould provide students with opportumties toapph both newlv acquired and previoush
learned skalls and strategies such as focating mamn wdeas and supporting details Third, the

should provide students with opportunities to integrate reading with other language arts

and with other subject areas For examole, follow-up discussions of the issues, morals, or
topres m a selection can give students practice both i speaking and hstening Writing and
acting out scenes based on the selection can gne them practice mwnting as w ellasin
speaking and histening - Fanichment activities can tie topies cov ered in the reading selection
to music or art activities, or provide opportunities to use subject area know ledge about
historical events or people Fourth, when appropriate, tollow-up activities should atlow
students to retlect on a lesson about hie For example, follow-up discussions about the issues
or morals rased m a selection can hetp students see how the text relates to therr own
evperiences

The tollowing evamples allustrate some follow-up activities that meet these antera

Example 6(a)
Sav. Reread the story As vou read, think about vour own mother - Hink about how
<he would react

it she had to leave vou behind because vou were sick
\\;hcn she heard the bel}

when <he saw vou tving on the tloor ot the barn
w hen vou were on crutches

What would vour mother have done to punish vou”
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Example 6(b)
Say: Several cause and eftect events occurred m the storv Up to the [t On
‘ one side of the chalkboard Thave wntten Cazse and on the other aide [have

written Fifect Let's think about some of the events m the story and write these

events . der the correct headings I'lE give vou the firstone The F #ect was
that Mary Beth tell otf the ladder What was the Cause?

Example 6(c)
saw There are manv books about voung girls who bved on the frontier: One
of these s ittle Howse on the Prane, another s a diary called Y Gatienng o
Days want vou to read one of these books and then we'll write aboeut the
experiences of the main characters It vou ke, vou canact out a scene trem

one of the books

[ ple 6(d)
Say inUp to the Tott, Mary Beth admuts that <he “learned a thing or two - from
her experience Let s tatk about the things she learned, then see it we cancome

up with come experiences ot our own that have taught us valuable lessons

Frample ota) otters students an opportuiity to reread the story trom another
perspectiy e and to relate ther oss nexperiences to the story Frample otbh ginves students
epportunniv to anabyze the story tor cause and ettect relationships, and thus practice an

‘ important studv shill Fxample otcr encourages students to do additional reading about
trontier hte, which allow < them to use mtormation trom soaab studies and hust ry lessons and
to mtegrate the language arts ot reading, writing, speaking, and hstemng, Fmallv Tample

o(d) allows stndents to draw a lesson about hic trom t eir reading,

GUIDELINE 4 When exanuning tollow-up activ ities provided with a directed reading fosson
ook tor activities that
* help students connect what they have discevered inreading a selection with what
thev learned m prereadmy activities
+ help students apply both newlv acquired and previoushy learnad shilis and
strategies to the selection |

. « require students tointegrate readmg, language arts and other sabiect arcas
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®  PARTTHREE
Teacher Assistance for the Directed Reading Lesson

The suggestions that follow are based on research and effective practice. They are intended to
help teachers meorporate the information provided in this booklet mto their total instructional

program
1 [{ow cen [ make the directed reading lesson more effectve and more mteresting?

* Keep group size tor directed reading lessons sufticiently small to ailow all students to

actively participate in the discussions.

¢ Avoud establishing a routimzed approach to using directed reading lessons  These
lessons are designed to provide ideas for vour consideration as vou conduct
comprehension mstruction  The complexities ot comprehension cannot be solved by

the automatic implementatior: of a lockstep plan

' + Base decisions to implement components of the directed reading lessen on vour
b )

knowledge of vour students’ needs, abilities, and interests

+ Provide assistance and structure at the begmning of the vear in guiding students to
set reading purposes. As the vear progresses, encourage students to set ther own

purposes for reading.
2 Hew can help students durimg prereading?

» Focus on concepts that are central to the understanding of a selection. Stress those
coie . that vour students either do not have or may not think et without some

help

« Coordmate themes in subject area lessons with those 1n basal readers whenever
possible to build background knowledge.

« Vary the form i which you have students maie predictions. Having students
discuss predictions n a group, write predictions individualls, compere group and
idividual prediction,, generate severa! predictions for one event in a selection, or
. vote on the most probable outcome are just a few ways of accomplishing this

Q 17
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3. How can [ help students while they are reading”

+ Allow students of all abihties opportunities te read orally. Oral reading ean not only
provide vou with a means to observe reading progress, diagnose problems, and tocus
instruction, it can al<o give students a means ot sharing their emerging abilities with
parer.ts and fricnds. Howerr, permt students to read a selection silently before you ash

them to read orally

+  Use repeated rzading of a selection as a way of improving fluency. This can be done
by having small groups of students read along with an adult or by having students
practice reading a selection silently betore they read it aloud to vou.

4 How can I help students after reading?

*  Use the selection students have just read as anaiustration ot some aspect ot reading

comprehersion, and provide direct instruction in that specitic aspect

*  Ask questions that will help students see relationships between what they have read

and what thev already krow.

*  Ask questions that focus on the major elements ot the selection, not on unimportant
details

5 How can [ encourage more independent reading”

*  Use a selection as a jumping otf pomt for expanding reading interests R::commend

other books and stories on the same subject or by the same author
¢ Use the setung or plot element n a fictional selection to suggest additional nonfiction
reading 1deas, such as learning more about a historical event or a foreign country

Also use nonfiction selections for fiction reading ideas

*  Lool. tor local authors and invite them to eome read thetr works to your students

83
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PART FOUR
isting of Guidelies for Evaluating the Directed Reading

LESSON

GUIDELINE 1. When examuining the background know ledge building activities ot a directed
reading lesson, look for mstruction that
* renunds students of what they already know about a topic
¢ ties new nformation to students” own knowiedge
« focuses on the important ideas and concepts 1 i upcorning selection or on
generally usetul knowledge

+ avouds irrelevant information

GUIDELINE 2 When examining the purpose-setting activities of a directed reading lesson,
determune if they are effective acuvities that will help students understand the reason they are

reading a selecton

GUIDELINE 3. When exenunring the questions provided i a directed reading lesson, ook tor
questions that
» focus on important parts of the selection
* help students organize and integrate the wdeas 1n a selection
* help students see the melationship between w hat they read and what they alreads
know

* help ste Tents develop selt-questioming and monitoring shills

GUIDELINE 4. When exanuning tollow -up activities provided with a directed reading fesson,
[ook for activities that
* help students connect what they have discovered i reading a selection with what
they learned in prereading activities
« help students apply both newly acquired and previousiy learned shills and
strategies to the selection
* requrre students to integrate reading, language arts, and other subject areas

* when appropriate, allow students to retlect on a lesson about life
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PART FIVE
Worksheets for Evaluating the Directed Reading Lesson

Some impuortant aspects of compichenston mstruction have been discussed i this bookiet and
summarized m the guiaehnes  The tollow g two worksheets will help vou use the guidchines
to evaluate comprehenston mstruction n directed reading lessons

Specttic directions tor using the worksheets precede each one. General directions and

some additional information about worksheets appear i the [eader ~ Vanal
3

Materials and Resources Needed

You will need one copy ot each worksheet for every lesson vou plan to evaluate For example,
if vou plan to evaluate three lessons at one grade ievel, vou will need three copres of cach
worksheet. It vou plan to evaluate two grade levels, vou wiil need siveopies ot each
worksheet  For each level ot each program vou plan to evaluate, vou wiil sise need
 Teachers” manuals
+ Student textbooks

« Workbooks and skillsheets

Points to Keep in Mind

1 The worksheets are most saitable tor evaluating comprehension instraction in basel

reading programs tor grades two through eight

. Do not assume that vou wili always hil every column and bov ot the worksheets
Some parts mav not apply o each level ot the programs vou are evaluating Empty
spaces do not necessarily mean a program is deticienit

5 You may ctoose to use only one worksheet or only certain parts of each of the

worksheets

Rating What You Have Evaluated

You may wish to develop a rating scale to guantits vour overall cvaluation of comprehension
mstruction 1n the basal reading programs vou examie We have imduded space on the

worksheets tor vou to record these ratigs
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1.

[B%)

’ GUIDELINE 3: Questions

Choose a selection trom one level ot the student textbook (do not use the version

in the teacher’s manual). Read the selection caretully

Atter reading the selection, make a rough outline ot the important points in the
selection. Record vour outiine n the appropriate column. For a story, important
ponts can include setting, problem, plot, resolution, and moral or themes. For
exposttory selections, mmportant points can address the questions: “What ideas
do 1 want students to get when they read this?” and “It  had to support each of

these 1deas, what more specific intormation would Luse?”

\ow construct questions for eack pomt. You should try to develop a set of
questions (or a story map) that interrelates important points from the selection

Record vour questions under the appropnate heading

Check vour hst 1t vou have tbo many questons (from six to ten 1s a good range),

eliminate what vou think are the less important ones

Look m the teacher’s manual and find the questions to be asked during and after
the reading of the selection Compare these uestions with the questions you
have developed, and evaluate the questions according to Guidehne 3 (You
<hould not expect a perfect match between your questions and the teacher’s
manual questions. However, when vour questions and the manual questions
differ widelv and do so for a number ot selections, then vou may want to
question the quahity of the questions used n the manual) You may wish to
record all questions that are irreley ant, nusleading, or too picky under the

correspondimng heading

Now look at the directed reading lessen questions m the teacher’s manual froma
ditferent perspective. Examine the set as a whole and ask, “If T ashed this whole

set of questions, would my students develop an integrated understanding of the

selection the way 1 outhned 1t*” Record vour evaluation and comments under

the Overall Evaluation heading
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Publisher

Worksheet 1

COMPREHENSION 1

Grade Level __

Program _

Copyright

Evaluator ___

GUIDELINE 3
QUESTIONS

Selection Title:

Outline of the Impo~tant
Points 1n the Selection

Set of (yuestions
(or Story Map).

Comments on Teacher’s
Manual Questions

Overall Evaluation

Rating

(%)

~1
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WORKSHEET 2: DIRECTIONS

GUIDELINES 1, 2, 4: Prereading and Follow-up Activities

1. Usethe same lesson that you used for Worksheet 1. Find the prereading and
follow-up activities in the teacher’s manual of that lesson.

2. Evaluate these activities according to the critenia set in Guidehnes 1, 2, and 4
Record vour evaluation comments in the appropriate column. Also evaluate
other comprehension activities that vou may find in different sections of tue
lesson  You may find some good and poor activities that we have not mentioned
1n this booklet.
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Publisher

Worksheet 2

COMPREHENSION I

Grade Level

Program

Copynight _ __ Evaluator

GUIDELINES 1, 2,4
PREREADING AND
FOLLOW-UP ACTIVITIES

Selection Title:

Directed Reading Lesson Activities

Comments.

Rating

Building background knowledge

Purpose-setting

Follow-up

Other activities
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PART ONE

Research and Practice

Readinyj is the provess of constructing meaning from written materials. Providing students
with instruction that will help them get meaning from the stories, book: magazines,
newspapers, and other texts they read is a continuing concern of teachers.

A Guide to Selecting Basal Reading Progrars contains two booklets devoted to
comprehension instruction. Comprehension I The Dire-ted Reading Lesson focuses on instruction
designed to help students better understand the selections they read in their basal readers.
This booklet, Comprehension II: Skills and Strategies, concentrates on instruction designed to
provide students with general comprehension skills and strategies that can help them
understand what they read when they read on their own.

The purpose of this booklet is to combine research findings with knowledge gained
from practice to provide you with information you can use as vou examine some of the
comprehension instruction in basal reading programs.

THE COMPREHENSION CURRICULUM

Research has consistently dem nstrated that students focus on what their teachers present to
them. This is true of instruction in general and of comprehension instruction in particular (21).
It makes sense, therefore, to be selective and thoughiful in deciding what should comprise the
comprehension curriculum. A brief review of how the comprehension curriculum of American
schools ha - evolved might be helpful in this decision-making process.

The Traditional Curricuium

Prior to the 1940s, comprehension instruction in basal reading programs was based on the
belief that practice makes perfect and consisted primarily of teachers asking students questions
about the selections they read in their basal readers. However, program developers began tu
r.alize that having teachers ask questions at the end of a reading selection was not always
enough to produce comprehension competence in all students. This realization led to the
addition of expanded comprehension instruction strands to many basal programs. In addition
to the questions provided in the teachers’ manuals, program developers created activities, or
tasks (often unrelated to the selections in the student textbooks), and placed them in
vorkbooks. These activities broke down comprehension into skills, such as finding main ideas,
determining sequence, identifving cause and effect relationships, drawing conclusions. and
predicting outcomes (22). Thus, the skills-based curriculum was born.
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Driven by a growing body of reading research attempting to determine the “essential”
components, or skills, of reading, the skills-based curriculum grew to dominate reading
instruction in the 1940s and 1930s (6, 22). In many basal reading programs of this period,
comprehension was taught as a set of specific skills, such as those needed to use an expanded
vocabulary; to locate information; to select, evaluate, and organize materials; o retain
information; and to develop comprehension fluency. In a given basal program, each of these
shills might be broken down further into component subskills. For example, under locating
information, one program listed nine subskills, including the following: using the dictionary,
using tables of content, reading maps, skimming, taking notes, and outlining (22).

The skills emphasis in basal programs was accompanied by an interest in the
continuity of comprehension instruction. Instruction to achieve shill development was planned
not only within grade levels but across grade levels through what came to be called the spiral
curriculum. These instructiona’ plans, which were summarized on scope and sequence charts,
emerged as the central organizing focus of reading programs.

Beginning in the 1950s and continuing into the early 1980s, program developer<
expanded and refined the list of skills deemed important to reading comprehension (7). In
spite of their efforts, developers, as one writer noted, were “unable to clarify sufficiently the
nature, independence or difficulty level of comprehension abilities in reading” (23). Atany
time in this period, therefore, the curriculum for teaching comprehensior <kills in basal
programs reflected the current best guesses, rather than research-based rindings, about what is
important to teach in reading.

That developers of basal reading programs had little convincing research-based
information upon which to build their comprehension instruction perhaps explains why the
small number of skills stressed in reading programs in the 1940s expanded to the large number
of skills and workbook activities included in programs in the 1970s and 1980s. The belief
seemed to be that more must be better.

The Changing Comprehension Curriculum

The value of the skills-based curriculum began to be questioned m the 1970s  One important
study involved observations of comprehension instruction in grades three through six (12).
Information from this study indicated that teachers were, in fact, not instructing students in
comprehension skills but merely “mentioning” those skills -that is, briefly alluding to a
particular skill students were supposed to apply, “practicing,” or having students complete
workbook exercises featuring the skill; and “assessing,” or testing students to see if they used
the skill properly. It was suggested that such a curriculum did not help students to learn
directly what the comprehension skills were, how they should go about applying them, or why
or when they should use them.

During this same period, a number c{ cognitive psychologists and linguists were
studying different aspects of the process of comprehension. The research of these groups has
converged with that of reading instruction researchers to provide us with a view of reading
variously called an interactive, a schema-theoretic, a constructive, a cognitive, or a sirategic
model of reading. This view focuses on reading not as the application of a set of skills but as a
process of constructing meaning.




According to an interactive view of reading (1), when we read a book, we are not

passively applying a set of discrete skills. Rather, we are actively constructing meaning by

‘ connecting our existing knowledge to the knowledge we encounter in the book. Furthermore,
while we read, we constantly evaluate what we are reading by comparing it to relevant
knowledge we already possess. We accommodate new information by confirming it against
this knowledge or by revising what we know. As we do this, we gradually construct the
meaning of what we are reading.

The interactive view of reading suggests that comprehension instruction must be a
much more complex process of teacher, text, and student interactions than is suggested by the
traditional skills instruction in which the teacher’s role is essentially one of focusing student
attention on the skills to be worked on that day. In the interactive view, the teacher’s role is to
help students construct an understanding ot what they read by sharing with them information
about how comprehension works and by helping them relate what they read to what they
already know.

The interactive view of reading has increased our understanding of the comprehension
process, and many of the ideas it has produced are evident in comprehension curricula that are
beginning to appear in some basal programs. Among the most important of these ideas are

« afocus on developing comprehension strategies rather than isolated reading

skills,
*  the use of explicit, or direct, instruction, and
‘ * instruction intended to develop metacognitive awareness.

We will look at each of these ideas in the follewing discussion.

Skills and strategies. In the traditional reading curriculum, comprehension is most
tvpically taught as a set of isolated skills appearing in activities that student: engage in with
small pieces of text, frequently on workbook pages. For example, finding the main idea of a
paragraph is sometimes taught through the repeated practice of reading short paragraphs and
choosing from four possible main 1dea statements.

More and more, however, comprehension is being taught as the development and use
of reading strategies. Strategies differ from skills in that skills are often conceived of as
automatic procedures that do not require thought, interpretation, or choice, while strategies are
often seen as conscious plans under the control of the reader, who must make decisions about
which strategies to use and when to use them (10).

Skills instruction differs from strategy instruction in several ways. For example, skills
instruction stresses repeated practice in applying skills until they become habitual responses to
particular tasks Strategy instruction stresses the reasoning processes that readers go through
as they interact with and comprehend text. In addition, strategy instruction emphasizes the
adaptable nature of the comprehension process. how the strategies readers use change when
they read different kinds of text or when they read for different purposes (10).

‘ The following examples illustrate the differences between a more traditional skills-
based instructional approach and an approach stressing strategy use and development.
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Example 1

(Finding the Main Idea)

Obyective: Identify the main idea and details of a picture.

Call attention to the picture of people in a restaurant. Have the

students study the picture. Use the following questions to aid

discussion:

¢ Whatis happening here?

¢ Who might the people be?

*  Whydid they decide to eat in the restaurant?

*  Where did they get all the food? )
This is the entire activity on finding the main idea and details of a picture. The second activity
in the same teacher’s manual proceeds as follows:

Obyectrve: Identify the main 1dea and details of a poem.

Have pupils listen as you read the Mother Goose rhyme, “Mary,
Mary, Quite Contrary.” Elicit the main idea of the poem by asking
students what 1t is about (Mary who did not want to do as she was
told).

These two activities are examples of activities that merely “mention” rather than teach
comprehension. There seems to be nothing 1n the mstruction in these lessons that would help
students understand what they are supposed to do with the skill, hoi and when to use it, or why
itis important. In all probability, students who already understand the concept of main i1dea
will answer the questions correctly. On the other hand, students who have no concept of main
idea are not likely to develop one through the instruction presented in the teacher’s manual.

Compare the activities in Example 1 to the much more extensive activity in Example 2.
Note how the activity in Example 2 stresses strategies rather than skills to help students
identify main ideas.

Example 2
Objective. Identifying mam wdeas and supportmg details.

Say: Fam going to read you a passage about people’s last names
Then [ will ask you to decide what the inain idea of the passage is.

Read: A lot of our lazt names come from the jobs people did a long
time ago. For example, the name Wright once meant someone who
made or repaired things. The name Sawyer meant someone who
cut wood into planks and boards. Taylors made clothes.

Say: Now, [ want you to decide which sentence sums up the topic
of the passage. (After students wlentify the first sentence, tell them that
this sentence states the main wdea of the passage.) I'll read the passage

again, and | want you to listen and then tell me how the other
sentences are different from the first. (Reread the passage.)
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Say: Can you tell me how the other sentences in the passage differ

from the first one? (After students discover that the sentences each
supply some mformation about the topic of the first sentence, explan. these
sentences contain supporting details.)

Say: We are going to learn to recognize main ideas and supporting
details. Being able to recognize main ideas and supporting details
helps you to understand a passage and to determine its most
important ideas. One way to recognize a main idea is to ask
yourself what the topic of the passage is, then look for a sentence
that sums up what the passage says about the topic. After you find
the sentence with the main idea, look at the rest of the sentences in
the passage to see which ones supply supporting detail. You can do
this with any kind of selection you are reading. (Model the strategy
by reading a passage aloud and telling students how you go about finding
its mamn idea and supporting details.)

Say: Now I want you to explain to me how to find amainid  and
supporting details. Then I want you to read a passage to me and
tell me how you discover its main idea and supporting details.
(Review the strategy used and then have students read other passages and
find mam 1deas and supporting details on therr own.)

Notice that in Example 2, the teacher explains what the students are going to learn
(how to fird main ideas and supporting details when they read) and why the need to learn it
(it will help them to understand the selections read and to determine what is important in each
one). Then the teacher leads the students through the activity, modeling and explaining what
she is doing as she proceeds, and suggesting that the strategy being learned is one that can be
applied to different kinds of reading selections. She reinforces the use of the strategy by
allowing students to apply it to their own reading.

Strategy instruction, then, focuses on ways to help students understand what they
reaa. Some of the traditional comprehension skills, such as cause and effect relationships and
drawing inferences, can be conceived of and taught as strategies if they are taught in this
manner.

It has been proposed that most of what are frequently defined as skills, even word
recognition skills, should be taught as strategies (8). For example, the use of phonics is only
one of several ways in which werds are identified, and a strategic repertoire of word
identification procedures includes the use of strurtural and contextual cues as well as phonics.
Studies show that when teachers explain carefully how to use skills, students begin to see
reading as a strategic process and to use .kills strategically rather than automatically (9, 11, 14,
17).

This is not to say, however, that there should e 1o skills in reading programs. The
development of automatic responses with some of the rnost common conventions of written
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language, such as recognition of letters, high utility words, und punctuation marks, is essential

if readers are to read fluently. And, for some students, a certain amount of such skill
instruction is necessary to the achievement of automatic responses (15).

What research findings suggest is that successful comprehension instruction includes a
mixture of activities to develop automatic word identification skills and activities to develop
strategies that can be consciously applied during reading.

Explicit/direct instruction. Explicit, or direct, instruction differs from traditional
instruction in at least three ways. First, in explicit instruction, teachers do not merely mention
what a particular strategy is, they model its use in a clear, step-by-step fashion. The examples
they use to illustrate the strategy are carefully selected to give students a full picture of what
the strategy is and how and when to use it. Teachers begin instruction with relatively simple
applications, and as students show their understanding of what is being modeled, they provide
increasingly complex examples and applications.

Second, in explicit instruction, students do not simply practice using the strategy,
teachers provide them with guided practice that allows them gradually to release responsibility
for completing an activity to students. During guided practice, the teacher checks how well
students are doing and provides immediate feedback when they make mistakes, perhaps by
reminding them of the steps of the strategy or by sharing some relevant information so that
students can proceed on their own. Providing adequate feedback and guided practice 1s a key
principle in explicit instruction. Students are not asked to work independently until they have
shown that they understand the strategy and how and when to use it.

Third, teachers using explicit instruction do not merely assess whether siudents can use
a strategy, they ask students to apply their strategies to new and varied reading selections (18).

Therefore, rather than only providing students with repeated practice, teachers first
share with students information they can use to construct understandings about how reading
“works” and then provide them with practice.

Looking across a range of research traditions, including the direct instruction research
of the early to middle 1970s, the teacher effectiveness research of the late 1970s, and the explicit
instruction research of the middle 1980s, a consistent set of patterns emerges when direct,
explicit approaches to skill and strategy instruction are compared to forms of instruction that
rely primarily on exposure and repeated practice. Since 1979, for example, at least 60 studies
have compared explicit approaches to teaching comprehension with the more traditional
approaches. These studies have shown that while explicit instruction is effective in teaching
students of all ages and ability levels, it is vspecially effective with young students and poor
readers (4, 13, 19, 20, 21).

Metacognitive awareness. Helping students to become aware of how they
comprehend is a major part of the changing comprehension curriculum. Cognition can refer to
the various functions of the mind, such as remembering, focusing attention, and processing
information. Metacognition refers to our awareness of our cognition—it is thinking about
thinking. When the term metacognitive awareness is applied to reading, it means that readers
areaware of what they do when they read, what to do when they encounter difficulties, and
how to select strategies to accemplish their purposes for reading (2, 3, 5). For example, readers
who can describe the steps they go through in focusing on the main idea of a selection can be
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thought of as “aware” readers, whereas a reader who simply says, “1just do it,” is probably
unaware of his reasoning process (10).

It must be pointed out, however, that many expert readers do not consciously exercise
their metacognitive awareness as they read. For example, when they are reading something
familiar or easy, good readers seem to have no conscious awareness of the strategies they are
applying (2, 3). Their ability to construct meaning is so rapid they seem to proceed on
“automatic pilot”—until some triggering event alerts them to a comprehension failure (5).

It is generally when they encouater unfamiliar text or text that is more difficult than
usual that expert readers seem to use strategic behaviors. It has been suggested that when they
read unfamiliar and difficult text, expert readers use strategies throughout the reading process
(2,3,5). Before reading, for example, they think about what they already know about the topic
of a selection, the type of selection it is, the author’s purpose for writing the selection, or their
own purposes for reading it.

Inaddition, during and after reading, they employ repair strategies. These “fix-up”
strategies are used by readers whenever they have problems determining, the meaning of what
they are reading. The need to apply a repair strategy can be signalled by an encounter with an
unknown word, by a prediction that is incorrect, or by something in the passage that does not
ring true. For example, when a reader has problems understanding a passage because of an
unknown word, she applies strategies to figure out what a word means (2). These strategies
can include using context, knowledge of sound-symbol relationships, or the structure of the
passage.

While resea h has given us a clear, well-documented picture of what expert readers do
when they read—that is, what strategic behaviors they exhibit—it unfortunately has not
provided us with a clear explanation of how they got to be such good readers. For example,
while metacognitive awareness instruction has been shown to be effective with low- and
middle-ability students, its effectiveness with students who are successful readers has not been
demonstrated. The conjecture is that such students have already developed their own effective
strategies for constructing meaning, and that new ideas for comprehending text do not add to
their success (18).

Concerns about Comprehension 3kills and Strategy Instruction

As you make decisions about which reading programs provide the best opportumities for
improving students’” comprehension, you need to be aware that while current reading research
implies a great deal about comprehension, it has left a number of key instructional issues
unresolved.

Despite years of study, for example, researchers have produced little evidence to
support the existence ot the traditional comprehension skills and the value of teaching such
skills; and, as already has been discussed, reading strategies are only beginning to be
investigated. Furthermore, research has not substantiated the validity of any particular scope
and sequence of comprehension skills or strategies. Neither has it provided guidance as to
which skills and strategies should be taught at which grade levels or information about how
instruction in a given skill or strategy should change across grades if it is taught at more than
one level.
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In addition, the evaluation process is complicated by the facc that different publishers
use different terminology to label specific skills and strategies. For example, what one
publisher calls inferencing, another may call drawing - nclusions. Matching these labels to the
cognitive requirements of the activities placed under them can be difficult. Conversely,
different publishers use different activities for the same label. For example, drawing inferences
may be called a skill in one part of the program and a strategy in another. Additionally, the
same skill or strategy may be given different names in different parts of the program. Main
idea instruction in three different first-grade activities might require students to do three
entirely different things.

Research, then, can only partially provide an answer to the question of what critical
comprehension skills and strategies ought to be in a basal reading program. Therefore, in
evaluating a program’s comprehension activities, you must combine the results of research
with what you know from your own classtoom experiences and those of your colleagues, then
adapt this information to meet the needs of the students i your schools.
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PART TWO

Discussion of Guidelines for Evaluating Comprehension
Skills and Strategies Instruction

As the review of research and practice shows, ideas about how to teach comprehension have
changed dramatically over the years. The guidelines presented in this section are intended to
help you determine the extent to which the programs you are evaluating provide imstruction
that reflects recent developments emerging from research about reading comprehension, as

well as from the practical wisdom derived from vour own teaching expertise.

A Curriculum Overview

As we noted earlier, research has not substantiated the validity of any particular scope and
sequence of comprehension instruction. Furthermore, no basal reading program can, or
should, create a plan for teaching reading skills and strategies m which everything 1s taught

‘ simultar.cously. Obviously some skills and strategies will be taught before others, but the order
m which they are taught matters in only some cases. For example, strategies such as
determining importance, su'nmarizing, using prior knowledge, drawing inferences, and self-
monitoring, can be taught at nearly every age or level (10). What matters is that the
presentation of skills and strategies reflects a logical progression in development, both withmn
and across grade levels. Programs and teachers simply have to start somewhere and move

toward something.

GUIDELINE 1. As you evaluate the comprehension instruction ot a reading program,
determine if it presents a logical progresston in the cumulative development . sts skills and

strategies, both within and across grade levels

In the tradinonal curriculum, the development of reading expertise 15 viewed as a

mastery process in which each of the various reading skills or strategies is presented in a

hierarchy. Students practice using a skill or strategy until they master it and then move on to

another. Mastery of a list of skills and strategies is equated with reading comprehension. In

the changing curriculum, however, the development of reading expertise is viewed as a process

of growth rather than mastery. That is, what changes in comprehension instruction from level

to level is not the skill or strategy itself, but the difficuity of the content to which the shill or
. strategy is applied and the facility with which readers are able to apply it.
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Comprehension instruction, then, should provide students opportunities to applv
useful skills and strategies to a variety of reading texts that become progressively more difficult
from level to level.

