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LANGUAGE-EXPERIENCE APPROACH TO TEACHING READING TO DISADVANTAGED
URBAN CHILDREN IN THE FIRST GRADE WAS EXAMINED, AND METHODS
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THE IDEAL APPROACHe THE OTHER METHODS WERE THE BASAL READER METHOD
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CRAFT
COMPARING READING APPROACHES IN FIRST-GRADE TEACHING

Skills-Centered Approach

24 Classes

I II

Bagal Reader Method Basal Reader Method with
Phonovisual Word Recognition

12 Clssses 12 Classes

Language-Experience Approach
2k Classes

III Iv.

Language-Fxperience Method Ienguage-Experience Method with
Avdio-Visual Supplementation

12 Classes 12 Classes

Two Major Approaches Subdivided into Four Experimental Methods

Total Ho. of Classes: U8
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Chapter I

THE PROBLEM

The Disadvantaged in Education

The big cities of the United States have experienced marked changes
of population in the past 20 years. This is true not only of New York
City, but also of Pniladelphis, Chicago, Detroit, Los Angeles and other
major cities. A major factor hes been the movement of hundreds of tThous-
ands of Negroes from the South into various parts of the North. The devel-
opment aﬁd expansion of crowded, run-down Negro gnettos has created unpre-
cedented problems for public education.

Many of the children growing up in these neighborhoods have not done
well in school. They have been variously described as culturally deprived,
educetionally disadvantaged, or culturally different. It is not uncommon
for the median reading ability in the seventh grade of schools in these
neighborhoods to be two years or more below the national norms. Retardation
in reading ability serves as a major barrier to success in most other areas
of the curriculum,

The Negro children living in the big-city ghettos probably form the
largest group of seriously disadvanteged children in this country.

Within the past five years, interest in improving the education of
the disadvantaged has greatly intensified. Currently the effort to upgrade
the schooling of disadvantaged children forms one of the main efforts of
the War on Poverty.

Local Concern

New York City has an increasing proportion of Negro children who
enter the first grade inadequately prepared to begin formal schooling. Many
thousands fail to make appreciesble progress in reading during the first

grade.
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The staff of the Board of Education of the City of Rex York are de-
termined to improve the education of disadvantaged childrcn. They have de-
signated the elementary schcols which have high proportions of disadventaged
pupils &8 Special Service Schools, and have allocated to these schools spe-
cial facilities such as extra allotments of coungselors, remediel teachers,
and child guidance services.

The Division of Teacher Education of the City University of New York
is intensely interested in the Problems of urban education and in the prep-
aration of teachers for urban schools. The Office of Resezich and Evalua-
tion, a unit of the Division of Teacher Education, was authorized in Janu-
ary, 196%, to expand its program of resesrch im urdan efucation,

In response to an announcement which the U. S. Office of Education
issued in the Fall of 1963, inviting proposals for first-grade reading re-
search studies, a preliminary draft of the proposal for the present study
was prepared in the Office of Research and Evaluation and was submitted to
the staff of the Board of Education of the City of New York for considera-
tion. It was warmly welcomed. Several superintendents and directors agreed

to serve on the advisory committees, and contributed greatly to the detailed
plans.

The Methods Chosen for Study

The central comparison in this study of first-grade reading methods
is between the Skills-Centered Apprcagh and the Language-Experience Approach.
The Skills-Centered Approach emphasizeﬁ\the need for order, structure, and
built-in repetition. Skills are introduéé& in specific sequence, the voca-
bulary is carefully controlled, and the teacher is provided with detailed
lesson plans. The Languege-Experience Approach emphasizes the need for gelf-
expression through the use of the child's oral language as & basis for be-
ginning reading materials. His experiences provide a basis for concept-
building, langusge enrichment and vocabulary development. Out of the dise
cussion of these experiences, chart stories are developed and used for read-
ing and writing, for skills instruction, and for drill. The transition to
book reading is gradual ang individualized.
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Bach of these two main approaches was further divided into two

teaching methods, or variables. The Skills-Centered Approach was subdivided
into Variable I, Basal Reader Methodyand Variable II, Basal Reader Method
with Phonovisual Word Recognition. The Language-Experience Approach was
guodivided into Varisbie III, Language-Experience with customary use of audio-
visual aids, and Varisble IV, Language-Experience with Audio-Visual Supple-
mentation. In the research design, these four methods were treated as four
separate experimental variables. A brief description of each of the four
methods is given below. More thorough presentations of these teaching vari-
ables will be found in Chapter IV.

Varieble I. Skills-Centered Approach: Basal Reader

The great majority of American schools utilize basai readers in the
primary grades. A basal reader is a highly structured, eclectic teaching
program. The vocabulary is carefully selected, introduced gradually, and
reviewed systematically. Each book is accumpanied by a teachers' manual
vhich gives detailed plans for each lessoa, even suggesting specific word-
ing for the teacher to use. An effort is made to give balanced attention
to comprehension and word recognition skills. The skills program is further
developed through “ne use of workbooks that are closely correlated with the
readers.

When this project was being planned a series of basal readers called
the City Schools Reading Program was in process of publication. Written by
staff of the Detroit Public Schools, they were to stress urban environments
and multi-ethnic characters. The first preprimers had been published in
1962 and & preliminary evaluation, published in November, 1963, was gnite
favora‘ble.1 The original plans of CRAFT were to use these basal reade:'s.

Fortunately, we learned on June 30, 1964, that many items in the
City Schools series would not be available in time for our use; this gave
us enough time to chocse &n alternative. The reading consultants were
called to an emergency meeting and reported that the basal readers already
installed in their CRAFT schools were as follows: Scott, Foresman series,

! ¥nipple, Gertrude. Appraisal of the City Schools Reading Program. Detroit:

Detroit Public Schools, Language Education Department, 1953.
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six shoole; Harper and Row series, four schools; Ginn Basic Reeders, two
schoolg. In the opinion of the consultants and research staff these ger-
ies were surficiently alike in content and methodology to justify consiad-
ering “he use of the three geriez to be a single teaching method. Each
school was to use the series it had, being sure to provide the teacher
with the full materials (readers, manuals, workbooks, and word and phrase
cards).

Varisble II. Skills-Centered Approach: Phonovisual Method with Basal Reader

The Phonovisual Method is & highly structured way of teaching word
attack skills, with a teacher's manual, large consonant and vowel charts
for use wich groups, smaller charts for use by individual pupils, seversl
wvorkbeoks, and & book of games, J% is dusigned to be used in conjunction
with any besal reader series. In tbe 12 CRAFT Phonovisual classrooms, the
sections of the basal reader menual dealing with the teaching of phonic
and structurel analysis of words were omitted, aad in their place a sepsrate
Pronovisual word attack lesson was given each day.

Variable III. rience Method

The Language-Experience Approach is one in which emphasis is placed
on the teaching of reading inclose correlation with the related language-
arts activities of listening, speaking, and writing. Chiidren are encouraged
.to express their thoughts, idees, and feelings, often stimulated by a speci-
fic experience guided and deveioped by the teacher. The verbal productions
of the children are written down by the teacher in the early stages; and are
used &8s the earliest reading materials. Pupil expression is encouraged
through the use of & variety of media such as painting, spesking, and writ-
ing. Gredually the program moves from exclusive use of reeading materiail
which is develcped out of the oral language of the children, into a program
of reading in which increasing emphasis is placed upon & variety of children's
books.
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Varisble IV. Iangmage-Experience Method with Audio-Visusl Supplementation 5

Since in the language~Experience Method both reel end vicarious ex-
periences can be utilized, audio-visual procedures seemed & prowising wey
to suppleuent the limited reel-life experiences of these children. Audio-
visual procedures could be used in & variety of ways: to record experi-~
ences for later recall and discussion, to present new material with high
vividness and attention-attreciing impact, to provide correlation of 1is-

provided several thousand dollers worth of sudic-visual sguipment for the
twelve Language-Experience-Audio-Visual teachers, and assigned a member
of their staff to work half-time with the CRAFT Project, working out plans
for the use of audic-visual techniques in coopeutgion with the reading
consultants, truining the Ianguage-Experience-Audio-Visual teachers in
the use of these techniques, making a photographic record of the {owr
teaching methods, ete, )

Agide from the use of a greater variety of sudio-visual procedures
and the effort to integrate them with the language arts teaching, the
Language-Experience~-Audio-Visuel teache: . follwwed the same practices as
the other language-Experience teachers.

Experimental Controls

The director of this project participated in the meetings held in
Merch, 1964, and June, 1964, under the auspices of the U. S. Office of
Education, and agreed tc aghers to the reguirements set for the research
studies that were to be part of the ccoperative study of reading in the
first grade. The same pretests would be used as in the other studies, with
the exception of group intelligence tests which were not allowed to be
given in the public schools of New York City. The some reading tests would
be used as final tests, after the same period of 140 days. Uniform prac-
tices in collecting, coding, and recording data common to all projects were
agreed upon. Technigques to minimize or eliminate irrelevant fsctors that
would tend to favor one or another methcd were carefully worked out.

tening with watching, ete.
The Bureau of Audic-Vizual Instruciion of the New Yeork City Schools
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Details of theze precautions can be found in the chapter on Procedures.

Specific Objectives

The major questions to be studied were:

1. Does a zignificant difference in resding achievement exist between
groups teught by Skills-Centered and Language-Ixperience approaches?

2. Do pupil gains in reeding under Skills-Centered teaching differ whea
the Basal Reader method is uced as comparced to the Phonovisual-Basal-
Reader combinstion?

5. Do gains by pupils given Langusge-Experience teaching depend on the
amount of audio-visual enrichment?

k. Do any of these mathods of teaching tend to produce greater pupil
geins in scee skill areas thau in others?

5. Does the amount of success a teacher has with a method depend on how
faithfully she uses it?

The following minor questions were also listed for investigation:

6. What measure, or combiration of measures, obtained at the beginning
of the first grade is the best predictor of achievement in reading for
this population?

7. What characteristics of booke determine pupils' reactions to them?
&, What it the relationship of experience, training, and other teacher
characteristics to success in teaching reading by eeach method?
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Chapter II

REIATED RESEARCH

The appearance each year of hundreds of books, periocdical arti-
cles, and other contributions dealing with the teaching of reading makes
a deteiled sumary of even part of this vast field a project far beyond
the scope of a research report like this. PFairly comprehensive histories
of reading instruction in the United States have recently been prepared by
Pries (7) and Smith {15). A good desl of the research on the teaching of
beginning reading has been summarized and analyzed by Chall (5). The
rethods currently in favor in most American first-grade classrooms have
been described by the director of this project in two recent books (9,10).

A period of controversy comcerning desirable practices in beginning
reading instruction was started in 1955 with the widely popular Why Johnny
Can't Read by Rudolph Flesch (6). .

A special conmittee on Research in Reading was appointed by the
Fational Conference on Research in English. This committee had the oppor-
tunity to engege in two extended face-to-face meetings, one in 1959, and
one in 1960. The committee agreed that the area of beginning reading in-
struction was & major area needing further research. There was quite gen-
eral agreement among the conmittee members that the research evidence then
availabie was sufficiently vague, contradictory, incomplete, and faulty in
design and execution to allow a wide range of coaflicting interpretations
to be drawn. The committee developed & schema of the controls that satis-
ifactory research im this area should require, and proposed that large-scale
cooperative experiments should be planned and carried through o compare
different approaches %o beginning reading systematically and tith overlap-
ping and replication of variables.

The present study is one of a group of cooperative studlies supported
in part by the Cooperative Rescarch Branch of the U.S. Office of Education.
Invitations to submit proposals were made public by the Office of Education
in the fall of 1963. By March 1, 1964, a large number of proposals had been
submitted. In June the 27 projects selected for support were announced.
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Each project was to receive an amount up to but not exceeding $30,000,
and wes expeacted to find local financial rescurces to take care of 2d-

ditional expenses.

_ Beginning Reeding for the Disadvantaged

There is essentially no good controlled research on the relevance
of the general methods of i{eaching beginning reading to meeting the speci-
fic educational needs of culturally dissdventaged children.

According to Riessman, the disadvantaged person tends to have a
strong preference for traditional educotion in contrast to progressive
education, which he firmly rejects. "Certainly, it must be said, there
are & fair number of progressive-minded teackers who, in stressing vivid,
exaxmple-centered lessons, have been successful with deprived children.
But on the average, it is the old-style, strict, highly structured teacher
who appears to be most popular and effective with underprivileged chil-
dren. . . The traditionalist contributes structure, rules, discipline,
authority, rote, order, and strong externsl demands for achievement.”
(ll‘: p.72)

It was decided that the contrast suggested by Riessman, between
an approach emphasizing structure, rulas, rot~ and order, and one stress-
ing a "progressive" approach with smphasis on ego-building and enrichment
of experience and language, would provide the major comparison in the
study.

The Harvard-Carnegie and Columbia-Carnegie surveys have recently
revealed that the vast majority of first-grade teachers in thic country
teach reading with a series of basal resders; the percentage doing so
runs well over 90 (3,4). Accordingly, no defense needs to be made of the
inclusion of the use of basal readers in a research study on begimming
reading. As was pointed out in Chepter I, our original intention was to
utilize a new serics of basal resders written specifically for use with
non-white disadvantaged children. However, delays in the publication of
that series made it necsssary to switch to standard basal resders at al-
most the last »cgent.

The superintendent of achools of Washington, D. C., & city with &
very high proportion of Negro children in its public achools, has come
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out very strongly for a skills-centered approach. As described by Hen-
sen in The Amidon Elementary School (8}, the beginning reading method
is a combination of btasal reeders with systematic teaching utilizing
the Phonovisual method, 2 published phonic system. The Phonovisual
teaching takes place in a separate period each day, and the teacher is
instructed to disregard the word-attack lessons in the manuals for the
basal readers. At the time the variables for the present study were
being selected, information was received thai this combination had been
adopted city-wide in Washington, D. C., and tharefore it seemed reason-
able to select this as a second skills-centered methud of instruction.
While many other methods stressing skills teaching were available, this
particular one was the only one for which ws were able to find evidence
of large-scale tryout with disadvantaged chiidren.

‘The Language-Experience Approach has been used in various forms
since at least as early as the 1890's (11). It has been described in
detail in & recent bock by Lee and Allen (12). A variation of this
method is described by Ashton-Warner in the books Spinster and Teacher
(1,2). Miss Ashton-Warner's experience had been in the teaching of young
Mpori children in New Zealand. Her descriptions of the Maori children
and their behavior in school showed meny resemblances to the behavior of
disadvantaged non-white children an urban schools in the United States.

The teachers assigned 4o the Language-Experience Approach were encouraged
to read the books vy Lee and Allen and Ashion-Warner, and were given mimeo-
graphed excerpts of scme of the most significant vassages in those books.

A project in the utilization of audio-visuael aids in primary grade
clagses had beea conducted under the auspices of the Bureau of Audio-Visuel
Instruction of the New York City schools. Informal evaluvation of the re-
sults obteined had been quite favorable, and thc director of BAVI expressed
a strong interest in further exploration of the possibilities in the utili-
zation of audio-visual procedures in beginning reading instruction. Ac-
cordingly, it was decided that one-bnlf of the teachers in the Language-
Experience Approach would be given ‘special supplementary audio-visual
equirment and suppiies, and would be taught how to utilize this equipment
by a consultant assigned by the Bureau of Audio-Visual Instruction.

In addition to successful local informel tryout, the use of film-
strips as a way of enriching experience and making reading easier has been
supported by the research of Witty (17). The use of film-strips perticularly
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to reinforce the first-grade program has also been strongly advocated
by ¥cCracken (13).

1.

2.
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Caapter III

PROCEDURES

The Schools

Selection of Schools

The purpose of the CRAFT study, nsmely tue determination of the
relative effectiveness of various methods in teaching first-grade Negro
disadvantaged urban children to read, necessitated setting down speci-
fic criteria for selection of schools. These criieria, established at
meetings of the Project Advisory Board on March 12, and later revised,
were formalized in the following list:

1. A Special Service school.’
2. Minimally 85% non-white population in first grade. f
5. A ajnimue of five classes and a maximum ~* nine classes in
the first grade.
L. Assurance of full cooperation from the district superintend-
ent and the school principals.
5. Williugness of at least four first-grade teachers to take

part ia the study.

Schools fitting these criteria appesred to be concentrated in
five school districts: two in the central Harlem section of Manhattan,
two in the Bedford-Stuyvesant section of Brooklyn, and one in the South
Japaica section of Queens.

The final selection included 11 schools which fitted the cri-
teria completely and aniy one, School I (See Table 1), which was not

! Destgnation of Special Service Schools, based cn established
practice, involved evaluation by a cosmittee of assistant superintend-
ents according to five criteria (weighted 1o make a total of 100):

1. Average reading grade.
2. Per cent of pupils on free lunch.

3. Pupil mobility.
. Per cent of pupils with language handicaps.
5. Yer cent of teachers on permanent license.

I.Q., previously a criterion, did not enter the comsideration during
the year 1964.55,
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1isted as & Special Service school. The presence in this aschool of & f
considersble mmber of foster children justified considering many of i
its pupils "disadvantaged.” Nevertheless School I was the leest dis-
advaptaged of the schools.

In order to protect the anonymity of the schools, a letter code
will be substituted throughcut this report for school designations.

In the schools thus selected, culfural and economic deprivation
hsd resulted in depressed reading scores, with a lag of one-half year j
o0 over & year in each school by the end of the third grade. Table 1 |
provides the mean reading achie rement scores in Word Knowledge and
Cosprehension near the emd of the third grade on the most recemt citye
wide survey availsble vhen the selection was being mede.

TABIE 1
THIRD GRADE METROPOLITAK READING TEST MEDIAN SCORES

School Word Knowledge Comprehension
A 3.1 3.3
B 2.7 2.8
c 2.5 2.6
D 2.8 3.0
E 2.7 2.7
F 2.9 2.9
G 2.8 2.9
H 2.6 2.
I 3¢5 3.4
J 3.1 3.2
X 2.8 3.0
L 33 3.3

Although considerable differences were apperent among the schools
in the project, all werz facel with the problem of reading retardation
associated with deprivation in ghetto areaz.

Tha population selected to participate in the CRAFT project was
1imited to low socio-ecoromic Negro ghstto areas in Harlem, Bedford-
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Stuyvesant, and South Jamaica. Table 2 indicates the median income and
pvedian education of each school neighborhood, as extrscted from the 1960
Census Tract data. It is evident that there is a considerable range in
both income and education, with 8chool I again the highest.