GUIDELINE 2. As you evaluate the comprehension instruction of a reading program,
determine if it reflects the application of skills and strategies to increasingly difficult content
and to a variety of text types.

Comprehension instruction should also allow students opportunities to review and
practice the skills and strategies they are taught. This means not only that they should use the
skill or strategy to complete workbook activities but also as they read the selections in their
student textbooks and complete writing assignments. For example, as they read, students
should be encouraged to look for examples of cause and effect statements, fact and opinion
statements, or paragraphs that have no main ideas. Ideally, students will also learn to apply
the skills and strategies they are taught as they read own their own.

GUIDELINE 3. As you evaluate the comprehension instruction of a reading program,
determine if it provides review and practice opportunities in workbook activities, in the
selections in student textbooks, in writing suggestions and assignments, and in extended
reading opportunities.

Criteria for Comprehension Instruction

Most basal programs provide instructional activities for many skills and strategies. [n some
programs, in fact, the terms shills and strategies are used interchangeably and perhaps
inconsistently. But regardless of how the comprehension activities in the programs you
examine are labeled, a good number of them should promote the development of three key
factors. These factors, which are drawn from a body of research describing what expert readers
do when thev read, are determining what is impor tant, synthesizing information, and drawing
mferences (10). The following discussion will look at each factor.

Determining what is important Determining what is important in the text is
cruaal to comprehension. The instructional terminology for determining importance differs
from one program to another, but the most commonly « d term is finding the mam wdea.
Whatever it is labeled, the purpose of such instruction should be to help readers sort out
what is central to a given paragraph, section, or chapter. Finding the main idea is merely one
way of doing this.

How does a reader ditferentiate what is important from what is unimportant?
Rescarchers have establisked that expert readers often use three different procedures as they
read a selection. First, they use their general background knowledge and their knowledge
about a specific topic to help them figure out what is going on in a selection. Second, they use
their knowledge of text structure to help them identify and organize the information in a
selection. This includes paying attention to key words, phrases, graphics, summarizing
statements, and other textual cues. Third, expert readers use their knowledge of author biases,
intentions, and goals to help them determine what is important.
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The comprehension curriculum should melude activities that teach students ways to
deternune what is important mformation in the text. This means more than simply finding the
main idea of a paragraph, it means show ing students how to use their own knowledge about
the world and about the topic ot a selection to help them figure out what is important. It aiso
means showing them how to use text structure and knewledge about the author’s purpose to
determine importance.

Synthesizing information. A logical extension of deternunmyg importance 1s the
ability to sy nthesize mformation across larger wits of text to create summaries. Students must
learn to distinguish mainideas trom details, and they must learn how to imtegrate those ideas
into coherent summaries that, presumably, will help them keep i mind both important and
supporting information about whac they are reading.

The comprehension curniculum should include activities that help students Jearn some
rudimentary operations for creeting summaries - These operations nught medude learnimg how
to delete irrelevant or redundant material, how to locate topic sentences for paragraphs and use
them in preparing summaries, and how' to create topre sentences for paragraphs that do not
have them,

Drawing inferences. Drawing iterences 15 an essential part of comprehension (1)
Students draw inferences maat least two ways when they read. The first wav 1s by deduang,
relations among 1deas i a text For example, they combine dues froma story to determuine the
motive behind a character’s actions. The second wav they draw inferences is by usiag ther
background knowledge to deduce what the text does not exphcitly state,

The comprehension curriculum should include activ ties that help students use both
their background mformation and msoimation they get from a text to help them draw
inferences while thev read.

Despite the conventional wisdom that seems to argue tor delaving mference drawmg,
activities until students have mastered hiteral comprehension, research clearly supports a

strong emphasis on mstruction mdraw iy mferences even at the earhiest grades (10)

GUIDELINE 4. As you examune the comprehension activities m reading programs - regardloss
of how thev are labeled —determie whether they contrnibute to the development of the three
important factors of

¢ determitang what 15 important

* synthesizing information

* drawing mnferences.

Explicit Comprehension Instruction

Research has provided us with ample evidence that comprehension can be taught - The current
view of instruction suggests the use of exphat, or direct, 1astructional approaches, m which
teachers mod T and explam w hat strategies are, help students learn how and when to use the
strategies, and give them opportunities to apply the strategies (18) The follow g discussion
willlook cluser at each of these steps,

Modeling and explanation. In this step, teachers first explam to students what the

strategy s, then they show students ot to apply it to a given reading <election. Otten this
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mvolves teachers thinking aloud as they are reading to demonstrate to students the way they
use strategies while they read.

Guided practice. In this step, teachers work with stuwents to help them tigure out loie
and when to apply the strategy they are learning,. Teachers may discuss with their students
what they find difficult or confusing m a selection. They canalso ask students to think aloud
as they read, and offer them encouragement and feedback as they do so, especially when
students are stumped or unresponsive,

As students become proficient in using a strategy, teachers can provide them swith
mdependent practice. For those students who have difficulty working on their own, teadhers
can supply more feedback about correct and incorrect responses and discuss with the students
their reasons for choosing the responses.

Application. Appheation is otten omutted trom instruction. In this step, teachers ask
students to apply a strategy, and students move to reading activities i which they can apph
the strategy they hav e been learning. This 1s the step at which students move toward assumiig,
responsibility for determining what strategy to use and how, when, and whv to use it

Aseond of cantion readmyg programs may not lavel these steps i the ~ame wey, and they may
not present them i same ovder. Thev may not even present them as discrete steps Nonetheless,
cach ot the ideas n the steps we have discussed should appear somew here withm a cvde tor

teaching a given strategy.

GUIDELINE 5. As vou examne comprehenston instructional approaches in reading
programs, look tor expliat mstruction that mcludes aspects of modelg and explanation,

guided practice, and applhcatien.

Developing Metacognitive Awareness

Teachers have always known that good readers are more caretul in their reading than are poor
readers and that they are more aware of how well they are understanding w hat they read
Good readers are also better able to alter their reading strategies to compensate tor a problem
once they reahize one exists. For example, they can recognize when portions ot a text are not
making sense and can see inconsistencies  Poor readers, by contrast, tend to be much less
aware of problems and are less able to compensate even when they are aware that something i
wrong,

Considerable codence reveals that even very voung children can be taught, through
exphat mstruction, to be aware of when something makes sense and when it does not (161 By
mcduding trainoy i how to monitor comprehension i reading mstruction, teachers can hedp
students learn strategies to use i darnitving text that 15 otherw ise ditticult tor them to
understand.

Rather than only answenng comprehension questions or completing worksheets,
students w ho are not able to monitor their comprehension need to be taught how to become
aware of hoie they answer questions and e they use ditferent strategies to get the intormation
needed to complete the worksheets.

Awareness is a hey to bemng in control of comprehension—students cannot tin
comprehension problems unless they are aware ot how to use repair strategies  Inaddition,
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students cannot apply stratcgies to new reading situations unless they are aware of when and
how to use the strategies. Consequently, comprehension instruction should build student
awareness of what they already know so that they can call on that knowledge whenever they
encounter similar situations.

GUIDELINE 6. As you examine the comprehension instruction in r. :ding programs, look for
activities that develop students’ metacognitive awareness.

13
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PART THREE

Teacher Assistance for Comprehension Skills and
Strategies Instruction

The suggestions th2t tollow are based on research and effective practice. Thev are intended to
help teachers incorporate the information provided n this booklet into their total mstructional
program.

1 How can [ help students develop comprehension strategies?

* Share vour predictions, understandings, and misunderstandings of selections in
the same way vou ask the students to share theirs. This will demonstrate how you,
as a competent reader, are also actively engagad in the comprehension process.

* Provide practice in choosing the most appropriate strategy for a specific type of
text and for a specific purpose.

*  Also provide practice by having students apply a specific strateg to several
different kinds of reading selections, both fiction and nonfiction.

* Encourage students to “talk” themselves through their first independent attempts
at applying a speaific strategy. These efforts can assist them in focusing on the
steps of the strategy as well as raising the r awareness of what thev are doing to
construct meaning,

*  Use peer tutoring or cooperative learning to give students practice in strategy
application.

* Have students monitor their comprehension by asking themselves questions before

reading, during reading, and after reading. Some suggestions for questions are;
Yrore,
(Prereading)

What is this about? What do I already know about this? Why do I need to
read this? What do [ think will happen?
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(During reading)

Does everything make sense? Did 1 correctly predict what would happen?

Can | summarize what has taken place?
(After reading)
What was it about? What did I learn from it? Did it tell me something that
didn’t agree with what 1 already know?
* Provide direct instruction in strategies that help students to focus their attention on
the important information in a selection, to synthesize that information, and to

integrate it with information thev already have.

2 How can 1 allocate more classroom time to develop students’ comprehension strategies
through independent reading?

¢ Use independent reading as an alternative to some workbook tasks.
* Useindependent reading during transition times.

¢ Set aside a time during the day when everybody n the class—including
vou—reads.




PART FOUR

Listing of Guidelines for Evaluating Comprehension Skl
and Strategies Insiruction

GUIDELINE 1. As you evaluate the comprehension instruction of a reading program,
determine if it presents a logical progression in the cumulative development of specific skitls
and strategies, both within and across grade levels.

GUIDELINE 2. As you evaluate the comprehension instruction of a reading program,
determine if it reflect: the application of skills and strategies to increasinglv difficult content
and to a variety of selection types.

GUIDELINE 3. As you evaluate the comprehension instruction of a reading program,

determine if it provides review and practice opportunities in workbook activities, in the

‘ selections in student textbooks, in writing suggestions and assignments, and in extended
reading opportunities.

GUIDELINE 4. As you examine the comprehension activities in reading programs—regardless
of how they are labelcJ—determine whether they contribute to the development of the three
important factors of

* determining what is important

* synthesizing information

* drawing inferences.

GUIDELINE 5. As you examine comprehension instructional approaches in reading

P &
programs, look for explicit instruction that includes aspects of modeling and explanation,
guided practice, and application.

GUIDELINE 6. As you examine the comprehension instruetion n reading programs, look for
activities that develop students’ metacognitive awareness.
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PART FIVE

Worksheets for Evaluating Comprehension Skills and
Strategies Instruction

The job of evaluating comprehension skills and strategies instruction is not a simple one.
However, the two worksheets that follow will help you examine those dimensions of reading
lessons you believe to be important to your own comprehension instruction.

Specific directions for using the worksheets precede each one. General directions and
some additional information about worksheets appear in the Leader’s Manua),

Materials and Resources Needed

You will need one copy of each worksheet for every reading program you plan to evaluate.
Reproduce as many copies as you need. For each level of comprehension instruction you plan
to evaluate, you will also need:

* Teachers” manuals

*  Student textbooks.

Peints to Keep in Mind

1 The worksheets are appropriate for all grade levels. However, vou will find great
variety in the way skills and strategies are laid out as vou cross from primary to
intermediate grades.

[ £%4

As you analyze the various comprehension activities of a program, you nay find several
skills or strategies that have not been discussed in this booklet. First, remember that this
may be because different programs use different labels tor the same skill or strategy.

Then, discuss the importance of the skills or strategies included 1n the program.
3 Do not expect to fill in every column on each worksheet. Some parts may not apply to
the specific program or task you are evaluating. Empty spaces do not necessarily mean

a program is inadequate.

4. You may choose to use only parts of each worksheet.

19 112




Rating What You Have Evaluated

You may wish to develop a rating scale of your own to quantify your overall evaluation of
comprehension skills and strategies instruction in the programs you examine. We have
included space on the worksheets for you to record your ratings.
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WORKSHEET 1: DIRECTIONS

. GUIDELINES 1, 2, 3: Comprehension Instruction Overview

1. These are general overview guidelines for the reading programs you are evaluating.
To answer the questions on the worksheet, page through the table of contents of the
teacher’s manual to locate skills and strategies activities. Record them cn the
worksheet.

2. Do not assume that the skills and strategies listed in the table of contents are the only
ones to be taught in the program. You may also discover others that are included in
each level of the program under different names. You should note these on the
worksheet.

3. After listing the skills and strategies you have found, discuss whether the programs

meet the criteria set forth in the guidelines and record your conclusioas on the
worksheet

li:r
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Worksheet 1 COMPREHENSION II

Publisher Program Grade Level Copyright Evaluator

GUIDELINES 1,2,3
COMPREHENSION INSTRUC /ION
OVERVIEW

List the comprehension skills and strategies
introduced and practiced in this basal.

Level ___ Level
Comments: Comments: Rating:

1. Indicate whether and how the instruction
presents

a. a clear progression in the cumulative
development of the skill/strategy

b. a clear progression in the development
of the skill/strategy within a grade level

¢. a clear progression in the development
of the skill/strategy across grade levels.

2. Locate and record evidence that the
skill /strategy is applied to increasingly
difficult content and to a varety of
selection types.

3. Analyze the adequacy of review and
practice opportunities

a. in workbook activities
b. n the selections 1n student textbooks
¢. in extended reading opportunities

d. in writing suggestions and assignments.
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WORKSHEET 2: DIRECTIONS

GUIDELINE 4: Presentation and Development of Key Skills and Strategies

This section of the worksheet provides you with the opportunity to evaluate the
activities that develop comprehension skills and strategies in reading programs.

Examine activities in at least two different levels of the program to determine if they
contribute to the development of the three key comprehension factors discussed in
the guideline.

GUIDELINES 5, 6: Instructional Approaches

25

Choose one skill or strategy, such as synthesizing information.

Pick activities at two different levels of the program that can be categorized under
this label (remember, programs can use different labels for the same topic).

Observe how each activity presents the skill or strategy, and determine how well 1t
illustrates the use of modeling and explanation, guided practice, and application.

Determine if the activity helps students develop their awareness of what they know
so that they can use this knowledge as they read.

117




Worksheet 2 COMPREHENSION II

Publisher Program Grade Level Copyright Evaluator
GUIDELINE 4
PRESENTATION AND DEVELOPMENT Level _ Level ____
OF KEY SKILLS/STRATEGIES Comments: Comments: Rating:
Analyze whether and how the comprehension
activity contributes to the development of students’
abilities to

a determine what is important in a selection

b. synthesize information

c. draw inferences.
GUIDELINES 5, 6
INSTRUCTIONAL APPROACHES Comments: Comments: Rating:

1. Skill or Strategy Evaluated. __
Discuss whether the activity provides direct
explanation of

a. what skill/strategy 15 being taught

b. how to use the skill /strategy

c. when to use the skill/strategy

d. why the skill /strategy should be used

2. Discuss whether the activity provides for
explicit, or direct instruction, sucl as
a, teacher modeling and explanation
b. guided practice
2. application.

3 Record ways the activity contributes to the
development of students’ metacogmtive
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PART ONE

Research and Practice

In recent years, teachers and researchers increasingly have been interested in the relationship
between reading and writing. Rather than solely viewing reading and writing as separate
processes for separate times of a school day, they have started considering the relationship of
these forms of written language. Recent editions of basal reading programs acknowledge a
relationship between reading and writing, and reflect concerted efforts to incorporate writing
activities. These activities are presented at various places within a basal lesson and are

" u

designated through various labels, such as “language arts connections,” “reading-writing
connections,” and “writing to learn.”

The purpose of this booklet is to provide information that can guide your examination
of writing activities found within basal reading programs. The booklet presents information
about the relationship between reading and writing as well as a rationale for connecting the

twoin a reading program.

How Reading and Writing are Related

There is general agreement among teachers and researchers that both reading and wnting are
complex processes. The acquisition of reading fluency, for instance, involves the development
and application of many kinds of knowledge. Fluent readers are able, among other things, to
use knowledge of letter-sound correspondences to decode words efficiently, to use knowledge
of word meanings to comprehend sentences, and to use their existing knowledge of a topic to
aid acquisition of new knowledge. Writing, too, involves the use of different kinds of
knowledge as writers plan, compose, reread, and revise their work.

Reading and writing as composing processes. Some researchers see both reading and
writing as composing processes (22, 27, 31). They argue that just as writers compose meaning
as they v rite, readers compose meaning as they read. According to their view, good readers go
through many of the same processes of corstructing meaning as do good writers. These
processes may be categorized as plan:ving (prereading or prewriting), drafting (discovering
meaning), and revising (postreading or modifying and extending).

Planning. Planning for both writers and readers involves setting purposes or goals.
For writers, this can mean deciding who the audience will be for the writing and what the
audience’s reaction might be ~4). Or, it can mean determining what the focus of the writing
should be and how it should be organized (10, 1.). For readers, setting purposes can mean
predicting what the writing will be about and what point the author will make (11).

Planning also involves the use of background knowledge. Writers call upon relevant
information from their own experiences to help them generate ideas and to organize their
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writing; readers use their background knowledge of a topic to tie new information with that
they already possess to interpret the author’s intentions (11). Research shows that readers with
more background knowledge are likely to read with greater comprehension, and writers with
more background krowledge are likely to write with more coherence (1).

Drafting. As they draft, or compose, writers modify the information they gathered in
planning to better suit their purposes and audiences (8). They may change the organization of
their writing, its language, or its focus. As they read, readers also modify their knowledge of
how written language is organized and used, as wvell as other knowledge they possess, to make
things “fit” (2, 22). Often they realize that they must read “between the lines” to discover what
the author intended.

Revising. In revising, writers and readers check to see how well they have constructed
their message (22). Writers fine tune their writing by adding more information or removing
information that is not important or may be misleading. They also check to see that the final
work meets their initial goal or purpose for the writing. Readers may reread passages to make
sure they understand them or to discover discrepancies between what they already know and
what the passage told them.

Although it may appear that planning, drafting, and revising are linear in nature, in
actual reading and writing, they are recursive. For example, planning can continue through
drafting. Revising can begin before drafting is completed.

The basic intersection between reading and writing, then, is that both require the active
construction of meaning. Readers do not simply translate words into their individual
meanings, rather they integrate, 'nfer, and evaluate as they read, combining information in the
text with knowledge they already possess. In the same way, writers choose words with care
and organize them so that their readers will understand what they nean.

How Reading and Writing are Different

Researchers also have described differences in the nature of reading and writing. For example,
writers must make sense out of what they want to communicate. Readers must make sense out
of what someone else has written (17). Furthermore, writers must consider not only what thev
want to communicate, they must also assume the role of their eventual readers to decide
whether others will be able to make sense of what they have written and how they will
mterpret it (23). Additionally, reading and writing can serve different purposes as meaning is
constructed or ideas explored that require different types of thinking (12). While both can be
seen as constructive processes, reading and writing can offer related but different routes in
covering a topic (15).

The Relationship between Reader and Writer

Another way to corsider the relationship between reading and writing is to describe the
reader-writer relationship. In both reading and writing, people put themselves in tune with
one another (4, 5). Forany given text, both its reader and its writer draw upon their knowledge
of written language and the world.

The predictions of readers and purposes of writers can be seen as reflections of one
another (25). Readers’ predictior.s and writers’ purposes can be global and, at the same time,
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focused. For example, in reading a book, readers may begin with global predictions about the
overall content and treatment of the topic. They also may use global predictions as they read a
chapter. Within chapters, however, they may use more focused predictions about paragraphs,
sentences, and words. Yet even their more focused predictions are influenced by the more
global ones. Similarly, writers can begin with global purposes for a book’s content and for each
chapter. Within each chapter, however, are focused purposes about paragraphs, sentences, and
words. As with predictions, these focused purposes are influenced by the more global ones.
For example, each paragraph is influenced by the purposes of the book. When the reader and
writer are communicating well, the reader’s predictions can be seen to mirror the writer’s
purposes at all levels.

The reader and writer rely on their expertise in dealing with writlen language in other
ways as well. Knowledge of story structure plays a role in creating and understanding
narratives (28). Similarly, knowledge of the ways expository text is orgamzed affects
communication between the reader and writer (16). In fact, in marv respects, readers and
writers draw upon their knowledge of devices or conventions of written language, such as the
role of illustrations in complementing text, signals used to relate sentences (for example, “on

the contrary”); and headings and subheadings to organize and subordinate 1deas

Contridutions of Reading tc Writing

We know that students learn to read by reading, and that they learn to write by writing  Yet we
also know that students learn to write by reading. Through reading on their own and hearing
different types of literature read aloud, students gain a sense of how written language works

There are some differences between oral and written language, however, and students
need to be aware of some of these differences if they are to grow as writers. A number of
studies have shown that hearing books read aloud can help even very young children learn
how written and oral language differ (29). In addition to differences in word choice and
sentence structure, written language contains orgamzational patterns that differ from those of
the daily oral language students encounter. Ample reading experiences offer students
opportunities to become acquainted with conventions of print and with the words, sentence
structures, and organizational patterns writers use to convey their ideas effectively Research
also indicates that having a strong background in literature can contribute to older students’
writing performance (18).

Research examining the use of literary models as a means of improving students’
writing, however, has yielded less conclusive results. In such studies, teachers first present
students with selections from children’s literature, then discuss with them the features of good
writing present in the selections (21, 26). A possible reason for the inconclusive results of this
method may be that it requires more than a brief exposure to good writing to learn how 1t
works. Moreover, it may be that such instruction is not very effective if students are not also
given many opportunities to read and to hear hterature read aloud. Another problem of
writing to a model is that it 15 not centered on students” own needs, problems, or ideas, which
is where most real writing begins. The need to nsider a student writer’s interests is not
always taken into account in using literary models. Research shows that children write more

and longer when they choose their own topics (9).
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In classrooms where reading and writing experiences work together successfully,

students write on a daily basis, and teachers promote a writing environment sensitive to the

nature of the writing process. Students also listen to literature read aloud and spend ample

time in independent reading. Research shows that by reading works of favonte authors,
students can be inspired to try new genres, topics, themes, and techniques in their own writing
G, 6).

Contributions of Writing to Reading

Writing has the potential to help students enhance their reading experiences. As students
engage in the process of writing, they can gain insights that contribute to their reading growth,
particularly when they share their writing with others who respond to what they have written
(17). The hypothesis is that by attempting to construct meaning in their own writing, students
learn to construct meaning in the wniting of others. In writing, students coordinate the various
levels of language that are also important to reading. Students must make decisions about
sound-symbol relationships, conventions of print (such as punctuation), the meanings of
words, and about how to arrange words at the sentence level and beyond. ™.rough such
decision making, students become fanuliar with the thinking invols ed to understand what they
read. They see for themselves the choices an author must make, such as what to include, where
toinclude it, and what to make major and minor points.

When students share what they have wrnitten with others, they become aware that
although authors provide information in their tets, they also expect readers to fill in gaps or

make inferences They also learn that if authors do not provide enough information or if they

do not provide appropriate information, readers can be mislead or confused. Thus students
can become keenly aware of the roles both the reader and the writer plav i successful writter-
communication Moreover, as they become more accomplished w riters, students can see that a
book is the product of the thinking, or choices, of another human, rather than an authority that
cannot be questioned (17).

The Reading and Writing of Young Children

How wnting and reading are related for voung children warrants speaal attention Recent
research has provided a greater appreciation of childre~’  arly writing efforts, mcluding how
they can play a role in a reading program. Conversely, it has suggested ways a reading
program can promote young children’s writing. .

Traditionally, literacy instruction for voung children was based upon the premise that
ata given time, children would be “ready” to learn to read. and that voung children would
learn to write only after formal reading, handwriting, and spelling instruction. Current
research, however, challenges these traditional ideas. From careful observations of voung
children at home and at school, it is now known that children are in the process of becoming
literate long before they enter school (30). Even before receiving formal nstruction, children

are developing important understandings about wnitten language through meaningful

experiences with the print they observe (such as watehing adults write letters) or participate n,

either on their own or with others (such as through bedtime stories or through “w niting” a
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letter to a grandparent). Children differ in the literacy encounters they experience and bring to
school. Nevertheless, growth in literacy is characterized by a gradual adding on to what
children know rather than by carefully defined stages. Because literacy emerges as a set of
abilities (rather than begins at some point), many have adopted the term, “emergent literacy”
Writing and young children’s growth as readers. Even before children writein a
conventional manner, their writing can reveal their development of understanding of written
language. Children’s explorations in writing not only help them construct insights about that

form of language but also complement their experiences in learning to read. Through writing,

children

(n come to understand that writing can represent spoken language but that there
can be differences between the two as well;

() strengthen their understandings of the concepts of word and letter;

3 become further aware of the conventions of print (such as left to right, top to
bottom directionality, spacing between words, punctuation);

«4) enhance their phonemic awareness, or knowledge that speech can be
segmented into separate sounds, as they account for sounds they hear through
letter representation;

&) focus therr attention on details of print, such as letters within words that might
not be attended to during reading;

(6) recognize that there are consistencies in the spelling of words;

(7) learn that written language can serve many purposes in their daily lives and
can be found in various forms.

A Final Word

Current research shows that linking reading and writing can be beneficial. As a valuable tool
for thinking, writing can promote students’ understanding of what they read (7, 19) Through
writing, students can be encouraged to reflect further on what they have read, exploring ideas
and forming connections among those ideas. At the same time, however, research shows that
writing experiences can vary in their effectiveness (13, 20). Instructional decision making needs
to take into account a number of factors that can make writing experience« effective, rather

than including writing in a program simply tor the sake of including writing (7).
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PART TW(O

Diseussion of Guidelines for Evaluating Reading and
Writing Instruction

Research and classroom practice provide support for mtegrating reading and wniting. Writing
has the potential to enhanee reading experienees, and reading to enhance writing experiences.
Furthermore, through opportunities to write, students are more apt to grow as writers.
However, some caution is in order: Linking reading and writing may not be beneficial if the
two are not linked in sound ways. Even worse, if they have unsuccessful writing experiences,
students may eventually lose mterest in both writing and reading. Therefore, in examining
basal reading programs, evaluators need to consider not just whether the programs provide
writing activities or the number of activities they provide, but they must also consider how the
programs provide writing experiences The following guidelines are intended to help
evaluators deternune how basal reading programs present opportunities for the integration of
reading and writing,

Writing as a Process

[n the view of writing discussed in Part One, wniting is not simply a product, but a process that
entatls. 1) planning, where writers plan and generate ideas, 2) drafting, or -omposmg, and 3)
revising, where writers examine whether ideas make sense, discover new ideas, and note
changes to be made. It s only after the writer is satisfied with the 1deas or content of a piece
that he or she should become concerned about its mechanues, such as spelling and punctuation
This part of the writing process is called editing,

What is known about writing as a process has important implications tor instruction.
Although the wnting process entails planning, writing, and revision, writers do not progress
througl these stages m a linear faslion, rather they do so ina recursive manner. For example,
planning can oceur both before and during wrniting, Additionally, not all writers, mmcluding
student writers, need to spend the same amount of time m cach stage of the process. Therefore,
it 15 not instructionally sound to set aside a grvenramount of time for planning, followed by the
same amount of time for writing, and so forth.

Another important implication drawn from knowledge of the writing process 15 that
students’ first drafts should be treated as rough drafts, rath .r than as polished products.
Correct spelling and punctuation should not be neglected, but can be developed through
revising and editing experences. [t should be acknowledged th at producing error-free wniting,
in a first draft1s difficult—if not impossible—even for professional writers.
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GUIDELINE 1. When examining how a reading program presents the writing process,
consider whether
o the writing process is treated as recursive rather than linear
o the program informs teachers about setting priorities in responding to students’
writing, with attention to content first and mechanics once the content is
established
¢ the program encourages teachers to treat students’ first attempts in writing as
rough drafts rather than as polished products.

Writing Activities
Evaluating the nature of the writing activities in basal reading programs involves considering a
number of interrelated factors. One factor to consider is that different kinds of writing
encourage different kirds of thinking. If, for instance, students are asked to write responses to
comprehension questions, they might focus primarily upon separate ideas. Whereas when
students write a composition, they not only focus upon separate ideas but also form
connections among those ideas. Differences in thinking can also result from what students are
asked to focus upon, regardless of whether they are asked to list ideas, write a few sentences, or
write long pieces. Asking students to retell a story, for example, requires thinking different
from that involved in giving their reactions to a story.

Asking students to write long pieces is not necessarily best or appropriate at all times.
For example, prior to reading an expository selection about chipmunks, students can be asked
to list everything they know about chipmunhks. This listing could be an effective, expedient
way of encouraging students to call on their prior knowledge. As well, there can be imes
when students will profit most from a series of writing activities that build upon one another.
For example, before students write a brief report on chipmunks, they might profit from listing
what they learned from a reading selection about chupmunks and what they know from other
sources. They could then group these 1deas under headings before starting on the first draft of

their report.

GUIDELINE 2. When examuning the writing activities that accompany a basal reader
selection, determine if they promote the type of thinking the selection requires.