TABLE 2

MEDIAN INCOME AND EDUCATION FOR CENSUS TRACTS
IN VHICH THE SCHOOLS ARE LOCATED

School Medien Annual Income Median Education Attained
A $3,576 10.2
B 3,147 9.0
C 3,335 8.9
D 3)731 807
F 1,980 8.8
¥ 3,918 9.1
G 4,328 8.6
H 4,040 9.0
I 7,035 11.5
J 3, Tk 9.0
K h,976 9.1
L le 975 9.4

Assignment of Methods to Schools and Classes

Fach of the twalwve schools was $9 have four classea in the Jeet,
two in one of the language-Experionce muthods ané two in one of the Skills-
Centered methods, a total of 48 classes. The possible combinations of
methods were: Language-Expsrience with Phaonovisual; Language-Experience
with Basal Reader; Audio-Vismal with Phorovisual; and Audio-Visual with
Basal Reader. Each method would be present in 12 classes, two in each
of six Cchools.




e v < —————————

*gpoygam Jad smoox
~-888TD 2T JO TB8303 B JUIYBW ‘8pouss™ OM3 JO Y083 03 DIUITEss 8988370 oMY DBy TOOUdS yd¥y 830N

8y ¥ ¥ ¥ ¥ ¥ ¥ ¥ ¥ ¥ % ¥ ¥ SEBSVIO

o TVIOL
A X XX XX XX X XX AV Al
A XX XX XX XX XX X | a1 1T
21 XX XX XX XX p'e’d X | B I
21 XX XX p'e’¢ XX XX XX i I
STSSVIO T b r I H ) d a a 0 € V | SAOHLHH
TVIOL S I00H08

i 2o UL P,

ST00HDS OL SUOHIHN JO INZHHDISSY
¢ VL

- A A L Y

P AT A G A A\ W B




= e .

16

Thz need for random assignment was explained to the principals
end accepted by them. At a meeting in May, 1964, each of the reading
ccnsultants drew lots for the pair of variebles for each school in her
district. At a subsequent meeting of tue first-grade teachers in June,
1964, trhe four teachers in each school drew lois for assignmzat to one
or the other of the two variables in thet school. Thus the variables
were assigned to schools; and to teachers within each school, by 2 ran-
domized procedurs. These assigrments are shown in Table 3.

Pupil Agsigmment to Variables

Information obtained from the Advisory Committee and from the
school principsls indicated that all of the schools had previously em-
ployed some form of ability grouping in the first grade. The kinCer-
garten children were rated by their teachers and thege ratings were uged
to place them in a number of "homogeneous" classes. Children entering
in Septeaber without kindergarten experience were usually placed in other
classes, which were expected to make slower progress.

At planning meetings with the principals, the research need for
randemizing the assignment of pupils to variables was stressed, and the
principals agreed to forego ability grouping in the project classes.
Their request to set up separate classes for kindergartners and non-
kindergartners was adopted in the schools where each of the two variables
cld bave two classes of kindergartners and two classes of children
withcut kindergarten experience. Since the latter children usually did
not register for scheol until September, special planning was nscessary
%o insure rsndom assigmment of the non-kindergarten children to classes.

Tne vian was to assign pupils to classes from the entire kinder-

rten zopulaiion within each school by means of a table of rendem mum=
bers. Any to of these randomized classes could then be included in
the CRAFY project 8x the two with kindergarten experience. The children
vithout rinderzar.en experience would be aszigned to other classes, also
by & %able of random rumbers, as they registered for the first grade,
o.d 2zy two of these non-kindergarten classes could be uged to complete
tue contingent of four CRAFT classes. One kindergarten class and one
non-kirndergarten class were to be assigned to each of the two variables
cperating in the school. A sufficient mmber of children vith and without
kiadergarten experience was availsble in eight schools to accosmodate

the kindergarien-no zindergarten dichotomy; in four schools, this
dichotomy w2e not feasidle.

* :
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Because 1t was well into June before the CRAFT research staff
could begin its work, preliminary class assignments bed alresdy been |
made in most of the schools. The CRAFT Plan necessitated reorganization
of the classes coming from the kindergartens. At meetings held with the
principals and district superintendents, some cbjections were raised. !
Flans adapted to the special situations in specific schools, but main- |
taining the principle of random assignment between the two variables
in the school, were worked out in consultation with Dr. Denald Medley.
l. In Schocls A and B, every seventh name on the kindergarten
list was assigned to CRAFT classes.
2. Schools C, D, E, F and H sent their total kindergarten re-
gisters to our office and we assigned them according to-a
table of random numbers.
3. School G siphoned off two "top" classes and then, by a head-
tails procedure, assigned the remaining children to the two
essigned variables. This school was the only one where ran-
domization from the whole population was not effectively
controlled by the research staff,
4. School C placed 20 of their slowest pupils (as subjectively
rated by kindergarten teachers) into-a separate class before
sending the rest of the names to the researsh office for rane-
domization.
. The principals of Schools I, Jy K and L felt that because of
the Ligh degree of mobility in their districts, it would be
preferable to assign the classes randomly in September. None
of these schools expected to have enough children without
kindergarten experience to provide two full nen-K classes.
Thus, these four schools did not have the kindergarten, non-
kindergarten dichotomy; children with and without kindergarten
experience were randamized into the classes from the total
population of the first grade in September.
6. The principal of School I, the only non-Special Services school
in the project, was permitted to siphon off two classes from the
top of his kindergarten distribution. It was expected that the
remaining children would more closely resemble the population
in the other schools in the project.
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Kunber of ils X
The original number of children in the 438 classrooms at the
start of school, September, 1964, was approximetely 1,700. By October 19th,
when the pretests were completed, the number was reduced to 1,378, both
by trensfer to other schools and by dispersal to new classrooms. By post-
test time, the first week in June, 1965, a 17.2% loss (237 pupils) brought
the experimental population down to 1,1kl who took both pretests and post-
tests.
Class Size
The planners of this project felt that the results should be gen-
eralizable to comparable schools in New York City and other urban centers,
and that it was vetter to have the participating classes representative '
of the current situation in the participating schools than to set them
up in as ideal a fashion a2s possible. With regard to class size, the
classes were to be of the seme size as the other first-grade classes in
their schools. As experimental children left the school, thelr places
were filled in the same manner as vacancies in the ron-experimental

~

classes.

The size of classes in some of the schools--over 30 children in
most schools, and over 35 for part of the year in some schools--was a
surprise and a disappointment to the research staff. It had been ex-
pected that most classes would have fewer than 30 children. Keverthe-
less the principle of not meking the project clesses smalier than the
other first-grade classes in the same school was maixtained.

Although there wes some variation in class size among schools,
the classes assigned to the ‘wo variables within a school were kept
spproximately equal. While the nunber cof experimental children
varied from class to class by the close of ihe posttest program, the
classes were kept up to size by adding aewcomers to £ill vacancies.
For this reason the number of experimental pupils per class is not a
true neasure of class size. The differsnce vetween experimental and
instructional class size is a measure of msbpility of the pupil populsie
tions.

Tablz & shows the mmber of children who completed the pretests,
the nurber vho tock both pretests and final tests, and the number who
left the school between the two testings. The mumber lost fluctuated

p:‘”'”iﬂiamwww‘:v-ur e
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from school to zchool, but on the whole was considersbly mmaller than
we had anticipated, with & i7.2% loss overall. The Manhattan popula-
tion had the largest loss (25%) and Queens the least (12.8%), with
Brooklyn in betwaen. '

TABLE &
PUPIL IOSS BY SCHOOLS AMD BOROUGHS

wm

Fusbzr of Children

School Prebost Posttest ~Toss

A 122 89 33

B 110 84 26

C 110 90 20

D 101 80 21

E 99 8o 19

F 126 102 2l

G 102 88 11

H 115 . 102 13

T 137 114 23

J 1% 98 16

K 119 105 14

L 123 109 1}

Total 1,373 1,141 237
Per cent of loss:  Queens 12.%
Brooklyn 17.0%
Manhattan 25.4%
Total 17.2%

Classes with Four-Hour Deys

One of the irrelevant factors that could influence the results,
and that was not subject to experimental control, was the fact that in
some schools of New York City overcrowding requires that certain grades
have zplit sessions (two sessions of four hours each) » instead of the
full five-hour day consisting of & three-hour morning session, lunch
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period, and a two-bour gfternoon session. Because population shifts
in the dissdvantaged neighborhoods in which the project schools were
located are sometimes unpredictable, several of the principals were
urabl> to inform the research staff in the Spring of 1964 vhether
their first grades in 1964-65 would be on four-hour or five=licur days.
Since there were noct enough extie schools which met the selection cri-
teria and were lscated within the chosen districts to replace all of
the doubtful sciiocls, it was decided to keep those sclicols in the
study.

It turned out that three of the twelve schools had their first-
grade classes on four-hour days. The CRAFT classes in these schools
all were in the morning shift. In each school, two classes were in
one of the language-Experience variables and the other two were in one
of the Skills-Centered variables. Three of the four variables had
" some four-hour classes; one did not.

It will, therefore, be necessary in the analysis of res:its
to check on whether achievement in the three four-honr schools wes af-
fected by the shortened school day, and if necessary to control for
this factor statistically.

The Pupils

Pretest Scores of CRAFT Children
Pretest measures were analyzed to ascertain the readiness of
the CRAFT children in comparison with the general population. Percen-
tile ranks of the means of the readiness subtest scores were computed.
Table 5 shows the Means, and the Percentile Rank of the Means,
according to test norms,




ZABLE 5

HEARS, MEAN PERCENTILE RANK, AND S74ARDARD DEVIATIONS
O READING READINESS SUBTEST SCORES OF THE
CRAFT CHILDREN, OCTOLZR, 1964

Test Means Ra:i"g;“;::; . 5D
Hurplw -Durrell Phs amal 9,200 1 8.580
Murphy-Durreil Cap + Low- 18.971 23 15,549
mzz&qr-nurrell-cgpl 10.369 20 8.858
Murphy-Durrell-Low: 8.272 23 7.218
Murphy-Durrell Learning Rate  7.%392 b 482
Metropolitan Word Meaning 5,043 1% 2,308
Netropolitan Listening 6,585 20° 2,655

lDue to errors of administration, the scores cn tne:ze subtests
were invelidated for some entire classes.

QEstmrbed by using arcas under the normal curve and the wmeans
and standard deviations given for the subtests.

Analysis of this data indicetes that the mean pretest scores of
children in the CRAFT Projact ranged between the first ané 34th per-
centiles nccording tc test norms. Ir asuditorv discrimination of
phonemes, knowledge of letter names, and comprehengion of word aud
phrsae weanings orally presented, the CRAFT children eall ciustered
in the lowest quartile, with partisular depression in the Phonsmes
test, IS seems highly significant that the meen score in the Fhonemes
subtest ranked at only the firzt percentile scconiing to the test norms.
The higher mean score {Jltn perceatile} in Lesrning Bate indicstes po-
tential learning ability considersbly above the atizined development
of the pupils in the perceptual, conceptusl; and langusgs modslities.

Preschool Experience

The amount of preschool experience of the CRAFYL children iz
shown in Table 6.




No K or Pre-K 21-100 Full Kindergarten

Vsriable Experience alf Days Kindergarten Plus

No. % No. % No. 4 Ro. %
I. B.R. 101 34 .8 17 5.86 162 55.9 9 3.10
II. PH. 85 21 L 8 2.82 118 62.9 7 2.47
III. L.E. 86 29.9 5 1.74 189 65.6 8 2.78
Iv. L.E.-A.V. 86 30.9 15 5.0 166 59.7 11 3,96
Tctals 362 21.88 45 3,96 695 61.0 35 3,08

The large proportion of children who had no kindergarten or pre-
kindergarten experience of any kind (31.88%) or a minimal amount of pre-
first-grade experience (3.96%), adds to the general picture of cultural
deprivation of the CRAFT population, considering that free public kinder-
gartens were available to all. About two-thirds of the children had had
fm11 kindergarten, or kindergarten plus other preschool experience. The
differences among the four verisbles were small and not significant.

The Teachers

Selection of Teachers
The orientation of the research staif towerd the selection of
teachers was that: (1) it was desirable to have & representative sample

of the totai teacher population of the city as regards age, number of
years of experience, education, effectiveness, etc.; (2) it was desirable
to have participation in the project voluntary rather than mandatory or
pressured; anc (3) assignment of teachers to teaching methods would be on
a random or chance basis.

V¥ithin each of the schools selected, the principal was asked to
enlist four volunteer first-grade teachers for the project. It was anti-
cipated that pecple who voluntarily undertook to work in a research pro-
ject would be flexible and willing to change their ways of teaching to
suit the assigned variable. Ea.. teacher was to be peid $200 for the
substential emount of after-school time that participation would involve.
Tnis eased the recruitment problem considerably. Ease of recruitment

into the project veried from school to schcol, and in several schools,
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changes were mede even after the first training session in June. (me
school chenged its entire roster of project teachers as late as Septem-
ber, 1964.

Teacher Characteristics

The 48 teachers who finally made up the roster varied in age,
total number of years of experience, number of years of first-grade ex-
perience, educational level, and prior approaches to reading toward the
experimental methods proposed in the CRAFT project. The large varia-
tion is showm in the following tables.

TABLE, 7

AGE, TOTAL TEACHING EXPERIENCE, AND FIRST-GRADE TEACHING
EXPERIENCE OF THE CRAFT TEACHERS

— —
Range Median Mode Mean S.D.
Age (years) 21-66 27.0 2l .0 35.2 12.7
Total number years
Total number years
first-grade teach-
irlg eh—pero 0.29 2.0 1.0 3.83 5 022

Despite the wide range of age and years of teaching experience
as indicated in Table 7, CRAFT teachers tended on the whole to be young
and inexperienced, as shown by the median age of 27 and the modal age of
2, the median of 4.5 years of teaching experience snd the modal number
of 1.0 yea. teaching experience. Ten teachers had had only one year's
experience, two were first-year teachers, while three had 30 or more
years of experience.

After random assignment of teachers to the four variables, the
comparisons among the four groups of twelve teachers each are shown in
Tables 8, 9, and 10. Table 8 shows the results for Age; Table 9, fox
Total Years of Teaching; Table 10, for Years of First-Grade Teaching.
In 21l of these there was wide variabilicy within each group. The dif-

ferences in means between the groups, however, are not significantly

different, according to one-way analyses of‘variance (Tavle 8, F = 0.82;
Table 9, > = 1.07; Table 10, F = 1.10).
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TABIE 8

MEANS, MEDIAKS, STARDARD DEVIATIONS, ARD RANGES
OF AGE OF TEACHERS BY VARIABLE

Variable N Mean Median S.D. Jenge
I. B.R. 12 31.42 4.5 13 .24 21-57
II. PH. 12 35.08 25.5 15.h2 21-59
I1I. L.E. 12 40.17 40.5 13 .46 2358
IV. A.V. 12 34 .25 26.5 15.89 21-66
Totals L8 35.23 27.0 12.74 21-66
TABIE 9
MEANS, MEDIANS, STANDARD DEVIATIONS, AND RANGES
FOR TOTAL YEARS OF TEACHING EXPERIENCE
BY VARIABLE
Variable N Mean Median S.D. Range
I. B.R. 12 2 83 2.5 3.10 1-9
II. DH. 12 8.5% 5.0 9.63 0-30
III. L.E. 12 9.25 5.0 9.25 1-30
IV. A.V. 12 10.25 5.0 13.10 0-40
Totals 48 T7.92 4.5 9.62 0=40
TABLE 10
MEANS, MEDIANS, STANDARD DEVIATIONS, AND RANGES
FOR YEARS OF FIRST-GRADE TEACHING EXPERIEKCE

BY VARIABIE

I. B.R. 12 2.17 2.0 1.32 1-k
II. PH. 12 2.83 1.5 3.2k 0-10
III. L.E. 12 3.8% 3.0 3.73 0-1k
IV AV, 12 5.92 .5 9.28 0-29
o Totals 48 3.69 2.0 5.22 0-29
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Educational level of Teechers
The educational level of the 8 paerticipsnts, presented in
Table 11, showed considerable variation, ranging from three who lacked
& bachelor's degree to four who had credit beyond a mastor's degree.
The majority had bachelors' degrees and some greduate work. The spread
in each variable is large.

TABIE 11

EDUCATIORAL LEVEL OF THE CRAFT TEACRERS IN EACH
OF FOUR VARIABLES

P

Variable B.A BA. BA.+ MA., M.A.+ Totel
I. B.R. 0 It 7

II. PH. 0 2 8

III. L.E. l 1 8

Iv. A.V. 2 3 5

All 4 Varisbles 3 10 28 3 L

For the purpose of measuring teacher practice at the beginning
of the project, the Teacher Inventory of Approaches to the Teaching of
Reading, prepared by the Reading Study Project Committee of the San Diego
County Department of Education, had been selected by the directors ia-
volved in the Cooperative Research Program. This questionnaire was ad-
uinistered to the CRAFT teachers as they enter:d the first session of the
training workshop in September, 196k,

Table 12 shows the scores of the CRAFT teachers on the three parts
of the Inventory: (1) Basic Approach, represented by the basal reader
method, used in Basal Reader and Phonovisual variables; (2) Language-
Experience Approach, represented by the beginning stages of reading in
our Language-Experience variables;and (3) Individualized Approach, repre-
sented by the later stages of reading in our Language-Experience variables.

The results shown in Table 12 indicate that as the CRAFT teachers
entered the project, they tended as a group to score significantly higher
on the Basic scale than on Langusge-Experience (p<.0l) and Individualized
scales (p<.05). There was an insignificant difference between the Language
Experience and Individualized mesns, both of which are aspects of the
Language-Experience variebles in the current project.

0 1 12 l
1 1 12
0 2 12
2 0 12
48
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MEANS ARD STANDARD DEVIATIONS OF 48 TEACHERS Off THE THREF
APPROACHES INCLUDED IN THE SAN DIEGO TEACHER INVENTORY
OF APPROACHES TO TEACHING OF READING

t

Approach Means 5. D. of differsnces o)

a) Basic h3.31 5.T7 (a,0) 2.08 < ,05
b) Individual 39.96 5.37 (v,¢) 79 NS,
¢) Language-Exp. 38.48 7.39 (ayc) 2.60 < .01

The San Diego Inventory does not provide scales to differentiate
between the two language-Experience variables or between the two Skills-
Centered variables of the CRAFT project., Teble 13 shows the scores for
the teachers assigned to Skills-Centered variables ag compared to those
of the teachers assigned to Language-Experience varisbles. In both
groups the Basic score was highest. The differences between the two
groups are small in comparison to the variabilities and are not statisti-
cally significant.

TABIE 13

ING S
FOR TEACHERS ASSIGNED TO IANGUAGE-EXPERIENCE

AND SKILIS~-CENTERED TEACHING METHODS

San Diego Secale Skills-Centered Iang .-Experience t

HMean S.D, Mean S.D.
Basic k.75 k.69 41.88 6.3 1.7% N.S.
Individualized 39,79 6.0 40.12 3,97 0.22 X.S.
Lang.-Expar, 36.92 7.90 40,0k 6.51 1.7 HW.S.

(N = 24) (N = 24)




The Program for the Year

r

Uniforn Reediness Period

The first 20 school days were plennad to be uniform for all
variables, and to be devoted to the development of reediness. This
Was necessary for seversl reasons. Several of the schools did not
have their firsi-grade classes crgernized until the end of September.
Mary of the children, especially the one-third who had not had any
kindergarten experience, needed basic training in classroom behavior.

At the all-day workshop session before school opened, the early

in disedvantaged children and provided specific suggestions sbout acti-
vities that would be appropriate in all classrooms during the uniform
readiness period. Further help in developing reading readiness acti-
vities was given in the weekly teecher workshop gessions.

Oral language was encouraged; reading and writing were not to
be started. Setting up routines was the focus of much oral communica-
tion. Rules were established for use of the block sia'f, the library
corner, the science corner, the painting area. Discussion elso engen-
dered much interest in specific books, further browsing and picture
reading of a large number of trade picture books. Favorite stories
and nursery rhymes were dramatized; using puppets and flannelboerd.

Telk centered around the neighborhood, and walking trips were ayrranged
to different kinds of stores, public libraries, police stations and

fire stations. Auditory discrimination was developed by e variety of
listening activities oriented to science, music and language content.

The use of colored materia¥s, picture puzzles, cte. gave practice in
visual discrimination, enriched concepts and stimulated verbalizstion.
During this non-reeding but very verbel resdiness period, development

of skills was limited to realia; no rexogrsphed sheets or readiness books
were permitted. Telephones, records, radios, megnets, trucks and numer-

ous other objecis were used to enhance both conceptualization and ver-
balization.

childhood consultant dizcussed the importance of developing readiness
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The Pretesting Program
The pretesting progrex could not adhere completely to that de-

cided upon for all ccopersting projects, because the Board of Education
nad prohibited the use of group intelligence tests such as the Pintaer-
Cunninghem. In addition, the difficulty of some of the tests and the
length of the total pretest progrem dirmayed the consultants, who strong-
ly urged a briefer battery. In order to provide adequately for compari-
sons both between variables in this study and between this project and
other first-grade studies in the Cooperative Research Program, a slighte
1y reduced pretest program was carried out. It included the following:

Murphy-Durrell Diagnostic ReadIng Readiness Test (Experimental Form)

Pnonemes
letter Names - Capitals

Thurstone Pattern COM

Thurstone Identical Forms

Metropolitan Readiness Tests
Word Meaning
Listenins

Scheduling of the testing program was & complicated process. In
twelve schools, in three widely separate parts of the city, tests had to
be administercd almost simultaneously to 48 classes, each of which was
divided into two groups for testing. Each of these 96 groups was given
elght tests, in four sessions.

To equalize variations in examiner skill between the two major
approaches and to have the tests administered by persons whom the chil-
dren were beginning to know, each of the foff classroom teachers ina
school was ¢rained to give the tests that comprised one session. She
gave these tests to all four classes {8 grouns). Each teacher was as-
signed a - coctor-observer, who was either a member of the CRAFT research
staff, one of the fivr * consultants or a special teacher without a
home-xrn~zn assignment . . e school's faculty.

The pretest administration took from October 1 througi October 8,
1964. During this period, when the children were not taking tests, the
teachers continued with the readiness program. Make-up tests were

Letter Rames - ILower Case
Learning Rate
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scheduled for October 15 to 27. Hany children who had missed some of
the subtests completed the testing durlng this period.

The testing period was a trying one for pupils, teachers and
school administrators. The puplls had never been tested before, found
it nard to understand and follow directions, and found the tests quite
difficult and frustrating. School administrators worked with the re-
gsearch staff on scheduling the four testing teams with the eight pupil-
groups, and msking provisions for the four half-clusses not being tested
during each session. Occasional teacher absences complicated the sched-
uling problem. The teachers did not enjoy giving the same tests to eight
groups of children. As a result, morale in the schools dropped sharply
during the pretest program, and many complaints came to the research
staff.

When the tests were scored, it was discovered that a small number
of examiners had made errors in test administration which invalidated the
pupil scores on some of the tests. For example, the Murphy-Durrell test
of lower-case letters was completely overlooked in two schools. Another
error, discovered only in the scoring, was failure to direct pupils to
turn the page when a test was on more than one page. The research staff

decided not tn use scores on tests where the test blanks gave clear evi-
dence of faulty administration, cr the proctor-observers reported errors
in administration serious enough to invalldate the results.

The tests were scored by a crew of college student assistants
supervised by a research assistant, during the early part of the instruc-
tionsl period.

The Instructional Period

A1l teachers began their reading instruction on Cetober 19, 196k,
and continued for 140 school days to May 27, 1965. Details about the
methodology employed by the teachers within each of the four varisvles
can be found in Chapter IV of this report.

Duridg this period,‘meetidgs of the consultants took place fre-
quently, at first weckly, then bi-monthly, to clarify their own under-
standing of the details of the four teaching methods; to plan uniform
workshop and supervisory activities; to solve problems in a uniform way;
aad to select appropriate books and materials for all four variables.
The inservice workshop continued through the instructional pericd, at
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first once évery week, later one secsion every two weeks. Aftar twelve
centralized sessions, inservice training sessions alternated between one
monthly city-wide meeting for each variable and one monthly district
meetlng, led by the district reading consultants. The CRAFT assistant
director mede 24 all-day school visits, and the reediug coordinators de-
vota minimally a half-day esch week to the four CRAFT teachers in each
of their CRAFT schools. Periodic meetings were held with the principals
and district superintendents.

The research staff was busy throughout the instructional period.
E>ch of four research assistants made two OScAR-R observations, about
two months apart, in each of the 48 classrooms.* The teacher logs were
checked and tabulated as they came in. Pretest scores were checked and
entered on code sheets for later data punching. Census reporis were
checked for data on the school neighborhoods. Provisions were made for
keeping track of the schools to which CRAFT children were being traas-
ferred. School arrangements and schedules for final testing were pre-
pared. Considerable time went into preparing a proposal for econtinu~
ing and replicating the study.

Final Testing Program

By agreement with the other first-grade reading projects in the
Cooperative Research Program, final testing of the CRAFT children was ’
scheduled to begin the day after the 140-day instructional period ended,
namely on May 28; it continued for five school days, ending on June &,
1965. Both group and individual tests were completed during this period;
makeups for absentees were arranged for the week of June 7 to 1l.

The group tests administered to all CRAFT children consisted of
five subtests of the Stanford Achievement Test Primary Battery I: Word
Reading, Paragraph Meaning, Vocabulary, Spelling, and Word Study; and
the San Diego Inventory of Reading Attitude.

Individual tests were administered to a randomly selected group
of four children in each CRAFT class, a total of 192 children: Gilmore
Oral Reading Test, Fry Word Recognition List, Gates Word Recognition
List, Karlsen Word Recognition List. These tests were administered by
2 the distriet reading consultent %o the sixteen children in each school.
: In addition, two writing samples were elicited, one restricted
to a stimulus established for all federal projects and the other stimulus

¥ For a description of OScAR-R and its use, see pp. 35 ff.
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unique to our project. Both writing samples were administered in ciass
groups, to approximate the conditions for writing to which the children
were accustamed. Exact instructions for administering the writing sam-
ples were distributed ‘o the teachers, in order to keep variation down
to a minimum. A copy of these instructions can be found in Appendix
Only the compositions of the children tested individually were scored.

Scoring the writing samples presented a considerable number of
probiems. Of particular interest was the problem presented by the three
scores required by the Cooperative Research Program: (1) the Mechanics
Ratio Scale which resulted from computation of errors in punctuation,
capitalization and paragraphing; (2) the total number of words spelled
correctly; and (3) the total number of rumning words. According to this
procedure; & child who had written a series of correctly spelled words
making no real sense would receive & higher score than a child who had
poured forth a creative piece, atrociously spelled. An attempt at sclv-
ing this problem was made by adding a "lucidity" or "ccherence" score
ranging from 1 to 3, resulting from the Judgment of three independent
scorers. Another problem resulted from the fact that the criteria set
down by the Cooperative Research Program included some skills which are
not taught in the first grade in New York City, for example, comma be-
fore quotation marks and indentation for paragraphing. Nevertheless,
CRAFT writing samples were scored as directed.

End of Year

The last inservice session of first-grade teachers was held on
June 7. This "party" was planned as an opportunity for motivating the
replication study and for consolidating knowledge about teaching method-
ology in each of the variables. A fairly extensive display of child-
produced materials was arranged. The major part of the meeting was de=
voted to a series of colored slides showing selected, characteristic
aspects of each method as developed in the CRAFT classrooms. These
photographs had been taken by the audio-visual consultant, according
to a planned 1list of scenes prepared at several consultents' meetings.
Every CRAFT class was represented in the slide series and the t~uchers
were delighted with the ccordinated view of their work.
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The closeness of the posttesting to the end of the school year
mode it difficult to complete the scoring, checking, recording, and
punching of scores by the end of June. Accordingly one resgearch 2gsist-
ant was employed in July to complete {his stage of the work. The statis-
tical analysis and writing of tkis report occupled the Fall, 1965 semester.

Experimental Precoutions

Avoldance of Hawthorne Effect
Although one of the four methods of instruction--the Basal Reader
method--ca; ¢ closest to the way most of the teachers had been teaching
reading, strong efforts were made {0 &void giving the teachers in that
" varisble the idee that they were in e "control" group while the other
methods were “experimental." Some of the precautions taken were: (1) all
four methods were called "experimental"--the term "control group” was
never used; (2) similar training programs were set up for all four vari-
abies; (3) similar programs of visitetion and consultation by the consulte
~ ants were set up for all four variables; (4) meetings which brought the
teachers in the four varisbles together were included in the training
program, as well as meetings by variables.
As a matter of fact, it was discovered that the Basal Reader method
was partially new for the teachers assigned to it. Most of them had pre-
viously used a combination approach in which they used experience stories

and language-experience procedures until & substantial part of the pre-
primer vocabulepy had been learned, and then started the preprimers. Some
of them had not paid much attention to the teachers' manuals--some had not
even been supplied with manuals in the past. Several had never used the
workbooks which were part of the basal reader series. Most of them had
paid little or no attention to the suggestions for enrichment activities
which were generally placed near the end of each lesson plan in the
menual., So, for all of the teachers in this variable, teaching from the
beginning of the first preprimer with close attention to the menuval lesson
plens, and utilizing the workbooks systematically, was at least partially
a new method.
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Despite these efforts, it became evident that the Audio-Visual
end Phonovisual variasbles seemed to the teachers and principals to have
mors "gla~mor™ then the other two variables. These were the two vari-
ables that received considerable amount of new equipment and supplies
and special instruction in the use of these additions. There is some
doubt; therefore, thai the efforts to eliminate Hawthorne Effect were
completely successful.,

Equalization of Time: Teacher Logs

The research staff considered it of utmost importance that time
spent in teaching by the four experimenial methods be equalized, in
order to eliminate & scurce of comsiderahle uncontrolled varisnce. A
Daily Teacher log (see Appendix ) was therefore designed to record
total time spent on discussion, listening, reading and writing in Socisl
Studies and Science ac well as in the Language Arts. The total time
allotted to this combination was estabiished as three hours a day for
the 9 five-hour schools and 2-1/2 hours & day in the 3 four-hour schools.

For teachers in the two Skills-Centered variables {Basal Reader
and Phonovisual), the following use of time was rsquested:

5 Hours 4 Hours

Language Arts - Total 120 min. 100 min,
Reeding {3/4) oc * ™ "
Other Tangusge Arts (1/b) 3 " 25 "
Social Studies 3 " 25 "

Science =na Fealth 30 * 25 "

Totsl 180 min. 350 min.

The teachers in the language-Experience variables with and without
Audio-Visual supplementation, were asked to devote the same toizl time
to the combination of Ianguage Arts, Social Studies, and Science as the
teachers 1. the Skills-Centered variables. Since, however, integration
and’ mitual reinforcement of the language arts {listening, speaking, read-
ing, and writing) was & basic concept of the language-experience approach,
the balance of time between resding and the other language arts was left
flexible.

Concerning audic-visual experiences, it was pointed out that these

experiences are planned as part of the instructicnal psogran of lLanguage
Arts, Social Studies or Science. They should, therefore, be included ir
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the tixe sllotment unless speeifically outside of the experizental vari-
able, e. g., aritheetic.

When trips were made. time spent in prevaratior before the trip
and in discussion and follon~up sctivities were counted in the relovant
curriculum ares, but time spent outside the clessrcon wae not comted. '
Rumber of Logs

Teacher Logs vere recorded every day in November and December,
At this point, the number of logs wee raduced to five consecutive days &
wonth, for two reasons: (1) the teachers cxpressed some resentment
againat recording every day; (2) the research staff Judged ‘hat five o
month would be adequate for the necessary statistical analysis concesn-

ing equalization of time. The teachers coatinued to submit logs through
the month of May.

Of all the extra jobs that teachers in the project had to do,
the cne to which they objecied most wes keeping tihe log. After listen-
ing to tuneir complaints, the log-keeping was cut to ore week each month,

for five months, starting with January. Most of the teachers dutifully
filled out the logs.

Format of the log

The following activities were included in the log:
Reading Activities:

Basal Reader Activity, Experience Chart, Sight Word Mrill,
Phonic Activity, Other Reading Activities (Specify)
, Suprortive Activities:

Story telling or reading (by teacher), Discussion, Writing,
Audio-Visusl activity, A-V with intermittent discussion,
Dramatizaticn, Art work with reeding, Other Langusge Aris
{Specify)

For Resal Reader and Phonovisuals:

Social Studies, Science

The curriculum areas of Yathematics, Music, Art, and Play A-ti-
vities were not ccunted in the project's time budget, even though some
of the time spent in them involved verbal communicatior. It was cssumed

“hat time spent in these areas would be fairly well equalized among the
variables ard would therefore cancel out.

..,
rETIETET
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Trere is, of course, no way to verify the factual accuracy of
the times entered by the teachers. On the other hand, the consultants
had many discassions with the teachers on the use of time, and made
many classroom visits. They found nothing to indicate that any teacher
was intentionally misrepresenting her use of time in the logs. The .og
seemed to be quite useful as a kind of personal feedback device which
kept the teacher aware of her use of time. Teachers who found that
they were using too little time, or too much, tended %o correct that
in later days of the same week,

Checking, totalling, and doing statisticel computations on the
log forms proved to be a very time-consuming activity, absorbing a large
amount of research assistant time. WNevertheless we believe that it was
a worthwhile device that helped the teachers to come closer to uniformity
in instructional time than they would have without it.

The OScAR=R

The presence on our staff of Donald M. Medley, who had been de=-
veloping objective ways of recording teacher tehavior for several years,l
was responsible for the development of a new observatiornal procedure
vhich he named OScAR-R (Observational Scale and Rating--Reading).

OScAR-R had a two-fold purpose: (1) io provide some record of
the degree to whicn teachers in the experiment implemented the variables
assigned to them; (2) to procure information about similarities and dif-
ferences in the behaviors of teachers assigned the same method. If such
behaviors should affect the rate at which pupils learn to read, this
information would be used in the analysis of the data to increase the
precision of the methods comparisons.

The schedulz had two sections, cne printed on the front and the
other on the back of a five-by-eight card. One side was called tae
"Static” section (OScAR Rs) and the other was called the "Dynamic" sec-
tion (OScAR Rd). The Static section was designed to yield a description
of the range and variety of activities and materials observed in the
classrocm, analogous to a ctill rhotograph. The Dynamiz section, which
focused on the verbal behavior of the teacher, was designed to yield a
description of the patiern of teacher statements and of the verbal inter-

changes between teacner and pupils. The categories into which beheviors

. iedley, Donald M., and Mitzel, Hsrold E., "Measuring Classroow Behavior
by Systematic Observation,” Cnapter 6 in Handbook of Research on Tesci~

0g, edited by N... Gage. Chicego: Rand McNally ond Co., 1803.
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were coded on both sldes were designed o lnvolve oaly sispis, noc-
evaluative discriminations which can be made by relatively unsophisticated
cbservers after & brief period of treining.

The basic unit of observation is & ten-minute pericd. During the
first three minutes, behaviors are coded on the Static side. During the

nexi o°ven minutes, behaviors are coded on the Dynamic side. Taree ten-
minute periods are included in each observation.

Visits were scheduled shead of tiw=, and teachers were requested
%o arrange their school days so thet a language arts lesson would be in
progress while the observer was in the clessroom.

Dr. Medley, with the assistance of Lou Hicks Smith, worked out
two sets of scoring keys intended to be useful in checking the degree to
which there were real differences among the four ve-~iables. One was a
set of a priori keyspbased on & knowledge of what materials the teachers
in each variable were supposed to be stressing. The other was & set of
“empirical" keys, based on enalysis of a fourth ten-minute set of observa-
tions. These keys were based on the three-minute "Static" part of the
observation.

The ®Dynamic" part of the record used a technique similar to those
employed in previous OScAR's. Teacher verbalizations were categorized
into "statements" and "interchanges.” Each of these had several sub-
categories which classified the remark as "meaningful" or "drill," and
rated its motivational quality. Whether the "Dynamic" scores would show
any relationship to pupil achievement was & subsidiary research question,
added to the original research aesign.

An observational schedule was planned in which each teacher was
to he visited twice by each of four research assistants, meking a total
of eight 30-minute observations per teacher. Although there were many
appcintments that had to be rescheduled, nesrily all of the planned obser-
vations were carried out.

Teacher reactions to these okservations were quite interesting.
The tesachers in genersl welcomed class visits by the consultents snd the
project's assistant director, who followed up their cbservations by dis-
cussions in which they both commented freely about good features of whai
they had observed and offered constructive suggestions about specific

arcas of weakvess, They rescted guite differently to the obscrvatious
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by the research assistants. They were bothered My the use of stop-
watchee, by the scribbling on a form they were not allocwed to inspect,
and most of all by the fact that they were never given any comzents by
the receerch agsistants.
Provisions for Attrition of Puplls and Teaehers

In schools like the twelve utilized in this study, & high rate
of pupil transiency is characteristic. 1In an attempt to insure that a
sufficiently lzrge population would complete the experimental program,
the number of pupils usuaelly considered sufficlent for reliasble results
vas augoented by more than 50 per cent. The project begen with over
350 pupils per teaching method.

Concern &sbout possible teacher turnover caused ueg to request
principels to give major attention to likelihood of staying for the
full year, when enlisting teachers. Since only 2 of 48 teachers left
the project before completion of final testing, this effort to minimize
teacher turnover was highly successful.

Effect of Teacher Experience with Method

It was anticipated that there would bve veriations in the amount
of familiarity teachers would have with the teaching method assigned to
them, and that the teachers in the ILanguage-Experience varlables wmight

take considerably longer to become competent in the specific mefhod of
teaching than the teachers in the Skills-Centered varisbles.