Prereading writing activities. Writing activities can be presented in a basal lesson as part
of preparing students for reading a selection. When they are intended te help students use
their background knowledge, writing activities should focus upon important aspects of a
selection. The activities should help students tie what they know or have experienced to what
thev will find in the selection. Writing activities used in setting purposes for reading also can
help students direct their attention to important parts of the selection, and can be used to
encourage students to ask questions or make predictions about what the selection will offer.
Sometimes, however, wnting should not be used as a prereading activity. If, for
example, a selection 15 a continuation of a story students are excited about, asking them to
write before they read may dampen their enthusiam for both reading and writing.
Furthermore, a writing activity that 1s not focused on the “core” on a selection can interfere

8
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with students’ comprehension. In general, the recommendations for good oral prereading
activities should apply to written activities as well. (Prereading activities are discussed in detail
in Comprehension I: The Directed Reading Lesson, another booklet in this series.)

GUIDELINE 3. When evaluating prereadir.,, writing activities, consider whether they
* help students direct their attention to important dimensions of a selection
e encourage students to ask questions or make predictions about the selection
¢ should be used at all, or whether some other kind of activity would be better.

Postreading writing activities. Writing activities that follow the reading of a selection
should connect with the selection in some way. Again, however, what is important to consider
is the type of reading-writing connection suggested by the activities. The writing activities
should encourage students to think about important aspects of the selection or to share their
own thoughts and re.. tions. Furthermore, as with prereading activities, students should not
be asked to write if some other activity would be more effective or appropriate. For example,
students may dread writing responses to a set of comprehension questions, whereas they may
enjov discussing a selection -.itli their classmates. In this case, class discussion might be a
better choice for fostering or assessing comprehension. Practice in writing should be reseryed
for activities that are more interesting to students.

Even if writing activities appear to fit well with reading selections, much also depends
upon students’ ability to perform the activities. A breahdown can occur if students do not have
background information they can draw upon in responding to a writing task. Students will
have little to say about topics such as “my trip to the county fair” or “my first pet” if they have
never been to a county fair or owned a pet. On the other hand, most students can draw upon
their own thoughts and feelings in writing their reactions to a character, e\ ent, or message they
encounter in a selechion. Moreover, asking students to share their reactions lets them see that
their thoughts and feelings are a vaiid part of the reading process.

Students also will be more likely to have something to sav if a writing task requires
them to draw information from the selection. Students, for example, may be able to write a
diary entry from the viewpoint of a character ‘1 a story or to write down all they learned about
earthquakes from an expository selection.

Teachers’ manuals should provide guidelines for helping students succeed 1n
producing the type of writing presented in an activity. If students do not know how to perform
a task, the writing they produce may not foster the kinds of thinking intended. More
important, students can come to dislike wnting when they are placed in situations where they
cannot experience much success.

GUIDELINE 4. When evaluating postreading writing activities, consider whether
* the activities encourage students to think about important aspects of reading the
selection or to share their thoughts and reactions
* the activities enhance the reading experience
* the teacher’s manual offers guidelines about how to help students produce the type
of writing presented in the activities.
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Writing and Youngy Children

Even in kindergarten classrooms, writing instruction can take place along with instruction on
letters, sounds, or words. Reports from researchers and teachers provide suggestions about
how to implement a successful writing program for voung children {6, 10, 14)

These reports show, for example, that children are more apt to wnite if teachers
establish a time for wiiting or a writing center at the beginning of the v ear and encourage daily
writing (14). In addition, thev show that voung children approach wnting in vanous
wavs—through drawing, scribbhing, non-phonetic spelling, phonetic or invented spelling, and
conventional orthography they know or copy —and that sometimes they may combine several
of these, such as drawing with the conventional spelling of family members’ names.
Furthermore, children may vary i the way they wnte depending on the task. For example, a
child may use mvented spelling for shorter pieces but scribble when writing a story.

Daily connected reading experiences are invaluable to voung cluldren as they discover
wnting, Reading aloud to chuldren not only captures their mterest in w nitten language but also
expuses them to fiction, nonfiction, and poetry selections that they may not be able te read on
their own. Children can also become famuliar with connected reading through language
evperience activities, where their own dictated pieces provide material for them to read.
Language experience activities expose children to conv entions of print anid spelling  Some
teachers have found that language experience activities can cause cluldren to see more clearly
that what they think about and say can be written down.

In shared reading, children learn about reading and writing in much the same way as
they' do from repeated readings of fav onte bedtime stories at home. The teacher reads aloud,
then invites the children to read along as he or she rereads the story. Children can also
participate in shared reading through listening to taperecorded versions of the storv and
tollowing the print in the book or through reading with another child. Through shared
reading, chuldren are provided the support they need to read hterature, enjoving it as a whole

while also ganing knowledge of print.

GUIDELINE 5 When exanunimg emergent literacy components of a basal reading program,
look tor components that

¢ allow children to approach wntmg m ditferent ways
PF 4 \

e encourage letting voung children write earlv and on a dailv basis \
5 ) 5 ) \

e otter teachers guidance about ways voung children approach writing and about
how to foster their writing growth

o otter cluldren connected reading experiences such as reading aloud, language
experience activities, or shared reading so that they can see how print operates ma

broader sense.
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PART THREE
Teacher Assistance for Reading and Writing
Instruction

The suggestions that follow are based on research and practice that focus on the writing
process as well as the product. They are intended to help teachers incerporate the information
provided in this booklet into their total instructional program.

1. How can | make writing assignments meaningful and successful?

* Provide a time for students to write on a daily basis. As in reading, students need
regular, frequent opportunities to be comfortable with the process and to
experience growth.

¢ Let students occasionally choose their own writing topics. When students write
‘ about what they know and have experienced, they can begin with more confidence
Eventually students can move from personal narratives to learning about other
forms of writing,

 Provide a matenials center where students can find hined and unlined paper, pens,
pencils, crayons, markers, tape, and staplers.

* Rather than spiral notebooks, use notebook paper and folders kept at the matenials
center for students” work in progress. Spiral notebooks can be difficult to use
revising, when students may want to view two or more pages at once or cut and

tape to make changes.

* As you aporoach mstruction, try to be positive and capitahize upon what students

can do, rather than thinking in terms of what they can not do.

[

What are some prewriting techniques | can use?

» At thebeginning of a wniting period, provide brief lessons to help students become

familiar with the strategies and techmques competent writers know about and use.
‘ Rather than just telling students w hat they could do, think of ways to model or to
involve students. For example, if you notice that students ne.d help in selecting a
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good title, share a piece you have written and a hst of titles you are considering,

Explain vour thinking as you evaluate the titles, or ask students to help vou

evaluate them.

¢ To help students get started, tocus an imitial lesson on topic selection. Through a
think-aloud procedure, share ideas vou have considered and talk about the topic
vou have selected. Then model writing vour rough draft, thinking aloud as you
wnite to demonstrate characteristics of this type of writing—crossing out a word
rather than erasing, using an astenisk to show w here intormation at the bottom will

seanserted, usir 3a caret to add a word.
3 What kind of help should I provide as students write?

¢ It students ask how to spell a word while writing, tell them to spell it as best as they
can in their rough dratts.

¢ Have brief conterences with students as they are writing, This can help them grow
as writers and can enable you to assess individual students. Be specitic in pointing
out strengths in a student’s writing rather than oftering general statements. To
keep the conference brief, tocus upon one thing. Asking a student “What will v ou
do next?” can be a good way to end a conference; itis a way to help vou
understand w hat the student 1s taking from the cenference, and to help the student

consider what to do next.

¢ Inhaving conferences, set priorities. Respond to content tirst Onee the content 1s
established and the student is ready to wnite a tinal draft, tocus upon mechanies.
Even if a student has many mechamical problems, tocus upon what you feel 1s most
important rather than overwhelming the student. Help students learn to proofread
their work by cheching the spelling, capitalization, and punctuation before vou
meet with them.

o Wnte while vour students are wniting, and let them read and commer.t on vour
wnting just as vou read and comment on therrs.

4 How can [ get students to revise their witing?

¢ Provide opportunities tor several students to read their work aloud each dav Such
opportunities ofter students an meentive to revise and improve their work because

they see others are interested in what they wnte,

¢ Encourage students to respond to each other’s writing in a way that 1s beneticial to

the wniter. .
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» Publish student writing. When students know that others will read what they
write, they are more likely to want to revise and improve it. In addition, they feel a
great deal of pride when they see their classmates reading a book they have written
or see their work displayed on a bulletin board.

‘.\
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PART FOUR
Listing of Guidelines for Evaluating Reading and

Writing Instruetion

Guideline 1. When examining how a basal reading program presents the writing process,
consider whether
o the writing process is treated as recursive rather than linear
¢ the program informs teachers about setting priorities in responding to students’
writing, with attention to content first and mechanics once the content s
established
¢ the program encourages teachers to treat students’ first attempts in writing as
rough drafts rather than as polished products.

Guideline 2. When examuining the writing activities that accompany 2 basal reader selection,
determine if they promote the type of thinking the selection requires.
Guideline 3. When evaluating prereading writing activities, consider whether they

o help students direct their attention to important dimensions of a selection

s encourage students to ask questions or make predictions about the selection

¢ should be used at all, or whether some other kind of activity would be better.

Guideline 4. When evaluating postreading writing activities, consider whether
¢ the activities encourage students to think about imporiant aspects of reading the
selection or to share their thoughts and reactions
s the activities enhance the reading experience
o the teacher’s manual offers guidelines about how to help students produce the type
of writing presented in the activities.

Guideline 5. When examining emergent literacy components of a basal reading program, look
tor comporents that
¢ allow children to approach writing in different ways
s encourage letting voung children write on a daily basis
»  offer teachers gwmdance about ways young children approach wniting and about
how to foster their writing growth
¢ ofter children connected reading experiences such as reading aloud, language
experience activities, or shared reading so that they can see how print operates in a
broader sense.
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PART FIVE

Worksheets for Evaluating the Writing Instruction in
Basal Reading Programs

Some 1mportant aspects of wnting instruction have been discussed 1n this booklet and
summarized in the guidelines. The following three worksheets will help vou use the
guidelines to evaluate how writing is integrated with reading in basal reading programs

Specific directions for using the worksheets appear on each one. General directions
and some additional information abcut worksheets appear in the Leader’s Manual.

Materials and Resources Needed

You will need at least one copy of each worksheet for every reading program vou plan to
evaluate. You also will need:

Teachers” manuals

Student textbooks.

Points to Keep in Mind

1. Writing activities may have various labels. To get a clear understanding ot how a
reading program interprets writing and what the labels mean, read the introductory
information the program provides about its features.

!J

Some parts of the worksheets may not apply to the specific activity vou are evaluating.
Empty spaces do not necessanly mean that a program 1s inadequate.

Rating What You Have Evaluated

You may wish to develop a rating scale of your own to quantifv your overall evaluation We
have included space on the worksheets for you to record your ratings.
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Worksneet 1 READING AND WRITING INSTRUCTION
Publisher Program ___ Grade Level Copyright Evaluator
GUIDELINE 1
THE WRITING PROCESS Comraents: Rating:

Exzmirie the teacher’s manual to
determune whether and how
information about the writing
process is presented to students.

Also determine whether and how
background information about the
writing process 1s presented to
teachers.

1 Does the manual

a. treat the writing process as
recursive rather than hinear in
nature? For example, are all
students asked to prewrite
one day, write the next dav,
revise on the third day?

b. nform teachers about setting
priorities in responding to
students’ writing, with
attention to content first and
mechanics once the content is
established?

c. encourage teachers to treat
students’ first attempts 1n
writing as rough drafts rather
than as polished products?
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Worksheet 2 READING AND WRITING INSTRUCTION
Publisher Program Grade Level Copyright Evaluator
GUIDELINES 2, 3, 4
WRITING ACTIVITIES THAT ACCOMPANY Comments: Rating:
READING SELECTIONS

Examine the teacher’s manual to determine
whether and how the program integrates
reading and writing.

Read the selection prior to evaluating the
writing activities that accompany it.

1. What kind of thinking does the selection
require? Do the writing activities promote
this kind of thinking?

2. Do prereading writing activities

a. helpstudents direct their atteation to
important dimensions of the selection
and encourage them to become involved
init?

b. encourage students to ask questions or
make predictions about the selection?

¢. servea purpose? Would some other
type of activity work better?

3. Do postreading writing activities

a encourage students to think about
important aspects of reading the
selection or to share their thoughts and
reactions?

b enhance reading experiences?

¢. contain giudance in the teacher’s
manual about how to help students
produce the type of writing required?
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Worksheet 3 READING AND WRITING INSTRUCTION
Publisher Program Grade Level Copyright Evaluator
GUIDELINE 5
EMERGENT LITERACY Comments: Rating:

Examine the teacher’s manual to
determine the type of background
information presented about
emergent literacy.

Do the instructional activities

a. allow children to approach
writing in different ways?

b. encourage teachers to let
young children write on a
daily basis?

¢. offer gmdance about ways
young children approach
writing and how to foster
wniting growth?

d. offer children connected
reading experiences so that
they can see how print
operates 1n a broader sense?
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PART ONE

Research and Practice

When students are given reading opportumties that exate and dehght them as well as help
them master the shills and strategies of reading, they are ikely to become not just school
readers but hitelong readers. Sadly, some students swho can read, choose not to, others see
reading as just another school task (3)

For many students, reading opportumties m school are tied to the basal reader, or
student textbook, which 1s the core ot a basal reading, program Basal readers< are usualhy
anthologies that contain ficion, nontiction, and poetry selections. Because these selections are
the basic (and sometimes the onhy) reading tare of voung students, vou will want to pay
particularly close attention to their instructional and hterary quahity as vou choose a basal
reading program

The purpose of this booklet is to provide mtormation that can astist vou in

deternuning the quality ot basal reader selections

THE BASAL READER AND READING INSTRUCTION

A basal reading program consists of teachers” manuals, workbooks, shillsheets, tests, and
student textbooks that set torth a umitied reading curniculum,. The reading selections m a basal
program, therefore, do not exist o 1solation, they are part of an integrated instructional
program - Accordmghy, each selection <hould contribute to the unity ot the program - The
tollowing discussion wiil fook tirst at the role of basal reader selections meearly reading

instrection and than at mstruction i selections for mtermediate-grade students

Basal Readers and Early Reading Instruction

Mot program developers employ authors to write oniginal selections tor the carly levels of
therr reading programs. The magonty of these selections are sumple stories Dey elopers use
stmple stortes tor at least fwo reasons First, chuldren enjov stories, and <o are motivated to
read them Second, by the time many dibdren begin to read, they are already tanihar wath the
elements ard organizational patterns of stories trom heanng nursery rinmes and tairy tales
and trom tollowing, aimple stories m picture books (5)

To remtoree and dev elop the word identibication shills students are being taught, the
stortes tor early levels of basal programs usually are wntten with a controlled vocabualary
teaturing words chosen according to one—or both—ot two criteria. 1) thiey are usetul words
that appear wiath trequenay m the language and are thus hhely to be i duldren’s voaabularies,
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or, 2) they are words that exemplify the letter-sound relationships being introduced in the

program'’s instruction (2). Reading, of course, is more than recognizing words, it is a process ot

constructing meaning from wiitten text. Stories for students who are just beginning formal .
reading instruction must do more than reinforce word identification shills, they must engage

students 1n meaningful encounters with printed language. The following discussion will focus

on ways that basal selections can accomplish these two goals

Word identification instruction. Fluent reading and fast, accurate word identification are
important goals of early reading instruction. Students must become sc famuliar with letter-
sound relationships and words that they are able to 1dentify words with little conscious
attention (2). The research indicates that this happens more readily if the stories students read
contain a high proportion of the letter-sound relationships and other word identification skills
they are being taught as part of a program’s instructional component (2). However, an analysis
of eight best-seliing basal reading programs undertaken several years ago showed litile
connection between the letter-sound relationship lessons in most programs and the words
contained in the selections 1n the basal readers (). An examination of many of the more recent
programs gives the same impression.

One explanation for this situation is that most reading programs introduce famuliar
words tirst. The problem with familiar words, however, 1s that the relationship between the
spelling and pronunciation of many of these words is often irregular (said, for example, which,
it its pronunciation were regular, would rhyme with raid) (2).

Tke traditionai sequence for introducing letter-sound relationships involves first

teaching students consonant sounds, then short vowe! sounds, the - long vowel sounds in
regalar words. When programs us.ng this sequence seek periect regularity betiveen spelling
and pronunciation, using oniy the letter-sound relationships already taught, the result can bea
sentence as deadly as “The fat cat sits on the mat.”

As Beconming a Natwn of Readers notes, one key to writing meaningful selections for
voung students may be more flexibihity in the choice of the order for teaching letter-sound
relationships  Letter-sound relationships can be introduced n selections 1n a sequence that
allows early use of as varied as possible a set of words while still exemplifying the alphabetic
prinaple Selections can include some useful irregular words without confusing students. In
addition, selections can sometimes include regular words that embody letter-sound
relationships that haven’t been introduced yet, but are needed to make stories meaningful and
teresting The important point s that a high proportion of the words in the stories students

read should contorm to the letter-sound relationships they have already been taught (2)

Meaningful encounters with print. The process ot constructing meamng from print begins
w hen voung children leari to recognize the story lines and organizatiorial patterns of the
nursery rivmes and other stortes read aloud to them. When the stories in basal readers closely

follow the kinds ot story lines and organizational patterns students have come to expect from

their early experiences—that s, 1f the stories are predictable—then students find 1t easier to
determine and remember their important ideas (29) - Young readers also tind 1t easier to

connect the parts of a story when the organizational pattern s clear.
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Yet because authors are so constrained by the mited number of words they can use in
writing for basal programs, often what they write may not be stories at all, but merely strings
of sentences with no predictable organization (9). To construct meaning from such sentence
strings, students have to rely on mformation fromllustrations and from the teacher and class
discussions (2).

Whether an encounter with a story 15 meaningful for students can also be atfected by
the way language 15 used. Stories that use language in unnatural and unfamiliar 1. vs can pose
problems for young readers. Students understand a selection better when it conforms to therr
own speech patterns (27). For example, first-grade students do not often say “Therc is a dog.
See the dog. The dog is big.” They are more likely to say, “There’s a big dog.”

In summary, selections for voung readers should attempt to meet the instructional
requirements for a controlled vocabulary and at the same time tell a story n a meaningful way
Preparing such stories is a challenge for program deveiopers, to be sure. Butitis not an

impossibie one.

Basal Readers and Interimediate-Grade Reading Instruction

Intermediate-grade students still have a great deal to learn about reading, even when they
become proficient at word identification and at understanding simple sories. As they develop
reading proficiency, however, these students must begin to think of reading not as a separate
school subject but as integral to learming. Selections for intermediate-grade students must
prepare them to read their subject-matter textbooks, give them opportunities to develop an
appreciation of hiterature, and help them to become independent readers The following

discussion will examine cach of these areas.

Subject-matter textbooks. The transition from simple stories to subject-matter textbooks 15
difficult for many students (16)  This may be because textbooks are nonfiction works, and early
levels of basal readers contain only a few nonfiction selections  Nonfiction, of course, makes
different demands on readers thar does fiction. Quite obviously, nontiction uses expository, or
intormatioral, writing, while fiction rehies on narrative writing - But less obviously, since
exposttory wrniting is generally used to transmut information about the world, nonfichion topics
can be complex, unfamiliar, and even unique

To help them make the transition to subject-matter textbooks, basal readers tor
intermediate-grade students need to contain increasing numbers of nonfiction selections that
reflect a variety and complexity of topics and organizational patterns The tollowing
discussion will look closer at each of these considerations.

Selection topics. Nonfiction selections may be about topics that are new or relatively
untanuthar to students While an unfamuliar topic can add to the mterest ot a selection, 1t can
also detract trom its comprehensibility: This problem is compounded because nonfiction
selections often stand alone, with few it any content relationships among them. For example,
one passage 1s about andient Egy pt, another is about lacrosse. Students are seldom required to

sse what they learn i one selection to help them understand another (8).
Coherence. Fven when a selection is about a famihar topic, it may be difficult for

students to understand 1t it lacks coherence: Coherence refers to the relationships between and
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among 1deas n a selection. In a coherent selection, it is easy for students to identify or infer the
main idea and the relationships among supporting 1deas.

Any number of factors can disrupt or destroy the coherence of basal reader selections.
Among these are mntroductions that are only weakly related to the content of the selection, poor
use of headings, digressions, too many subtopics, ambiguous or indirect references, and
inadequat : summaries,

One group of researchors found that many nonfiction selections in basal readers lackea
coherence (8). The selections they examined often contained passages of text unrelated to the
main topic of the selection, which served to draw the reader’s attention away from the main
topic. They observed that some of the selections were nothing more than loose collections of
ideas, with no rationale for why they were placed together.

The significance of these findings is that coherence atfects comprehensibility (6) The
ease with w hich students can determine the main idea of a selection, for 2xample, affects their
ability to comprehend it. The ability to identify and comprehend a main 1dea in a textbook is
crucial.

Organizational patterns. Subject-matter textbooks use a variety of patterns to
organize ideas and topics. These include

* asimple listing of ideas or topics in which the order of presentation is not

significant;

* achronological, or ime-order, arrangement;

* acompare-contrast arrangement;

¢ acause and effect arrangement, or

* aproblem-solving pattern.

There are “signals” in a nonfiction selection that can help students identify
organizational patterns being used  These signals include introductory statements, headings,
or summary statements, as well as certain words or phrases such as “mn contrast,” or “tust,”
“second,” and so on.

Several studies have shown that when students learn to identify organizational

patterns, they are better able to comprehend their subject-matter textbooks (4, 23).

Literature. For young students, responding to literature may mean nothing more than saying,
“Iloved this story!” or “It’s awful!” To help students move beyond these simple reactions,
intermediate-grade fiction selections should provide opportunities for reflection, discussion,
and elaboration, In addition, these selections should introduce students to the literary clements
they will need to know to understand and appreciate increasingly complex hterature

One approach for developing hterature appreciation is called reader resporise.
Proponents ot reader response view reading as an interaction of the reader and the text, in
which the reader draws on imaginary worlds or personal experiences to explore the complex
plots and settings of stories from the inside By tying their familiar experiences with what they
read, they are able to see their own expertences from different perspectives and to discover new
connections between literature and real life (14)

Reader response can be seen as complementary to literury analysis, which provides

students with the concepts and terms they need to discuss literature and to develop a decper
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~nreciation of how it works (20) - Although mtermediate-grade students may not be ready for
extonsive instruction in literary analysis, they do need to become aware of literary clements,
such as characterization, setting, plot, theme, and style.

Characterization and setting. Characters are the who ot a storv—the people—or, i
cluldren’s literature, the animals or elements—it is about. The setting is where and whena
story takes place

Characterization reters to the attributes that make a storv’s characters credible and
complete, and to the ways i which the characters are presented to the reader Authors make
therr characters credible and complete by using descriptive wnting to portray them and ther
actions and by using dialogue to give readers msight mto how the characters teel or think.

A crucial aspect o characterization is consistency. Traditional literary criticism speaks
ot the unity ot character and action, m other words, characters must act m ways that are
consistent with the prcture that has been presented of them and with the other elements of the
story.

Characters can be tully or mmumally developed, depending on the needs of the story.
Modern fiction, with its emphasis on the individual, often features tully developed, complex
characters  Folktales, on the other hand, make do with a stock cast of characters—the evil
stepmother, the charming prinee, the innocent marden—because the plot carries the story

Ina well-wntten story, the setting is appropriate to the plot and characters and 1s
important to the actions that take place. As with characters, writers develop settings through
description, and settings may be mmimally or fully developed - A mmmally developed setting
mav serve as a backdrop to an action, wlile a tully developed one may be an mtegral part ot
the plot.

Research has focused on ways characters and settigs engage students” interest. Even
voung chuldren have a well-developed sense of character, and thev seem to preter characters
who act m consistent and credible ways (9, 12). However, some basal reader stories written tor
children ofter little msight into characters” feelings, motives, or goals (9, 11, 28). Lacking this
instght, students are not engaged by many of the characters i basal stories or by the stortes
themselves (11, 12).

Research, then, supports the obvious—stortes with engaging characters and settings
are mherently more mteresting and motivating to students than are blander stortes

Plot Plot refers to the sequence of events in a story —the actions and contlicts i which
the characters participate In most fiction for cluldren, the events are presented in
chronologieal order. Occasionally a story presents events out of sequence, using either
flashbacks or flashtorwards. But regardless of how the events are presented, a complete story
has a plot with a begmning, a middle, and an ending,

The beginnmg of a plot usually lies m confhict. Typical contlicts are those between
characters or between a character and nature -r between a character and society: Sometimes
the conflict 1s mternal- within a character’s nund  In the begmnimg ot a plot, these conthets are
unresolved, and they theretore engage a reader’s interest. The plot, in effect. descnibes how the
conflicts are resolved through a sequence of events, or action.

In most stortes the action builds steadily until it reaches a climax. At the climay, the

conflicts are resolved - A typreal chmax nught feature a fmal confrontation between two
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characters. After the climax comes the denouement, m w hich the storv winds down, loose ends
are tied up, and characters resume wieir lives.

Not all children’s stories follow such a clear-cut pattern ot action. [n some, the action is
relatrvely tlat and lacks strong climaxes. Other stories, particularly novels, may follow an
eprsodie pattern in which each chapter is a self-contained story with its own ¢limax.

A great Jeal of research on basal reader fiction has centered on plot. From it we have
learned that voung cluldren quickly develop an understanding ot plot (5, 11, 12), and that
selections with clearly artiealated plots are more comprehensible and more mteresting to
children than are selections with weak plots. Inaddition, we know that stories told in
chronological order are particularly comprehensible to children, and that stories without strong
conflict or action are less engaging to them (5, 11, 12).

The general concluston to be drawn trom research on plot 1s that children preter, and
more readily understand, stortes with strong, active plots that proceed ina suspensetul, but
coherent, manner.

Studtes also have shown that students are better able to comprehend a story it they can
ust a set of rules to anticipate particular organtzational components and sequences ot events m
its plot (24, 33). In recent years, some researchers have looked with interest at story grammar as
amethod for helpmg readers understand how the different parts of a plot fit together. A story
grammar is a rule system created for the purpose of describing the regular features of a particular
kind of text (22). The rules describe the components that make up a well-formed plot, the way the
components are arranged, and the relationships among them.

Theme. The theme of a story 15 its underlying purpose-—why the author wrote it In
well-written stortes, the theme 1s dey eloped from the actions, and not imposed upon it
Themes may be explicitly stated—as m fables—but they are more often left for the reader to
discover. By thinhing about the characters and events of a story, a reader can inter an
underlving truth or mea.ang, The meaning may be unambiguous, but it 1s more hkely to be
subject to terpretation. Indeed, authors rarely set out to teach a spectfic lesson i a story, they
are more interested m sharmg insights with readers.

Theme m children’s literature often revolves around the lite ot a child. Stories mav
show children m physical or psyehological 1solation and then detail therr etforts to end the
wolation, Or they may depict children’s struggles to come to terms with their families or with
soctety Traditional fiction often touches upon issues such as courage, love, and faith. Many
modern stories deal with morahty, growing up, friendship, and other elements ot childhood

There s httle research on theme m cluldren’s Iiterature, however there 1s some
evidence that duldren are mterested in themes that reflect therr interests and concerns (28)
Some crittes have pomted out that stories evoking emotions such as despair and cyniasm are
mappropriate tor children, because these emotions are not assoctated with children (19)

Style. Style reters to the way authors use language to tell their stories Crittes have
dev eloped an extensive ternunology for analy zing style. Two of these terms—sensory mmagery
and tigurative language—relate particularly to children’s literature

Writers create sensory images by appealig to readers” senses of sight, sound, taste,
touch, and smell It the images are powertul, they draw readers ito stories and allow them to
evpertence the story’s world.
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The use of igurat ve language such as sules, metaphors, and personitication contributes
to the overall eftect of a story - Through compatisons, tiguratiy e language not onhy enhances
sensory imageny but also helps readers pereeive the world m new and challenging ways.