Accordingly, it was hoped from the start that an opportunity to
replicate the first-grade study would be found. It seemsa probable that
the teachers, in teaching a second class of first-grade pupils, would
more falrly show what the method can do when used by & teacher trained
for it and experienced ii i+.
Effect or Deleyzd Qutcomes

In the Skills-Centered veriables a specific, rostrictad reading
vocabulary is taugnt systematically and with considerable drill. In the
I2nguage~Experience variables major emphasis is placed on developiung
concepts and lenguzge facllity, wiih a substantislly sealler proporition
of the total program spent on specific reading skills.

it seemed remsonable o agsume that the long~-term effects of
these approxches might differ from the gaori-~-term effects. By the end

. the seccond and third grades the delayed effects as well as the imme-

diate effects should be appirent. Pardviculerly with ddssdventaged
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children, it sccaed important to chick on the dzlayed effects. Thus,
btefore the resulte of the present stuly were svailable, a request to
fellow the chilinen through two more yeore was made.

The CRAFT Project staff from “ue beginning believed that the
first-grade results wculd bs suggesiive but not conclusive, and that
both replication and follow~up studiez would be necossary before firnal
conclusions ¢could be drawm.

The Teaching Methods

A brief description of the four teaching variables was given in
Chapter I. It seems desirable to describe the teaching procedures in
greater deteil, and also to describe the program of iraining and super-
vigion that was earried on in & determined effort to get clasgsroom proce-
dures to coixform to the teaching methods as described. The training pio-
gram and the four teaching methods are descrived in Chapter IV.

%
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Chapter IV
THE TEACHIKRG METECDS

Tne Teacher Training Prograu

Teacher training within the project was accomplished in sever-
al ways: (1) by an inservice training workshop; (2) by treining with-
in schools by consultants; (3) by training via the assistant director
of CRAFT; and (4} by coordination through consultants and school admin-
istration.

Inservice Training Workshop

Sessions of the centralized inservice course started on June 18,
196k, when the tea ners from all three boroughs convened for the first
tine at a central location in Maphattan. After meeting as a total
group, the teachers met in four training groups, one for each teaching
method. The workshop resumed in September, After September 10, 1964,
when an all-day session was held, sessions were held on Mondays from
%-5:30 p.m. There were twelve city-wide sessions.

Starting in November, some of the training was shifted to dis-
trict workshops which were led by the district reading consultants
after centralized planning at CUNY. Time devoted to inservice train-
Ing remained equal for all variables.

Training Within School by Consultants

Equalization of training time tus not attempted within schools,
however. Reading consultants, who visited the CRAFT teachers in cless-
rooms in addition Vo meeting with them in groups, found that some
teachers required more help than others in mastering the teaching method.
In addition, the methods themselves were intrinsically unequel in new-
ness to the teachers end in volume of techniques and technology to learn.
The Audio~Visual veriable, for exsmple, required much instruction in the
use of machines, In addition, sudio-visual methodology related to

LT e
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reading was in & state of on-going development. The teachersz in the
4-V variable thus required the help of an additional consultent, who
was provided by the Bureau of Audio-Visual Instruction aad confined
his attention to A~V classrocms only. The Phonovisual =sthod, al- ,
though new to all of its teachers, was highly structured sud wes o
fourd to be relatively easy to learn. The Language-Experience teach-
ers, although not required to learn new technology, found the tech-
niques of that method difficult to master, and supervising them re- N
quired more time than supervising the teachers who followed the Basel $J
Reader manuals.

.\‘"

Training Acéivities of the Assistant Director of CRAFT

Starting October 30, 1964, the CRAFT coordinator spent & day
at each school in turn, meking the complete round twice during the
year. Arriving at the opening of the school day, she observed all _
four classes for one-half to three-quarters of an hour each. At a ‘
luncheon meeting with the four teachers (frequently with the prin- ‘\
cipal or assistent principal and reading consultant also) she dis-
cussed frankly and openly the degree of adherence to variables, as
well as teaching practices generally. In the afternoon, she either
filled in additional observations or carried on discussion with in-
dividual teachers or supervisors. The teachers appeared eager to ;:_
receive help, asked questions, and raised nichlems they had encountered. \

: Some of the problems which were “aken up during these day-long
training-observations are: (1) the terdency of some teachers to spend
time disciplining, in the expectation that children must sit still in N
order for learning to proceed; (2) the inadequate size of some of the g ;
jnstructional material: picturzs, flash cards, etc.; (3) the tendency

to ao whole-class teaching of @ nature “hatf, requires much of the class 7?{
gﬁ to 1listen, without anything to do; (4) the tendency to use workbooks ?5{
5; and other seatwork to keep children quiet rather than as meaningful .
o reinforcement of learning; (5) the need for kinesthetic reinforcement

of learninge.-~%lie teachers required much discussion before alloy-
ing the children to write immediately; (6) the need tor work in small =

sy groups; and (7) the need for individuelizing approaches.
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Problems raised by teachers at these sessions included the
following:
1. Some objected to the "readiness" period. The 20-day delay in
starting the teaching of reading had been responsible, they felt, for
loss of the opportune moment for enthusiasm for reading, resulting in
diminution of motivationto read.
2. Many teachers reached for precise instructions, wanted to be told
exactly what to do. This dependence on supervision varie? from teacher
to teacher and tended to diminish as assurance in the variable developed.
3. The length and rigor of the pretesting program upset many of the
teachers and caused some temporary alienation from the project.
L. In some of the schools, particularly those housed in new buildings,
teachers complained of lacking necessities for language-experience =
materials, toys, primer typewriters, even gemeral supplies. CRAFT pro-
vided sentence strips and experience-chart pads to supplement the
schoul supply of these materials.
5. In some schools, & full supply of basal resder materials was not
made available immediately; delays were experienced in obtaining work-
books and manuals.
6. Audio-visual veachers complained about delays in the receipt of
equipment and in instruction in its use.

Coordination Through Consultan$s and School Administration L

In order to adminlister the teacher training progrem svccess-
fully and with as little veriation as possibie, planning of the train-
ing techniques, philosophy and methodology had to be centralized.

This coordination was accomplished by means of freguznt meetings of ';ﬁ
the four reading consultanis, the audio-visuzl consuliant, the early -
childhood consultant, and the liaison elementary education censultant

at the headauarters of The City University. All-day plemning sessions x
were held weekly 2t first and later every other woek.

Afver plans for teascher training were set dows for all four
variables by this group, the resding consulients assumed & qual role:

(1) They meintained on-going help and supervision of thz CRAFT teachers 5
s ™ v : . z &

ithin thedir districts; and (2) Fach one becsme 2o “expert” io oug of ég

&
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the four variables, so that she could teach the other three consulg-
ants the intricate details of the method, prepare training materials,
and Jead the city-wide workshops for her particular method. The
reading consultant vho undertook to becomc expert in the A-V method

met monthly with the CRAFT coordinator and representatives of the
Bureau of Audio-Visuzl Instruction to explore improved ways of utilizing
A-V technology to teach reading.

The cooperation of school principals and thelr assistants as
well as of the superintendents of the districts in which CRAFT schools
were located was attively solicited, since it was important to the suc-
cess of the project. Periodic meetings of two kinds were heid with
this supervisory personnel: (2) Mrs. Helene Lloyd, the assistant super-
intendent in charge of Elementary Reading, convened city-wide
meetings of all administrative participants in CRAFT; and (2) The CRAFT
director and assistant director visited the district offices, vhere the
superintendent and his CRAFT principals; and often assistant principals,
would convene for discussion of CRAFT protlems. The assistant director,
when visiting schools, conferred with principals concerning the pro-
gress of CRAFT within each school. In eddition, minutes of a2ll consult-
ants' meetings were distributed to principals, assistant superintendents,
end actively participating Board of Educatioun personnel.

The Basal Reader Variable

In planning the details of the Basal Reader variable, the in-
tent was to help the teachers come as close as possible to the instruc-
tional practices intended by the authors and built into the reading
materials and teachers' manuals.

Materials

A typical basel reader series provides the following materials
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for the first grade:

s

one or more resdiness books {not used in CRAFT)

three preprimers (thin, soft-covered books)

o primer (first hexrd-cover bock)
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a first veader (second bard-cover book)

workbooks to accompany the preprimers, the primer, and
the {irst reeder

& teacher's manual for each book in the series

a set of cards or cardboard strips, each with & word,
phrase, or phonic element printed on it

There mey be additional materials, such as a review preprimer,
a supplementary primer, supplementary story bcoklets, correlated film-
strips, etc. For the CRAFT Project "complete materials" was defined
as including the preprimers, primer, first reader, workbooks, card set,
and manuals.

Most first-grade basal series c<n*er their sto:"ies arornd a
single femily, who live in a comfortebie, middle-class suburban en-
vironment. The CRAFT intention to use multi-ethnic, urban-centered
basic readers was defeated by the unavailability, in September, 196%,
of a complete first-grade multi-ethnic series. Three series (Scott,
ForZoman Basic Readers in six schools; Harper and Row "Alice and Jerry"
in four schools; Ginn Basic Readers in two schools) already available
in the schools were utiiized. In the opinion of CRAFT research staff
and reading consultants, these were sufficiently alike in content and

methodology that they could be considered to constitute a single teaching
variable,

Teaching Plen

A typical basal reader teaching plan contains the following
steps:
A. Preparing for the story
l. Motivation and arcusal of interest
2. Introduction &nd explenation of new concepts, ideas,
and meanings
5. Oral and visual presentation and preteaching of
new words
B. Gulded reading end rereading.

1. Supplying a motivating question for veading ahead




2. Silent reading to find the answer
5. Discussion of the answer
4. Oral rereading, to satisfy a variety of purposes
C. Developing specific reading skills
1. Word recognition drill
2. Training in auditory and visual perception
3. Phonics and other word identification skills;
part of this is teacher-led from specific plans
in the manual; part depends on use of the work-
‘ book
L. Exercises to develop specific comprehension skills
D. Enrichment
1. Dramatization or art work based on the story
2. Story-telling or story-reading by the teacher
5. Related musical selections
L. Picture and story books related to the theme of
the story for independent use by pupils
>. Poetry, jingles, and rhymes

Preliminary discussion with the BR teachers disclosed that
none of them had previously followed closely the lesson plans in the
menuals. Most had used experience stories before starting the first
preprimer. Some had never received copies of the manual and had de-
vised their own teaching plans. Some had rarely gone beyond the oral
rereading step, and had made little or no use of the menual suggestions
for developing specific reading skills, and the suggestions for enrich-
ment. Some had never taught in first grade previously.

In the workshop iu. BR teachers and in supervisory visits,
emphasis was placed on using the BR material as intended by the authors.
Por a1l of the BR teachers, except those who had never before taught in
first grade, this involved some departure from their previous teaching

procedures.,

The Phonovisnal V&riab{g

The Phonovisual Method is a step~by-step approsch to phonics

which can be used as a supplement %o any method of teaching reading.

The Washington, D. C, school disirict, which has beepn coping with the
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Problen of tesching large numbers of dissdvantaged childr-n,ked re-
ported considerabls success with the Phonovisual Method used as an sd-
Juret to the basal reader approsch, In the CRAFT Froject the Faocaovisual
Method was also uged with basal readers, &3 the second of the Skills~
Centered variables.

The Phonovisuval teachers were instructed to use the basal readers
for silent and oral reading. They were to follow the directions in the
meauals for prepare’ory activities, for guided silent and oral reading,
and for enrichment suggestions. The manual suggestions were to be
utilized for introduction of new vocubulary and concepts and for the
development of comprehension skills. However, the teachers were to omit
those parts of the manual lesson plans that involved the teaching of
phonic and structural analysis skills, and to use the Phonovisual method
instead.

There are three main steps in the Phonovisual method. First,
consonant sounds are teught in the initial position, with the rest of the
word indicated by a line, e.g., b . Each consonunt is associated with
& word, e.g., pig sound, wheel gound, fan sound. In the second stage,
initial and final consonant sounds are both treated, with the line
remaining to show the absence of the middie sound, e.g., b__t for beet.
Third, vowel sounds are inserted into the middle position, starting with
tl.e long ee sound, e.g., beet. Short vo.els are taught, returning to
the remaining long vowels as the Jast step. In this third step, 29 con-
sonant blends are taught bty asking how many sounds before the vowel snd
how many sounds after the vowel. Finally, the children asre taught %o
distinguish between "sound" words, which follow phonic rules, and "study"
words, which do not conform to rules alresuy learned.

The several workbooks provide veriety and repetition to 2mplify
teacher-led lessons. Writing is an integral part of the method. There
iz a good deal of writing of sounds from teacher dictation. For exautle,
at an early stage the teacher cays "Write the way pig begins, vheol Lepins,
fan begins. The teacher dictates a number of words beginning with the o scund,
¥h gound and f sound, and ashs “he pupils to write the sound with which
the word begins.

The materials supplied to the Phonovisua? teachers included:

I. Cne copy pex class

A consonant wall chert

A vowel well chaat
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L Consonant Flipstrips ) illustrated letter charts for use 3
Vowel Flipstrips ) &s flash cards or on flasnnelboard '

Pnonovisual Gamebooks for teacher use
Phonovisual Method Book (Schoolfield and Timberlake, 1963),

a teacher's manual
II. Material for each pupil: |

Fhonovisual Readiness Book {

Phonovisual Transition Book
Phonovisual Skill Builders (a set of the 26 letters of
alphabet)

Phonovisual Consonant Workbook ;

N NN s s A Y 7 S
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Phonovisual Vowel Workbook

Small reproductions of the consonent and vowel charts.
One of the CRAFT reading consultants spent five days in Wash~
‘ ington in July, 1964, attending a workshop on this method. When she
returned, she taught the other consultants, all of whom became pro-
ficient enough to supervise the Phonovisuai teachers in thei} dis=
tricts. However, the 12 centralized inservice training sessions were
led by the coasultant who had received the specialized training. A
Phonovisual motion picture, showing the method in use in an experi-
mental school, was utilized in these training procedures.

e g
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i The Language-Experience Variable

E Since the Language-Experience teachers had much to learn in :
: conniction with both the theory and the practice of this approach, !
§ there was a lapse of time before some of them became effective in |
? this variable. The concept of oral communication leading to written
? composition which was to be used as basic reading material appeared

L e T

to be difficult for them to put into practice. The idea of speech

yritten down as the basis for reading had to be mastered by the B
teachers before they could use this approach in the classroom. After .
they had mastered this technique in connection with short captions : .

for drawings, paintings, and other original class productions, they %
had to learn first to produce single experience stories and then to progress

i
|
|
|
!
§
. gh to a sequence of experience stories reproduced in book form for the
3
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children to read. The time it took to become an effective Ilanguege-
Experience teacher varied greatly according to the flexibility of the
teacher.
& ‘ Teachers were encouraged to start with individual words, and
to move to phrases, sentences, whole charts, ard finally %o conlete
¢ consecutive stories. Some few teachers moved comfortably and flexibly
; within the size range of lenguage units without this sequential ap-
’ proach.

The very idea of what constituted an experience presented a
problem, since many teachers had the notion that experience charts

stem only from trip experiences.
The following sources of children's oral p.uduction of language,
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to be written down and used as a basis for reading, were stressed as

experiences:

A 20 8, P

1. Individual verbal productions ,
(2) Telling about realia brought into classroom to share with
classmates
(b) Relating of personal experiences which had occurred at home

B L o b s S iy VRPN ST
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and on the street

. ot e a et v

(¢) Talking of hopes, aspirations, problems, reactions

P A

(d) Extemporaneous verbalization among cnildren while by them- :

selves ; ;
(e) Words elicited as important to the child, words "1'd like % |
! to read and write." i
% (f) Telling the teachers about art production: painting, draw- ?
g ing, clay work, etc.; intensely personal "free" art expres- : N
i sions, or group production about e "core' subject ? )

2. Group verbal productions

% (a) Planning for class experi~nics %
(b) Recalling and evaluating class experiences, fram visits within g
the school building to long trips %
{¢) Discussing books, science experiments, social studies learn-~ ;
) ing

- (d) Discussing intra-group, inter-personal problems, arguments,

~

ways of behaving, etc.
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(e) Discussing stories read to the pupils, heard on records
or tape, or seen on filmstrips
(£) Discussing helidays and seasons of the year
(g) Discussing class pets and class plants, their care and
characteristics
(h) Plenning classroom routines and assignments
(1) Birthday parties
(1) _Planning welks in the immediate neighborhood, discussing
the differences in what one sees during the four seasons
on the same block
After the ianguage-Experience teachers had mastered the idea
of how to translate experiences into language and then into reading
meterials, observing the world around them so thet they could teach
the children to verbalize about their total environment, methods of
teaching reading from these experiences had to te taught in detail.
Teachers requested specific suggestions for ways of developing sight
vocabulery and word analysis skills, both phonic and structural.
They needed help particularly in providing for repetition and rein-
forcement of learning, since they had heretofore depended heavily on
the repetition provided in the basal readers to which they were ac-
customed. Many devices were created, such a< class and individual
hand-made tachistoscones, word trees and o variety of games; repeti-
tion of basic vocabulary was also built into the experience stories.
The I-E teachers' need for structure in phonic teaching was
so great that & workbock was selected, Basic Goals in Spelling, Book 1
(Webster Division, McGraw-Hill Book Co., 2964), for use in the L-E
classes, The teachers were instructed uot to use this workbook se-
quentially, but to use it for word recogniticn skills when the need
and opportune moment for learning each skill arose. For example,
when enough words such as blooms, buds, blossoms, and bushes, had been
perceived auditorily, the visual modality would be introduced, and
then the pages in the workbook that provide practice on thet consonant
would be used for reinforcement.

How to prepare experience charts was a study in itself. To
assist in mastering the technique of constructing charts, the I-E
teachers were given copies of Using Langgage Experience Charts with
Shildren, (Columbus: Charles E. Merrill Books, Inc., 196h4).
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For aid in planning experiences within the clessroom, copies of
Listening Aid Through the Grades and Reading Aids Through the Grades,

both by David Russell (New York: Teachers College Bureau of Publica-
tions), were provided.

Experience charts were thus composad on the basis of & series
of experiences, around which concepts were first fcrmulated orally by
the children, then written down in their own words, and used as read-
ing material. Meny of che charts concerned direct life experiences,
such as stories about the progress of a turtle or a plant; some charts
dealt with vicarious experiences, such as discussions of books read to
the class. Some of the booklets represented dramatizations emeirying
from puppet play. Some were individual productions, bound together
as & class book, consisting of & drawing or a painting done by each
child, with his caption or story printed below the illustration. Some
dealt with water, electricity, or changes of season, and some with the
classroom, schcol, or neighborhood. Some class charts evolved from
reactions to emotional or sensory experiences, such as listening to
music, talking about zoo sounds, or tasting foods cooked in the class-
room. A good brunch was a favorite activity, fnvolving shopping in
the neighborhood stores, cooking, setting tables, eating, and cleaning
up. All of this early verbalization and written production was accon-
plished by group oral dictation to the tsacher. Reproduction of the
charts into book form was done on a primer typewriter or by teacher
manuscript printing, each copy illustrated by the individual child.

Much thought and discussion went into the handling of the oral
langvage of the children. Since dialect usage and unstandardized
gramuar represent the usual mode of speech of these children and their
famiiies, it was decided that complete acceptance of their verbal pro-

duction would be the first step; correction of poor usage and grammati-
cal form would cume later. This decision resulted in a procedure which

was dubbed "parallel charts." The first chart reflected the exact
words of the child and might read: "The turtle gone into his shell.
We seen him move in the water.” The parallel chart would emphasize
"school larguege" (stendard usage), and ree” "The turtle went into his
shell. We saw him move in the water." Thus, phonic principles were
not viclated by writing "went" when the child said "gone," or "sew"
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vhen he said "seen." This system had a further advantage of accept-
ance rather then rejection of the communication style of the child f
at the outset,
After the children had become accustomed to charts written '
by the teacher, the next step was copying the chart by the children, i
an important transition stage, in which many classrooms remained for
& considerable part of the yesr.
The third step, the leap into creative (or at least independ-
ent) writing, was accomplished more easily by some teachers than by
others. When children returned from s irip to the park, or a walk
around the block, class discussion would be shaped so that each child ’
could write about the experience independently at his seat, while
A some few wrote at the board. Flat pictures, one for each child in
the class, were also used as gtimuli for independent writing, done
in s=wall groups under the guidance of the teacher. Booklets of crea-
tive writing by each child were shared with others and provided mater-
ial for the tramsition into reading of trade books.
Although not a necessary outcome of the method, individualized
reading did appear to the research staff and the reading consultants
as a logical step in the progression. The transition was facilitated
» by the purchase of five to ten copies of co-basal literature books,
and primary level newspapers, as well as several copies of individual
titles, preferably (for economy reasons), on paper-back editions. As
& small group of children became competent enough to read these stories,
a short period of working together in the group was followed by branch-
ing out into individual reading of bcoks self-selected from s large
group of trade books provided for the classrooms by CRAFT. C(Class
libraries were built up further with the ccoperation of school librar-
ians. Use of neighborhood and school libraries for individual borrow-
ing was encouraged.

T e e
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3; | The Language-Experience, Audio-Visual Variable

:
- i On May 8, 196k, & meeting of members of The City University
v : researcn staff and of the Bureau of Audio-Visual Instruction (BAVI)

was held, at which plans were made for the A-V varisble. It was agreed
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that most of the A-V equipment should be in the A-V classrooms by the
end}cf November. This was to include for each A-V class: & phonograph,
film-strip projector, a wall screen, & tape recorder, an overhead pro-

jector, earphones, & connecting box, and sharing the use of a motion-

picture projector, a Polaroid camera, and & Kodak camera. There would,

in addition, be access to a Thermofex copier for reproducing materials.

Matericls in each room would include film-strips, tapes, transparencies,
; and photographic film. CRAFT classes would also have priority in leas-

L ing 16 m films from the classified lists. An annotated list of Ap-

Nk r proved Audio-Visusl Rescurces Applicable to CRAFT A-V Classrooms in the
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Ianguage Experience Variable was later distributed to A-V teachers.

“ It was agreed that the reading specialists would view all audio-
-+ visual materials bet'ore they were ordered for the schools, and that

: there would be & team spproach to the project so that viewpoints and in-
sights might be shared. Caution would be exercised against such mas-

' S sive concentration of audio~visu2l materials that general applicability
of CRAFT project procedures would be vitiated because they would not be
‘ practicable in public school situations in New York City.

In planning for the preparation of special audio-visual mater-

ials for each A-V classroom, it was agreed that such local material

would be coordinat=d with the language-experience approach of the pro-
ject and would have relevancé to the experiential base cf the children
; and to the accepied rationale for concept development in each L.E. ex-
% perience classrcom. %

If the physical aspects of the room permitted, every classrocm
was to have a -riewing corner and & listening corner. The equipment in
the viewing corner would be a film-strip projector, wall screen, the
overhead projector, and the motion picture projector. The equipment in
the hearing corner would be the phonograph, the tape recorder, the ear-
phones and the connecting box.

BAVI's contribution toward the development of local subject
matter material would depend on the interest, the social background,
B and the language of the children, 2nd would be used to bridge the gap
e between the level of their langusge and book materials. Constructing
new materisls based on the culture and lenguage of the children would

\~.
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be useful in their transition to stendard English. The children's
own writing and art would be used as much as possible in producing
audio-visual meterials to elicit verbelization which would be used
in the first steps of reading.

The rcle of the A-V consultart was planned to include the
following functions: (1) to help the project Leachers snd reading
consultants learn the capabilities of the machines and to train them
in their utilization; (2) to provide consultative and advisory ser-
vice; (3) to coordinate "back-up" services, for example, priority in
the leasing of 16 rm films, tape duplication, special graphic effects,
and maintenance and repair of machinery; (4) to promote confidence
and skill in the operation and use of the A-V materials and equip-
ment; (5) to assist in the production of local materials as well as
in their development and display; (6) to participate in selecting,
ordering and requisitioning of A-V materials, swplies and equipment ;
(7) to engage in on-going evaluative procedures; and (8) to partici-
, pate in cooperative planning.

Special meetings were held monthly, attended by the director
and ascistant director of BAVI, the A-V consultant for CRAFT, the
CRAFT assistant director, and the reading consultant who had been
designated as the instructor for the A~V workshop.

Since the A-V varisble was new and opened up some interest-
ing possibilities, this report will describe some of the innovations.

The Overhead Projector proved to be a flexible and useful
instrument. Permanent transparencies were made, based on the basic
vocabulary ¢f each class as evolved from the speech of the children.
Sources of this vocabulary were: (a) individual dictation about
drawings or painting; (b) spontaneous verbalization as they narrated
incidents in their lives; (c) class compositions about their experi-
ences; (d) "organic" words, which the teacher elicited from the
children as having special meaning for them--often emotionally toned
words, which they wished to lears; (e) stories reas or told by the
teacher; (f) discussion of current events (space travel, for example);
and (g) diseussion of TV progranms .

The children were able to view this "treasury of words" again
and again on the overhead projector. The teachers either made their
own simple transparencies or were encouraged to send their words
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weekly, printed on drawing paper 8-1/2 x 11", preferably with attrace-
tive children's drawings for permanent, more finished transperencies
to te made by BAVI. Some of the words were learned by the whole
class and scue were for particular children, as individual develop=-
mert was encouraged. Transparencies were also made with phrases and
sentences. Experience storiesthat had been printed on charts were
later put on transparencies and used for group reading. The same
stories were also assembled in small booklets.

Phonic and structural parts of words were prirted on trans-
parencies as children watched. Exercises designed to drill sounds of
individual letters were done at seats and reinforced by work on the
screen.,

In essence, transparencies were used for instruction in place
of the chalkboard, to capture and hold the children's attention and
to vitalize learning. A child would work with the teacher at the
overhead projector; mistakes were corrected, and the correction was
visualized cn the screen as the rest of the class watched. Words
flashed on the overhead projector were studied by the children to
note the likenesses and differences, initial and medial sounds, etc.

Children's pictures, transferred to transparencies, were the
hesis of discussion of lescons in noting details, predicting outcomes,

seeing cause and effect, sequence of ideas, etc.
2 2

Tape Recorder.

The use of the tape recorder was developed in numerous ways.
The children were encouraged to talk into the microphone, to record
their own voices in discussing a story Just heard, a picture, a film-
strip, a movie, or an incident in their lives. They participated in
language activities, telling how snow felt and looked, how rain made
rivers in the cracks of the school yards, how autumn leaves crunched
underfoot and blazed in the trees. They discussed their ambitions.
They talked of a story hour at a local library. They described street
sounds, horns, the screeching of brakes, sirens, motor noises, séhool
sounds, sounds heard during & visit to the 200, soundsof animals,
machines, etc.
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Also recorded on tape were original stories and rhymes by
éhe children, and talks by community helpers, the fireman, ‘the doc-
tor, the letter carrier, etc. These verbal formulations were writ-
ten down and used in reading charts from which oft-repeated words
were selected for reinforcement as “sight words."

Listening 4o their own tapes often elicited from the chil~
dren shocked reactions to their own speech, as well as spontaneous
correction. Thus the tape reccrder provided motivation for clear
speech and an instrument for improveﬁent of oral production, &s
well as & medium for the production of reading material in the idiom,
rhythm, and specific speech pattern of *he child.

Earphones

Earphones were used for individuval or smell group listening
experiences. On the theory that slum children are conditioned to
block out noise and conversation, CRAFT incorporated into the A-V
variable a strong emphasis on listening. A maximum of six children
could use the earphones at one time.

Importance of Speech Patterns and Dialects

wi

oince the A-V vuriable included use of a tape recorder for
recording the speech of the children, what toc do about idiomatic
language and dialect speech became an important consideration. The
use of audio~-visual devices was intended first to produce participa-
tion and communication in the form of verbalization, without atten-
tion to deviant speech patterns.

It was decided to make correction of poor speech patterns and
dialect language a second step, since in the earlier stages, such cor-
rection might be interpreted by the children as rejection. Ego devel-
opment was considered an important goal, in addition tc language
development.

Thus their own available tape recordings as well as popular

children's stories on phonograph records, made to accompany film-strips
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held their interest for relatively long periods. They used the ear-
phones, too, to follow stories in books, using 2 marker and follow-
ing the words on the printed page as they were spoken through the
phones,

Cameras

A Polaroid camera and a small Kodek were available to each
pair of A-V classrooms. These were used to illustrate experiences
such as playground activity, walks in the neighborhood, visits within
the school. They were alsc used to record what was seen on trips, and
were instrumental in the stimulation of oral language and in expanding
conceptualization,

It was planned, as part of the A-V variable, to photograph
such items as houses of different kinds, fruits, vegetables, animais,
stories, clothes, and 2 variety of signals (for example, "danger,"
"thin ice," "fire," "stop," "green," "yellow," "red"). An effort wes
made to go to first level of abstraction by massing individual items
into a group or classification; for example, orange, appie, and avo-
cado are all fruits; chair table, desk, cabinet, all furniture; etc.

Phonograph Records

In addition to the simple use of records in the development
of listening skills, records were also used in several milti-media
approaches. Recordings of stories accompanied both commercially-
made film-strips and class-produced transparencies end experience
booklets. Musical records such as Tubby the Tuba and Peter and %he
Holf were made available as well.. These were illustrated by drawings

of the musical instruments put cn transparencies and projected by

the overhead projector, in an effort at concept and vocabulary
development.

Delay in Implementation

Although it had been intended to have classroom A-V equip-
ment substantially complete before December, delays in the filling

i

et s vy aemew




5€

of orders prevented this time schedule from being carried out, and |
nost of the A-V classrooms had gaps in their allotment until well |
into January. As the differsnt kinds of equipment errived, the
teachers needed training in how to use it for the benefit of read-
ing instruction. It was not until'Fébruaxy, therefore, that the
A-V variable began to function ag Planned. Until that time, the A-V }
classes functioned very much like the other I-E classes, g

A-V Newsletter

A mimeographed A-v Rewslctter, prepared by the audio-visual
cousultart, was used for the exchange of successful AV practices
used by each teacher in the audio-visual variable, Since each teacher
was encouraged to originete ag many variations of methodology as pos-
sible in connection with each piece of equipment, this exchange of
ideas was an effective way of disseminating a great variety of prac-
tices and of motivating creative thinking in this area.

For the first three months of the instructional period the
‘ A-V classes differed very little from the other I~E classes., As the
| A-V equipment arrived and began to be used, the essential nature of
f the I~E approach remsined, but the A-V procedures gradually were
‘ used more and more for the presentation of both visual and auditory !
experiences. |
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CHAPTER V

RESULTS

The Pretest Results

The Total CRAFT Population

The fact that the CRAFT children tended to score low on the national
| norms for the pretests given in Octobor was discussed in Chapter TTT. .
— Tais was shown in Table 5, which was based on all the children who com- : :

‘ ‘ pleted the pretests. Subsequently about 17 per cent of the children trans- /
ferred out of the schools in the project. The pretast scores of those who )

remeined through the experimental teaching period of 140 days and tock all
Or most, of the final tests are summarized in Table 14.

Table 14
FRETEST RESULTS FPOR TOTAL FIRAL POPULATION i

R gt e e e P A A, A

Yo. of ¥ean Ba . Percentile
0. ‘ nge o Rank of
PRETEST Classes ssge S.D. Class Maans  Mean N
Raw Score
; Murphy-Durrell
H
5 thmﬂ 993 90% 8056 ho? - 190@ 1

W,
Capital Letters 1007 Lk 11.17 8.83 5.0 - 17.8 25 ]
Lover Case Letters 703 35 8.8 T.20 1.9 - 1k.6 %

R Total Letters 793 35 2031 150  6.9- 33.0 ob ‘
. Learning Rate 1064 48 8.17 k.03 5.2-15. 4y ’ )
- Metropolitan |
i Word Meaning N2 8 525 228 2,3. 7.8 e “
Listening 1125 48 6.79 2.58 3.6 - 8.1 o3%
Thurstone

Pattern Copying 1062 L8 2.69 3.8 0.5~ 5.7
Identical Porx: 1102 T 5. 6.16 0.8 - 13.k

# Percentile ranks estimated from ihe means and S.D.!'s glven in the Manual.
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It may be noted that the number of children on whom mesn scores
are based ranges from 795 to 1125, and the number of clafizes represented
ranges from 35 to 46. This variation is due ©o the fact that the Murphy-

-

Durrell Phonemes test was improperly adwinistered in four classes; the

test of Lower Case Letters was either overlooked by the exaadner or im-
properly adwinistered in 13 classes; and the Thurstone ldentical Forms
test was not productive of useble data in two classes. Both reports frum
proctors and the internal. evidence of the record blanks were considered
in deciding not to record certain class cets of scores because of deviant
administration.

The pretest means of the final populatior are all slightly higher
than those of the total pretest population, indicating that the children
vho left during the instructional period tended to come from the lower
half of the distributions. This temdency is consistent for all nine of
the pretests used.

The danger of considering disadvantaged children to be homogeneous
in their abilities is clearly shown by the standard deviaiicns and ranges
of class means. Of the nine S.D.'s, two are actually largsr than the
means {on the two Thurstone tests), while four more (Murphy-Durrell) are
almost as large as their means. The variability among individual pupils
was very great on those six pretests. The variations amcng class means
were even more startling, as shown by the ranges. C(n the test with the
seallest range (Listening) the highest mean was more than twice the low-
est mean; on the test with proportionately the greatest irange (Identical
Forms) the highest mean was approximately fifteen times ‘the lowest mean.

The differences among class means become more understandable when
it is recalled that in the majority of schooli, twe of the experimental
classes contained random samples of the children witn kindergarten exper-
ience, while the other two classes were chosen vt randon from awong the
children without kindergarten experience. In soae of the classes (parti-
cularly in non-kindergarten classes) the examiner: and nmroctors reported
that many of the childr:n did not seem to understard the standardized di-
rections, even afier the demonstration items had been completed. When a2
whole class is tested according to the standardized directions and a-
chieves & mean ucore c¢f less than one point, as happensd on both Thurs-
tone sests, the fact that the test was wnsuitable for that class is
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clearly denzastrated. The two Thurstone tests and the Phonemes test were
generally reported to He frustratingly difficult for large szgaments of
this population. ’

Current norms based on the population of the 27 projects sponsored
by the U.S.0.E. Cooperative Research Program are given in the 1965 Mamals
of the Murphy-Durrell Reading Resdiness Analysis and the Metropolitan Read-
iness Tests; the data given in the two mamals indicate that the norms of
the two tests were based on the seme population (& total of 12,251 children
each) and thus are directly comparable. 7The CRAFT children seem to have
comprised approximately one-tenth of this total normative population.®

On the five Murphy-Dirrell subtests and the two Metropolitan subtests
that were used, the CRAFT children showed a very uneven pattern. They
showed up most poorly on the Fhonemes subtest, which is intended to measure
ability to hear and distinguish consonant sounds within spoken words. The
mean CRAFT score was 9.90, ranking within the bottom one per cent of the
normative group. The highest CRAFT class on this test had a mean of 19.0,
renking at only the 8th percentile of the normative population. Practical-
1y no CRAFT childr2n scored above the normative 50th percentile; the corre-
sponding raw score of 37 is approximately three S.D.'s above the CRAFT mean
of 9.90. Three possible explanations ¢f this extremely low showing are:
(1) inability to understand the language of the instructions; (2) marked
differences between the promunciation of test words by the exsminers and
the speech patterns to which the children were accustomed; and (3) lack of
experiences that would provide preparatory training in suditory perception
skills.

The CRAFT children's second lowest showing was on the Word Meaning
suttest. The CRAPT mean rated only at the llith percentile of the normative
populstion. Not one of the 48 CRAFT classes had a mean as high as the mean
of the normative population. These findings confirm previous reports that
dissdvantaged Negro children are already quite retarded in vocabulary devel-
opment when they enter the first grade.

On four subtests--Capital Letter Names, Lower Case Letter Names, Tctal
Letter Names, and Listening--the CRAFT means fell at the 23rd to 26th per-
centiles of the normative group. The median percentile for the seven sub-
tests was 23.5.

* At the time this report 3s being written, similer noris have no’. been mude
available on the two Thurstone tests.

YN e SR e e g e ST 0 T R S N gy

A Y N o F

bl g o e L




-60-

On one subtest, however, the CRAPT children did comp ratively well.
Tois iz the Kurphy-Darrell Lezrning Rete tezt, on which the CRAPT meau
stood'at the Sith percentile of the norietive population. This test is
essentially & standardized lessem in which nine words are tavght by a
"lock and say" technique. After an interval of «n hour, a 27-item recog-
nition test is given. The CRAFT moen of 8.17 was not much below the norme-
tive 50th perceutile (rew score of 8.8). One CRAPT class had a mean of
15.1, ranking at ths 88th percentile of the normative population.

If it can be assumed that the Learning Bute Test is & measure of ap-
titude for learning to recognize words by & sight or “look and say* method,
the CRAFT population sesms to be almost up to the national nors in this ap-
titude. This is in sharp contrast to their extremely low performance om
the Fhonemes test, a fact which should have some relevance to reediness for
phonic instruction. '

fretest Results for the Four &cgm Methods

Since it had been known in advance that there were substantial dif-
ferences among the twelve schools in such relevant data as neighhorhood
income, nedghborhood educational level, and standing on receant citywide
reading tests, great care had been taken to work out a pattern for assign-
ment of teaching methods to schools and classes that would not be biaged
for or against any of the teaching methods. Bach of the twelve gchools
had two skills-centered classes and two Langusge-Experience classes. The
four postible peirs of teaching methods (B.R. vs. L.E.; B.R. vs. L.E.-A.V. 3
Ph. vs. L.E.3 Ph. vs. L.E.-A.V.) had been assigned to three schools each by
& randomized method. Within esch school, the classes were assigned to the
two teaching methods in a way that balanced kindergarten-experienced classes
and non«kindermtm-clusu, but left to chance which class in a rair would
be assigned t0 each method.