Work with even very voung children indicates that many of them are aware of
difterent aspects ot sty le, and that they are able to identify authors ot untanuhar stortes it they

have heard other stories by them (18)

Independent reading. .Another vital purpose that can be served by intermediate-grade
selections 1s the promoton of independent reading, Teachers canuse the selections as a
springboard to independent reading. They can tell students aboat books by the author ot a
basal selection, or suggest books or articles on the same topic as a popular selection They
mught also use the topic ot a basal selection as a theme, such as triendship or courage, atound
which to organize mdependent reading

A number ot researchers have demonstrated that the amount of independent reading
students do, both in and outside ot school, s directly telated to gams m their reading
achievement (1, 3,21 In spite of the sigmticance ot this tinding, the tact 15 that most students
spend very httle school time readimg, One estimate 1s that intermediate-grade students spend
fess than fifteen mimutes a dav ain school readimg on ther ovan. OQutside of school, most spend
fess than tour mmutes a dav readmg from books —as compared to about 130 munuites a day
spent watching teles iston (3). Teadiers wnd Dudependent Readang Suggestons tor Hie Chisstoom, the
booklet accompanymy this series, contains a number of suggestions for wass to incorporate
more independent readig mto the classroom

To summarize, selechions for intermediate-grade students should extend therr early
reading, nstruction while tamiharizing them with the readmg, they must do in subject-matter
textbooks and in general literature: Such instruction prepares students to be mdependent,

hfelong readers

DETERMINING THE DIFFICULTY LEVEL OF SELECTIONS

Matching the ditticulty Tevel ot selections with the reading ability of the students tor whom
they are intended 15 a major concern of teachers, o hetp theni make this match, many program
acveloners provide anindication of the dithiculty tevel ot each selection How do thev

determune the ditticulty level ot a selection” Usually wath readability tormulas,

Readability Formulas

Although there are several ditterent ieadabihity formualas, the most commonly used tormulas
take mto account two teatures ot text the length ot the sentepces and the compleaty of the
words (complentty 1s usually measured by the untamrharii. ot words or the number o
syllables maword)  The result of apphving the tormula s a tumber that represents the graded
“readability fevel” of the text Tor example, o textwith a 30 teadability fevelis considerad
appropriate tor students at the beginnimg ot third grade, while atext witha 6 3 level s

considered appropriate tor student in the nuddle of sinth grade
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The appeal of readability formulas is that they are easy to apply, objective, and give a

fairly good prediction of how difficult typical students will find the text. In the past decade,

however, readability formulas have been subjected to a great deal of riticism. Some ’
researchers contend that the formulas provide a musleading indication of text difficulty because

thev measure only the objective features of a text and ignore such subjective features as style,

1dea organization, clarity, the complenity of sentence structure, and reader interest. Others

maintain that formulas are unreliable, and can be misused by pubhishers to yield any desired

readability score (13,20, 32) The following discussion will review each of these cnticisms

Subjective text features. The tirst major criticism of readabihity tormulas 1s that they
cannot measure subjective text features, such as an author’s style or a reader’s mterest in the
subject of the text. Formulas measure only objective features of text. So, for example, when
thev are apphed to a selection with short, tanuhar words and short sentenees, they vield fow
readabihty level scores—no matter how compley the meaning and organiza..on of the selection
nught be. Conversely, when they are apphed toselections wath long, untamiliar words and
long sentences they produce high readabihty level scores—regardless of how simple the
selection’s meaning or its organization. Hemimgway's writing would be rated at a low
readabihity level because of his use of short sentences and simple vocabulary. vetatis not kel
that many voung readers will easily understand Hemingway’s novels or stories.

On the other hand, many books read and enjoved by children vield high readability
scores. According to one formula, Dr. Seuss’s Happy Buthday to You! has a seventh-grade
readability level. Yet Happy Butluday to You'" is enormously popular with first- and second- ‘
grade students, who seem to have no trouble understanding it. Thas is just one of many cases
where the measured readabihty level and actual ditficalty ditfer greatly because subjective
features such as stvle, organization, and clarity were not considered in the measurement

Long sentences serve a number of purposes, including the clear dehmeation of cause
and effect Redus ing sentenee length can even make a selection nore difficult for voung readers
to understand. Individing one long, compound sentence into two short, simple sentences, tor
example, connecting words such as so, beaanse, and stnce are sometimes ehminated - Asa
consequence, the connection betw cen ideas may be tost or become vague. “The bov laughed
because he heard a joke” leaves no doubt as to the cause and effect Incontrast, "The bov
laughed. He heard a joke” is ambiguous. The bov might hayve laughed before he heard the joke,
or for reasons unrelated to the joke  When the connective “because” 1s eliminated, readers no
longer have anv exphiat clues about cause and effect, and they must nfer a causal connechion
betw een the two sentences. By the same token, less familiar, or long words can be more precise

and easter to understand than famaliar, short ones

prestdent is more precise and convevs a

clearer meanmg than boss

Reliability. A second major niticsm ot readability tormulas is that they often produce incon-
sistent results. Different formulas applied to the same passage can give sigmbicantly ditferent

swores. Depending on the tormulas used, a given passage may vield readability scores ranging
across three grade levels. And, because onlv selected passages (usually three) in a selection are

measured, a smgle formula mayv give several readability scores for the same selection
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Adaptations and Excerpts

While whole pieces of literature are included m many programs, excerpts and adaptations of
longer works are otill widely used. Ttis with these eacerpts and wdaptations that the problems
created by the use of readability formulas are most apparent (17)

Program developers often draw their selections from existing works that have high
readability levels. Then they adapt or shorten them to match the appropriate difficulty level. It
15 relatively casy to lower the readabihity level of a selection merely by cutting sentence length
and choosing shorter words. However, readabihity formulas were never intended as a
prescription for how to write text. When they are used to rewrite a selection “to tormulg,” the
result can be a loss of the style that made the prece interesting in the first place. In the

following example, notice how the adapation reduces the text to a bland recording of events.

Example
Original: ~ Thev stopped in front of a tumbled-down old brown house. The wind
rustled leaves in the yard. A thorny bush, hike a witch's long tingernails,

scratched against the house

Adapted:  Thev stopped in front of an old brown house  The wind blew dry leaves

around the vard.

The house 15 no longer tumbled-down, it 1s simply old. The wind no longer rustles
leaves, 1t just blows them around - And the thorny bush has disappeared entirely: The original
creates an eerie mood through the shilltul use ot verbs, adjectives, and figurative language.
The adaptation is stertle and almost devoid of interest

Inaddition to stnpping a selection of style, the practice of shortening sentences and
substitutng familiar tor unfamiliar w ords can deprive students of the opportunity to learn
complexities of syntax and vocabulary and may handicap their understanding ot texts that are
not written in this simphfied marner (20).

Sometimes excerpts from longer texts are made without any substantial rewnting,
Excerpted text, however, poses other problems By removing a selection from its content,
valuable background information or explanations may be lost. Removing a chapter from its
context m a novel, for example, divorees it from important elements ot character and plot
development. The same 1s true when nonfiction selections are taken out ot their contexts For
example, an excerpt from a science textboek on how blood crreulates through the body lacks
the necessary background information that altows students to see connections betw een the
structure and function of cach of the parts of the circulatory system (4). Without such
knowledge, students will have a hard time understanding the selection.

In summary, readabihty formulas are helpful as a tirst check ona selection’s difficulty
This check, however, should be supplemented with other analyses of a selection’s clanty,

organization, quality, and subject matter.
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THE VARIETY OF SELECTIONS IN A READING PROGRAM

It 1t 15 reasonable to assume that students are more hikely to become hitelong readers w hen ther
carly reading experiences are with many ditterent ty pes of selections, thenatis also reasonable
to expect basal readers to contam a variety ot selection tvpes.

Determimng the varety of writing ty pes m basal readers 1 complicated by the array of
terms used by ditterent publishers to dentify therr selections. Some pubhishers use the terms
lterary wniting and miformational wnting, while others use narratice wnting and cxposttory
writmg Still others use the term genre, and classity their selections as fiction, nontiction, and
poctiy Finally, some publishers avord ali ot these terms and mstead classify their selections by
topic or theme— o1 they do not dasaity themaat all. This booklet uses the terms fiction and

nonfiction

Fiction Selections

Fiction takes many torms, trom tolktales and fables to short stortes and novels Basal readers
should famihanze students with a vanety ot hiction ty pes. The tollowing discussion, intended

primarily as a retresher, examines many of the most common ty pes ot fiction <elections

Traditional Fiction. Traditional hction s otfen called tolklore because it consists o stones
attributed to common people With few exceptions, the authors ot traditional stores are
unknown, their stories were simply passed on orally until story collectors such as Hesiod and
Perrault finally wrote them down

The categories of traditional tiction most often tound in basal readers are muths, epics,
folktales, and fables Because they occastonally overlap, it dithcult to otter precise dehinitions
for each ot these categonies  In general, however, muths, such as the Greck “King Midas” and
the Norse “Balder and the Mistletoe,” are stories that have arisen i vartually all cultures as a
means of helping the members of a culture explam the mysteries ot Iite and creation
Goddesses and gods as well as humans and tantastic creatures ot all doseriptions abound in
myths Epics, such as “The Ramavana” and “The Adventures of Robin Hood,” are long stories
i either prose or verse that desenibe the adventures ot a human hero - Folktales comprise a vast
group ot stortes myolving brisk action, broadly drawn characters, and the eventual tnumph ot
good over evil They mav be briet ammal stories such as “The Three Billy Goats Grutt,” or
lengthy romantic tales such as “Beauty and the Beast.” Fables, such as Aesop’s “The Hare and
the Tortorse” or “The Monkey and the Crocodile” trom the Jataka Tales, are briet stortes that
lead to a moral, which mav or mav not be expliathy stated  The characters m fables are
geaerally anmmals, but humans, gods, and the clements canalso appear i them: The table
remains a popular writing torm, and many modern writers such as James Thurber and Arnold
Lobel have produced table collections,

One weord of cantion—mvths, fables, and tolktales exist in many versions; be wary ot

renditions labeled as “authentic” versions

Modern Fiction. Modern tiction for children consists of origimal works by known authors

Unhke traditional fiction, which generally consists ot short tales featuring the fantastie, modern

10 158




ERIC

Aruitoxt provided by Eic:

hiction most otten appears i the torm ot a novel or short storv. The subjects dealt with i
modern icion can be either realistic or fantastic: When modern frietion s aadtuded m basal
readers, it may be in the form ot excerpts trom novels or long stories

Modern realistic fictiop can have aither contemporary settings such as Harnet the Spu,
ot historieal settings such as ooy Treman: Reahstie ficion canctell the story ot a duld’s hte
(e of Green Gables) or an atamal (Hie Black Stalfion), st can be i the form of a mvstery (The
Hotse of Dies Diear) or an adyenture (eastore Kland) The common thread uniting the ditterent
Rinds of realistic fiction is a sense that the stories reallv could have happened

Modern fantastes can be categortzed by therr settings i high fintasy, the setting 1s
entirelv imaginativ e, as i Fhe Hobbut, i domestic fantasy, the setting s at feast parthy realistic,
as i Charfotte™ Web. High tantasies melude hiterary fairy tales ¢“The Tittle Mermard™),
m thicai epics (the Narnia chiontdes), and saence fichon (The White Monntams) Domestic
tantasies nclude talkmg anmmal stories (e Wand e the Willowes) and stories about people with
magical powers (Mary Poppins). No matter w hat their type, tantasies alb have at least one
mplausible element that separates the w otk trom reality and makes ttdear that the story never

could have really happened

Nonficticn Selections

Nontiction is factual prose mtended to imtorm or persuade While newer editions of basal
programs contain more nontiction selections than older ones, such selections are stll under-
tepresented inhasal readers. This s untortunate, because children are naturally inguisitinve,
and nontiction selections help them satisty their curiosity Young students will often search a
hibrary tor trade books about their current mterests —dinosaurs or cars or the Olvmpies

In examining nonhiction selections m basal readers vou will fmd that thev may be

"

labeled varoushv as “articles,” “mntormational writing,” “expository writing,” “saence writing,”
orany number of other wavs Inmany cases, it s up to vou to deade exactlv w hat kind of non-
hiction a selecion contams - The tollow ing, discussion serves as a reviess of three magor by pes of

nonfiction selecions hiswory writing, biography and autobiography, and saence writing

History writing. Sclechions about history mav mdude chronologreal accounts, such asa
description of the events feadimg up to the Gt War, or detarled studies ot patticatar eras, such
the Great Depression - Inrecent vears, many histors writers have moved away trom dates,
Rings, and battles and have concentrated mstead on the hves of ordinary people and on the
telationship of the past to the present

[t1s important to note that not alt selections with historical settings are nontiction
siction wraters often use historical backdrops tor ther storses— folty Treman, tor
example--but vou should remembier that their version o historical ey ents s colored by the

needs ot therr plots

Biography and autobiography. Biographical and autobiographical selections in basal
readers vary considerably i length and complenity, from one-paragraph summaries to detailed
works that are several chapters fong. Many basal readers use excerpts from well-known

biographies, such as Carl Sandberg's Abe Lincoln Growes Up, or trom autobiographies, such as
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Helen Keller's account ot her lite.
As with history wnting, brographical and autobiographical sketches otten are
hictionalized, and it this 1< the case, they should contam mtroductions intormung students that

what thev are reading 1s not necessanly factual

Science writing. Science wniting covers avariety ot topies, mcluding geography, space
evploration, zoology, medicne, and archacology. Basal reader selections may be about a simple
expeniment, a saentitic discovery, or a complhicated biologieal process - As with history writers,
scrence writers i recent yvears have moved away from presenting facts and have mstead

attempted to engage students through storvlike wnting with vivid details.

Additional nonfiction forms. Other nontiction selections may be articles trom newspapers
or magazines explammg, tor example, how a preadent is elected m the United State s Others

may be journal entries or mterview s, while still others may be retlective or thoughttul essavs

Poetry Selections

Young children dehght m the sounds and rhythms ot poetry, and this delight remains with
them through the primary grades (19) Somew here between grades three and tive, however,
something happens, and culdren’s dehight i poetry turns to dishhe— both of culdren’s and
adult’s poems (25, 30

According to one group of authoriaes on chuldren’s hterature, voung students become
alienated from poetry tor several reasons (19) - [irst, the poetry selected tor them by teachers
and program developers does not appeal to chuldren Otten the poems students encounter in
school are traditional ones rather than maedern ones that deal wath the students” expenences
and mterests. Inaddiion, some poems are too abstract ana too ditheult 3D Second, students
become bored with poetry when they exe required to memorize too much ofait and when they
hav e to analy z¢ it detall Third, students do not encounter enough poetry m school to know
whether they Iikeat or not

An examunation ot recent reading programs indicates that developers are attempting to
address students” lack of nterest in poetry by induding more—and more appropriate: - poems
m ther basal readers

Poctiy tor duldren does not ditter greatly trom poetry tor adults—both appeal to the
emotions as well as the senses (19, Howcver, the emotions evoked by chaldren’s poetry are not
necessartly the same as those of poems tor adults Interms ot duldren’s preferences tor poetiy,
studies show that children do not enjov meditative poems or poems with a great deal of
imagery or higurative language (30), that they preter narrative poetry, hmericks, and
poetry to other torms, such as hatky, that they ike poems about antmals and tamulia
experiences, and that thev do not enjov poems they do not understand €15, 30).

These indings perhaps retlect the tact that students have tew experiences with poetny
and tend to preter what they know best (19). Because poetry may be new to students, they ma
need mstruction imdentify ing the elements ot poetic language, ~uch as rhythmand rhvime,
magery and hgurative language, as well as exposure to many kinds of poetry and pocetic

themes,
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PART WO

Discussion of Guidelines for Evaluating Basal Reader
Selections

Determinmyg the quality ot basal reader selections myolves a number ot considerations how
well they remtoree what is bemg taught m a program, w hether they possess Iiterary menit,
w hether they are too ditticult or too easy tor the students who wall read them, and whether
they are timely and accurate The gutdelines that tollow are not intended to be exhaustinve,
mstead, they are mtended to tocus attention on some important aspects ot basal reader
selections.

As a cauaon, remember that although program developers i recent yvears have made
conscentious eftorts to elimmate cultural, raaal, and sexist stereoty pes trom therr basal
readers, vou should nonetheless be aleit to stereoty pre Charactenizations, both i the language

ot the selections and in the itlustrations that accompany them

SELECTIONS AND READING INSTRUCTION

Basal reader selections should give students opportumties to practice, extend, and retine the
shills and strategres taught ma programy The selections should provide continuity in
mstruction trom level toley el, and should retlect important shatts that match the changing,

needs of maturing readers

Early Reading Instruction

Evaluating the selections to be read by voung students s particularly dithicult Perhaps the adviee
given by the Comnussion on Readg i Becomimy a Nation of Readers 1is most helptul —each
encounter young students have with basal reader selections should both advance therr skl at
word wdentification and help them understand that readmg 15 not simply a process ot word
recognttion, but one of bringing ideas te mund ().

To this end, selections i early levels ot basal readers should reintoree and expand the
letter-sound and other word dentibication skalls beng taught m the instructional component ot
the program  In addition, they shouid be meanimgtul and mteresting to students

A predictable organizational pattern makes it easier tor students to gather meaning,
trom a selection and to connectits ditferent parts This 1s not to say, however, that all selections
must have predictable organizational patterns, sometinies a tew surprises can make a selection

more mteresting,
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As most teachers realize, even the speech of a tirst grader s more complex than that
found m the ty preal basal reader. Language that s oversimplified can be just as difticult for a
student to understand as language that 1s too sophisticated and technical. Comprehensior and
mterest are mereased w hen a selection uses language that 1s famuliar and natural sounding to
students On the other he nd, remember that students must be able to read a selection
Regardless of how natural sounding it s, a selection won't be read by students it its content 1s

too ditficult tor them

GUIDELINE 1. When evaluating the selections that accompany the earhy mstruction in basal
programs, determune 1t for the most part, they
+ retlect the letter-sound and other word identitication skills bemg taught m the
program
*  have predictable organizational patterns
+ use language that s tamuhar and natural sounding to students

* can be read by the students

Intermediate-Grade Reading Instruction

As students acquire reading proficiency, they need to encounter selections that extend therr
earlv instruction and expand their reading experiences This means, for example, that
mtermediate-grade basals should contam an imcreasig number of nonhiction selections that
reflect the vanety of topies and orgamizational patterns students will encounter m testbooks
and general reading They should also contam increasingly compiey hict.on selections that will
prepare students tor understanding and appreaating ditferent Kinds of hterature - In briet,

selectrons tor mtermediate-grade students should prepare them to be independent readers

GUIDFLINE 2. When evaluating the selections that accompany the ntermediate-grade
mstruction m basal programs, determune if
* the nonfiction selections represent a vartety of topics and organizational patterns
¢ the fiction selections use hiterary devices and techimigues found i good hterature

+ they promote independent reading

TEXT DIFFICULTY

Students can become trustrated by selections that are consistentls too ditticult tor then to read
and understand - On the other hand, <clections that are consistentiy too casy do little to
protaote growth of reading competence To controlb the ditticulty and appropriateness of ther
sclections, publishers and authors sometimes “wnite to formula ™ This practice often creates
more problems than it solves, particuataily whenat s used madaptimg or excerpting <elections

trom longer or more dithcult works

Readability scores. \While readabihty scores can be usetul as a first check onthe dithiealty of

a selection, they should be supplemented with checks that focus on word usage and dlarity ot
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sentence structure. As discussed m Part One, substituting short words for long ones may fead

to ambiguity in meanmg—long word, may be more precise—and to a loss of style. In addition,
reducing sertence length may disrupt the logical organization of ideas in a selection

Perhaps the most valuable check on the dithiculty of a setection s the judgment o
expertenced teachers and their knowledge of how weli therr tudents can haiadle its ideas and

language.

GUIDELINE 3. When conaiderng the dittieulty o a selection, supplement readability scores
with analyses ot the selechion’s

*use ot words

¢« danty ot sentence structure

« orgamzation ot ideas,

Adaptations and excerpts. U<y readabilits tormulas to adapt selections tor a reading
program can produce the same problems that occur when they are used to write selecions
spedtfically for a program The practice of substituting short words tor long ones, dividimg,
long sentences, and ehimimating co mectiv es not only makes a once-exating selection bland, it
poses comprehension problems for students By the same token, excerpts that have been faken
trom context or that are presented without important background mtormation or detai also
create comprehension problems

To tind out which selections are adaptations and excerpts, check the hst ot
acknow fedgements at the begmming of the basal reader (some programs may put this
mtormation on the selection’s tide page) This intormation can guide vou to the ornigmal
version of the sele tion By comparing the adaptations and excerpts with the ongial veraons,
vou can determme whether they accurately retlect the meaning ot the orgimals and whether

they have retamed the essential elements and stvle

GUIDELINE 4. When companing adapted or excerpted selections with onginal test, determine
it thev
« contamn enough background mtormation and detaif to enable students to
understand them

¢ have retamed the styie and interest ot the ongmal versions

THE VARIETY AND LITERARY QUALITY OF BASAL READER
SELECTIONS

Basal readers should provide students with a variety of ichion, nontiction, and poetny
selections, and these selections should retledt the some Characteristics that mark all good
wnting  Ingeneral, the selections inbasalieaders should ditter trom chuldren's hiterature onhy

mn degree, not kind
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Selection Variety

There are no hard and tast rulex as to which genres are appropriate for whicih age, ditterent
publishers emphasize difterent genres at ditterent ley els of therr programs. Nor s it clear e
nuany selections ut each genre should be included ina basal reader  Itis reasonable to expect,
however, that an entire Kindergarten through erghth grade reading program iclude
representative samples of fiction, nonfiction. and poetry.

These samples should melirde traditional fiction, modern fictton, a vartety of nonfiction
selection,, includmg articles and essavs, biographical and autobrographical sketches, and

excerpts from scrence, mathematics, and soctal science textbooks, and peetry.

GUIBELINE 5. in exanuning the entire collection ot selections m a basal reader, ook tor a

representatiy e mivture of tradisonal fichon, modern tiction, nonfiction, and poetry

The Quality of Fiction Selections

Stories m basal readers, particularly those tor vounger students, hay e been criticized for not
preparing students for reading genoral hterature (19, 12). Basal fiction should possess the same
elements as general hiction Characters should act i credible wavs and have clear feehngs,
motinves, and goals, settings should be consistent with the Guaacters. Plots should proceed ina
suspensetul and coherent manner and have beginnings, nuddles, and endings - Themes should
be meaningtul to children, and styles should create sensorv images and use language
ctectively Quality tiction requires that ali of these elements mteract to produce a unified
whole Itis onhy when students can identity the spectfic elements of a story and sec how they
work together that they can move bevond such superficial responses as “Hoved t™ or “It's the

waorst thing I've ever read" to true hiterary appreciation and understanding

GUIDELINE 6. When evaluating the sterary quality of fiction selections i basal readers, look
tor

¢ credible characters

* scttings that are consistent with the characters

¢ strong plots with clear begmming, - muddles, and endings

* themes that are meaningtut to chuldren

* engaging styles and language usage

The Quality of Nonfiction Selections

An important consideration in determuning the quaiity ot nontiction ~elections 1 whether they
can be understood by the students who will read them (8). For example, because nontiction
sclections otten stand alone swith fev. #any content relationships among them, students may
be unable to use what they learnin one selecuon, wiach may be about 1 ditticult or unigue
topig, to help them understand another. Invaddition, origin " articles otten have to be cut
drastically m adapting them fer basal readers, a W even selections written specttically for a
program are usually constramed by space hmitations The result s that a selection may merely

“menton” ideas rather than develop them fully Explanations accompanying nontiction
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selections should help students make topte connections and tanmuhanze them with new or

unusual subjects. Even when topies are tamihar, how ever, nontiction selections may lack
coherence, which can also contribute to a their ditticulty. Relationships betw een and among
1deas in a selection need to be clearly stated or easily interred

Aeord of canhon—it 1s not alwavs easy to determune 1t a basal selection 1s nontiction
Many fictional stories have listorical settings and characters, many brographical sketches are
also hctionalized. To make selections about saence or mathematics more mteresting, writers
sometimes use hetonalized characters and events. Whale this may be a good wav to
introduce students w ditheult topigs, it also can blur thair understandings of the distinctions
betw een tact and nction. And when such wniting oceurs otten, it can deprive students ot
opportumties to read—and learn to understand—the Kind of expository wnting they find in
thewr subject-matter textbooks. You need to examine the student mtroductions accompanying
such selections te see it they let students know that a seenmungly nontiction account has been
tictionalized  Further, vou should examine selections to ensure that the mformation they

present is accurate

GUIDELINE 7. When evaluating the literary quality ot nonfiction selections i basal readers,
look for
+ ewnlanations of content that mav be untanuliar to students
+ coherent text in which relationships between and among ideas are clearly stated or
easily interred
+ ntroductions clearly identifving text that has been hictionahized

¢ accurate imtormation.

The Quality of Poetry Selections

The poetry selections n basal readers should reflect a vanety ot types ot poems and subjects
Whle research shows that students preter poems that rhyme and that are humorous (13), this
may be because they have had httle expertence with other kinds of poems. Basal readers
should offer poems that provide opportunities tor students to expand therr interests.

Gouod poetry appeals both to the emotions and to the senses, and it presents subjects
anmagiative, creative wav. Good poetic language i rhythnucal, but it does not have to
rhyme (students need to learn how to ditterentiate between verse, such as jumprope and
Mother Goose thymes, and poetiv).

it a poem contans figurative language or imagery, the language or imagery should be
appropriate to children, and it <should contribute to the tone and meaning of the poem

One suggeshon—because voung students have tew opportunities to experience poetry,
1t 15 probably unwise to overuse poems to teach other things, such as vowel sounds, or to place
too much emphasis on the " mechanics” ot a poem by having students mark the rhyme scheme

of every poem they read
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GUIDELINE 8. When evaluating the literary quality of poetry selections in a basal reader, look
for a variety of poetry types and subjects that
* appeal to the emotions and senses of students

* present subjects in imaginative and creative ways
» contain appropriate examples of tigurative language and imagery.
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PART THREE

Teacher Assistance for Selections in Basal Readers

The suggestions that follow are based un research and effective practice. They are intended to
help teachers incorporate the information provided 1n this booklet into their total instructional
program.

1 How can I use basal reader selections as a basis for extended reading?

¢ Supplement the reading program with literature units, and build skills, strategies,

and writing activities around a short story, novel, or nonfiction book

*  Become tamuihar with a number of children’s books, then talk about them with vour
students so as to encourage them to read a variety of books.

¢ Read aloud to vour students trom a variety of literary genres.

> Develop wnting achivities that go along with reading selections—hav e students write
their personal responses to fiction, nonfiction, and poetry.

2 How can i >ncourage my students to read more on their own?

* Use the fact that many selections in basal readers are adaptations or excerpts as an

opportunity to have vour students read the original story or book.
* Recommend other books by an author vour students hike

¢ Use the reading of a basal selection as an opportunity to encourage students to read
more on the topic of the selection or on a topic mentioned in the selection For
example, when students read a fiction selection with an unusual setting, suggest
nontiction books or articles that will tell them more about wat setting
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PART FOUR

isting of Guidelines for Evaluating Selections in Basal

Readers

GUIDELINE 1. When evaluating the selections that accompany the early instruction i basal
programs, determine if, for the most part, they
+ reflest the letter-sound and other word identification skills being taught in the
program
* have predictable organizational patterns
¢ use language that is famuliar and natural sounding to students

¢ can be read by the students.

GUIDELINE 2. When evaluating the selections that accompany the intermediate-grade
instruction in basal programs, deternune if
* the nontiction selections represent a variety of topics and organizational patterns
¢ the fiction selections use hiterary devices and techniques found in good hterature

¢ they promote independent reading

GUIDELINE 3. When considering the difficulty of a sclection, supplement readability scores
with analyses of the selection’s

¢ use of words

*  clarity of sentence structure

*  organization of 1deas.

GUIDELINE 4 When comparing adapted or excerpted scelections with oniginal text, determine
it they
¢ contamn enough background mtormation and detail to enable students to
understand them

¢ have retained the style and interest of the origmal versions.

GUIDELINE 5 In examiming the entire collection of selections 1n a basal reader, look tor a

representative mixture of traditional fiction, modern fiction, nontiction, and poetry
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GUIDELINE 6. When evaluating the hterary quality of tiction selections in basal readers, look
for

+ credible characters

*  settings that are consistent with the characters
+ strong plots with clear beginnings, middles, and endings
+ themes that are meaningful to children

*+ engaging styles and language usage

GUIDELINE 7. When evaluating the hterary quality of nonfiction selections in basal readers,
look for
+ explanations of content that may be unfamihar to students
¢ coherent text in which relationships between and among ideas are clearly stated or
easity mferred
+ mtroductions clearly identifying text that has been fictionalized
+ accurate information

GUIDELINE 8. When evaluating the literary quahty of poetry selections m a basal reader, look
for a vartety of poetry tvpes and subjects that

« appeal to the emotions and senses of students

*  present subjects in imaginative and creative ways

« contain appropriate examples of figurative language and imagery
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PART FIVE
Worksheets for Evaluating Selections in the Basal Reader

Some important aspects of basal reader selections have been discussed i this booklet and
summarized i the gumdelines The worksheets that tollow will help you use the information in
the booklet as vou evaluate selections i reading programs.

Specific directions precede each worksheet  Additional information about the

worksheets can be found in the Leader's Manual

Materials and Resources Needed

You will need a copy ot each worksheet for every reading program vou plan to evaluate
Reproduce as many copies as vou need  For each program vou evaluate, vou will also need
copies ot

¢+ Teachers” manuals

*  Student textbooks.

Points to Keep in Mind

1 You mav find that vou do not need to complete every column or answer every

question on a worksheet Empty spaces do not mean that a program has deticiencies

2 You may choose to use only parts of each worksheet

Rating What You Have Evaluated

You may wish to develop a rating scale to quantity vour overall evaluation of selections in the
programs you are evaluating. We have provided space on each worksheet for vou to record

these ratings
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WORKSHEET 1: DIRECTIONS

GUIDELINES 1, 2: Selections and Reading Instruction

. To answer questions 1 through 3, exanune at least two selections from each primary-
grade program you are evaluating. Record the title of each selectior and vour

comments 1n the spaces provided

2 To answer questions 4 through 6, examine at least one fiction and one nontiction
selection from each intermediate-grade program you are evaluating. Record the title

of each selection and your comments in the spaces provided.
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Worksheet 1 SELECTIONS IN THE BASAL READER

I'ublisher ) Program Copvnight ) ~ Grade Level Evaluator

GUIDELINES 1, 2
SELECTIONS AND READING INSTRUCTION
—— ¥ I : e —_
Tevel . Selection Ttle | Sclection Tatle Rating
; ; -~ — _
]’nm.\r) grades " Comments 1‘ Comments
|
1 What fetter-sound and other word . i
wdentibicatton <kills berng taught in reading } :
mstruction are retlected i this solection? “ ‘ !
1
2 Dovus the selection have » predictable ‘ ‘ |
organizational pattern” Comment on I 1
whether students who read st will be able ' 1
to retam and connedt sts ideas ’ :
‘ !
3 Comment on the language used n the |
selection st tanuhar and natural l
soundmg” ‘ |
. |
X * |
—_— , . : o |
Intermediate grades Selectron Title Selection Title |
!
T {
4 Find examples of ways the selection Comments Comments ‘
extends and expands early reading i
mstruction 1

5 Tocate and record the Kindw ot literany
devices used m the hiction selection

6 Identity the organizational patterns used !

n the nonhiction selection : '
7 Comment on wavs the selection might be i
@ ed to promote independent reading | |
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WORKSHEET 2: DIRECTIONS

GUIDELINES 3, 4: Text Difticulty

29

1

Examine at least two selections—one fiction, one nonfiction—from intermediate-
grade basal readers. Record the title and genre of each selechion Choose at feast one

selection that has been adapted or excerpted trom another source.

Record the publisher-provided readabihity rating tor each selection. then determine

the ditficulty level of each on vour own and record both ratings.

Use the space provided to comment on the use ot words, the clarity of sentence

structure, and the organization of ideas of each selection
Focus on the adapted or excerpted selection and comirent on its background

intormation and detail, style, and interest. If possible, find the origmal version and

compare the two.
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Worksheet 2 SELECTIONS IN THE BASAI READER

Publisher Program Copyright Grade Level Fraluator

GUIDELINES 3, 4 Seleection Tatle Selection Title Rating
TEXT DIFFICLLTY

Pubhsher-provided
readabnlity fevel

Evaluator-determined
readability level
(state how it was determimed)

B T oy ~ e e e e e e e e e el Lo - - .

Comment on each ot the ,
tollowing aspects of the ‘
selection

I ouseof words
2 danty of sentence structure

3 organization ot ideas ‘ :
e . |
|

‘

Comment on each ot the
tollowme aspects ot an

adapted or excerpted selectior

I badkground intormation
and detad

(3]

N ) .
3 onterest

Compare thisversion of the
selection wath the onginal

E lk\l-ic Pu\\lbll') } ;
175

e
~f
ap -



O

WORKSHEET 3: DIRECTIONS

‘ GUIDELINE 5: Sclection Mariety
1 Franune the basal readers from two ditterent grade Tev els

2 Took at the table of contents ot each basal reader See how the selections are grouped
and 1t vou can determune froi the titles which are biction and which nonfiction 1t
the titles do not help vou, look at each selection and note on the worksheet how

muny are fiction, how many nonbiction, and how many are poetiy selections

-

Check b ceeat there are sutticient nontiction selections i the basal readers imtended
for pri. grade students and i the number of nonhiction selections mereases
through tuc tevels of the readers mtended for mtermed:ate-grade students

4 Record vour commentsin the space provided
GUIDELINES 6, 7, 8: Selection Quahty

I Choose two fiction, two nontiction, and two poetry selections

2 Read eadh selectron caretully

3 Lse the pomts mentioned m the gudehines to evaluate cach selection

177
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Worksheet 3 SELECTIONS IN THE BASAL READER

Publisher ~~ ~  Trogram______ Copynght __ Grade Level —_ Evaluator ‘
GUIDELINE 5
SELECTION VARIETY
| T !
Selection Title (Frction) | Selection Title (N onhiction) I Selection Titie (Poetry) f Rating
| % |
| |
| |
i i
| |
| i
| |
! {
! !
i i
| |
| ! |
! ! '
GUIDETINES S, 7, 8
SHECTION QUALIT
Selection Tetle (Fiction * Selection Tatle (Nontiction) L Selection Tutle tPoetry ) Rating
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PART ONE

Research and Practice

The tests of reading ability contamed in basal reading programs are often used to make major
decisions about students. Yet in spite of the importance of tests in decision making, they are
perhaps the most neglected part of reading instruction. Often, 1n fact, teachers use basal
program tests simply because they “come with the package.”

When the tests in basal reading programs are adequate to the task at hand and when
thev are used appropriately, they provide valuable mformation and guidance. For example,
placement tests help determime whether students have the necessary knowledge and skills to
begin instruction. Pretests 2ssist in identifying skills that should be emphasized during
struction. Posttests provide mformation about student progress and instructional adequacy

Because these tests are the major testing component of the instructional program in
many class:ooms, 1t is especially important that they be examined carefully with an eye to
determuning whether they adequately relate to what s being taught and whether they are
appropriate for the assessment task at hand. To help you make these determmations, this
booklet pros ides information about some important features of the tests in basal reading

programs.

THE PURPOSES OF READING TESTS

The general purpose of tests included i basal reading programs 15 to provide teachers with
information that can be used to make mstructional deasions. Testing serves some other

purposes as well, both tor teachers and for students, We discuss these in this section

How Testing Helps Teachers

Testing can help teachers in several ways (18). First, 1t can provide information about students’
entry knowledge. This information can help teachers set realistic goale for students, then help
them determine, retine, and evaluate their instructional program.

Testing, can also help teachers determine how well the instructional objectives of a unit
or level of a program have been achieved  The very act of choosing a measuring instrument
can lead teachers to evaluate their instructional objectives to ensure that what they measure
reflects what they have taught (5). For example, if a second-grade teacher 1s using a particular
approach to teaching vocabulary words, knowledge about what students are actually learning
apout vocabulary would help to evaluate the efficacy of that method  Tests that follow an

instructional unit also can help teachers assess how realistic the goals of the umit were, the
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degree to which the instructional objectives were achieved, and the effectiveness of the

suggested instructional procedures.

How Testing Helps Students

Testing can also benefit students (5, 18). First, testing can help teachers communicate the goals
of imstruction to students, and help reinforce the importance of those goals. Second, reviewing
tests with students can provide both feedback and learning (18). Third, testing can encourage
good study habits by requirmg students to review course content. And, finally, testing can be

vseful in helping students determine whether they have learned the necessary skills and

concepts and in helping them formulate questions (5).

Summary. Testing within the basal reading program should be a continuous process
important to making decisions that mcrease the "goodness” ot the match between each child
arc the materials and methods of instruction. The goal of tes..ng should be to find the
conditions under which children can and will learn (16). Basal program test users are
reminded that test procedures (as well as other types of assessment) do nc more than sample a
student's true abilities, and none can give a complete picture. Furthermore, student-related
factors such as reading levels, vocabulary, and prior knowledge affect the vahdity of tests. For

example, test questions containing vocabulary that is unfamiliar to students may be measuring

vocabulary achievement rather than the designated objective.

The focus of this booklet is on fest features that influence the accuracy of tests  Before
we disruss these features, we will first briefly review some of the terms commonly used 1n

describing tests, and then describe the vanious kinds of tests four.d in a basal program.

Test Terminology

Among the most frequently used terms in descriptions of basal program test components are

measurement, ecaluation, normi-referenced tests, coteron-referenced tests, relability, vahdity, and

objectives. The following discussion defines each of these terms

Measurement provides a quantitative description of students’ behavior. It quantifies
or assigns a number to express the degree to which a characteristic is present. For example,
one common charactenstic measured by basal program tests is skill attainment or mastery.
The number that 15 used to express skill attainment is a score that reflects the number of

items answered correctly  An instrument, such as a test, 15 used to obtain measures of a

behavior.

Evaluation 15 a systematic process of determirung the extent to wiuch educational
objectives are achieved by students. The two most important aspects of evaluation that you
should remember are. (a) itinvolves a systematic process that emits casual, uncontralled
observation, and (b) it 15 always based on educational objectives (or goals) that have been
previously determined. Its primary functior: is to determine the quality of something. Criteria
and standards guide judgments of worth Once you have a measure of something, you
compare it to the established critenia or standards to determine whether it reflects an acceptable

level of a characteristic.
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Occasionally e terms evaluation and measurement are contused. Remember that
evaluation 15 a more general quolitative and quantitative deseription of student behavior (such
as a formal observation), whereas a measurement 1s imited to a quantitative description (test
scores, for example) (9, 10).

Norm-referenced tests provide scores that indicate how a given student’s pertormance
compares with the performance of a representative group of students. Grade equivalents and
percentiles are probably the most common forms of norm-referenced scores (4) - For example, it
a sixth-grade student recetves a grade equivalent score of 6.8, she 1s said to be performing like a
typical sixth grader m the eighth month of mstruction  If, however, a tourth-grade student
recerves a score of 6.8 on a fourth-grade test, then it is said that he 1s performing like a typical
sixth grader would on a fourth-grade test. It does not mean that he can read sixth-grade materuals

Criterion-referenced tests provide scores indicating a student's ability to perform
spectfic tasks with reference to a level of mastery, rather than in comparison to other students
Surh scores can be expressed as percentages or the number of correct responses on a test (for
mample, 80°¢ correct), analyses of a scudent’s errors (student does not make appropriate text-
based inferences), or a relative reading level (that 1s, independent, wistructional, and frustration
levels). To better illustrate how criterion-referenced testing works, consider that if on a five-
item subtest with a mastery level of 804, a student gets four out of five correct, then the
student is said to have reached mastery of the skill tested.

Reliability refers to how accurately a test measures what it 1s supposed to measure.
That 15, how well the test prosvides the same type of information across test items, over time, or
between and among students (12).

Validity refers to three important aspects of a test. how well it measures what you want
it to measure, how well it measures all of what vou want it to measure, and how wellit
measures nothing else but what you want it to measure (3)

Objectives are statements of intended learning outcomes that include the subordinate
shill, the conditions under which the skill will be performed, and the ¢niteria for aceeptable
performance (3). 1he statement “Given the term sndex, list the identifying characteristics of the
index” 1s an example of an objective

Types of Tests in a Basal Reading Program

Most basal reading programs include placement inventories, reading comprehension power
tests, end-of-unit tests, end-of-book tests at each level, and individual reading inventories.
Many programs also contain pretests and midlevel tests for each grade level. Each of these
components is discussed below.

Placement inventories. Placement inventories are group administered and are
available in both primary- and intermediate-grade versions - These tests are intended to assess
students’ ability to read at the specific levels designated by the program and to identify
students’ instructional reading levels. The tests tvpically mclude both reading comprehension
and vocabulary itens

A few words need to be said about the characteristics of placement iy entortes that are
1dosynera i€ to this particular kind of test. But first, a word of caution. placement inventonies

provide onl.aa "best guess” of where to place students i basal readers. Placement inventories should
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only be used tor the purpose ot getting started, that 1s, tor obtaning a global measure ot
reading ability.

A number of tactors aftect students’ performance in wavs that make 1t ditticult to
predict how they will perform on other passages within a particular level of the series: These
tactors include the length, type, and tanuharity of passages, the number and nature of the
comprehension tasks, and the scoring procedure (16)

The most important thing to discover 1s how a student handles the reading of an actual
textbook under conditions that simulate the classroom situation (23). For this reason,
placement tests should use passages, both oral reading passages and silent reading passage-,
taken trom the stories n basal readers. [n addition, the placement test should include a word
identitication hist to help teachers determine where to start the inventory

Reading comprehension power tests. Power tests are reading comprehenston tests
designed to assess students” ability to read and understand vocabulary in context and to
comprehend passages graded for the level of the program they have just completed.

End-of-unit tests. Unit tests assess the skills and concepts emphasized i a umt of
mstruction and vield criterion referenced scores to help teachers deternune the tvpe ¢
additional mstruction students need  Most programs provide alternate forms of end-ot-umt
tests, which may be admumistered after additional mstruction has been provided or it the
teacher thinks the initial assessment was not -ahd.

End-of-book tests. End-of-book tests give teachers intormation about students’
knowledge of shills and concepts taught within a level of the program. Like the end-ot-unit
tests, of-book tests provide eriteron-reterenced scores that help teachers deade it more
mstruction is needed  Alternate forms of these tests also are usually available,

Individual reading inventories. Individual reading niventories help teachers
determine the placement of ndividual students ina particular program. These tests can be
used in place of the group placement test when, for example, only a few students need to be
tested or w hen a teacher has no records or other means to determine student placement
[ndividual reading inventortes often employ a cloze procedure. Students read passages aloud
and supply words to till in blanks. The passages usually match the difficulty levels ot the
reading selections m the program

With this review in mind, w2 will now examine more closely the teatures that

contnibute to accurate and appropriate tests

FEATURES OF BASAL PROGRAM TESTS

Test features ot particular concern to teachers and researchers are directions, the format ot test
questions, the quality of test passages, test validity and rehabihity, and the match between what

ts taught and the content ot the test. Each ot these is discussed below

Directions

How well test directions are communicated to teachers and understos ' by students 15 of major

concern because of the influence of these directions on students” test pertormance (3) Such
4
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factors as the way directions are worded and the amount of gurdance given m them can

mfluence test results

A study with second graders showed how important the wording ot directions canbe
When the students were giv a directions reading “Make up just one sentence in yoar own
words that savs w hat all the sentences tell you,” only 29 of them could perform the task.
When the directions were changed to read "Find the one thing that all of the sentences i the
paragraph tell vou about,” all of the students could pertorm the task at feast 66°¢ o the time (20)

The amount ot gudance that directrons should otter depends on the skill being
measured and the age ot the students () Example 1 contams tHustrations ot both a good and

poor set ot student directions

Example 1
Poor Directions Better Directions
Read the question and Each question below identities
choose vour answer a hind of biased statement. 3

Read cach question and bl !
m the circle beside the best answer.
’
[n this example, the hirst set ot directions 1s poor because it tails to indicate what the question s
testing and how students are to mark their responses . The second set ot directions 1s better

because 1t lets students know exactly what they are to do.

Question Formats

The question formats found m basal program tests are either objective (matching, true-talse,
and multiple-choiee) or essay (including completion items and short answer) - Some tormats
are less appropriate than others tor measuring certan objectives. For example, it the objective
measured 1s -tated as "Students will be able to organize ideas and wnite them in a coherent
tashion,” 1t would be imappropriate to have students select therr answers from a series of
pussible chorees [t the objectiv e s to obtam evidence ot students" factual recalt ot names,
places, dates, and events, a lengthy essay would be metficient

The muttiple-thoice question format 1s used most often in basal reading tests.
Essentially, all multiple-chorce questions have the same elements a questionstem, answer
options, only one of which s correct, and answer tor! |, or distractors — imworrect options that
are supposed to be reasonably attractive to students.

Only a hittle 15 known trom research about the ettects ot question stem and answer
option variables on student pertormance Some research has hnked the question stem tormat
(for example, "wh--" question versus icormplete sentences) to item ditficulty tor certam ty pes
of stuaents (15). But m general, prinaples and suggestions tor question writing haye been
guided by tradition and comuwon sense.

Research and practice, however, do suggest a number things about multiple-chowce
question formats. The following discussion looks at some of these.

1 The stem shoudd contam a complete questiorr b contrast, i some items, the stem s part ot

a sentence for which the ansieer options forni possible completions
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Example 2(a)
Poor Format
The airplare crashed n
(a) Boston (b) 1984
(¢) flames (d) the mght

Example 2(b)
Better Format
Where did the airplare crash”
(a) Boston (b) 1984
(b) flames (¢) the night

The question in Example 2(a) is ambiguous because students do not know what information to
supply: the year, the time of day, the location, or the condition ot the plane. Fxampie 2(b) 1

much clearer in that students know readily that they are to idcntif_\' the location of the crash

2. The answer options should contam only one correct response.

In Example 2(a), all of the options make sense  Example 3 illustrates a better ttem.

Example 3
What happened when the airplane crashed?
(a) it was demohshed (b) 1t kept flving
(c) itgotangry {d) 1t turned around

[n this example, the only option that makes sense is (a).

3. The answor options should be parallel i« rammatical construction and length and should

not Qive students clues as to the correct ansieer

Example 4
To fix a steak over a camphire, what 15 the first thing vou do?
(a) starta fire
(b) boil the meat

(c) find two torked branches and tie them together

[n this example, the mtended correct option, (), 15 also the more elaborate one. To address this
problem, the correct option should either be shortened to the length of the other two or the
other two options should be lengthened.

Exar | ¢ »illustrates a question stem that gives students clues to the correct option
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Example 5
Where does the grav-bodied squid live?
{a) the gray squid can be tound all over the world
(™ mamly in the southern halt ot the hemisphere
(¢) along the continental divide
The stem tor the correct option, (a), contains a color clue This could be remedied by removing

the mention ot the color ot the squid trom the correct option

4 Answecr opuons should not wsc specit dtermiers, swdras i et none o

“all, " the meoredt resposses

Example 6
How long 1s a mature giant squid®
(a) approxmmately 55 feet
(b) exactly 100 teet
() never more than 20 fect
(d) always 26 teet
Students do not need speatic knowledge to constude that the onhv option that 1~ stated 1 a loss

than absolute — theretore reasonable — manner is the corredt answer ta)

Test Passage Quality

Many basal prograni tests require that students answer questions based onmtormation ina
reading passage A number ot studies reveal the t readers are attected by the quantity ot
mtermation contamed i test passages (19), the density ot the smtormation (8, 130 the density of
new mtormaton (1 o), the mterest level of the content (1D, and how conerete and mmaginable
the content 15 (21} As a result ot these attributes, a passage can either be considerate or
meonsiderate ot its rea Ye.

Considerate text 1s detined as teowntten ivsuch a vwan that ot enables readers (o
gather the appropriate mtormation with wunmal etiort Inconsiderate ttrequires extra saills
strategies, and prior knowledge to comprehend (2, 3) Test passages are said to be
mconsiderate if they make unwarranted demands on readers

Four aspects of inconsiderate test passages are most hikely to be ot concern te
examiners of basal reader tests the denaity ot ideas, an overrelninie o sssumptiens, the use ot
mutation genres, and the use of deceptively simple passages (1), The tollowirg discussion
examines ecach o these aspects Please note that i actual tests. any neimber of these aspects man
be interw oven. one mconsiderate teature otten leads to the emerge nee ot another

Density of ideas. Test passages can be inconaiderate i the number ot ideas that are
presented and in the trequency with which these ideas change: The briet passages used i tests
sometimes provide too hittle elaboration ot one concept botore introducng another ™
concepts change too quickly tor students to et a dear dea ot what is going on- C nsider the

passage in Example 7
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Example 7
Copper 1s a metal. Copper wire conducts electniaty very well. Copper pipe 1s used tor
plumbing. Brass is made by combining copper with other metals. More copper 1s
nuned in the United States than in any other country
Which statement provides the best summary of this paragraph?
(a) Copper pipe s used for plumbing,
(b) Copper s a metal that can be combined with other metals.

te) Copper 1« nuned in the United States,

In this example. the ideas in the passage are presented wiathout elaboration and, theretore, the
density ot the ideas s not conduen e to the development of an understanding of the point of
the passage  After reading the tirst sentence, a student nught assume that the passage 1< about
the nature of copper, however, the answer heved as correct is (a)

Overreliance on assumptions. Some test questions require students to make a number
of assumptions without corroborating evidence tror® the passage to permut vahdation This
can contnibute to uncertamty when students mest too ottentry to hnk their conjectures and
guesses about what 1s going on to what they read :n a passage The possage i Exampie 3 was

written tor fourth-grade students

Example 8

As the machine goes round and round the tield, its reei bends the plants over a blade,
which cuts the plants close to the ground  The plants are then eler ated irto the
machine, which tikes out the seeds The rest of the plant talls to the ground Fyery <o
otten the machine is stopped and the seeds are removed and pla ed ma truck
What process does this paragraph describe?

(@) how frutis picked

(b) how roads are built

(©) how crops are *anted

(dr how grams harvested

At hirst glance, this passage may seemeasy tor tourth graders to understand - But on closer
look, 1t 1s clear hat the passage requires its readers to rely on many assumptions, such as the
appropriate meanan g of the words reel and  elevated m the first and second sentences, to
arrive at a correct understanding of the passage The readers must also make anassumption
about who ts controlling the machine — the language implies that the machine is mcontrl
And thev must also mter that the blade 1s part ot the machine: The passage gives no due as to
who or what does the elevating ot the plants into the machine - Another assumption i the
passace is that the seed, not the plant itself, is the valued part ot the plant

This passage 1s meonstderate because ot the many hy potheses readers must make
absut it The interence strategies students have fearned to use in schooi can become tentatinv e
and stramed when they encounter such passages

Imitation genres. A variety of hiterary genres typically appear in basal reading tests

The fiction genre mav be represented by passages from folktales, myths, short stories, or

8
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excerpts trom noy els, nonfiction by personal accounts, letters, excerpts from history or science

books, or newspaper articles. Some basal tests also contain examples of poetry.

The mclusion of so manv difterent kinds ot w riting seems based on the view that
reading tests should melude the variety of genres students normally read in school The
passages used 1 tests, however, sometimes violate the cenceptual or structural pattern typicalls

assocated with the genres they are meant to exemphify. Consider the passage m Example 9.

Example 9

A taucet's handle 1s connected to a threaded spindle that holds a rubber or hiber disk
If the threaded spindle s turned so that the rubber or fiber washer is pushed down
agamst its seat, no water can get through. 1f the spindle 1s turned so that the rubber or
fiber washer 15 litted otf the seat, water can gush through the faucet Ot course, the
faucet has to be connected to a water supplyv first! A faucet may dripif the rubber or
fiber washer 1s worn or 1f the seat 1s not almost pertectiy smooth. It water leaks around
the top of the valve stem, the packing washer may need to be replaced.
What do vou turn in order to open and close the faucet?

{a) the seat

(b) the handle

1) the taucet body

(dr the packing washer

This test passage was written to imutate the expository writing commonly tound n nonfiction
selections. Unhike the nontiction genre it is imitating, howsever, the passage has no introduction
to help students make a Imk trom personal knowledge to new satormation. no identihable
organizational pattern, and no signal words, such as because"or “theretore to tie ats ideas
together. Students must have some quickly accessible knowledge about threaded spindles and
washers even to begm to understand what the rassage s saving Students who are untamihar
with such things are Iikely to be at a loss. (Note that one kind ot problem, the use ot an
1mitation genre form, creates another, the density of ideas, discussed earlier.)

Deceptively simple passages. Another tupe ot iconsiderate test passage oceurs when
a coneept with which readers are untamuhiar is presented bitby bit i a sequence of seemingly

tamiliar detatls In Examole 10, something 1s described b by bit, then the parts are mtegrated

Example 10

Susan picked up another envelope and caretully shid the speam.nout. Holding the
silver disk by its cellophane wrapper, she said, “Tas one s my prize It a shiny prece
with a special edge It belonged to my grandtather Its wortha lotas a collector’s
item, so | won't spend it
What 15 this passage about?

(a) a medical - 1scovery

(b) a new toy

{¢) arare com

(d) a special candy
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As in the passage illustrating the density of ideas, this passage also supplies readers with a jot
of unconnected detail. To further compheate things, the vocabulary 1s deceptively simple —
deceptive because the coneepts introduced have a range of possible reterents. For example, the
word "specimen” in the first sentence is referred to m subsequent sentonces as "silver disk,”
“shiny piece,” and “collector’s item.” Because the "whole picture” is never provided by the
passage, readers must create a picture by putting together bits and pieces of mformation ma
wav that seems to make sense. This canbe a problem, however, if readers do not already have

the appropriate prior knowledge.

Validity and Reliability

Generally, validity and reliability are likely to be aclueved when each test question s clear and
unambiguous, when the scoring is objective, and when students are not given extrancous
grammatical or contextual ¢lues to the answers, (3,9, 10, 18). The following discussion looks at

several specific factors that can aftect the validity and reliabihies of basal program tests

1. Howe well the test matches the mstructional objectivets)

Matehing test questions with the instructional objectives stated m the test's directions
will not guarantee either validity or reliability. What st will do, however, s provide
intormation usetul in deaiding what aspects of vahdity and reliabihity the test will measure
For example, 1f the objective states that give  avo ditterent endings to a story, students will
justity which 1s the best ending, then the test question should require students to wnite an
answer (short answer) as opposed to choosmg an answ er from those provided (true-false,
multiple-choieei. In this instance, asking students to write an answer 1s preferred because it
matches the objective, which requires stifving as opposed to merels choosing an answer
from a hst (3).

Example 11 contains an mstructional obiective, a question item that relates poorly to

that objective, and one that relates better to it

Example 11
Objective Poor ftem Better Item
The student will Directions. Pretend Directions: Choose a
write a dialogue vou are a character in character from the story
between limselt or herselt the story and tell how and write a dialogue
and a story character vou would talk to one ot between vourselt and

the other characters the character

Notice that in this example, the conditions specified m the objective do not match the
directions m the poor item - The objective specifies that a dulogue be written by the student
The poor tem, how ever, does not tell the student that the response must be in the form of a
dialogue. The better item expliaitly tells the student to write some dialogue with a story

character.
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2. How well defined the test questions are

The clarity of its questions affects a test’s reliability and validity. To ensure valid
measures, Juestions should avord ambiguity and unintended complenty - Clearly written
questions allow students to focus ther attention on what 1s bemng measured - Questions that are
vague, ambiguous, and too global can cause students problems in deciding what they are being

asked to do. The scores derived trom such questions are un reliable (18).

3. Whether the test questions are based on mtormation that students should knoze (or b able to
mfer from the test passage).

Because students cannot be expected to commut to memory all of the content covered
m an instructional unit, the corresponding tests should not tocus on mconsequential detatls.
The problem, of course, lies in determining w hich iformation 1s basic and which 1s

inconsequential (18)

4. Whether test ttems contam race and sex stereotypes and based language and illustrations

Test questions, passages, and accompanying, illustrations should be free of stereoty ping
and biases. Characters, settings, and plots described in test questions should reflect the
positive cultural, racial, and sexual characteristics of students in general. The use ot
stereotypes and bias 1n test items can affect the rehability and vahdity of a testaf such items
lead students (w ho are offended by them or who are untamiliar with the culture-dependent

contexts used in them) to answer questions incorrectly (18).

5. Whether the test contains a suthcient number of questions fo measure pertormance fer the
objectives,

There 15 no formula for determining the mimmum number of questions that should be
used for a test to be valid. In general, the number of questions s tied to the purpose of the test
For exampie, end-of-unit tests require tewer questions than end of-level or book tests, simply
because units cover less content. Longer tests, howeser, give more reliable scores than shorter

ones (7).

6 Whether the questions reflect a representatice sample of the goals or objectives.,

Instructional goals and behavioral objectives are essential to the evaluation process
Instructional goals are broad statements ot learning outcomes that are fimited to what s
obseryable and measureable  Instructional goals include overt behaviors to be descnbed and
the content or topic of mstruction.

Goals are written to communicate how students will visibly demonstrate internal
processes, such as defiming, selecting, comprehending, and so forth. An example of a goal for
reading might be "o sequence ideas.”

A behavioral objective is a statement of what the learming outcome should be, and it
mddudes the skill necessary to complete the task, the conditions urder which the task will be
performed, and the criteria for acceptable performance,

An example of a behavioral objective 1s. “Given several events, sequence all of them m

the order they vccurred * Notice that this objective states the skill necessary to complete the
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task (sequencing), the conditions (green several coents), and the criteria for acceptable
performance (100% accuracy).