With twelve classes for each teaching method, and pracautions against
bias as listed above, it was hoped that the pretest results for the four
wethods would be fairly evenly balanced. The meens and S.D.*s of the nine
pretests are shoim in Table 15 for the four teaching methods. While the
differences were not tremendcus, the methods were not evenly bd anced. The
B.R. group had the highest mean on five of the tests; the L.E. group had




The Detroit Word Recognition Test was given in Octcber, 198, to the
48 pupils whose teachers thought they had shown zigns of some sbility to read
words. Of the 48, just half (24 children) made scores of O, 1, cr 2, which were
considered to fail within the range of chance success. The other 2% pupils were
evenly divided, 12 in Skills-Centered nlaases and 12 in Language-Experience
classes. In addition, their mean scores on the four pretests used in the co-
variance adjustments were substantially higher than the means for the totsl pop-
ulation. Their outcome measures were also substantially higher than those of the
total population. Because of the small number of early readers,the even muericsl
division between the two major spproeches, and the vovariance adjustments, it
seems safe to conclude that ability to read at the beginning of the first grade
did not differentially affect the outcomes of the tesching methods and spproaches.
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Teble 15
FRETEST RESULTS FOR THE FOUR TFACHING METHODS
TEACHING M/ETKGD
PRETEST T i 11X v
BORO mo LOEO LOEO“A.VO

M 8.b. M SD. M S.h. M S.D.

Murpby-Durrell
Phonencs 11.05 9.7L c.06% 8.07 8.50 7.3310.89*% 9,06
c&yo Litr. Neaes ].1.29 8c67 ].1057‘ 902. 100% 8052 11072’ 8095

Lower Case Ltr. Names 8.98% 6.80 8.9%* 7.18 8.50% 7.25 G.1% 7.59
Total Ltr. Names A4 14,92 1.9.60% 15.65 19.07* 15.00 21.0i* 16.06

Learning Rate 9,01 k.27 7.75 3.67 7.15 3.72 8.75 k.12
Metropolitan

Word Meaning 5.18 2.20 5.12 2.35 5.7 2.20 5.23 2.2
Iistening 6.95 2.35 6.79 2.6k 6.68 2.60 6.75 2.7
Thurstone

Pettern Copying 2.290 3.37 2.76 3.69 2.90 k.02 2.81 h.2%
Tdenticad Forss ok 548 5.52 6.52 5.72% 6.40 5.60 6.18
N (Final Populations) 291 283 289 278

# Bagsed on fewer then 12 clacges.

the lowest mean oo six of the tests.

These rasults, togsther with the lamje differences in msans of indi-
viduel classes, indicated that it would be necessary to correct the ovicome
meagures for initisl differences in sptitude. The method chosen was analy-
sis of covariruce.

Intercorrelations smong Pretests

.mc@lemmm:au&Wmeym-
sis of covariancs iz that there must e a set of scores for every class on
each pretast neasura to be used. This eliminated all of the pretesis for
which data ware miusing cn one or mors classes: four of the five Murply-
Durzell ocores, and the Thurstone Idcaticel Forms. Four pretests had us-
able sets of scores for all 8 classes. These were the Murphy-Durreil

£l ﬁn!@g&&g‘&j&} I - Egﬂi

T et ) A,

B O

=

!
ok

. . -~ _
et - «
B ML I A e S WA P REATYA LM T



=62-

Learning Rete, Metropolitan Word Mesning and Listening, and Tourstone Pat-

tern Copying. :

Table 16 g

INTEHCORRRIATIONS AMONG FOUR PRETESTS# i

T £ 8 =

TEST ;

1 2 3 k ;
1. Murphy-Durrell Loarning Rate 12 2 2
2. Metropolitan Word Nesning o3 25
5. Hetropolitan Listening 22

k. Thurstone Pattern Copying
* Minimm N is 1052

The intercorrelations among these four tests are shown in Tsbls 16.

They are consistently low, ranging from .12 to .3%. This indicates that a
cambination of the pretests is likely to produce better correletions with
cutcome measures than any ons pretest.

Correlations between Pretests and Posttests

The correlations between the four pretest measures and the tests
used as cutcoms measures are shown in Table 17. S8ince elixinsting all
children for whom any score was missing would have resulted in & loss of
several hundred cases, each correlation was computed using eery child #-.
vhom both scores were available. Thus the nushes of cases variss. The
correlations with subtests of the Stanford are bssed on N's betwesn 1062 |
and 1127. The individual tests hed Yeen aduinistered to four children
chogzen at random from each class, giving 48 cases for each teaching methcl,
96 cases for each approach, a:d a totel of 192 cases. .
An ingpection of Tabl: 17 shows thst nearly all of the r's are low
or very low. Only three of the 40 r's arc above .40. None of the four
preteats had much higher correlations than the other th:~es. However, even
low correlations like these are usable in combination when the correlaticns |
smong the pretests are low. One multiple correlation was comprited to check
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Table 17
INTERCORRFLATIONS BEIWEEN PREYESTS AND POSTIFSIS

PRETESGS TS

M-D Learning Metropolitan Tiurstone
Rate Wd. Mng.  Lstng. Pattern Cop.
Stanford Achievement’ ,
Word Reading A2 32 .32 T
Paragraph Meaning .36 27 32 35
Vocsbulary (oral) 25 36 32 29
Spelling .30 .25 27 .32
Word Study .29 o33 36 35
ilmore Oral Reading® |
Accuracy R/ o32 <36 «29
Rate 20 .08 .06 .26
Fry Phonetic Word~ .53 17 .15 .09
Gates Word Promuncistion® .38 2 .32 .25
Karlsen Phonemic Word 1 .29 .26 2
1 x 21062 to 1127
2 N=192

the desirability of using all four pretests, and came out with an R above
«50. It was decided, therefsre, to utilize 2ll four of the available pre-
tests in the covariance analysis. The correlations in Table 17 are based
on individual pupil scores and are not corrected for covariance. They do
not include the five pretests for which data were miazsing for one or more
entire classes. For those five tests; correlaticns with outcome measures
can be found in Tsble¥6. However, Table 4(is based on class means cor-
rected for covariance on the postiests, and is not directly comparable ;
with Table 17.

Results of the Outcome Measures

In order to sdjust the outcome mearures for initial differences in
pretest parformance, & special computer progrem was developed for this
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Project that does an analyris of covariance with mltiple covariates ang
with unequal nmumbers of cases. The provision for uiequel numbers mede it |
pozeible to avoid eliminating undreds orchildrgenwhoha.dtakcnmat of ~
ths pretests and posttests but had one or more nissing scores.

A separste covariance anzlysis wes done for each of the five Stan-
ford subtests, for the Gilmore Accuracy 8core, and for the Gates Word
List. The Gilmore Rate score and the Fry and Karlsen Word Lists vere
tried, but for technical reasons the covariance program could not be made
to work for the resuits of those posttests. Covariance anslyses were also
carried out for the writing samples, which will be. discussed separately.

SOURCE 88 ar M F
TOTAL 33734.130 1000
ERROR 0T 032 953 28.02:
CIASSES 7027.098 LY 4 19,513 5.335
P< .01
Teble 19

ARALYSIS OF COVARIANCE, STANFORD PARAGRAPH MFANTNG

SOURCE S8 ar M FA
TOTAL, T msis.e50 1000 |
ERROR 31208.527 953 32.748
CLASSES 1030k . 723 L 219.249 6.695
P< .01

The analysis of covariance table for the five Stanford subtests are shown
in Tables 18.22.%

* The original camputer runs for this and the other statistical data of
CRAFT are on file in the Office of Research and Evalvation, and are avajl-
able for inspection.
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Teble 20 Ji
ANALYSIS OF COVARTANCE, STANFORD VOCABULARY ‘
-3
SOURCE 89 ae MS F :
]
TOTAL 25092.861 1000 g
ERROR 19747257 953 20.721 1
CLASSES 5345, 604 47 113.73% 5.489 1
P< .01
Teble 21
ARALYSIS OF COVARIANCE, STANFORD SPELLING
SOURCE 8S ar MS F
TOTAL 25353.269 1000
ERROR 17885.922 953 18.768
CLASSES 467,347 47 158.880 8.465
P < .0OL |
Table 22 g
ARALYSIS OF COVARTANCE, STANFORD WORD STUDY SKILLS !
SOURCE 88 ar M3 F |
TOTAL T1279.371 1000
ERROR 55755.099 955 58.505
CTASSES 1552k, 27% b7 330, 30L 5 616
P< .0l

The F values for these analyses are all significant at the .Cl level,
indicating that after adjusting th: meansz of the 43 classes, significant
differences remain, What these differences may be attributed to will be

considered below.

Insofar as background factors such as low family income, low parent
education, and similar socio-economic conditions handicap a child in the |

»
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develommert of the abilities needed for succeszful learning in school,
they should affect the child's performance on reading resdiness measures
as well as in classroom learning. The dats on pretests given above ghow
quite severely low scores on most of the pretests for the CRAFT populis-
tion as a whole. It seems reasonable to assumy: that when the posttest
scores were adjusted for differences in pre:ust performence, adjustment
was being made not only for the specific abilities tapped by the tests,
but also for the background factors which were somewhat variasble from
school to school, and from chiid to child.

It has been assumed, therefore, that in adjusting the posttest
scores for differences in pretest scores, such background factors as pa-

rental inceme and education, and neighberitood conditions have also been
edjusted.

Stanford Prizary

The Stanford Primary 1 Battery, Form X, was published in 196k. Tt
contains six tests, one of which (Arithmetic) was not given. The ochar
five subtests were given to all the children in CRAFT classes.

At this point, it seems desirable to describe these tests. The first
is Word Reading. Each item consists of a picture and four words, one of
vhich is illustrated by the ypicture and is to be marked. The task involvesg
correct picture identification and the retognition of the plctured worg
without the aid of context. '!'hecre; are 55 items arrvanged in order =f in-
creasing difficulty.

The Paragraph Meaning iest consists of a series of paragraphs of in-
creaging length and difficulty. In each paragraph one, two or three words
are represented by dotted lines. For emch dotted line, the child chooses
the best fitting word of four choices offered. The menual states that the
authors have attempted to emphasize "reading as reasoning."

The Vocabuiary subtest is intended to measure knowledge of the mean-
ing of words independent of reading skill. The examiner first reads the
question, then reads the three choices to the children. The test ig a
neasure of hearing vocabulary.

The Spelling subtest iz a conventional dictation-type test. The ex-~
aminer proncunces & word, reads a sentence containing the word, and repeats
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the word. The children then attempt to write the word.

The Vord Study Skills subtaet includes items intended to measure )
auditory perception of beginning sounds, end*ng sounds, phonice (resogni- [
tion of gpoken words), and rhyming words.

Of tix five tests, then, the Word Reading, Paragraph Meaning, and
Word Study ©“kills tests measure aspects of reading ability. The Vocabu-
lary test reguires no resding ability, and the Spelling test measure a .
related language art skili. ]

The edjusted mean raw scores for the twelve classes in the Bagal
Reader Methcd were combined to give a mean for the method. Similar means
were computed for the other three methods. The two methods in each ap-
proach were then combined to give means for the two main approaches.,

These means are shown in Table 23. On each of the five subtests
the Skills-Centered mean was a little higher than the Language-Experience
mean. Within the Skills-Centered A;&proach the Basal Reader Method had

Table 23
ADJUSTED STANFORD RAW SCORE MEANS FOR THE WO APPROACHES
AND FOUR TEACHING METHODS :

Skills-Centered Approach Language-Experience Avproech

| B.R. Ph. Total L.E. L.E.-A.V. Total

Word Reading .76 1546 15,11 12,93 13.00 12.96
Paragraph Meaning 13.31  1l.b2  12.40 10.%43 9.90 9.99
‘ Vocabulary 15.95 1h4.9%  15.45 14,51 1k.50 1,50
Spelling 8.38 8.20 8.3  7.27 7.32 7.30
Word Study Skills 25.0% 28,30 26.64 25,38 25.66 25.52

slightly higher means than the Phonovisual-Basal Reader Method on Para- 1
graph Meaning, Vocabulary, and Spelling, while the Phonovisusl Method was
slightly higher on Word Reading and Word Study Skills. Within the Lan-
guage-Experience Approach the means for the regular Language-Exparience
Method and the L.E. Audio-Visual Method are so similar a8 to be essential-
ly equal on all five subiests.

The statistical significance of these findings, and the separation
of Method effectz from other factors, will be treated in the section on
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analysis of variance below.

A study of the tables of norms for the Sta..ord Primery I indicates
that several adjacent raw scores fragquently result in the identical grade
, score. On the Paragraph Meaning Test, for eunnlple; raw scores of 10, 11,
and 12 all have a Grade Score of 1.5; 13, 1, 15 and 16 corrsc. answers
all become 1.6; 17, 18, 19 and 20 all correspond to 1.7. Thus a measurable
difference in raw score mesns may disappear when translated into Grade
Scoxas.,

Table 24 shows the mean grade ascores corresponding to the mean raw
scores in Table 23. The total range of differences in the whole table is
only two-terths of a grade. In Vocabulary and Spelling the two approaches
and four teaching methcds are all equal. The Basal Reader method has s
slight advantage (0.1 year) in Paragrapn Meaning, the Phonovisusl-Basal
Reader method has & slight advantage (0.1 year) in Word Study Skills, and
the two Skills-Centered methods have a slight sdvantage (0.1 year) over '
the two Langusge-Experience methods in Word Reading. According to the
Stanford results, differences among the methods seem to be of little prac-
tical consequence, even when they are statistically significant.

Table 2k
GRADE FQUIVALENTS OF ADJUSTED STANFORD MEANS FOR TWO
APPROACHES AND FOUR TEACHING METHODS l

Ski1s-Centersd Approach ILangusge-Experience Approach

B.R. Ph. Totel L.E. L.E.-A.V. Total
Word Reading 1.5 1.5 1.5 1.k 1.4 1.4
Paragraph Meaning 1.6 1.5 1.5 1.5 1.5 1.5
: Vocabulary 1.5 1.5 1.5 1.5 1.5 1.5
i Spelling 1.6 1.6 1.6 1.6 1.6 1.6
Word Study Skills 1.4 1.5 1.4 1.k 1.4 1.4

Analysis of Variance: Word Reading. The results for each of the Stanford
subtests were gsubjected to an analysis of variance designed for this pro-

Ject by Donald M. Medley. This allowed each of the following factors to be
tested for possible significance in the cbtained differences: (1) differ-.
ences among the schools; (2) the Skills-Centered Approach vs. the Language-
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Experience Approach; (3) Larguege-Experience method vs. Audio-Visual Sup-
Piementation method; (4) Basal Reader method vs. Phonovisual-Bagal Reader
method; (5) the particulsr pairing of msthods in the four possible patterns
(B.R. vs. L.E.; B.R. vs. L.B.-A.Ve5 Phe vB. L.E.-A.V.); (6) interaction of
approeches, by schools; and (7) class differences within methods (the re-
sidual).

Table 25
AN/TYSIS OF VARIAKCE, STANFORD WORD READING

SOURCE df 8S MS F P
School Differences 1L 95.9%1  8.722  2.166
L.E. vs. Skills-Centered 1 59.318 59.%18 .728  .001
A.V. Enricment (with L.E.) 1 8.330 8.330 2.068
Ph. (with Skills-Centered) 1 8.554  8.554 2,124
Treatment Interaction with schools 1 1.111 1.111 .276
Interaction, approach by schools 8 3AR.a25 3,801 .966
Residual (class differences within & 96,662 4,028

methods)

TOTAL L7 301.040

The results of ayplying this analysis of variance to the corrected
class means on the Word Reading subtest are shown 3in Table 25. The only
statistically significant difference is that between the Skills-Centered
Approech and the Language-Experience Approech, which has an F value of
14.73 and has only one chance in & thousand of being & chance result. This
difference is dméy.@omtcwtaﬁmmtmoramingmde
score. None of the other possible interactions arproaches significance.
The residual attributable to class differsaces within methods is quite
large.

Analysis of Variance: Paragraph Meaning. The results on the Faragraph

Meaning subtests are shown in Table 26. The cnly intersction that reaches
statistical significance iz ¢he 8light edge ¢2 the Skills-Centered Approach
over the Language-Experiance Approach; the F value of G.92 has & P < .01,

None of the other interactions approeches significance. The clags




differences within methods are sgain very large.

Table 26
ANALYSIS OF VARIAKCE, STANFORD PARAGRAPH MEANTNG

SOURCE ar S8 MS P P |
; Schoal Differences 11 117.980 10.726  1.322 I
) L.E. vs. Skills-Centered 1 80477 80477  9.022 .01 |
A.V. Enrichment (with L.E.) 1 .283 .283 035
. Phe (with Skills-Centered) 1 134 13a7h 1.62:
. Treatment Interaction with schoels 1 7.073  7.073 872 -
= Interaction, approach by schools 8 60.224 7.528 908
: Reaidual (class differences within 2i 194.657  8.111
methods)
| TOTAL, | ¥ h73.869— -

Analysis of Variance: Vocsbulary. As was noted earlier, the Vocabulary

subtest is not a measure of reading skill but rather a measure of listen.
ing vocabulary. On this test all of the four methods came out with the

same medn grade score (see Table 2%) and none of the possible interactions
in Table 27 apprcaches significance. The class differences within methods

are again quite large.

Table 27

ANALYSIS OF VARIAKCE, STANFORD VOCABULARY

SOURCE

df 83 MS F P e M
B School Differences 11 2257 1.9% 25 B
L.E. vs. Skills-Centered 1 10.331 10.331  2.267 N
A.V. Enrichment (with L.E.) 1 .968 .968 212 j
<. Ph. (with Skills-Centered) 1 245 245  .5%8 ’
Treatment Interaction with schools 1 1.652  1.652 362
Interaction, approach by schools 8 73.066 9.133  2.00%
Residual (class differences within 2% 109.392 4,558 :
methods) 4 ‘
TOTAL b7  219.156




Analyeis of Variance: Spelling. Spelling is a related language-arts
skill on which differences would not have been surprising. In terms of
mean grade scores there were no Gifferences between the two epproaches
Or among the four methods. It is not surprising, therefore, that the
only significant interaction is among schools, with an P of 3.51 and

P = .01l. A probably significant intersction between Audio-Visual and

Table 28 q

]

ANALYSIS OF VARIANCE, STANFORD SPELLING q

SOURCE af SS }3 F P ﬁ
School Differences 11  179.199 16.291 3.505 .01

L.E. v8. Skills-Centered 1 19.078 19.078 k.105
A.V. Evrichment (with L.E.) 1 28.055 28.05% 6.0% .05
Ph. (with Skills-Centered) 1 9.63L  9.631  2.072
Treatment Interaction with schools 1l 070 070 015
Interaction, approach by scnools 8 29.176  3.647 785

Residual (ciass differences within 2k 111.542  4.648
methods)

TOTAL 47 376.750

Language-Experience also shows up; with an F of 6.04% and P < .05, its sig-
nificance is not certain. Class differences within methods are once again
large.