The better the behavioral vbjectiy e represents the mstructional goals, the more reliabie
the test scores will be (5, 18). For example, a test covening goals that have ten objectives
ranging from casy to ditticult should mdude test questions that reflect cach objective, Htwo
cdifferent forms ot the test are used, the second torm should also contain questions tor eveny
objective. Because they cover the same objectives, the two test torms should produce relatively

consistent scores.,

7. Whether students can Quess answeers correctly

Vahidity and rehabihity are attected when students can guess correcthy at answers. The
possibility of students” guessmg a correct answer is alway s present w hen questions require
students to select answers from several choices Obviously, students who do not know the
answer to a two-choice questton have a 307 chance of choosing the correct answer Questions
contaming three, tour, or fiv e choices, however, reduce the probability ot guessing correctly.

Guessing can also be discouraged through the use of novel questions. Novel questions
are new guestions that have not been seen by students m classroom activities or on previous
tests. Using novel questions encourages students to use a particular ability to answer a test

question, not merely remember an answer they have seen on another test (9, 1),

identifying the Link Between What Is Tested and What Is Taught

Critics have charged that the most sertous problem with basal program tests 1o that they are not
consistent with what 1s know n about the reading process and with how reading s taught (1)
Even though many program developers have meorporated a number o research-based
mstructional practices mto their programs, they have not often mcorporated research-based
thnoy ations mto basal tests (7, 1) The mismatch between what s known about reading ind
how reading 1s assessed has created a gap between imstruction and assessment (22) The
tollowmg discusston tocuses on two areas that will help evaluators determine w hether there s
a match betw een what 1s taught and what is tested m basal programs the consister t use ot
language m mstruction and tests, and how well the mstruction prepares students tor the tests

Consistency of language. Consistency ot language means using the same termmology
to describe what 1s bemng tested that was used to introduce, demonstrate, and practice askall or
concept m the mstructional sequence. [t seems reasonable te assume that the more consistent
the language used to discuss a coneept, the casier the concept will be to teach and learn and the
easier the test will be to complete

Teachers” manuals, workbook activities, and intormal assessments (such as postreading,
discussion guestions) should be consistent in the way they label and talk about a shill or
concept. Likewise, if one subtest in a program is labeled "Finding the Man ldea,” simular
stibtests should not be called sometlung else, such as "Getting the Big Picture ™

Adequacy of preparation. The sequence of instruction cortamed withm a lesson
should frequently (at least three times) ofter practice i the shills or concepts to be tested. H the
shills o1 concepts are only practiced once or twiee, then students probably will be ill-prepared

156

to demonstrate their understandig of them.
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In addition, the reading conditions presented by the test should approximate “real”

reading conditions. Specifically, just as lessons present related concepts in connection with
‘ each story, tests should measure several related concepts in relation to each test passage.
Evaluating skills and concepts in isolation does not take into account the complexity and
multiplicity of factors that influence hov: students read outside of the context of the test.
Finally, tests should not be based on the assumption that the order of sill or concept
acquisttion 1s invariable. In other words, it 1s not necessary for students to master a specific
okill or concept before proceeding to others and/or to other materials (16). Programs that insist
upon a rigid order of presentation and testing in solation make incorrect assumptions about

the reading process (17).
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PART TWO

Discussion of Guidelies for Evaluating Tests n

~

Basal Programs

When evaluating the tests i a basal reading program, you should tocus on five aspects of the
testing program: 1) test directions, 2) test validity and rehability, 3) passage content, )
question formats, and 3) the match betw een whatis taught and what is tested - The guidelines

that tollow address these aspects of basal tests

Test Directions

Among the most important considerations of testing are that teachers know how and when to
use a test and that students know how to take 1t The tollow ing discussion will look closer at
test directions tor teachers and for students

Directions for teachers. The directions to teachers tor test administration most often
are provided in the teacher's edition of the test or 1 a separate manual accompany ing the test
The directions should include the purpose of the test and should give an indication ot the most
appropriate nomt in the program to admunister it (pretest, practice test, posttest): The
directions should alsn indicate the method tor giving students test-taking imstructions - Some
tests require teachers to give oral instructions, some require students to read the instructions
themsels es, and some require both ot these methods

Other mtormation that must be m the directions to teachers includes time Timits (timed
tests should state dearly how mudh tme students will have tor cach section ot the test as well

as tor the total test) and gutdance inhow the test results should be interpreted and used

GUIDELINE 1(a). When evaluating directions tor teachers, look tor mmtormation specitying
o whenitis appropriate to administer the test
o whether directions to students should be given orally, mwnting, ot both
o the tume himuts

o the purpose of the test

how the test results should be interpreted and used

Directions for students. Dircctions tor students should be as ear and concise as
possible: They Jhwould tell students w hat 1s to be done, how to doit, and where the answers are
to be recorded W hen students are istructed to read test directions, the directions must be

exphiat enough tor them to begin the test without any additional instructions
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All directions should be clearly worded and should give students the basis for selecting
or supplying the answers. With true-false, matching, and multiple-choice questions, the
directions can be relativ ely simple. For example, a statement such as: "Select the choice that best
completes the statement or answers the question” might be sufficient for multiple-chorece items.

Directions for how students should record their responses also can be relatively simple.
With selection items (such as ttems that require students to choose an answer from a given set
of plausible, alternative choices), students should be instructed to circle, underline, fill-in, or
check the correct answer  Students in the primary grades should mark their respusses directly
on the testitself Gather than on an answer sheet). The test should contain an example of an
item that is marked correctly.

On some tests, guessing is not penahzed; on others it 1s. Directions, therefore, also
need to tell students w hether they should guess or ship a question when thev are uncertain ot
an answer.

With open-ended questions requinng that students write their own answers, the
directions should indicate where they are to put the answers and how to compose them (m

phrases, complete sentences, or paragraphs, or with i essav).

GUIDELINE 1(b). When evaluating test directions tor students, determine it they provide
students with clear and concise information about

¢ the purpose of the test

¢ the basis for choosing responses

¢ how answers will be marked

¢ what to do about guessing answers

¢ where and how open-ended responses are to be wnitten.

Validity and Reliability

Vahidity (whether the test measures what it 1s designed to measire) and rehabibity (w hether it
does <o consistently) are essential attributes of a test. Vahdity and reliability depend upon how
well test questions match the instructional objectives to which they are tied and how well they
retlect the imstructional content students are to acquire. Inaddition, vahdity and rehability can
be affected by how clearly written the questions are and by whether they are wntten insach a
way that will allow students to guess at answers. Questions and pascages containing race and
sexstereots pes and biased language or ilfustrations can also attect the vahdity and rehability of
a test. Frmally, the number of test questions should reflect the ty pe of purpose of the test it it s

to vield vahd and reliable results.

GUIDELINE 2. As vou evaluate test vahidity and reliabihity, Took tor
o mstructional objectives that are tied to the abilities and content fested
¢ questions that are expressed i clear and unambiguous language
¢ the use of formats that discourage guessing
¢ guestions and passages that avord race and sex bias
¢ the use of a suthcient number of questions to measure performanc > ona

representative sample of objectives.
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The Vuality of Test Passage Content

Tost passage quality 1s gauged by how considerate the passage is of students Students reading
considerate passages are able to gather the appropriate information from them with ease. In
reading nconsiderate passages, howeser, students must exert extra effort. A passage is
meonsiderate when it contams a density of wdeas. That is, 1t presents too many ideas and does
not explain an 1dea betore moving on to the next one. Another aspect of an mconsiderate
passage 1s an vierclunee o assumptions. This means that students must draw inferences troma
passage with supporting evadence trom the passage. Passages written in the torm ot nitation
gutes pose problems if they lack key elements of the genre with which students are already
famuliar from selections in then basal readers, such as identifiable organizational patterns or
plots. Finally, a test passage 1s mconsiderate if it is deceptively sumple. This oceurs whena
compley topic is presented bit by bit in an unconnected fashion The strarghtforward

presentation looks simple, but the lack of connection makes the topic ditficult to understand

GUIDELINE 3. Asvou examine test passages tor considerateness deterinme that they do not
o contain ideas that are too dense
o require readers to make a number ot unvalidated assumptions
e use imitation genres

¢ use deceptively simple language but complex concepts

Question Formats

Question formats should be appropri. - Lor the objective bemng measured - For example, it the
objective 1s stated as ' The student wali be able to orzanize ideas and write them in a coherent
way,” the multiple-choice question format s mappropriate Likewise, it the objective 1s to
measure students’ recall of names, places, dates, or events, the essav question tformat is not
necessary.

The multiple-choree question format 1 the most commonly used i basal program
tests For these questions to vield valid and rehable results, they should be properly
constructed, with clear question stems and grammatically correct answer options and answer

options that are tree of extraneous clues, such as the use o “always,” never, “all,”or none

GUIDELINE 4. Asvou evaluate test question tormats, determme tt thev
¢ are appropriate tor the objective bemng measured
o are clearly stated

e have grammatically correct answer options that are tree of extraneous clues

The Match Between What Is Taught and What Is Tested

During the past decade, basal program tests have been critiarzed tor treating reading as an
aggregate o isolated shills and tor conveving the idea to teachers and students that reading 152
static process. They also have been ariticized tor implying that students can be evaluated
under one set of conditions, and that their pertormance under those conditions will be

representative of their performance under all conditions.
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To ensure a match between instruction and assessment, tests should reflect the
complenity and variety of factors that are likely to influence students’ reading ability under
“real” reading conditions. They should measure several related concepts in relation to cach test
passage.

i addition, tests should use language consistently with the way it is used in workbook
activities, basal reader selections, and m informal assessments, such as postreading questions
For example, if a workbook activity is labeled "Determining What |s Important,” then the test
covering that material should not be called something else, such as "Getting the Pomnt.”

Finally, students should be adequately prepared for tests. This means they should

have opportunity for review and practice in the skills and concepts to be tested

GUIDELINE 5. When evaluating the match between what 1s taught and what ss tested i basal
programs, look for
o tests that reflect the complexity of “real” reading situations
¢ consistency in the language used to discuss a concept or skill throughout all
components of the reading program

¢ adequate instruction and preparation for testing.
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PART THREE

Teacher Assistance for Testing

The suggestions that follow are based on rescarch and eftective practice: They are mtended to
help teachers mcorporate the mformation provided in this booklet into therr total mstructional
program

How can I make the best possible use of basal program tests?

¢ Make sure that vour tests are tied to lesson objectives

o Lse enough testitems to ensure that students pertormance will be measured

adequately for each objective
o Choose considerate test passages
‘ o Sclect the best format possible tor measuning the imstructional objective
o Gave clear and prease directions to students tor completing a test

o Communicate the purpose of a test to vour students.

o 2
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PART FOUR

Listing of Guidelines for Evaluating Tests in Basal
Prograis

GUIDELINE 1(a). When evaluating directions tor teachers, look for information speaity iy
o when it 1s appropriate to adminster the test
o whether directions to students should be given orally, i wnting. or beth
o the time hmits
¢ the purpose of the test

¢ how the test results should be interpreted and used

GUIDELINE 1(b), When evaluating test directions tor students, determunc it they provide
students with elear and conaise mtormation about

¢ the purpose o, the test

¢ the basis tor choosing responses

» how answers will be marked

¢ what to do about guessing answers

o where and how open-ended responses are to be written

GUIDELINE 2, As vou evaluate test vahdity and reliability, look tor
o mstructional objectives that are tied to the abilities and content tested
¢ questions that are expressed m clear and unambiguous languags
¢ the use of formats that discourage guessing
o questions and passages that avord race and sex bias
o the use ot a sutficient number ol questions to measure performance ena

representative sample of objectives

GUIDELINE 3. As vou exanmune test passages for consideratencss deternune that they denet
o contain ideas that are too dense
¢ require readers to make a number of unvahdated assumptions
e use mmitation genres

¢ use deceptively simple language but complex coneepts

GUIDELINE 4. As vou evaluate test question tormats, determune it they
¢ areappropriate tor the objectiv e being mreasured
* areclearly stated

¢ have grammatically correct answer options that are tree ot extrancous chues
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GUIDELINE 5. When evaluating the match between what is taught and what is tested in basal
programs, look for

* tests that reflect the complexity of "real” reading situations

¢ consistency in the language used to discuss a concept or skill throughout all
components of the reading program
¢ adequate instruction and preparation for testing,
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PART FIVE
Worksheets for Evaluating Tests in Basal Programs

Some of the most important characteristics of tests have been discussed in this booklet and are
reiterated m the guidehnes. The worksheets that accompany this booklet will assist vou in
applying these guidelines in vour evaluaticn ot the test components of basal reading |
prograr.s.
Specific directions tor using the worksheets precede cach one - Additional information

about worksheets also appears m the Leader™s Manual

Materials and Resources

You will need worksheets for every basal reading program test that vou wish to evaluate For
example, 1t vou plan to evaluate three end-of-unit tests at Grade 3 for a particular program,
then vou will need three sheets If vou plan to evaluate three end-ot-umit tests for Grades 3and
4, vou will need six sheets, and so forth. Reproduce as many copies ot the worksheets as veu
want. For cach level of cach program you plan to evaluate, you will also need

¢ Teachers’ manuals

¢ Student textbooks

e Teachers” test manuals (which mdude reproductions ot students tests)

o Workbooks, skillsheets. and other consumable pages

Points to Keep in Mind

I The worksheets are appropriate tor evaluating the test components i reading

programs for ail grade fevels

2 As you analyze the tests that accompany ditterent basal programs, v ou may nnd
vartabihity in the kind and number of test components  You should rote such
difterences and evaluate them as yvour needs and mterests dictate

3 Do not assume that vou will alwavs hll every column and box ot the worhsheet
Some parts of the worksheet may not apply to each level of the program you are
evaluating. Therefore, empty spaces do not indicate that the program is def:aent

4. Complete the torm labeled General Intormation <o that vou will have a record of
what has been exammed
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Rating What You Have Evaluated

The subtotal scores at the end of each section of the worksheets are intended to provide
information about the strengths and weaknesses of particular aspects of a test. For example, if
the subtotal score for the section entitled Test Passages is 0 A's, 1 B, and 4 C's, then it is evident
that this particular test is weak in the area of providing considerate reading passages. As you
took at all of the subtotal scores for a test, you will receive a clear picture of its overall quality.
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WORKSHEETS: GENERAL INFORMATION

Basal Program:

Test Title:

Grade Levelof Testt  _ Alternate Forms Available? Yes  No

What Validity and/or Reliability Information is Supplied by the Publisher?

Stated Mastery Level.

207
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WORKSHEET 1: DIRECTIONS

‘ GUIDELINES 1(a) and 1(b): Teacher and Student Directions

Teacher Directions

1. Using the teacher’s test man.al, choose a subtest from one of the nudlevel or end-

of-unit tests.

o

Look in the front of the manual for test administration directions. You will tind
that some programs provide a general set of directions to be used with each

subtest or test and some provide directions for each separate subtest or test

3 Proceed to the part of the worksheet labeled Teacker Directions and circle A, B, or

C for each question

Student Directions

I Usually the directions m the student test booklet are reproduced m the teacher s
test manual. Occastonally, however, the directions in the student booklet are Jess
comprehensive than those i the teacher's manual - Theretore, vou should

compare the two sets of directions tor consistency

o

Proceed to the part of the worksheet labeled Student Doections and arcle A, B, or

C for each question

Q 2 O
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WORKSHEET 1

CODE:
A = Yes, it is explicitly stated

B = It is inferable from the manual

C = No, it is not stated or inferable

Teacher Directions

1. Does the manual say where in the A
instructional sequence the test should be
administered {*.e., is it a pretest, posttest,
diagnostic test)?
2. Does the manual specify the mode for delivering A
the instructions to the students?
3. Is the purpose of the test stated explicitly? A
4. Arespecific suggestions offered for
interpreting the results?
5. Does the inanuai state how much time A
the test will take to administer?
6. Does the manual state how the test is A
designed to be administered (i.e.,
individually, small group, etc.)?
SUBTOTALS:
A's
B's
C's
Student Directions
1. Does the manual include provisions for A
communicating to students the purpose ot the test?
2. Do the directions to students specify A
exactly how answers are to be marked?
3 Arestudents provided with a basis for A
choosing a response?
4. Do students know how much time they A
have to complcte the test?
5. Arestudents told what to do with respect A
to guessing?
6. Are the directions expressed in clear and A
unambiguous language?
SUBTOTALS:
A's
B's
C's
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WORKSHEET 2: DIRECTIONS

GUIDELINE 2: Test Validity and Reliability

1. To complete this section, you will need to use both the test booklet and the

program's teacher's manual.

2. In the teacher's manual, locate the instructional unit for which this test was

designed.
GUIDELINE 3: Test Passages

1. Using exther the teacher’s test manual or students’ test booklet, locate a reading

passage.

2. Remember that exphait examples of the types of test passages queried in the

section can be found in this booklet.
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WORKSHEET 2

CODE

A = Consistently

B = Sometimes

C = Not at all or inconsistently

Test Validity and Reliability

)

o)

Can you identify the instructional
objectives to which the test is
supposed to be tied?

Are the test items expressed in clear
and unambiguous language?

Are the items based on information for
which the students have received
instruction?

Are the items free of race and sex bias?

Are there an adequate number of items to
test each skill (i.e., four or more)?

Test Passages

Are the passages hmited to the
expression of a few ideas?

Are the passages written in such a way

as not to force unsupported assumptions”
Do the passages represent a true and
identifiable genre?

Is the information contained m the
passage consistent with students’
prior knowledge and beliets?

Do the passages avoid deceptively
simple language?

A
A
A
A
A
SUBTOTALS:
A's___
B's____
Cs____
A
A
A
A
A
SUBTOTALS:
A's___
B's____
Cs
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WORKSHEET 3: DIRECTIONS

GUIDELINE 4: Test Question Formats

>

For Question 1, you will need both the teacher's manual and the test booklet. For

the remaining questions in this section you will need a test booklet.

For Question 1, vou need to find the instructional objective in the nmut lesson for
the skill being tested. Compare the objective to the test format. it the objective
states that the student will write a paragraph, but the test format is multiple-

choice, then no match exists.

[n Question 4, specific determiners means “all,” "none.” "never,” etc

GUIDELINE 5: The Match Between What Is Taught and What Is Tested

2

You will need the teacher's manual, supplementary matertals, such as workbooks

and skillsheets; and the teacher's test manual.

For Question 1, find the label for the skill in the test booklet and compare 1t with
the labels used in die unit lesson and the students” workbooks. 1t there 1

complete agreement then aircle A, 1t there 1s agreement between any two sources
or if svnonyms are used, aircle B, 1t the shill 1s called by a variety of names, aircle

C

For Question 2, locate the mstructional lesson for » particular skill m the wt

I oes the mstructional sequence melude defimtion of the shill, demonstration ot
how 1t 1s to be used, and gutded practice mapplving 1it? Ir the answer is ves,
arcle A, 1f some one of the components are missing, circle B; 1t two or more

components are missing, circle ¢

For Question 3, 1t 1s preterable that longer passages be used to measure
performance on related skills such as inding the mamidea and identitving
supporting details [t may be the case & st very short (two-sentence) passages are
used tor each item. It this 1s the case, then circle G it longer passages are used
sometimes to test several shills but sometimes tor only one shill, arcle B, it

passages consistently address more than one skill, circle A
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i WORKSHEET 3

9

152

The

)

‘ CODE

A =Yes, Consistently
B =Sometimes
C =Not at all or inconsistently

Test Question Formats

Are the item formats used the best for A
measuring the instructional
objectives?
Is at least one correct answer 1dentified? A
For multiple-choice items, are foils A
parallel m grammatical construction
and length?
Are items free of reliance on specific A
determiners?
Do the question stems contain complete A
questions?
Are the questions passage dependent (i e, A
must the student read the passage in
order to answer the question)?
For comprehension subtests, are there A
questions at all levels of comprehension?
SUBTOTALS:
A's___
B's
C's

R

Link Between What is Taught and What is Tested

Is the language used to talk about skills A
consistent across materials?

Does the instruction adequately prepare A
students for being evaluated?

Do the tests measure several related A
skills per passage?

SUBTOTALS:
A's____
B's___
Cs___
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PART ONE

Research and Practice

Research has established a strong hink between vocabulary knowledge and reading
comprehenston Students who do well onvocabulary tests also do well onreading
comprehension tests, i fact, knowledge ot word meanings i« the single best predictor ot
reading achievement (3, 6, 25, 26) It is vt surprising, theretore, that the development ot
students’ vocabulary s of great concern to parents and teachers and that activities tor
promoting vocabulary growth plas a pronminent role i most basal reading programs - The
purpose ut this booklet s to help vou better understand the process ot vocabulary development
<o that vou can make more knew ledgeable jadgments about the vocabuiary instruction in basal

programs

Growth of Vocabulary Knowiedge
The

words But whet does it mean to know the meanmyg ot a word? Does it mean being able to

Soal ot vocabulary mstruction is to increase students” knowledge ot the meanigs ot

aive a dictionary detimtion ot a previoush unknown word™ Does it mean being able to
recognize the meaning ot a word in the context ot a speatic sentence” Does it mean boing able
to use a word i a written or spoken sentence” Or does it mean having a tully dev eloped
concept, together with an understandmg ot how a word relates to other words and :ieas”
Actually, know g the meaning ot a word can be any ot these things. What might
count as knowing a word depends on what sort ot word itis and on what the word 15 going to
be used tor - Ditterent words tunction ditterenthy in reading selections—in some cases, the
understanding ot a waole story depends cruaally on the meaning ot a single word, but stories
usually also contam a number ot words that could be shipped with no loss ot comprehension
Bemg able to use a word appropriatels i speech or wniting otten reguires a greater depth ot
know ledge than that required to understand a selection contamimng the word - Furthermore,
bemg able to use a word or to understand a selection contaming it s not exacthy the same thing
as knowing the word's detintion—most people know svhat the sword i means and they can use
itappropriatel inasentence, but few can produce a tormal, or dictionary, detmition tor it By
the same token, knowing a detimtion does not guarantee that one will be able to use a word

appropriately
Levels of Word Knowledge

Know e words 1s a matter ot degree For example voung readers might meet a word such as
O Iy o '

dittident i a reading selection and have no knowledge about its meaning Or they mught
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realize that a magnarmmons person is a good person, but not be able to distinguish magnanimoetis
trom other words with similar meanimgs, such as piendly or niee. They might know that a
“.tubborn mule” 1 an animal that wil! not move when told to, but they might not be able to
apply the word stubborin to a door that won't open or to a chuld that wor’t eat broceoli

There are many words that people—at any age—know onlv partially, that they cannot
adequately detine or distinguish from other words similar i meanimg, People also know tar
more about many words than what is put nto their defimtions. For example, most adult
readers have extensive knowledge about a word such as restaipant. They can readily detine i,
perhaps as “a place where vou go to eat,” and use it coriectly m speech and writing They also
hav e a whale repertorre of expeniences with, teelings about, and knowledge ot places called
restaurants. This knowledge zives them msights about the appropriate dress and expected
behavior tor ditterent hinds of restaurants, about the various roles ot people who w orh
restaurants, and about the types o tood available at ditterent restaurants

For adults, knowledge about the word restazrant has expanded and increased with age
and experience. Young children, however, do not have the benebits of age and experience,
theretore, a child’s concept ot restaurant cannot be nearly as complets asan adult’s For
example, voung children night not ditterentiate a fancy restaurant from a fast tood place ora
cateteria They nught not know the appropriate dress and expected behavior tor ditferent
kinds of restaurants or that some restaurants have head waiters, coat clerhs, and French chets,

or that some restaurants do not serve hot dogs and hamburgers

Word Knowledge and Reading Comprehension

What fev el of word know fegge is necessary for understanding a reading selection” That
depends on the role a word plavs i the selection Insome cases, superticaal knowledge ot a
word 1 enough - But tor important words ma selection, tairly extensive krowledge s often
necessary For evample, students who have some knowledge of the ditterent fevels of meaning
of restaieant can apprectate the humor m a stery about two children who go toa taney
restaurant to eat their pienic lunch ona raimy dav For students who kaow nothig more than
the dictionars detinition of restaurant as “a public eatmg place,” how ever, the story will
produce comprehension problems, not humor

Reseatdt onvocabulary matruction indicater: that extensive rather thap limited word
Anowledge 1= ~ometimes needed to maprove reading comprehension 2,7, 12152323 In
tudies w here students were given wide and comprehensive vocabulary msauction, mdduding
mtormation about related concepts and relationships among words, reading, cowaprehension
improved. By contrast, m studies where students were given only limited vocabulan
mstruction, such as synonyms and detmitions, reading comprehension otten did not improve
(7.8.9,15,23, 20

Ftensive word knowledge 15 a component of something that teachers have known
about tor years—background know ledge Some researchers believ e that background
Anowledge 1+ the most important deterninant ot a person’s ability to comprehend a passage
(18) Instruction that provides background knowledge or cails st .dents” attention to
background knowledge has been tar more sucesstul at increasmg comprehension than

mstruction that tocuses on v ocabulary words alone
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Although reading comprehension is aided most by instruction that aims for a high

level of word knowledge, mstruction for limited word knowledge can also serve a useful
function. In tact, most researchers who study the development of vocabulary agree that limited
word knowledge can mitiate learning that wall later result m a deeper understanding ot a word.
Therefore, when planning vocabulary instruction, teachers need to keep m mind that the level
of knowledge students should acquire for a given word depends on the role that word playsm
the selection the students are reading and on how useful the word wilkbe i their turther
reading,.

[t 15 also important for teachers to remember that students do not need to know every
word m a story m order to read it with a high level of understanding. Researchers have tound
that replacing one content word m si with a ditficult synonvm did not sigmibicantly decrease
sixth graders” comprehension ot text, m other words, readers mav be able to tolerate textsin
which they do not tully know as many as 15 ot the words (1, 16, 17) - The same pomntis
iustrated by students” abihity to il m correctlv many ot the blanks m cloze passages—sections
of text m which every seventh (or fitth or tenthy word has been replaced by a blank - Infact,
encountermg unfanuhar words whale reading 15 an important avenue oty ocabulary growth

In cheosmg selections for their studeats to read, teachers need to encure that the
selections are challenging and on tie cutting edge of students’ vocabulary abihties and vet not
at such a hugh trustration level that students will give up trung to read them Striking this
balance 1 not casy, and the task 15 made more ditticult by the tact that the balance is thud and

dvnamic, changing as students mature as readers

Vocabulary Development

Vocabulary hnowledge 15 acquired gradually overa litetime and 1 a variety of wavs
Rescarchers bebve that chuldren add thousands of words to therr vocabularies each vear, and
that they learn most ot these words trom context—by hearmg words used by family members,
triends, and teachers and by seemny them w hile readimg-—and not from tormal ms<truction in
word meanmgs (16)

Thi~ does not mean, how ever, that meeting words i contextis a pat ticulariv etticient
way for children to learn new vocabulany - As a matter of tact, students learn more about the
words they are taught than about words they encounter casually mcontet ( 10 One study, for
metance, showed that a reader has about a one-m-iwenty chance of fearning a word tully trom
encountering 1t once i a written context (16), w hule other studies showed that jeaders need to
encounter a word m many ditterent contexts betore they learnat (3,10, 13,21 For students to
attam extensive vocabulary knowledge, they must be exposed toalarge volume ol both written
and vral language. However, when the goal ot vocabulary mstruction 1« to ensure that students
learn specttic words. tormal instruction m word meanimgs 15 otten necessary

How much does the vocabulary mstruction that takes place «hool contribute to the
developmeat ot otudents’ vocabulary? Research comparing the etfectiveness ot ditterent
approaches to ocabuhiry instruction has not been condlusive, some researchers teel that
evpheit vocabulary mstiucaon may acount tor only a small proportion of students” total
vocabulary growtl - Asa matter ot fact, some classroom observers have tound that a

surprisingly small anount of instruction 1 devoted speatically to the teaching ot word
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meanings (2, 11, 22). Yet most researchers and teachers agree that teaching the meanings of

important words is an essential component of effective instruction in many subject areas. Some

researchers also believe that good vocabulary instruction may create in students an interest in .
and an awareness of words that contribute to their vocabulary growth outside of formal

instruction.
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Much of the vocabulary mstruction that takes place m elementary schools s associated with
reading nstruction The teachers” manuals that accompany basal reading programs usually
direct teachers to present vocabulary activities before or after a reading sclection, and student
textbooks and workbooks generatly provide vocabulary activities The guidehnies presented
this part of the booklet relate to the sclection and sustaime:t use of yocabulary words i basal

reading programs and to the approaches to vocabulary mstruction found in those programs,

Selection of Words

Research has not provided any simple tormulas to determine which words should be taught.
Objectiv e measures such as the frequency with which a word appears m written Enghish
provide only hmited help, not all rarely used w ords are hard, and not all trequently used
words are easy Inaddition, the dithiculty ot a word depends m pert en the role st plays ma
reading selection. Also, because classes and individual students vary widely in their
vocabulary knowledge, the ditficulty ot a word also depends on the Tevel of word knowledge
of a class or an individual student.

Reading program publishers select the words used on their vocabulary mstruction hsts
for a variety of reasons. Some ot these reasons may be more relevant to a particular class than
others. For example, some words are included because they are important words appearing in
the program tor the first ime, while other words are included because they may be ditficult to
pronounce  Stlt other words are selected because ot therr presence on well-known word
trequency hists

The question that teachers st ask as they exanun. the vocabulany hsts in ditterent
programs 1s “Are the words on the hsts reasonable choices for my students”” For io matter
what words appear on the hsts, teachers must alway s be sensitive to the special needs of tharr
students and teel tree to add words to or subtract them trom the hsts Obvioushy it students in
vour class already know the meanings of some words, there s no pomtin wasting mstructional
time reteaching these words Sometimes words should be et tor the text to teach For
example, it the purpose of an expositors selection s to explam how bartoring works, students
well have hittle reason to read the selection it bartering has already been thoroughiy explamed.
Thus teachers” manuals should be caretul to distinguish betw een words and concepts needed to

understamd a selection and those taught Hiongh the selection
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GUIDELINE 1. When evaluating the use of words in a reading program, look for vocabulary

word lists that contamn reasonable ehorces tor the students using the program.

Sustained Use of Words

The number of encounters students have with unknown words i various contexts influences
how quickly, how well, and how permanently they will learn the words (10, 14, 13) Whether
they occur i prereading activities, as students read, or as part of workbook exeretses, these
encounters with words ofter some mitial spportuntties for students to respond to the new
words  THowever, the sustamed use of new words m subsequent stortes and workbook tasks
has an even greater impact on students” vocabulary learning.

Not every new word 0 a selection necessartly needs repeated practice. But
particularly important words should be dealt with a number ot times i alesson or throughout

the rest ot the book

GUIDELINE 2. When evaluating the use of words i a reading, program, look tor the extent to

which particularly important words are sustamed within a lesson and across lessons

Approaches to Vocabulary Instructien

The guidehnes i this section pertain to tour approaches to vocabulary instruction ty prcally
tound m basal reading programs: detvutional, contextual, coneeptual, and mined

We discuss each ot these tour approaches separately because eaclvhas its own '

particular strengths, weaknesses, and pittalls - Some reading programs concentrate on a single
approach, and can be evaluated i terms of how well they apply that particular approach
How ever, thete are some tvpes ot words ter which cach approach s best sutted as an
mstructional method, as well as some by pes tor which cach s metiective: Fhe best reading
program, theretore, 1s not just one that uses a particular approach w ell, but one that uses the

nght approach tor the right words

Definitional approach. In the detimtional approach, students are presented with new words
and then given, or asked to generate, definitions, svnomvms, or des riptive phrases Sometimes
they are askhed to look up words ma dictionary or glossary The suceess of the detimtionel
approach depends onseveral tactors - For example, providing students with a debmtion,
sononvm, o1 descriptive phiase tor a new word wan be approprate and successtulit the w ord

represents an idea or a coneept the students already know o1 1f the word’s idea or coneept 1s

casy todetme In addition, the approach can be approprate and suceesstul when the
detinitions given are telated to the selection students are reading and when they are expressed
m conds with which they are already tamihar

For example, usmg a detimitional approach to teach the word dudens will probably be
auccesstul because diadem s a new word tor o, a coneept students already know

Veternmarein s a coneept that students might not hnow, but st s casy to detine as a “doctor w ho

takes care of anmmals”
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On the other hand, it probably would not be effective to introduce the word figuratioe

through a dictionary definition such as “represented by a likeness or symbol.” Figuratice is

likely to be a new concept that is difficult to defie, even for intermediate-grade students.
Providing students with good definitions, synonyms, and descriptive phrases 1s one
way teachers can get across some initial, but probably lmuted, word knowledge. As
experienced teachers realize, students often need examples of words used in sentences,
particularly if a word refers to something unusual or abstract For mstance, compare the

followmng teacher’s manual activities destgned to present the word evpand to hifth graders

Example 1 (a)
The teacher reads from the dictionary: “eypand—to merease m bulk,
but not nmass.”

Example 1 (b)
The teacher reads: “expand—to spread out, open up, make or grow

larger, swell,” and then savs: “A balloon expands when it s blown

e

up.

The problem with Example 1 (a) 1s that tew fitth graders know the meanings o bulk
and mss, and even fewer know the ditference between the two words On the other hand, they
do know the meamings of spread ont and open p ased i Example T Moreover, the use ot a
sentence content also helps explaim the meaning ot the word: Theretore, evaluators should note
whether vocabulary activibies provide meaningtul sentence contexts i addition to good
defimtions

Because research shows that active teachimg—as compared to passive teachmg i
wlueh students simply complete therr assignments—1s assoctated with successtul
acluevement (18), voa also need to look tor specific suggestions to teachers about how to
discuss detimitions and examples with stadents. You should also look tor suggestions tor
supplemental or alternativ e instructional methods tor teaching dithicult concepts or words

not eastly detined.

GUIDELINE 3 (a). When a reading program uses a detontional approach. look tor
+ detimtions that relate to the selection
+ defimtions that use tanuliar words and concepts
+ evample sentences
* spectfic suggestions tor discussing detmations
¢ suggestions for supplemental or alternatiy e mstruction tor teaching dithicult

concepts or words that are not easily detined.

Additionally, vou should exanmune reading program glossanies to see it they contain
detimitions that are accurate and appropriate to the selection students are reading, In one basal
reader, tor example, tragic s detined m the glossary as “very sad.” Fhe word tragiec occurs im

one of the reader’s selections m the tollowing context (spoken by a blind boy walking through
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Pompen): “Too bad! The tragic poet is 1ll again. It must be a bad fever this time, for they're
trving smoke fumes instead of medicime I'm glad I'm not a tragic poet.”

You also should check glossary definitions for their appropriateness for the readers
who will use the glossary. Here are some defmitions taken from the glossary of one basal
reader:

IMAGE: Likeness

BALEEN. Substance ke horn that grows m plates mawhale’s mouth and 1

used to tilter zood trom the water

According to a survey of the trequency of words m printed-Enghsh school matenals,
nnaye, the word detined, 15 about twelve times more frequent than likciess, the word used to
detme 1t (4). [ heness 1 also one ot the tew Pnglish words ending m -ness that 1s semanteally
irregular - As tor the detmition ot baleen, the words honand plates may be tamuliar words, but

thev are being used with meanmgs that areprobably notat all tanuliar to students

GUIDELINE 3 (b). As part of vour exanunation of teading programs using the defontional
approach, look tor glossaries that contam accurate detmitions that are appropiiate for the

readers who will use them

Contextual approach. Teachmg new words incontest is a ime-honoted approach to
vocabulary mstruction, and the contextual approach s commonly used m basalreading
programs I this approach, students higure out the meanings of new words by reading the
sentences m w hidh words are tound - The contextual approach s simular to the defimitional
approachin that it most vtten leads to only lmited word knowledge Words canbeintroduced
in two types of contexts: imstructional and natural

Instructional context In the instructional context, words are presented as part of
specihic vocabulary activities Mostsentences tound in the vocabulary activities of teachers’
manuals, student textbooks, and workbooks are speatically wrtten to help students tigure out
the mcarungs of new words  The question that must be asked about any mstructional content
sentence s, “Does this sentence provide enough context dues tor students to accurately tigure
out the meanimy of the word™ Tor example, a teacher's manual direds the teacher o copy two
sentences on the board

I Passenger prgeons became eutoi f vears ago when the list one died

2 Zeldawas notvery patient waiting tor the tram because she wanted to get home

right awav

Fhe meanmg of ezt can be derved relatively castly trom the context of the it
centence I the second sentenee, howevet, the correct meaning o patient could bemterred, but
<o could some meorrect meamngs For example, other meanigs sacvas fappu, pleasant, aib,
or tolerant it this context as well as patient does

In the follow ing examples, compare two teacher’s manual achivities designed to teach

mast to third graders
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Example 2 (a)

On the board the teacher writes: “Look up at the tall

Example 2 (b)
On the board the teacher writes: “The tall holds up the
sails on a sailboat,” then draws a picture of a sailboat and labels the

mast and the sails.

The sentence mn Example 2 (b) contams more context dues than does the sentence n Example 2
(). Inaddition, the prctare provides additional information to help students figure out what

mast means.

GUIDELINE 4 (a). When a readimg program uses a contevtual approach, look tor instructional
contents m which sentences provide enough context dues for students to accurately tigure out

the meanimgs of the words

Natural context. Students learn many new words in the natural context of spoken
language, and they are expected to learn the meanings of many other new words trom reading,
selections m their textbooks - Evaluators should remember, however, that sentences in
textbooks are mtended primarily to communicate ideas, not to explam the meanings ot new
words, So, these sentences otten do not contam many context clues. Evaluators should not
assume that students wadl learn the meanings ot all new words simply by reading a sentence or
even a paragraph.

Consider this sentence from a <toryv i a basal textbook

Ex.mple 3 (a)
From upstairs we heard the tront door open and then recogimzed the

buoyant tootsteps of Uncle Ben

The problem here s that anv number ot possible meanimgs tor bucwant mcluding “hvely,”

o

“heavy,” “noisy,” “tamiliar,” and “draggig,” could fit the context ot this sentence
Of course, some sentences and paragraphs do provide content ciues to convey the
o

meanings of new words

Example 3 (b)
When the cat pounced on the dog, the dog leapt up, velpig, and
knocked down a shelt ot books - The amimals ran past Wendy, tnipping,
her She cried and tell to the Hloor - As the noise and contusiop
mounted, Mother hollered upstarrs, “What's all that commotion””

The meaning of commotion can be inferred trom the description of the scene and by the

defintional phrase, “notse and contusion ”
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Yet, even when exphat context clues are provided, some students—particularly less
able readers—may have great ditficulty using these ctues to inter the meanings of unknown
words  Research has shown that etferts to teach students how to use context can be successtul,

-

but only to a imited degree (7, 13, 20, 21). This probably means that ettective mstruction m

using content to learn new words needs to be explicit and frequent.
Teacher modehng of vocabulary iearning 1s one expliait strategy tor showmg students
how to use context - This strategy renuires a wacher to read a sentence aloud and then show,

through a think-aloud process, how context can help m figuring out the meaniag ot a word

Example 4

The teacher reads the tollowing sentence “The worned nder couldn’t

control the tenacrons horse.” She then savs:
I'm going to look at the sentence tor clues that will nelp
me tigure out the meaning of fenacrons Let's see, fenacions
must mean something that a horse could be that would
Mene 1t hard forits nider to control Mavbe saared, a horse
could be scared, and because 1t was scared, it might act
up Or a horse could be stubborn, because horses
sometimes o get stubborn, and when thev do, 1t's hard
tor a rider to control them Well, tho- are all the clues !
can thunk ot and {sall don’t know what tenacions means

Plliead on

This teacher makes her own thought processes exphiat as she tries to discover the
mearung ot an unknown word through the context ot the sentence And even though <she timds
coveral content dues, she deades she needs more mtormation betore she can determme the
word’s meaning,

Students need to learn how to deade whon adeguate information about a w ord
meaning is avaslable in the contextas well as when they canmake a decsion about meaning
trom the context You need to dheek teachers” manuals to see it they provide specitic gurdance
tor teaching students how to learn om natural conten! You also need to examine the
mstructions m student matenals to discover 1 dwey interm stadents that natural contexts

cometimes supply ncomplete or even misleading clues about the meanmings or words
5 5

GUIDELINE 4 (b). When a reading program uses a contexfral approach, look tor
+ natural contents coupled with exphiat directions tor helping students use content to
tigure out untamiliar word meanings
¢ directions in teachers” manuals that provide guidance tor teachimg students how to
[carn trom natural content
+ mstructions telling students that natural contets sometimes supply incomplete or

musleadmg intormation about the meanmg ot a word
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Conceptual approach. Some ot the terms assoctated with ‘he conceptual approach to
mstruction are “concept development,” ” elaboration method,” “semantic features method ”

' and “semantic mapping.” No matter what the label, a concepteal approach is based on
students learning to thmk about the concept that underhes the word. Conceptual approach
vocabulary activtties canemplov many tanuhiar elements of voccbulary instruction, induding
Jefinition, word classitication and ety mology, conteat clues, analogy, and denotations and
connotations of words,

Fatensn e word knowledge is the goat ot the coneeptuatapproach in prisuing this
goal, teachers must help students estabhish ties between new words and related words they
alreadv know  They can do this by pomnting out the new words i reading selections and
encouragmy students to use the new wordsina vanety of written and spoken sentence

[n addition to teachmg new words, vocabulary instruction also rust teach new
coireepts Both detimitional and contextual approaches are otten madeguate whenat comes to
teaching trulv novel coneepts For a student who doesn’t know anvthing about caterpitlars
and how they turn into butterthes, a detimition of mekamorphosis, such as “a complete, often
sudden or dramatic change mappearance, character, or form” 1s not going, to be suttiaent
Nor will an encounter with the word mectamorphiosis i content necessanby be helptul 1 the
student Jacks the concept behind a word, this concept must be built up, wath new mtormation
bemg tied mas much as possible with words, coneepts, and experiences already tamihar to
the student

Suppose a teacher s about to have his students sead o selection about a couple who
moved mto a mansion, and he knows that the students comprehension ot the selection s

. dependent upon ther deep, compley understanding of mansion, indudimg its connotations,
such as prestige, wealth, and mtluence And suppose the teacher knows hus students do not
have such knowledge ot nansion and that the selection does not provide sutiaent intormation
to help them understand whet a mansion i« Here are some examples of actinvities the teacha

can use to help his students develop the concept ot a mansion

txample 5
Atter discussing the meaning of the new word #ision, the teacher
burlds ties between what the students know about houses and the pew
words by asking such questions as
Have vou ever seenaveny big house?

W hat does 1t took BRe?

[hen the teacher proceeds to desanbe how evena big house can be
ditterent trom g mansion by mtroducing facts sueh as

a mansion s very laree

costs a ot ot money

15 @ home tor rich people

ERIC n
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Example 6
The teacher uses examples and nonexamples of manston to help

students discriminate what the word means trom what it doc naot

mean

RTINS UTEN
a house tor w ealthy and important people
a house that s very large

a house that 1s stateby and tangy

QA RLISIOH 1S not
a house for storage
a house that 1s small

a house that 1~ ample and plain

Example 7
The teacher and students create a semantic map

restdence ot looks hke
wealthy people large
naportant people fanoy
tamous people mposing,

m.n‘Non :

emplovees ' <VRORY IS
butler castle
hautteur villa
gardener manor

Example 8
Fhe teacher asks questions that wall hedp students use the new word in
avariely of contexts
What would vou wear it vou were muyited to a mansion” Why?
Plow could vou manage te purchase and hive ma mansion”
What would vour triends be Bike 1t you ow ned a mansion” Why?

Would vou stop bemg triendly to people vou know now?

Conceptual instruction can lead to the kind of extensive word know ledge that

mproves reading comprehension. And occastonally somwe ty pe ot coneeptual mstruction s

necessary tor students to understand a reading selection For example, one second-grade
reading sclection tocused on a new plant m tov, o, but students were never instructed about the

O
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meaning of plant as a tactory Without such conceptual vocabulary mstruction on phant, 1t 1

fikelv that many second graders would have ditficulty understanding the selection

There 1s not alwavs the need or the ime, however, to teach all new words conceptuath
Conceptualvocabulary mstruction 1 ime-consumimg, espeaally when compared to
detmitional and contextual approackes A< mentioned above, a conceptual approach can be
mmportant tor words cruaal to the understanding of a selection In addition, groups ot related
words, complex concepts, and espeaally concepts not part of students” evervday experiences
are all particalarly well-suted to the conceptaal approach Research demonstrating the
ettectiy eness of the conceptual approachis tairly recent, theretore, this approach s not

treqrenthy tound m reading programs

GUIDCLINE 5. When a readmg program uses a conceptial approach, look tor
+ atocus on words that are cructal to an understanding ot the selection
o the use of new words i a variety of sentences and setections
¢ mstruction that establishes ties betw een new words and concepts, related words,
and experiences already tamihar to the students

* mstruction that estabhishes meaningtul use ot new words

Mixed approach. [he ditterent approaches to voaabulary instruction are not mutually
exdusny e and should not be view ed as eolated techmiques Sometimes a mived approach can
result i eftectiy e mstruction (19, 24 When teachers present some example sentences along,

with a detmition, they combine the detimtional and contestual approaches

Example 9
foteach the word exypand
Students use a school dictionany to tind one of the senses ot
eyund as “toimcrease mone or more phy sical dimensions as
tength or volume ”
Lhe teacher presents a simple sentence The balloon

cuatded as she blew airmtont

It 1s the combination of detiition and context that communeates the meanimg,
ettectively The contest alone--"The balloon asshe blew stup”  could allow
multiple mterpretations greae larger Prost stretdied became taut or became monc uansparet

In addition, when teachers and siudents create a semantic teatures chart, they can use
detimtions and context as they discuss the words on the chart

The mived approach might at first appear to be siular to the conceprual avproach, and
msome wavs it However there s anmportant ditference: The ultimate goal ot the
conceptual approach is extensive word knowledge, while the goal ot a mined approach nught

be more inuted word knowledge

GUIDELINE 6. When a reading program uses a muwd approach, ook tor a combimation ot the

qualities given in the gudehmes trom the detmitional and contextual approaches
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PART THREE

Teacher Assistanice for Yocabulary Instruction

The suggestions that tollow are based on research and ettective practice They are mternaded
help teachers incorporate the mic rmation proy wded i thes booklet mto ther tetal instroecr ~

program
! How can't make sute bt uuhm:_; vocabulany etfectivey and dttioenthy

« locus onwords that are important to understanding the selection o don e

to cover all the potentiatty untamihar words
o Lsedetimions wath caution supplement detimitions wath example sontences
discusston, and other activities, espeaalhv when new or danault concepts g
mvohved
e Voke the dassroom a vocebulany nch environment use and discuss nea ooe s
2 How can T help students fearn more words on then own?

¢« Incourage more readig botho moand out of the dassroom

* Read tovour students (this s espeaally important tor vounaer studer s whon e

not be able to read vocabulany -nich maternals but it should notbe rube dont o ode

students eithen
o Modd discuss and practice neunne out the meamnes ot wonds tros o

o Peplov avanety of vocabulany activities to developanmtacst o e

meanings

e Jeach studends Bectouse dictionanies and other resources but donot ol o
having them copy or memorntze detmittons as a major means ot loarnin 2 o

W Uhl\

« hiemnew words and concepts to other words and concepts thatare tamedne

~tudents
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PART FOUR
Listing of Guidelines for Evaluating Vocahulary
Instiuction

GUIDELINE 1. When evaluating the use of words ma reading program, look tor vocabulary

word lists that contamn reasonab e chetees tor the students usimg the program

GUIDELINE 2. When evaluatmg the use of words ma readmg program look tor the extent to

which particularly important words are sustained within a lesson and across lessons

GUIDELINE 3 (a). When a reading program uses aetiitional approach, ook tor
¢ dehmtions that relate to the selection
¢ defimitions that use tanuliar words and concepts
+ example sentences
* specttic suggestions tor discussing detimtions
* suggestions tor supplemental or alternative instruction or texJhung dutticule

concepts or words that are not casilv detined

GUIDELINE 3 (b). As part ot vour exammation of reading, programs using, the Jesidion.al
approach, look tor glossaries that contain accurate detimitions that are appropriate tor the

readers who wili use them

GUIDELINE 4 (a). When a readig program uses a condovtial approach, look tor instructional
contexts in which scatences provide enough clues tor students to accurately tigure out the

meanings ot words

GUIDELINE 4 (b). When a reading program uses a contevtral approach, ook tor
* natural contexts coupled with exphat direction < tor helping students use content to
tigure out untamihar word meanmgs
* irections in teachers” manuals that provide guidance ror teachmg students how to
learn trom natural context
+ mstructions telling students that natural contents sometimes supply incomplete or

misleading itormation about the meanmg ot a word

232
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GUIDELINE 5. When a reading program uses a conceptual approach, look for
* a focus on words that are crucial to an understanding of the selection
* the use of new words in a variety of sentences and selections

* instruction that establishes ties between new words and concepts, related words,
and experiences already familiar to the students
* instruction that establishes meaningful use of new words.

GUIDELINE 6. When a reading program uses a mixed approach, look for a combrmation of the
qualities given in the guidelines from the definitional and the contextual approaches.

ERIC  1a 233

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

PART FIVE
Worksheets for Evaluating Vocabulary Instruction

Some important aspects ot vocabulary istruction have been discussed i this booklet and are
summarized in the guidelines The worksheet that follow s will heip vou use these gurdelines
to evaluate vocabulary instruction in reading programs

Specitic directions tor using the worksheet are on the page preceding it General
directions and some additional mtormation about worksheets also appear i the ander s

Ml

Materials and Resources Needed

You will need a copy of the worksheet for evers lesson vou plan to evaluate For example, it
vou plan to evaluate three lessons at one grade level, vou will need three copies of the
worksheet [t vou plan to evaluate two grade levels, vou sill need sivcopies Reproduce as
many copies as vou need  For each level of cach program vou plan to evaluate, vou will also
need

+ Teachers” manuals

* Student testbooks

* Workbooks, skillsheets, and ocher consumable pages.

Points to Keep in Mind

] The worksheet 1s most suitable tor evaluating the vocabulary mstruction m reading

programs tor grades three through eight

2 As vou anaby z¢ vocabulary instruction m reading programs, vou may tind additional
vocabulare actitties not discussed mthis booklet - Fer example, yvou mav tind that the
student textbook contams some vocabulary activities You should note such additional
activties, and evaluate them as vour needs and mterests dictate

3 Do net assume vou will alwavs fill every column and box ot the worksheet: Some
parts ot the vocabulars worksheet may not appls to cach level of the programs vou are
evaluating Fmpty spaces do not necessartly mean a program is defiaent

4 You mav choose to use only parts of the worksheet

234
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Rating What You Have Evaluated

You may wish to develon a rating scale of your own to quantify your overall evaluation of
vocabulary instruction in the basal reading programs you examine. We have included space on .
the worksheet for you to record these ratings.
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DIRECTIONS FOR WORKSHEET

GUIDELINES 1, 2: Selection and Sustamed Use ot Words

Target Lesson

J1

Choose a selection from the student textbook. As vou read the selection, list the
words vou think would be a problem for vour students on the worksheet under

the headmg Initial Reading.

From the hutial Reading hist, select those words crucial to an understanding, ot the

selection. List these words under Key Words

Turn to the teacher’s manual. Find the words identified for vocabulary

mstruction m that lesson - Copy them under the heading, Teacher's Manual Words

Compare the words i the Tmtwal Reading, hey Words, and Teacher s Manual Words
hists. These lists will probably not be exactly the same, but there should be some
overlap. Underline all the words that appear on more than one list. Copy these
words under Overlapping Words - Look tor an overlap ot words, espeaially
between those words vou identified as Key Wonds and the words identified as
Teacher's Manual Words. Are the words hsted under Teacher's Manual Words

reasonable choices for vour students? Write down vour comments

Now turn to the workbook pages tor the same selection. Cheek the list ot words
selected for instruction m the workbook. Comment on the conststency of words
m the Teacher s Manual Words and the workbook. Are some words repeated?

Write down vour comments

Prior Lesson

6

Go back to the teacher’s manual - Look at the voaabulary words in the lesson prior
to the selection vou have just exammed  Write these words under Prior [esson,

Underhme any words that occur i both lessons Write down any comments

Follow-up Lesson

~

21

Look at the vocabulary mstruction m the lesson immediately tollowing the
selection vou have exanuned  Write these words under Followe Up 1 esson

Lnderline any words that occur in both lessons

36
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GUIDELINES 3,4, 5, 6: Approaches to Instruction
1. Use the same lesson examined for Guidehines Tand 2

2. Determune which vocabulary activities m the teacher’s manual develop word
meanings. (You may wish to refer to the begimning ot the teacher’s manual to find

out where vocabulary instruction can be found in the lessons )

3. List the words that are taught using the ditterent approaches - Also hist words
taught through other types of activities not mentioned m this booklet, as w el as

words that do not recerve anv specitic instruction at all.

4. Read through cach vocabulary activity and record vour comments about the use
ot these approaches and these activities m the appropriate columns - Please

consult the hsting of guidelines for specihic things to look for




Worksheet VOCABULARY INSTRUCTION
Publisher _ Grade Level Program o Copvnight Evalvator
GUIDELINES 1,2
SELECTION AND SUSTAINED USE OF WORDS
TARGET L sson PRIOR LEssoN Forrow-Ur Lisson Rating
Imial Reading | Kev Words | Teacher’s Manual Words Overlapping Words Workbook /Skill Sheets
PP. PP PP
GUIDELINES 3, 4,5, 6
APPROACHES TO INSTRLCTION
I e T -
Words Introduced I Comments on Teacher's 1 Comments on Workbook - Skill Rating,
Approach Manual Activities | Sheets Activities
Detinttional !
Contextual |
f— .__+._4 S U Y S
Conceptual
Nined

Other activities

No specific
instruction
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PART ONE

Research and Practice

Students in many American schools spend a signiticant amount of time engaged i workbook
activities In fact, one researcher calculated that cach elementary school student completes ar,
average of 1,600 workbook pages a vear for reading mstruction alone () Not surprisimly
pubhshers ot basal reading programs report a heas v demand trom teachers and school districts
for workbooks, and they have responded by developing and producing a multitude of
workbook matenals.

The purpose of this bookletis to review research about workbooks and to combine
research findings with knowledge gamed from classroom obsersation and trom practice to
provide vou with information vou can use in judging workbooks and workbook tasks in basad

reading programs

How Workbooks Are Used

In spite ot the predonunant role workbooks piay in the classroom, research concernimyg
workbook use 1s neither extensive nor conclusive However, studies ot instructional time
allocation, seatwork, ime-on-task, and other tactors related to student learnmg, and
achievement have revealed some valuable information about workbook use Forexampic o
researcher examiming time allocation m a large number of Gassrooms found that students spont
up to 70 of therr allocated mstructional time doing seatwork, which trequently consisted or
“written tasks done without direct teacher supervision” (1)

In another study of first- through sinth-grade dassrooms, observers watched e
reading pertods in three school districts, each ot which used a basal reading program el Tt
organization of the classrooms varied, some of the teachers worked with small groups wiile
others worked with an entire class. The observers recorded the type of ditterent - aram
components—teachers” manuals, student textbooks, and workbooks —that teochers used and
the length of ime they devoted to each component They tound that workboois were aregadar
teature of reading penods in every classroom. Most students spent as much or more time
working m their workbooks as they did working with their teachers or in readiny, tharr
textbooks. The amount of time workbooks were used was independent of how the dassroon:
was organized. Thrs information gave rise to some questions about teachers attitudes tossar d
the importance of workbook activities

In the self-contained classrooms, workbooks had an obvious management

function; that1s the teachers were able to teach small groups ot students vath

undivided attention when the other students were dong something that

engaged them  In cross-class groupings  the teachers orgamized their
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reading periods to include time for students to work in workbooks and did so
even though there was no management need to provide something for

students to do independently . . .. It was evident that these teachers used

workbooks because thev considered them an important component of the

reading program (12).

Workbooks and Student Learring

Is there a relationship between the use ot workbooks and student learning? Studies
documenting time-on-tash show that when students do independent, workbook-type activities
thev typically spend less time-on-task than they do when working with their teachers in small
groups (6)  How ever, this situation can be affected by the extent to which teachers hold
students accountable for seatwork  Students who are held responsible for completing seatwork
are more likelv to be attentive and to stay on task (7)

The existing research concerning the relationship between student performance on
standardized tests and the ime thev spend completing workbook-type activities shows that
students do better on standardized tests when they have spent time in school doing “test-like”
tasks (3). Publishers of workbooks seem to have acted on this information; anyone who has
spent time looking at workbook tasks can venfy that a good number of them have a definite
similarity to the format and content of standardized tests.