Analysis of Variance: Word Study 8kills. Although the Phonovisual-Basal
Reader method was slightly higher thax‘x the other three methods in Word Study
. Skills mean grade score, this does not show up distinctively in the analysis
v of variance (Table 29). For this subtest there is a significant school dif- 9
N ference (P = 4.05, P < .01) and also a significant differance between Skilis-
; Centered Approach and Innguage-ﬂxperienqe Approachi. The difference between
Basal Reader method and Phonovisual-Basal Reader method is non-significant.
Class differences within methods are again outstanding.




Table 29
; ARALYSIS OF VARJANCE, STANFORD WORD STUDY SKILIS

SOURCE ag 68 e ¥ P | -

School Differences 11 3%2.870 3.170 k.O¥7 .01 g
L.E. vs. Skillg-Centered 1 95,28k 96.28% 12.502 .00 ;
A.V. Enrichment {with L.E.) 1 19.M81 19.481 2.5%

Ph. (with Skills-Centered) 1 5.60  5.604 728

Treatment Interaction with schools 1 238 238 031

Interaction, approach by schools 8 35.809 k.k87 583

Residual (class differcrces within 2% 18k.83%  7.700

mathods )
! TOTAL k7 685.210

Results of Individual Posttests

In accord with the plans for the 27 coordinated utudies of first-
grade reeding, individual reading tests wers given to s sample of four
chiliren from each clase, chosen at random. Thig provided k8 scores for
each method and 96 scores for each zpproach, & total of 192 children given
the individual tests.

It would have been simple to report means on this ssmple for the four
methods and attempt to determine the significance of the differencos. It
seemed necessary, however, to correct the class means for covariance before
nsing analysis of variance. Attempts to use the covariance program with
these data ran into many frustraticns, wasted much computer time, and held
up the completion of the statistical analysis for a considersble period of
tima.

Successful covariance adjustments for two of the individua) reeding
tests were finally achieved as shown in Tables 30 and 31. After adjusting
the reans, the remaining differences are probably significant for the Gil-
more Acouracy score (P = .05), which is a measure of accuracy in the oral
reading of connocted material. The residual differences for the Gates Word
List are not significant. The Gilmore Rate, Fry Word List, and Xarlsen Word
List scores thwarted our efforts to apply coveriance correctious.

S ——— . A AN, bt i i b b4 e
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Tadle 30
ABALYSIS OF COVARIATCE, GILMORE ACCURACY
SOURCE 88 ar ) ) 4
TOTAL 10658.597 1%0
EBROR 599% . 572 %3 Ghs8
CLABSES k66 025 k7 99.235 1.540
P= .05
Table 31
ARALYTIS OF COVARTANCE, GATES WORD PRONUNCIATION
SOUPCE 88 ar ] 4
POPAL k006.269 128
ERROR 2172.662 81 26.826
CLASSES 1833.408 k7 39.009  1.k5k
K. 8.

The uncorrected means and standard deviations of the individual read-
ing tests are shown in Table 32. The means are consistently somewhat high-

Tadle 32
UNCOERECTED MEARS AND STANDARD DEVIATIONS FOR THE INDIVIDUAL
READING TESTS, FOR FOUR TEACHING METHODS

M E T H O D

m B.R. m. m :.!, :I. i ®
“. SODO u. SODO “. SOD. u.. '.B.

Gilmore Oral Reading
Acouracy 1.83 1.06 1.82 .85 1.50 .60 1.5 .8
Rate ko Wk 25.2 38,95 23.20 30.19 25.78 £9.76 25.60

Fry Test of Phonetic Wds. 2.19 5.0k 3.5% 6.98 .76 1.72 1.9 k.20

Getes Word Promunciation 7.9% 5.9% 8.8 6.19 5.8 k.76 5.69 k.91

Karlsen Phonemic Word 5.42 6.76 6.25 8.k2 2.60 3.5 3.25 5.5%

N 1] 48 1] k8
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er for the Skills-Centered methods (B.R. and Ph.) than for tne Language-
Experience methods. Critical ratios for differences smong the uncorrected
Beans are shown in Table 33. The differences between the two Skills-Cen-
tered mathods (B.R. and Ph.) were consistenily non-significant. Four of
the five differences between the two Language-Experience methods are non-
significant and the fifth is probable (P < .05) but not certain. Most of

the differences betwsen the two approaches heve probabilities less than «C5
or less then .0l of being chance results. .

& probebly significant residual difference on the Giimore after sditustmant
by covariance. But on the Gates
were significant at the .01 level before correction became non-significant
after correction. It the covariance correction had been applied to the ry
and Karlsen scores, the results might have shown the same effect. It there-
fore cannct be certain that the significant differences in the means on the
three word Pronunciation tests are due to differences in teaching methods
they mey very well be explained in terms of initial differences in ability
vhich, although due o chance, nevertheless favored the Skills-Centered
methods.

Analyses of variance, using the game cauputer program as for the Stan-
ford scores, were rn for scores obtained from the individually tested yo i 8

Karisen tests.)

Although there had been some apparently significant differences be-
tween the means of the two approaches, these disappeared ip ihe analysis of
variance. In the analysis of varisance tables for Luc individual tests there
is not one interaction between approaches or between methods that reaches
statistical significance. 1% Seems evident that the amall but statistically
significant differences noted sbove are not ascribable tc differences be-
tween teaching spproaches or methods. Neither are they ascribable to school
differences or treatment interactions. It does not seem necessary to repro-
due2 all of thege analysis of variance tables; they are avajlable for in-
spection should anyone be iaterested. These comparisons are baged on saxples
of 48 pupils for each method. The results for thoge saaples do not show
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' significant relationships detween tesching methods and individual test re-
sults, when all classes are included.

The Writgg 8%&3

The children in all of the CRAFT classes had written two campositions,
s "restricted stimulus™ composition and a "unique stimulus” composition.
The "restricted stimiius" was the seme for all cooperating projects and con- |
eisied simply of asking the children to write their own stories. The other |
, stimilus was "unique” for each cme of the 27 Projects. The CRAFT teechers
. were ssked to show their classes thres rictures all illustrating summer-
. i ti=s activities. Each tescher was to motivate her class in her customary
fashion for creative writing. During the discussion, the ides of writing
about summer fum was elicitod.

The papers of the 192 children who were given the individual reading
tests were scored. Because of pupil absence & few papers were missin~, tut
the N's for all methods were above 40.

The three scoring procedures required of all cooperating projects in-
cluded a measure of mechanics (punctuation, paragraphing, etc.), mmber of
vords spelled correctly, and total number of running words. According to
these criteria, it was possible for a child who mansged to write a long,
unconnected series of correctly-spelled words to receive a higher acore -
than & child who wrote cohmﬂybutvithmmlpdhnga and poor puncs
= tuation. The CRAFT rezearch staf? attempted to eliminate this source of
v error by constructing a three-point "lucidity” scale which measured the
sense of coherence of both the "restricted” and the "unique” writing sam-
Ples. Three independent scorers rated ssch of the 38k compositions for
= lucidity.

- The means for the four teaching methods on the five Writing Sample ;
_scores arc shown in Table 3k. These are the unadjusted means. Of 30 com-
parisons, only one difference reached the +05 lead of significance. The

r differences among methods are small and lacking in significance becsuse of
3 large standard deviations and relatively small Nts (k1 to k).

The two Imcidity scores vere smensble to analyses of covariance,
with results shown in Tables 35 and 36. In both tables the differences be-
tween methods remaining sfter the covariance adjustment of means are to0o
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Table 3k
UNCORRECTED MFARS FOR THE WERITIN: SAMPLY SCORES

SkiYls-Centeresd Larguage-Experience
Bono %o L-B. L.B..AOVO

MEASURE

‘aﬂ_‘z VR

Mechanics 56.98 50.66 55.07 55.02
No. Words Spelled Correcily 15.73 14.10 1k .86 15.09
No. of Running Words 19.39 17.64 17.77 18.89
Restricted: Iucidity 2.39 2.23 2.40 2.3 -
Unique: Lucidity 2.45 2.53 2.19 2.27 |

N's range from bi to ik
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Table 35 1 ;
ANALYSTS OF COVARIZANCE, RESTRICTED WRITING SAMPLE, LUCIDITY (
i d
SOURCE 7 88 ar s F !
1 SR -
TOTAL 89.7264 128 B
ERROR £7.5183 & 0.7200 * |
CLASSES 32.2100 k7 0.6853  0.965 :
1 N
N.8. g o
f -
Table 36

ARALYSIS OF COVARIAMCE, UNIQUE WRITING SAMPLE, LUCIDITY

SOURCE 88 ar s »
TOTAL, 88.7470 120
N ERROR 50.9249 () 0.6975
i CLASSES 37.8321 7 0.80k9  1.15%
N.8.

small to b significant. It seems safe to comclude that similar results
would have been found for the other thize Writing Sample scores, and that
o the Writing Samples failed to reveal significant differences.
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Corrections for Differances in Length of School Day

In Chapter IITI the fact was mentioned that in three of the nipe schools,
the first grades had to be placed on split-session days of four hours becsnse
of overcrowding, while the other nine schools were on full-session five-hour
days. Three of the four methods included some split-session classes; the
fourth (L.E.) did not. The teachers on full-session were instructed to de-
vote three hours a day to the Language Arts; the split-session teachers were
instructed to spend two and & half hours n Language Arts.

Obviously the effect of this unintended differemce in school day had
to be investigated to sse if it influenced achievement. Within the two main
approaches seperate means were computed for the full-session ciasses and the
split-session classes. The results, given in Table 37, show quite clearly
that the difference between full-day and split-session was important. The
reduction in time in split-session classes seems to have had a more detri-
mental effect on the Audio-Visual cisssez than on the Skills-Centored
classes.

It must be noted that the difference between split-session and full-
sesaion classes involved more than a difference of one hour per day in class
time. The full-session classes had rooms to themselves, which the teschers
coul? decorate a: they pleased. They could leave jtems on a blackboard or
bulletin board from one day to the next. After a chree-hour rorning there
was an hour for lunch and a two-hour afterncon session. The split-session
classes occupied their rocas frow 8:00 A.M. t111 noon. Ancther class used
the same room from noon till 4:00 P.M. The need to leave the recm in shape
for the next class may well have had significant influences on teachers'
procedures. The four-hour period with only & short snack period seems long
for little children. Thus the split-session classes were probably at a
disadvantage in ways other thansimply having less instructional %ime.

The posttest results were therefore recorputed, dropping out all spiite
session classes and uzing the adjusted means for tke full-sessicn classes.
The results are shown in Tables 38, 39, and 40. The results for the two
main approicher are shown in Table 38. There are consistent differcaces
in favor of the Skills-Centered Approach cm all the resding tests and spell-
ing. The only teat on which there is no difference is Vocabulary, which is
& measure of hesring vocsbulary and not a measure of veading.
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B.R. 231 28.53 52 .77 6.76 5.7 < .0L

-79-
Table 37
SIGNIFICANCE C¥ NIFFERENCES BETWEEN FULL-SESSION AND SPLIT-SESSIOH
CLASSES, ADJUSTED STANFORD RAW SCORE MEANS i
KEASURES BY Full-Sessivni Split-Secsion
! METHOD N Mean N Mean Diffe & P
| Word Reading
[f L.E.-A.V. 2 1465 127 1115 3.5 kA& < .ol
Ph. 184  15.63 93 15.12 o5 .66 N.8.
B.R. 233 1%.90 52 k16 o Th .88 K.S.
Paragraph Meaning
a L.E.«A.V. 13 10,60 102 8.00 2.59 3.k <.0L
Ph. 178  10.79 18 12,86 -2.07 -2.66 < .01
\ B.R. 226 13.72 k9 1n.bhk 2,28 255 <.01
= Vocabulary e
L.E.=A.V. 118 1649 96 12,50 3.99 7.22 < .01 i
Ph. i56 1.6 67 15.53 - .89 <1.55 N.S.
B.R. 219 15.41 48 18.47 ~3.06 -4.31 < .0L
Spelling
L.E.«A.V. 118 9.26 96 hooh k.32 1T7.26 < .01
Ph. 156 8.7 67 6.9% 1.80 2.8 <.01
B.R. 219 8.98 &8 578 3.8 4.67 < .01
Word Study Skills
L.E.-A.V. 12  28.¢3 130 22,68 6.85 7.3 < .01
Ph. 181 28.77 95 2740  1.37 140  N.S. I

The tvo Skills-Centerel methods are comparsd in Tsble 3¢. The one
sign.ficant difference is on Parsgraph Meaning, on which the Basal Reader
Method 13 significantly higher. On the other tests the differences fall
within thv range of chance fluctuations.




TEST BAfL, ¢ P
Mear Moan
Stanfora®
Vord Reading 15.22 13.50 172 k72 <. |
Paragraph Neening = 12,43 10.k9 1.9% 4.8 <.n |
Vocabulary 15.09 15.09 ) 0 nNs.
Spelling 8.87 T0G2 95 2.9T <.o1
Word Study Skills 28.63 26.57 2.06 3,88 < .o
Gilmore Accuracy?’” 1.92 1.77 A5 0.1 w.g.
Gates Word Prommeintion? 9,31 T 1.60 1.69 g,

ft

E's range from 360 to 426
- N's range from 59 to 72
Grade equivalents

%]

W

smmcpmornmmasmwmmmm AMD i
 PHONOVISUAL METHODS FOR FULL-SESSTON CLASSES _4

Basal Rdr. Phonovig.

TEST bire. t P
Mean Mean
Stanfora® |
Word Reading 14.90 15.63 =75 ~l426 N8, |
Paragraph Meaning 13.70 10.79 2.93 5110 < .01
Vocabulary 5.4 164 T  1.615 X.8.
Spelling 8.9 8.7h 22 598 n.8.
Word Study Skills 28,52 8.7 - . .n7 s,
Gilmore Oral-Acmrwyz 2,00 1.82 .18 099 N.3.
Gates Word Prommeiation® 8.80 %73 - .95 - .the N.s.

1 W5 range from 156-233
2 ntg range from 31-%o




The two Language-Experience methods are cospared in Table 0. The
differences are consistently in favor of the Ardio-Visnai Method. PFour
of the five Stanford scores show significant differencss, and the consis-
tency with which all seven comperisons are favorzbdle to the Audio-Visusl
Method is impressive. It seems safe to conclude that there is & difference

Tsble 40
SIGNIFICANCE OF DIFFTERENCES BEIWEEY LANGUAGE-FKXPERTENCE AMD
AUDIO-VISUAL METHODS FOR FULL-SESSTON CLASSES

LOBO.AOVO L.B.

TEST Pits t P g
Stanford™
Word Reading 14.65 12.93 172 3262 <.a 3
Paragraph Meaning 10.60 10.43 A7 2.8k N.S. ;
Vocabulary 16.k9 k.51 1.98 3.9 <.m ;'
Spelling 9.26 7.27 1.9 k092 <.00. .
Word Study Skills 28.95 25.38 3.55 %.506 < .0 1
Gilmore Oral-Accurasy>  1.95 1.67 28 179  N.5. i
Gates Word Proameistion® 3.38 8.01 31 25T K.8.

1y, range from 118-28%

2N'srmgorml9-‘t8
between the two Language-Experience methods, svi that the Audio-Visusl
Method produced better results than the regular Languvage-Experience Method.
The above comparisons are based on rav scoras. To get a cloarer idea
of the magnitude of the differences, it is necessary to transiate tha raw
score means into grade equivalents. When this is done, the results are as
shown in Table k1, in which the grade equivalents have been rounded to the
nearest tenth of & year. It is apparent that several of the raw ccore dif-
Terences that were statistically significant either disappear or becaes
minima) when translated into grade equivalents.
Within the Skills-Centered method approach, the Basal Reader method
is slightly higher than the Phonovisual method in meaningful silent reading,

. - o -, .
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in accurasy of oral reeding, and on the Gates Word Promnciation. Of
these, only the superiority in Paragraph Meaning is significant. The
thovitmuthodithighumhontheswmwordne&dmgtm, and
that difference is not significant. The lack of any superiority for the
Phonovisual method, together with its lower means in Parsgraph Meaning and
Gilmore Accuracy, would seem to indicate that the Basal Reader method has
& slight advantage.

Table k1
ADJUSTED GRADE SCORE MFARS FOR FULL-SESSION CLASSES

8.-C. Appreech L.E. Approach
TEST
BoRo Pho m Lo!o L.EO’A.V. M.J.

Stenford
Word Reading 1.5 1.6 1.5 1.4 1.5 1.5
Paragraph Meaning 1.6 1.5 1.5 1.5 1.5 1.5
Vocabulary 1.5 1.5 1.5 1.5 1.5 1.5
sm 107 107 lo? 106 107 106
Word Study Skills 1.5 1.5 1.5 1.4 1,5 1.4

Gilmore M‘Acw 2.0 1.8 109 1.7 2.0 1.8
Gates Word Promunciatin 2.% 2.3 2.3 2.3 2.3 2.3

At this point another look at the Fry and Karlsen word lists is in
order. These two tests were constructed espacially for use in the 27 cow
operating projects, as measures of ability to read unfamiliar but phoneti-
cally regular words. The means on these tests (see Table 32) show no sig-
nificant differences between the Basal Reader and Fhonovisual methods. If
the Phonovisual method had been particularly successful in teaching word
atteck skills, it should have shown significant superiority on these two
word lists, and on the Stanford Woxd Study Skills. Such is aot the case.

O both word lists P is much grastor than .05, showing a lack of signifi-
cance,

Within the Langusge-Experience Approach the Audio-Visual method is
slightly higher on Word Reading, Spelling, Word Study Skills, and Gilmore
Accuracy; the two L.E. methods are equal on the other three measures. The
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superiority of the Audio-Visual Method over the regular Langusge-Experi-
ence method remains vigible in the grade scores.

The Audic-Visual method also shows up a8 equal to the Skills-Cen-
tered Approach on six of the seven tests, and slightly higher cn the Gil-
more. The regular Lengusge-Experience method is the lowest of the four
Methods on Word Reading, Spelling, Word Study Skills, and Gilmore Accura-
cy. Itis obvious, then, that three of the four methods--B.R., Ph., and
L.E.-A.V.~~came out nearly equal in results, and the fourth, the regular
L.E. method, ackieved slightly pcorer results and is the resson for the
elight advantage of the Skills-Centered Approsch over the Language-Expar-
ience Approach.