A researcher who found that first graders i eight dufferent classrooms spent from 30 to
o'« ot therr allocated reading nstruction time in some form ot seatwork concluded that some
students did not appear to benefit from seatwork activities '

There was a group of students whose responses to seatwork frequently were

not facihitative to learming . . they revealed a lack of understanding of the

content or skills n the seatwork and thev used stategies that were not Iikely

to strengthen their understanding. In general, they did not seem to “make

cense” ot their seatwork tasks in wavs that mught further their learning (2)

Another researcher expressed concern about the use of workbooks by students who
have difticulty learning to read (12) She noted that teachers often turn to supplementary
worhbooks in order to provide extra instruction and practice for these students and
commented that “Even more pages of srrelevant and pointless tasks may have a particularly
adverse ettect on children tor whom learning to read 15 difticult ” Studies done by one group ot
researchers indicate that these students often develop strategtes that allow them simply to
¢ »mplete the work on the page, and that these strategies have hittle or no relationship to
mastery learning or to the content ot the workbook tash (3). These researchers contended that
the dev elopment ot such strategies leads to an increase in student trustration and to therr

additional low achievement

The Function of Workbooks

Why are workbooks used so extensively” Most Tikely because they serve genuine tunctions for .

both teachers and students

2 26
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How workbooks serve teachers. Teachers rely on workbooks as ards to classroom
management and to mostruction (3). Most teachers know, tor example, that independent
workbook time can reduce the nose and activaty levels m the dassroom and keep some
students occupied so that others can be taught m smail groups  In addition, workbooks can
save teachers valuable time by providing readily evaluated practice materials to accompany
basal reading programs

Workbooks alse give teachers immediate teedback about the daily pertormance ot
individual students on all parts of a task. Typrcally, a teacher working with a group ot students
will ask vne student to read a passage or to answer some questions [t that student’s response
s acceptable, the teacher otten assumes that the students who did not respond were also able
to read the passage or answer the questions and moves to the next part of the lesson In
contrast, workbook activities require students to work mdependently - Hew a student pertorms
i his or her workbook activities gives teachers mtormation that will allow them to make
deasions about whether that student needs additional instruction One warnimg The Salue of
independvit workbook fome olds true only it the workbook reflects pmportunt aspects o tie reading

prog ant

How work “ooks serve students Well-devcloped workbooks contamning sell-
constructed tashs can serve students in many wavs Primarily, they turtush students with

practice i a vartety of areas, mcluding

Reading. Some workbook tasks give students opportunities to apply the <kills

and concepts they have been taught m a reading lesson

Reviewemng and synthesizing. Son.» workbook tasks provide students wath a
review of what has been taught - Others require them to synthesize
mtormation and to apply what thes have fearned to new examples and

situations

Writing. Some workbook tasks require students to v rite sentences and

paragraphs—activities that can be a bridge between reading and writing

Working independently. Students do most workbook tasks without the help ot
ateacher Such independent work experiences m the primary grades can
prepare students tor the learning and study g modes ot the upper grades by
helping them to develop time management, sclt-paang, selt-monitorg, and

seft-checking abilities

Following directions and tahmg tests. Workbeok tasks allow students to

become tamiliar with a vanety of directions and with ditterent test tormats

[n addition, workbooks can provide ~tudents with a sense ot accomplishment when the

tasks require work that is “do-able,” worthy, challenging. and has some payv-ott

3
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Concerns abhout Workbooks

Although basal reading program workbooks serve many valid functions in the classroom,
many educators hav e sertous concerns about them  For example, some describe workbook
activities as “busywork”—activitres that do not really help students learn but do keep them
wccupted and looking as if they are learning. A researcher (11) who observed students
completing workbook assignments in classrooms noted that when the students had mastered
the content of a workbook task, they regarded further practice as trivial and usually boring

On the other hand, she found that when students didn’t understand the content of a 'vorkbook
task, their attempts to complete that task were counterproductive and frequently frustrating

Another concern about workbooks 15 that students engaged m such seatwork activity
often seem more interested m “getting done” than m understanding the purpose ot the activity
This 1s amply tllustrated in the followng comments noted by a researcher (4) who observed
and interviewed students as they completed workbook tasks

“I'm almost done—just two more ”
“I'm almost done with a umt”
“There' I didn’t understand 1t, but I gotit done ”

“Getting done” 15 sometimes a result of knowing the numerous and varted styles or
tormats of workbook tashs A casual obseryational studv (11) ot content area and reading
workbooks tasks indicated that students ave confronted with many different response tormats,
and that categories ot these can have shght but contusing varations - An expert “workbooker”
may then have the advantage os er the novice stmply by having a large repertorre of workbook
task-response types

Other educators are concerned that workbooks do not inciude tasks requirmg
extended reading and writing They pomt out that ty prcal workbook tasks usually consist of
words, sentences, and short paragraphs that students read and respond to by hilling mn blanks,
arcling or underlining answers, or prcking one answer from several choces

Ardent critics of workbooks note the emerging research about the refationship between
reading and writing and argue that the content and tormat ot workbooks need serious
reconsideration  As one curriculum director writes

Students do not learn to wnite by doing X's and circles and they don’t learn to

read by doing workbook pages. Tam hoping that when workbooks are

produced with the net series of readers that there wilt be a great deal more

integration of writing and reading - Exaneples could include open-ended

sentences allowing students to respond and recommendations tor more

complete writing assignments It 1s also my dream that publishers will tind

some way to ask questions about literature | teel these questions could be

posed dealmg with plot, character, etc, so that students could be enticed to

read a wide vartety of literature (11)

Another concern 1s that the vocabulary in workbook tasks 1s frequently ditterent from,
and sometimes more ditticult than, that in the rest ot the basal reading program (12 When the
readability ot paragraphs in workbooks was compared with that ot the student textbooks they
accompanied, the readability level of the workbooks was tound to be signiticantly higher (an

average of more than one-and-a-halt grade levels) than that ot their companion basal readers
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(9). If workbooks are more difficult to read than the basal readers they are designed to
accompany, this difference mn reading levels can present problems for students expected to
‘ complete workbook tasks independently.

Workbook directions also present problems for students. For example, directions are
not always designed to match the competency level of the students, some contain too many
difficult words and too many procedural steps (8).

The content and design of workbook tasks raise other concerns. Because of the small
number ot studies relating to workbook content and design, publishers have a limited body of
research-based information to draw upon as they plan the content of workbooks, sequence the
content, design the tasks, and write the directions. One examiner of workbooks wrote.

I surveyed a number of basal program workbooks. As1did this, I also

followed along in the teachers’ guides to see what was going on in the rest ot

the unit or lesson. Some of what I saw seemed mefficient, some insufricient,

some seemed needlessly labored, some seemed impossibly difficult, some

seemed irrelevant to the mstructional plan of the program, a few seemed

simple-minded—and some seemed clever, fine, and well done (11"

A researcher corcerned about the content and design of workbook tasks observed that
writers of workbooks often dev elop exercises students ike and can complete successtully, vet
don’t have to read. She observed that some features of workbook tasks permit students to skip
the parts they are supposed to be understanding and instead respond to pictures, task formats,
highlighting, and grammatical cues (13)
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PART TH()
Discussion of Guidelines for Evaluating Workhook Tasks

Because su tew researchers have studied workbooks, 1t 1s difficult to provide a research-based
set of guidelines for use n the adoption process. Therefore, the guidelines presented in this
part of the booklet were developed by combining implications from the available research with
information based on classroom observations and with conclusions derived from the
examiation of many workbooks. The guidelines focus on the tollowing  the content of
workbook tasks, the design of workbook tasks, practice and review tasks, the mstructional
language of tasks, reading and writing responses to tasks, task considerateness, and the artand
page layout of tasks.

A special note. In the following sections, we use the word task to describe a set of

related items, usually found on one workbook page.

Content of Workbook Tasks

Integration and importance To provide worthwhule practice, workbook tasks should
be an integral part of the reading lesson and should reflect the most important aspects of the
lesson. For example, 1t the teacher’s manual directs the teacher to present a lesson on the
sequencing of events or ideas within a story, one or more of the workbook tashs i that lesson
should provide practice in sequencing ideas or events  And insubsequent lessons, tasks of the
same type shouid be repeated occasionally

Reading selections. Since students spend part ot a reading period reading a story or
an nformational selection 1 their textbook, 1t makes sense that workbook tasks should be
based on their reading Workbook questions about the important features of stories in the
textbooks—plot, setting, characterization—or about the important content i informational
selections are more valuable than a continuous diet of questions about short paragraphs
unrelated to the rest of the lesson

Workbook appropriate. While integration of the workbook with the program 15
always important, cvaluators should also keep m mind the appropriateness of the task - Suome
imstruction does not readily lend itselt to workbook practice For example, 1f istening to the
sounds of words 15 part of the lesson, the decision not to proside a written workbook practice
task for an auditory discrimination activity makes sense

Vocabulary Research in vocabulary acquisition points out that students need to read
and write new words many times betore they “own” them (10) The vocabulary in workbook
tasks should relate to the vocabulary used m the rest of the program Thus, 1t a workbook task
directs students to underline words m passages that show feelings ot hostility, mustery,

beweilderment, and i ity, these concepts should have appeared m a current or previous lesson
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Erratic complexity. The complexity and difficulty of workbook tasks should increase
as grade levels increase. For example, tasks at the sixth-grade level should be more complex
and difficult than those at he fourth-grade level. In addition, all workbook tasks within the
same grade level should have similar levels of complexity instead ot, for example, a difficult
page on comprehension followed by a simple page of word-attack skills,

GUIDELINE 1 When analvzing the content of workbook tasks, look for tasks that
* areintegrated with the lessons m the teacher’s manual and with the student
textbook
* relate to the most important (and workbook-appropriate) mstruction in the lessons
* are based on the reading selections
* use vocabulary that 1s from current or previous lessons

* increase m difficulty as grade level increases.

Task Design

So little has been written about the mstructional design of workbook tasks that we must agamn
resort to common sense. In general, a well-designed task allows the student to concentrate on
its tmportant elements and to move eastly from beginming to end When a task is completed,
the student’s performance should be evident to the teacher The examples below tllustrate
some specific aspects of the design of workbook tasks

Reading all choices Tasks should be written so that students need to read all possible
responses before selecting the correct answer. The following item (12) 15 supposed to give
students practice i reading two sentences that use different meanings for the same word  The

students are told to put a crrcle around the sentence that is iltustrated by the picture.

Example 1 (a) r{‘

I, Flowers grow m the earth.

2 The earth moves around the sun.

The students have to read only as far as flowers in the first sentence to find the correct
answer. The task 15 written so that no further reading 1s necessary, which means it is unhkely
students will recen e practice m reading earth, the word that is the focus of the exercse, in two
different contexts.

Consider an item (12) that 15 stmular, but written 5o that students are much more likely

to read all of the words.

Example 1 (b)
1 lwish her dog didn’t shed

2. Her dog sleeps in that shed

Student responses Tasks should be written so that student responses indicate what

students know  For example, the response to the following fact and opinon task mdicates that
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the studeut knows there 1s one opinion sentence. However, it does not indicate whether he or
she knows which is the sentence expressing an opinion.

Example 2 (a)
Instructions: Give 1 point for each sentence that states an opiion. Write the
number of points in the box.

Item 1: It says on the carton that this yogurt is made with fresh strawberries.
Strawberry is the best flavor there is! m

Item 2: The book I'm reading 1s about cats. My cat is the best pct ever. She’s

the prettiest too.

A better task requires students not to give poinits, but to underline the sentence that

expresses an opinion.

Example 2 (b)
Instructions: Underline the sentence that states an opinion.

Item 1. Itsays on the carton that this yogurt 1s made with fresh strawberries.

Strawberry is the best flavor there 1s!

In the following example (12), the teacher has no way of telling if the student has
identified the before or after events, because the lines drawn by the student only indicate that

two events have been matched

Example 3
Draw lines from the sentences that show before to those that show after

The boy fell in the street. % Mail fell into the maitbox

The mailbox was full  _—" " = The boy hurt his arm.

The water spilled from the pail. The woman filled the pail.

If students drew lines and then numbered the sentences, the teacher could judge the
accuracy of their responses.

Multiple procedural steps. Two-part tasks in which »uccess in completing the second
part depends on doing the first part correctly are often instructionally weak and are always
unfair to students. Consider a task i which students must first identify words that rhyme with
ring from a list of words, and then use the words they have identified 1in complete scatences
Only by selecting the correct words in the first part of the task will students be able to do the
second part correctly.
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GUIDELINE 2. When analyzing mstructional task design, look for tasks in which
¢ students must read all of the possible choices before selecting an answer
¢ student responses can be judged correct or incorrect
* student responses mdicate to the teacher what the student knows
* students can successfullv complete part two of the task without successtully

completing part one

Practice and Review Tasks

Sufficient practice. Workbooks should contain enough practice with important
concepts for students to benehit from the practice and not simply be “exposed” to concepts
Ennichment tasks that contam difticult (and otten important) concepts trequently appear only
once For example, @ workbook that has only one page on which students complete analogies
ts not ltkels to benefit students who need repeated opportunities tor practice with such an
mmportant language concept

Independent practice Workbooks should be designed <o that, over time, students
engaged i workbook activities will have the opportumty to develop independent learning
strateges, stch as selt-pacimg, using time properly, and checking and revising therr completed
work.

Extra practice Workbooks should contamn supplementary tasks tor students who need
extra practice. Most basal programs provide supplementary workbooks. The tasks in these
buoks should be ntegral to imstruction, not busvwork activities Cutting, pasting, puzzles,
games, and coloring tasks can keep students busy tor a long time, but they cannot be expected
to provide much practice in reading,

Systematic review. Workbooks should provide a systematic review of what s bemng
taught m the program. Such a review can combine previously taught concepts, such as tinding

the mam ideas and the supporting details of several paragraphs

GUIDELINE 3 When analvzing practice and reieie tasis, Jook tor tasks that provide
¢ sutficient practice
* mdependent practice
¢ entra practice

o svstematic review

Instructional Language

Consistency The mstructional language used m workbook tasks shoudd be consistent
with the language used in the teachers” manuals Consistency of language should also be
maintamed from task to task withm a workbook and certamly within sigle tasks For
example, if a teacher's manual directs the teacher to describe the differences between tact and
tiction, but the students must deade it paragraphs they read i therr workbooks are real or ot
raal, there 1s an inconsistency i what the students hear trom therr teachers and read m their

workbooks
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Explanations of purpose. When appropriate, workbook tasks should be accompanied
by brief explanations of purpose or by explanatory titles that students and teachers are likely to
understand. The titles in Example 4, which were selected from several workbooks (12),
probably would not communicate to students the point of the task. (More explanatory titles are

in parentheses.)

Example 4
The Boy Roy (Practice with /o1/)
Putting Down Roots (Root words)
That’s Not a Ship (Using /sht/ and /th/)

Clear and easy-to-follow instructions. Instructions should be clear and ecasy to tollow,
brevity 1s a virtue. Expentenced teachers realize that many students do not read instructions
before starting to work. When easy-to-teach students decide they need to read
mstructions—even if the mstructions are unclear—they usually are able to follow them
However, when hard-to-teach students are confronted with unelear istructions, their inabihity
to follow them compounds the problem of performing the tashs - Clear mstructions are
espectally important for such students.

Instructions can become simpler as they are used repeatedlv. For example, an mitial
struction tor a workbook task could read. “Read the sentence and the words below it
Decade which word will best complee the sentence Wrile the word on the hine ” Subsequent
appearances of this ty pe of task could have a much shorter instruction “Complete each
sentence.”

As they assess the mstructions on workbook pages, evaluators should pay close
attention to consisteney of language, scntence length, and number of directional steps - The

complexity ot instructions should match students” levels of competency

GUIDELINE 4 When analvzing imnstruc tonal language, Iook tor tasks that
* use language consistent with the rest of the program
« are accompanied by brief explanations of purpose or explanatory titles that
students understand
+ have clear and casy-to-follow mstructions. with attention to consistency, seatence

length, and directional steps

In addition to the components we have discussed, there area number of other aspects
of mstractional language used m workbooks that require evaluators” atiention (12)° These are

detailed below.

Ambiguity. For example, unclear uses of such words as “tirst,” “second,”

"o

“last,” “over,” “under,” “before,” and “atter” are common  Young children are

Iikely to have trouble with these concepts
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Excessive wordiness. For example, “Use the sounds letters stand for and the

sense of the other words to find out what the new word in heavy black print

15.” Young children are not likely to understand these directions.

Embedded steps. For example, “Read the first sentence and fill in the mussing
word. Read the second sentence. Find the word from the first sentence that
makes sense in the second sentence and print it where it belongs - Then, do
what the last sentence savs Repeat tor all the other sentences.” This

mstructton has too many steps.

Lost steps. For example, “Fill in the blanks at the bottom of the page.” This
mstruetion appears at the top of a page and 15 the last o several different
mstructions  Students are hkely to forget it by the trme they get to the bottom

of the page

Confusion. For example, “Four things are named n each row. Three of the
things named are part of the other thing. Put a ning around the thing that the
others ate part of in each row ™ These awkward mstructions make a simple
task ditheult

Negation. For example, “Circle the word m each row that does not have a long
vowel sound” 15 more ditficult to understand than “Circle the word in each

row that has a short vowel sound ”

Insufticient mformation. For example, “Underhime the word with the same
sound as the word that names the picture " Because the words represented by
a prcture mav each contain several sounds, this mstruction does not contain

enough mformation to pernut the students to complete the task

Evaluators nught consider developmg additional guidelmes to cover these aspects o

the instructional language used i workbook tasks

Reading and Writing Responses

Typically, workbook tasks mvols e tillmg i blanks with words, arding or underliming items, or
selecting one of several chotees - A typical workbook task requires a student to choose the mam
idea sentence of a paragraph from three sentences v a multiple choice item and underhne it
Requining students to wrife main deas m therr own words is doser to the challenges of 1eal
studving Sinularly, ashing students to write the sequences of ideas ma paragraph s much
better preparation for reading and studying than having them write numbers nest to anarray
of phrases or sentences to show order Students” responses i workbook tasks should be as
mucl: ke “real” reading and wniing as possible

Application tasks Workbuoks should provide some pages that challenge students to

apply several comprehension or decoding strategtes to the same task - Tasks like these seem
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closer to the real challenges of reading and studving. Such a task would, tor example, require
8 ying F 1

students to read a paragraph, find the mam ideas, the important details, the sequence of events,
and review seme vocabulary A decodimg practice page would require students to use several

decoding strategies.

GUIDELINE 5 When evaluating reading and writing responses, look for tasks that
« provide opportunities for students to respond in their own words
« provide opportunities for students to apply several comprehension strategies or

decoding skills in one task

Considerateness to Students

A selection 1n the student textbook that 15 “considerate” to students 15 well-wntten, well-
organized, and easy to understand. Workbooks should also be constderate to students Some
features of workbooks that might help many students incluce.

Repeated use of task formats. Workbooks should contain a mited number of task
formats Formats are not commonly repeated i workbooks, on the contrary, there are usually
as many task formats as pages m a workbook. The repeated use of task formats, but with
different content, has two advantages. 1t reduces the need for teacher help and it allows
students, once they have learned a format, to concentrate on the task’s content

Consistent responses The way students respond should be consistent trom task to
task. For example, students are Ikely to be contused if they are directed m one task to use v to
mark words used mcerrectly in sentences and are directed to use 1 to mark words that mdrate
the correct details from a story in the very next task.

Tasks that are fun. Some workbook tasks should be fun and have an obvious payoft
for stadents Certainly students do not expect all tasks to be game-like, but thev appreaiate an
occastonal puzzle, word game, cartoen, or other entertaining task

Nonfunctional tasks. While one person’s “tun” task may be another’s
“nonfunctional” task, workbooks with large numbers ot tasks that do nothrrg but take up
space and student time should make teachers uneasy. The proportion of nonfunctional tasks
a workbook easily can be calculated by counting Even though the success of this eftort will
depend upon the agreement (or near agreement) of the people evaluating the workbooks about
what 15 nonfunctional, such an etfort1s worth pursumg It more thana few workbook tasks are
judged nonfunctional, the practice value of that workbook will have to be questioned,

especially if 1t i~ tor use with hard-to-teach students

GUIDELINE 6. When evaluating constderateness to students, look tor
* repeated use of task formats
* consistent responses
« occasional tasks that are tun

s few or no nontunctional tasks
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Art and Page Layout

Appropriate art  Prctures must be appropriate to the task - Sometimes pictures are

extraneous to the content of a workbook page and seem to exist solely as a decorative occupier

of space. [nappropriate and confusing art, no matter how mce it looks, can turn a task to a
guessing game. The follow ing auditory discrimmation task (12)1s from the beginming level of a

program:

Example 5
Circle the pictures whose names begin with the beginning sound in the word
cat

The problem with this artwork 15 that the cube ot 1ce could be identified as we, instead

of cube, the car could be identified as an anfomobile, the cap as a ht, and the crownas a kg
Art work must be clear and unambiguous.

Page layout. Page lavout should help students understand the requirements ot the
task. In the example below (12), the requiremcats of Task A may be obscure to some students,

whereas 1in Task B each part s labeled, making the task clearer

Example 6
T(]\l\ I\
Draw a hne between the svllables of each word - Then write the number ot the

rule vou used

Rules

1 between double consonant letters

to

between unlike consonant letters
3 between a vowel letter and a consonant

3 between two vowel fetters

scaling, duty letter
betle potato person
butter evplam jelly
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Task B
Draw a line between the svllables of each word. Then write the number ot the

rule vou used.

Rules

1 between double consonant letters

2 between unlike consonant letters

3. between a vowel letter and a consonant

4. between two vowel letters

Rule Rule Rule

Words Number Words  Number Words  N\umber
scaling duty letter
battle potato nerson
butter explan jelly

GUIDELINE 7 When exanumng the art and layout design of workbooks, took tor
* pictures that are appropriate to the task

* page lavouts that help students understand the requirements of the icsk
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PART THREE

Teacher Assistance for Workbook Tasks

The suggestions that tollow are based on research and ettective practice: They arc imdended

help teachers incorporate the mtormation pros ided i this BooNlet mto their total instructic al

prog ram

19

17

How can | help students understand the directions and purpose of workbook tasks?

Estabhsh the purpose for each workbook task
Go over what is expected—bv reading, or paraphrasing directions

Sometimes lead students through new or compley tasks betore they Teave the reading

gmup

[ imut the number of workbook tasks asagned at one time and provide assestarcc to
students who may have ditticulty recalling what v expected of themeas they work or

a number ot tasks.

Emphasize the content related purpose ot a workbook task mstead of st ottt

done”

How can i make workbook tme more valuable tor students?

Revtew asstgned workbook taske to see which are valuable instructionar toeis

Stidents do not ecd to complete all the corkbook tasks i beok

IFstablish procedures tor students seehing help while voudare workimswath et

student or group ot students

Devote more attention and time early i the vear to guiding students as the

complete workbook activities, gradually increase theie mdependent work v

Circulate among the students to help them as they begin work
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* As vou circulate, watch for a pattern ot errors or misunderstandings. 1f a pattern

emerges, explain the task again, modify the task, or give an alternative assignment

* Asyou arcalate, ask mdividual students to explam how they arnved at an answer
This helps students become more reflective about the steps they go through and

provides you with additional information about your students.

+ Spend tune reviewing completed assignments and talking with students who need

personaiized feedback.
> Allow tme for students to engage in mdependent reading
How can [ help students become independent workers?

*+ Devote attention and time to an independent work traming session  Exphcitly
present strategies and skills invoived in
using resources
checking completed answers
revision strategies
pacing and time management
self-monitoring
signals to seek help (a getting-help svstem)




PART FOUR
Listing of Guidelines for Evaluating Workbook Tasks

GUIDELINE 1. When analvzing the content ot workbeok fisks, look for tasks that
* are integrated with the lessons in the teacher’s manual and with the student
textbook
« relate to the most important tand workbook-appropriate) instruction m the lessons
+ are based on the reading selections
* use vocabulary that 1s from current or previous lessons

* merease m ditficulty as grade level mcreases

GUIDELINE 2. When analy zing mstructional fask deigit, look for taskhs in which
¢ students must read all of the possible choices before selecting an answer
* student responses can be judged correct or incorrect
* tudent responses indicate to the teacher what the student knows
‘ * <tudents can successtully complete part two ot the task withont successtully

completing part one.

GUIDELINE 3 When analvzing practic and retici fasis, Took tor tasks that provide
* suthcent practice
* mdependent practice
° extra practice

i \}'\tclnatlc review

GUIDELINE 4 When analy 7ing tn-traectienal Liviguaye, look tor tasks thet
¢ use language consistent with the rest ot the program
+ are accompanted by briet explanations of purpose or explanatory titles that
students understand
* have clear and easv-to-tollow instrictions, with attention to consistency, sentence

length, and directional steps

GUIDELINE 5 When evaluating readiy and wrtnng responses, jook tor tasks that
« provide opportunities for students to respond in their own words
* provide opportunities for students te apply several comprehension strategies or

decodimg <kills i one task.

O
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GUIDELINE 6. When evaluating considerateness to students, look for
+ repeated use of task formats
* consistent responses

¢ occasional tasks that are fun
+ few or no nonfunctional tasks.

GUIDELINE 7. When examining the art and layout design of workbooks, look for
* pictures that are appropriate to the task
« page layouts that help students understand the requirements of the task.
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PART FIVE
Worksheets for Evaluating Workhook Tasks

Some important aspects ot workbook mstruction have been discussed m this booklet and are
summarized in the gurdelines  The worksheets that follow will help vou use the guideles to
evaluate workbook tasks in basal reading programs.

Spectfic directions tor using the worksheets precede each one - Additional mtormation

abe it worksheets also appears in the Leader's Manual

Materials and Resources Needed

You will need one copy of each worksheet tor every readig program vea plan to evaluate
Reproduce as manv copies as vou need  For each level ot each prozram vou plan to evaluate,
vou wr'l also need

* Teachers” manuais

* Workbooks. shillsheets, and other consumabie pages

Points to Keep in Mind

1. Because ot the amount of time and work mvoived mapplving the workbook guidelies.
we suggest vou select only three or tour to use as vou evaluate workbooks Select those

gurdelines most important to your committee

2 The worksheets are most suttable tor evaluating workbooks in basal reading programs
tor grades two through eight
3 Do not assume vor will alwayvs hll every column and box of the worksheets Some parts

of the worksheets mav not applv to each ievel of the programs vou are evaluating
. . hal . ¢

Empty spaces do not necessarth mean a program i deticrent

Rating What You Have Evaluated

You mav wish to develop a rating scale to quantity voo wverail evaluation of workbook tasks
i the basal reading programs vou examuine: We have mcluded space on the worksheet tor vou

to record these ratings




WORKSHEET 1: DIRECTIONS

GUIDELINES 4, 7. Instructional Language, Art and Lavout

Choose one grade level and randomly select three tasks in a workbook that
accompanies that level.

Write down the page number for each task vou have selected

Read through each task and then record your comments

GUIDELINES 2, 5 Task Design, Reading and Writing Responses

1. Examune the same three tasks and record your comments.

GUIDELINE 2. Task Design (Continued)

In the workbook vou are examining, looX for tasks with multiple procedure steps
Select three of them. Write down the page numbers for each task y ou have
selected. Then deaide if students can successfully complete part two of the task

without successfully completing part one.




Worksheet 1 WORKBOOKS

Publisher Grade Level Program ___ Copyright Evaluator
GUIDELINES 4,7
INSTRUCTIONAL LANGUAGE, Taskl p. ___ Task2 p.__ Task3 p. __ Rating:
ART AND LAYOUT Comments: Comments. Comments:

Consistency of language

Explanation of purpose

Clear instructions

Appropriate pictures

Helpful layout
GUIDELINES 2,5
TASK DESIGN, READING AND Task1l p ___ Task2 p. Task3 p __ Rating’
WRITING RESPONSES Comments. Comments Comments

All possible choices

Student responses

indication of student knuwledge
Reading and writing responses

Apply several strategies or skills

GUIDELINE 2

TASK DESIGN Rating,.

P p__. p- .
YES/NO YES/NO YES/NO

Two-part tasks

LRIC—7FE
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WORKSHEET 2: DIRECTIONS

. GUIDELINE 1: Content of Workbook Tasks

1. Find the reading lessor- in the teacher’s manual that correspond with the three
workbook pages you examined for the first worksheet.

2. Write down the page numbers for these lessons and tor the workbook tasks.

3. Read through each workbook task and record your comments.

GUIDELINE 3: Practice and Review

1. Lock at the table of contents or index in the workbook From these listings select
two important skills or concepts. Write their names on the worksheets. In
addition, write down every page number on which the skills or concepts appear

o

For each skill or concept you have selected, read through each of the pages vou
have identified. Record your comments.

GUIDELINE 6: Considerateness to Students
1. Select any 25 continuous pages from the workbook you are examining.

2. Read through these pages and record your comments
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Publisher

Worksheet 2

WORKBOOKS

Grade Level

Program

Copyright

Evaluator

GUIDELINE 1
CONTENT OF TASKS

PP
Comments:

o -
Comments’

pp-

Comments:

Rating:

Integration
Importance
Reading selections

Vocabu'ary

GUIDELINE 3
PRACTICE AND REVIEW

| -
Skili or Concept _

PP
Sudlor Concept

Rating

Sufficient practice
Independent practice
Extra practice

Review

GUIDELINE 6
CONSIDERATENESS
TO STUDENTS

o

Comments

Rating'

Format, response forms, tun,
and few or no non-functional
tasks
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