Evaluation of Resuits for ths Total CRAFT Population

The expected average first-grade performance at the end of May is
expressed as & grade equivalent of 1.9. The CRAFT instructional period
had sterted on October 19, 196k, so that there had been a little less !
than eight months of reading instruction. The reading readiness program
of the preceding month should, however, be included. 4 grade equivalent
of 1.9 seems, then, a reasonable basis for evaluation.

i On the two individual tests for which grade norms are available,the

f CRAFT mean grades equivalent for all full-gession clagses is 1. 85 on the

Gilmore Accuracy, and 2.3 on the Gates Word Promunciation. The Gilmore is

known to have based its norms on those for the Metronolitan Achisvezant :
ZTest, which is the one usually employed in citywide surveys in New York !
City. The derivation of the Gates norms has not been specified. It seems
safe to conclude, however, that on these two measures the CRAFT pupils did
not fall appreciably below the norm. ‘

The Stanford Primery I Battery, Form X, appears to have norms wvhich }
are more severe than those of the Metropolitan, or those of previous edi-
tions of the Stanford, and are estimeted to give grade scores three or four
months lower. CRAFT mean grade scores for all full-session classes are 1.5
on the three reeding scores and Vocabulary, and 1;7 on Spelling. Consider-
ing that on seven resdiness meesures the median percentile of the CRAM M-
Pils was 25, and considering the probable discrepancy between current Stan-
ford norms and norms of other teats, the CRAFT results may de regarded as
satisfactory.
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The San Diego Inventory of fupil Attitude

One of the posttest messures Prescribed for the cooperating first-
grade reading studies was an attitude scale devel oped in San Diego for
moasuring the degree of interest in reading and positive attitude toward
reading. It was given as a group test during the posttest period. The
examiner read each statement, then the pupils marked the "yes" or the "no"
on their answer sheets. The icore is the number of answers indicating
favorsble attitude.

The results for the four teaching methods are shown in Table 42,

The Basal Reader method had the highest mean, and is significantly higher
(P < .01) than each of the other three methods. The Phonovisual method is
lowest. The difference bstween the two Language-Experience methods is not
significent. The difference between L.E. and Ph. is probabiy significant
(P < .05) vut the diference between LeE.-A.V. and Ph. is not significant.

. Table &2
MRQWDMOMMGMME 5

METHOD N Mean S. D.
Basal Reader V{4 § 17.20 3.27
Phonovisual 276 1k .98 51k
Language Experience 2n 15.87 5¢33
L.E. Audio-Visual 259 15058 5061

These results round out the picture of outcomes. The Basel Reader
method (with this population) was not cnly slightly superior in developing
silent reading ccuprehension, but also achieved significantly highest scores
in resding ettitude. The two Language-Experience methods were about equal |
- in pupil attitude, although the L.E.-A.V. method surpassed the L.E. mathod
' in reading and spelling skills. The Phonovisual method, which almcst
equaled the Basal Reader metkod in results, made the poorest showing in pu- 7
Pil attitude.




Consideration of Possible Intm Varizsbles

Attention will now be given to a mmber of factors which could have
& bearing on the interpretation of the results, in sddition to the full-
session--split-session problem which has been analyzed above.

Effect of Preschool Experience

A special study of the impact of preschool experience was made using
the CRAFT children in two schools (eight classes, 147 children). The chil-
dren vho had had kindergarten experience were higher than the norn-kinder-
garten children on five of the six pretests, but nons of the differences
were significant at the .0l level (see Table 43).

Table 43
PRETEST RESULTS POR SAMPLES OF XYNDERGARTEN
ARD NON-KINDERGARTEN CHILDREN

Kinder- Non-Kgn.
Reading Readiness Measures garten Dire. t P

Mean Mean

Metropoliten Word Meaning 5.10 5.5 - .35  ,967 N.S.
Metropoliten: Listening 7.0% 6.62 42,995  n.s.
Murphy-Durrell Phonemes 10.99 8.5 2.45 2,026 < .05
Murphy-Durrell Letter Names &.05 22,25 1.8 .761 W.S.

Murphy-Durrell Learning Rate 8,83 7.53 1.30 1.992 < .05
Thurstone Identical Forms T.37 5.97 1.40 1.19% N.S.

=7 =76

To the extent that kindergarten and other preschool experience helps
a child to improve in readiness for first grade work, iv should influence
his ability to perform ox rezdiness tests as well as to learn to read. The
effects of preschool experience do not seem to bave mede very greet differ~
ences on the pretests. The Aifferences that did axist were taken care of

by the covariance adjustments, which remcved the influence of differences
in reediness from the final test resnlts.
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Of course, Mmtomemtimpqutakmhthaiﬁtm“-
:mwmtobumothemimtwmummmnm-
muwtmcmummuthetmt«chaummmhwhm.

Sex of Pupils

The distribution of boys and girls to the four instructionsl methods
in the CRAFT Project was approximetely even. The percentages are shown in
Table k. With such smell differences, an effect of sex differences ca
outcomes is unliksiy,

In addition, the sample studied for the effect of preachool experi-
ence was also studied to see if there were any significant sex differences

Table 4k
FERCENTAGES OF GIRLS AND BOYS FOR THE FOUR METHODS
METHOD Girls Boye Total
Basal Reader 50.9% %9.1% 100%
Phonovisual 51.9% k8.14 100%
Language-Experience k8.4yg 51.64 100%
Language-Experience Audio-Visual 51..44 k8.64 1001
TOTAL 50,6% h9.h% 100%

on the pretests, The resnits ars shownm inm Table %5. Turee pretest favored
the girls, three favored the boye, and difference was significant.

Finally, the covariance sdjustments took care of any slight effacts
o sex differences that might have influenced reediness for learning.




Table 45
SEX DIFFERENCES (N THE PRETESTS

Girls Boys
READINESS MEASURE Mean Hean
Murphy-Durrell
Phonenes 10.25 9.04
Total Letter Nemes 23.90 22.37
Learning Rate 8.01 8.29
Metropolitan
Word Meaning k.96 5.59
Listening 6.69 6.95
Thurstone Identical Forms 6.9% 6.36

Intercorrelations of Many Factors with Posttests

In order o locate additional factors thet might cut across the ef-
fects of the instructional methods, an intercorrelation matrix was come
puted for S5k variables. The results are shown in Table 6. In addition
to the pretests and posttests, the variables include 13 scores based on
OScAR-R, six scorss based on the teachers' lLogs, and a variety of other
items on wkich information had been collacted. The scores used are the
48 class moans. For the seven posttests that vere adjusted by covariance
the adjusted class means were exployed. To save space, decimel points
have been omitted.

Table 46 wzs inspected for significant correlations. An rof 37
(P = .01) wvas tekan as the minimm 4o be considered significant.

The four protests used in the covariance analysss generally had non-
significant correlations with the postiests, showing that the coveriance
adjustments had been effective. Thz remaining pretests, which could not
be uged for covariance because of miszing classes, generally showed aigni-
ficant correlaticns with the posttests.
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differentiated by the observational procedure. Other scores were besod on
mudmtmmm“otnusctmhmobyﬂntmhuto
Papils. Afnuduedpucnofmem-nenaitlﬂmumforuowba
found ix the Appendix,

The OScAR-R turned up no significant correlations out of 30 rts.
Even the “dynemic” scales (casegories of teacher statements) showea no
ui@iﬂcmbg'cuthwofmm. It bed been homsd that these
scales, which attempted to messure signiticant aspects of teaching style,
would reveal something sbout teacher effectiveness.
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Teacher logs

A detailed report on the Teacher Log data has already been presented
at a professional meeting and is to be found in the Appendix. The in-
structions to tewchers on how to allocate their Language Arts instruction-
al time are also presented in the Appendix. Here only sume of the high-
ligate will be noted.

At the beginning of this study the teachers were accustomed tc
spend considerably less instructional time on reading and related acti-
vities than the CRAFT plans required, and it took several mocaths before
most of them approximated the Lhree hours a day expected. On total time
the two approaches were neerly equal (Skills-Centered, 170 minutes;
Language-Experience, 175 minutes), and the small difference iz due to
the absence of split-session classes in the L.E. method.

There was a quite large difference between the two Approaches in
the proportion of time devoted to Reading and to Supportive Activities.
The Skills-Centered Teachers spent 55 percent of their time on Reading;
the Language-Experience teachers spent only 59 percent of their time
on Reading, and 61 percent on Supportive Activities.

The intercorrelations in Table 46, which were not available when
the Teacher Iog report was written, show a very highly significant
fact about teachers! use of time in relation to posttest results. Neither
total Language Arts instructional time nor Supportive Activities time had
significant correlations with the posttests. But the total Reading time
had correlations viat were both significant and substantial, with the
Stanford Word Reading, Paragraph Meaning, and Spelling; Gilmore Accuracy
and Rate; and Fry and Gates word lists. These correlations ranged between
40 and .61.

It woulid be tempting to conjecture that what really counts in teach-
ing beginning reading to disadvantaged children is how much time one
spends in the direct teaching of reading skills, and that the method of
instruction is of comparatively little importance. This would be a gross
oversimplification,as can be seen by considering the data in Table 47.

Table 47 shows the average number of mimutes per day for the four
methods. The Audio-Visual teachers spent the leasi time in Reading
activities--61 percent as much as the Skills-Centered teachers, and 70
percent as much as the other Language-Experience teachers. Yet their

-
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results equaled those of the Skilis-Centered teachers and surpassed those
of the L. E. teachers.

TABLE 47
¥EAN INSTRUCTIONAL TIME PER DAY IN
FOUR TEACHING METHODS

D e A LD Ui . b ki 2 AR

f BoRo Pho LoEo LoEc“AoVo

' Minutes per Dey Mean S.D. (Mean S.D. | Mean S.D. | Mean s.D.
Total 169.1 23.52 {170.8 28.64 | 197. 25.12 | 157.8 20.11
Reading %.9 18.64 | 4.8 11.8 83.2 13.h2 57.7 12.78

Supportive Activities) 7h.4 16,1 76.1 31.12 | 113.8 20.58 | 100.1 18.02

The specific time used by L.E.-A.Ve teachers for audio~visuel activities
: was classified in the Iog under Supportive Activities and averaged 24 ’
; minutes per day. If we add this to their Reading time of 57.7 minutes the
rosult is 81.7 mimtes, stili slightly under the L.E. mean and well vnder
‘ both Skills-Centered means.
It has already beer shown that the L.E.-A.V. Method equaled the two
Skills-Centered Methods in overall reading results and surpassed the regu-
Z lar L.E. Method. The total time per day was lowest for the A.V. teachers.

Had they spent more time on reading skills, their resuits might have been
still better.

Chronological Age

Mean ages were calculated for the four teaching methods. They ranged
from 79.5 months to 79.6 months, & range of one-tenth of & month that
could not possibly have a bearing on the outcomes of the methods.

Pupil Attendance

The mean number of days absent per pupil ranged from 1%.18 for Phono-
visual to 16.42 for Language Experience. None of the differences in attend-
ance between pairs ol methods was significant at the .01 level, so it is
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very unlikely that pupil attendence differentially influenced the post-
test results.

Clags Size

Tie mean number ¢ CRAFT children per class, on My 1, 1965, ranged
from 29.75 in L.E. to 28.15 for L.E.-A.V., with Phonovisual at 28.}2 and
Basal Reader at 28.80. P

The meen class register on May 1, 1965, for all CRAFT classes wag
approximately 35 pupils. Of these, 28 or 29 had taken the pretests end
were included in CRAFT statistics. The others had entered some time
during the instructional period and had not taken the pretests H they were
therefore excluded from the statistical treatment. Whether there were 28
CRAFT children or 29 should have had no bearing on the results. The
principals had been instructed to keep the total class registers evenly
balanced by replacing children who left the CRAFT classeg and did so.

The high registers are typical of class size in the New York City schools,
and therefore CRAFT findings should be applicable to the city schools with
similar populations.

Teacher Attendance

The data on teacher absences are shown in Table 48. Although the L.E.
teachers had twice as mch absence ag any other group, the difference does
not reach the .05 level of significance (because of _.s very large standard
error). The absence rates in the other three groups are very much alike.

The large mean and S.D. for the L.E. teachers are due to two teaciier replace-
ments. One of the L.E. teachers was promoted out of the classroom at mid-
year. Another teacher took a leave because of poor health. These changes
probably offset each other in terms of the quality of instruction.
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TABLE 48
MEANS AND STANDARD DEVIATION FOR SELECTED
TEACHER VARIABLES
BoRo Pho L‘Eo LOEO-AOVO
Variskie Mean S.D. Mean 8.D. Mean S.D. Mean 8.D.
Teacher Abszence 7.% ,4.58 6.3!& 1‘021 16037 230“‘7 6050 3052

Years of Teaching Experd 3.83 3.10 8.33 9.63 9.25 9.25 | 10.25 13.16
First-Grade Tchg. Experl 2.17 1.27| 3.42 3.55| 3,83 3591 5.92 8.8

Total Teaching _Experience

The teachers varied widely in age and teaching experience s the latter
seemed more promising for analysis. The second line in Table 48 shows
that the B.R. teachers had a mean of 3.83 years of teaching experience,
while the other three groups had means between 8.33 and 10.25. The differ-
ence between the B.R. teachers and the L.E. teachers is significant
(P <.05); the other aifferences fail t» reach the .05 level.

If experienced teachers are more likely to get. good results than inex-
perienced teachers, the B.R. method was slightly handicapped. If, on the
other hand, youth and inexperience made for Tlexibility and amenability
to instruction and supervision, the strong in-service training program of
the CRAFT Project could have turned the inexperience of the B.R. teachers
into an asset.

It is probeble, also, that the firm structure and detailed directions
in the manuals used by the Skills-Centered teachers made up to some extent
for lack of teaching experience. Inexperience may have mattered less in
this method than in the Language-Experience Approach.,

First-Grade Teaching Experience

The four groups of teachers are compared in terms of amount of teach-
ing experience in the first grade, on the third line of Table 48, wWhile

tne B.R. group had the lowest mean and the L.E.-A.V. group had the highest
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nesn, uone of the critical ratios reached the .05 level of significance.
As with total teaching experience, there is no clear evidence that the
differences between the methods in this teacher characteristic zhould
ha.ve had any specific effect on the outcomes of the study.

Willingness to Repeat the Study

After the posttest period was over, and before the teachers were
given any information about the outcomes, all of the first-grade teachers
were invited to participate in a first-grade replication study, in which
each teacher would use the same method she had learned with a new class
! of firste-grade children.

Of the 48 teachers, 32 volunteered for the replication study. Of
the other eighteen, thirteen had reasons unrelated to the methods, such
| 85 a meternity leave or husband moving out of the city. The other teachers -

i leaving the study, because of dissatisfaction with the method, were divided
M | among the teaching methods as followss B.R., 2; Ph., 0; L.E., 2; and
i-\e L.E.-A.V., 1. There does not appear to be a significant difference
: attributable to adverse reaction to the project.

MI

Effects Attributable to Consultants

So far as the CRAFT research staff has been able to discover, there
were no evidences of differences in the quality of instmc;tion and help
provided by the four reading consultants. All four were mature women with
years of classroom teaching experience, and with substantial previous
experience as reading ccasultants. They submerged any personal preferences
for a particular way of teaching reading and responded in a highly profes~
gional way to the challenge of trying to help teachers in all four methods
‘ to which they were assigned. i
. This subjective impression is reinforced by the practically complete i
' absence, in the analysis of variance tables, of any significant interactions
by schools, or by method interactions within schools. If a particular
method had been given an advantage by the consultant in a particular dis- {
trict, this should have shown up a8 a school interaction. The absence of §
such interaction supports the conclusion that there are no differential |
effects attributable to differences in consultant supervision. ! .
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of Evidence Conc Possible Intere Variables

A

This section of Chapter V has looked at & mmber of factors, other
than the teaching methods, which seemed to have potentiality for affecting
the results and obscuring the relationships between teaching methods cnd
results. The following have been considered: (1) effect of preschool ex-
perience; (2) sex differences in readiness; (3) aspects of teaching style
: as clasgified and scored with the 08cAR-R; (4) Log data, including total
] Ianguage Arts instructional time, Reading Time, and Supportive Activities
| time; (5) chronological age of pupils; (6) pupil attendance; (7) class f
_ [ size; (8) teacher attendance; (9) total tesching experience; (10) first- %
- 3 grade teaching experience; (11) vwillingness to repeat the study; and (12)
effects attributable to consultants. Of all of these variables, only
‘ total Reading time was significant. Highly significant differences in
] teacher effectiveness were found vithin each method, but efforts to
measure components of effectiveness were not successful.

What Characteristics of Books Determine Pupils!? Reactions to Them? i
N {

The following analysis is based on replies 10 a questionnaire circulated
among teachers; and on observation of the children by the consultants and
research staff.

The general conclusion drawn was that the choice of favorite books by
the CRAFT disadvantaged children ia similar to that of middle-class children.
J i As with middle-class children, plot element is extremely important. The }
' tried and true stories heavy with plet that children have always liked are :;
spellbinders, regerdless of socio-sconomic status: stories such as The
Three Bears, Peter Rabbit, Gingerbread Boy, and Little Red Hen. Books
_ written comparatively recently which have become classics in a relatively
3 i short time also seem to intrigue CRAFT children, for example, Make Way for
‘ Ducklings by McCloskey, Caps for Sale by Slobofkin, the Angus books, parti-
cularly Angus and the Ducks by Flack, Millions of Cats by Wande Gag, Little
Toot by Gramatky, Curious George by Rey, the Pretzel Books, the Noisy Books, ;
Tresselt's Johnny Make Believe, Duvoisin's White Snow, Bright Snow,
3~ : Petersham's Box With Red Wheels, Slobodkin's Friendly Animals, Tresselt's
- [ Rain Drop Splesh. All of these and meny others wez;e well-liked by the
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Several sources of such stories are: Stories That Never Grow Old
(Platt and Munk), Stories of Animels (Whitman and Co.), Folk Tales
Children lLove (Platt and Munk), and Tall Book of Mursery Tales (Harper &
Row). ‘

Are books more likely to be favored if they are integrated? It is
most desirable to have multi-ethnic illustrations. Even a plotless
preyrimer was observed being hugged and loved and called "the best story,"
regardless of the dearth of story; the only explanation possible is the
tendency of Negro children to identify themselves with Negro children in
pictures. Integrated illustrations, however, are not enough. The story
must be a good one; the plot element must be strong. Among the integrated
bocks several were quite successful with CRAFT first-graders: Keats's
Whistle for Willie, Snowy Day, My Dog is Iost, Terry's My Dog Rinty, and
Williamson's The No-Bark Dog. As & basis for good discussion of urban
social studies problems, Bank Street's Around the City and Uptown, Down-
town served well, as did Chandler's Let's See the Aniials, the primer in
the new Chandler Language Experience Series. The children did not s how-
ever, favor didactic integration in their stories. For example, one book
which centered attention on the introduction of a Negro boy to & vhite boy
was unpopuler, apperently because there was no dynamic plot element, and
it seemed pointless to first-grade children.

As im