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Preface

Preject Literacy had a number of purposses, The first was to
investigate and coordinate researcn on various aspects of the
reading process, These programs in their various stages of develop-
ment have been reported in nine issues of the Project Iiterac
Reports. These reports are now available from ERIC, The naivete
of our first notions about the relationships between educational
research and classroom practices was soon apparent, Rather than

cided to start the development of a first grade reading program
almost simultaneously with the research programs, Ve thought it
possible that problems encountered in the classrooms should be
communicated to the laboratory and, at the same time, the implica-
tions of laboratory findings could be drawn rapidly for classroom
practice,

This report describes the first grade program which evolved.
During several Summers, extensive curriculum develorment seminars
which brought together researchers and teachers were convened. We
are indebted therefore to the seminar participants vhose wisdom and
enthusiasm were reflected in our work,

Since our intent was to seazch for ideas and to exchange the
insights of the laboratory and classroom, our strategy was to work
very intensively with a small numbep of classrooms, We think of
this as a cross between'elinical anc: quantitative research. The
intensity of our involvement with a few classrooms meant that the
basic resear:h group that evolved worked closely with each other
over a long period of time. We want to thank these people for their
dedication, The Ithaca School System was generous with their time
and facilities, The teachers who were members of the Project were
Saundra Dyer, Caroline School, and Beryl Cushman, Belle Sherman
School, Ithaca, New York, Observers and curriculum writers were
Barbara Sadoff, Linda Roberts, Mary Sue Ammon, Sylvia Gilmore, and
Jean Simmons, Dr. Andrew Biemiller, now at the Institute of Child
Study, University of Toronto, was responsible for the evaluation
of the reading program. He is responsible for Chapter 8, Mary
Blomgren and Cecile Clancy were dedicated secretaries. We wish {0
thank these and other project members,




Chapter I

Background and Overview

Project Literacy was organized at Cornell University on February
1, 196k, by & developmental proJects award from the Cooperative Re-
search Branch of the United States Office of Fducation. The purpose
of Project Literacy was to organize, in various universities, labora-
tories, and state departments of education, research essential to
understanding the acquisition of reading skills. The major initial
effort was to bring together researchers and educators from a variety
of disciplines to plan research which, when taken as a whole, would
glve us more substantial results than uncoordinated studies could
provide. Each investigator in the research consortiunm was completely
responsible for his own activities but the Broject provided mechanisms
whereby the individual scientists could communicate their research
strategies, problems, and results to each other, and meet together
when necessary.

Purpose of the Study

One program supported by ProjJect Literacy was the First Grade
Reading Study. The First Grade Study was initiated when it became
apparent that no matter how many experimental studics were conducted,
or how important their results, it was only through looking at
youngsters learning how to read in actual classroom settings that
the relationships among the relevant, complex variables could be
observed.

Certain learning behavior is best studied experimentally so
that the effects of one or more designated variables can be isolated.
There comes a time, however, when the built-in narrowness of scope
of such studies necessitates looking at the learner and charting the
full range of influences which produce outcomes. One reason for
doing so is that even when an experiment can specify the ingredients
which should go into a good reading program -- like the ingredients
of a cake {and so far research has only indicated that several cakes
are possible), it cannot yet give us the recipe. To carry the analogy
further: does success in reading require a tablespoon of positive
reinforcement or a pound? Is one allowed to substitute i/t/a/ for
a phonics program? Do you begin with meaning and then add phonics,
or vice versa? WNeither the total number of ingredients, the exact
quantities, nor the best mix have sas yet been specified,

Intensive observation of a few children produces information
that differs qualitatively from the usual research study. With this
method, a more complete description of a child's progress can be
charted; problem areas can be identified for individual children
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and groups of children; the methods of presenting materials can

be compared, as well as the value of the written worksheets and
independent work which comprise so much of a first grader's school
time. New ways of approaching the teaching task can be tried out,
evaluated, revised, and re-~tried in a much shorter period of time
than is usual. The data collected, in such & study, however, should
be presented descriptively for the most part, and the exact contri-
bution of each program segment left to laboratory research. Such a
study, then, can sometimes produce a list of ingredients for one
kind of cake, but not all possible cakes,

There is another way in which this type of approach can work
in conjunction with experimental methods. By intensive observation,
one is able to spot certain problems in theory, in practice, or in
materials which can then bte brought to the attention of the research-
er for study under “he usual controlled conditions. The current
procedure is for the researcher to choose an area of particular
interest to him, study it, and present his findings to the education-
al world. In this way, valuable contributions have been made. But
there are still a variety of puzzles and problems to be resolved
which appear most clearly only in a classroom setting. One of the

objectives of this study, then, was to identify and isolate fruitful
areas for further research.

The complementary nature of experimental research and class-
roon innovation, observation, and evaluation should be obvious. The
use of both styles simultaneously was our aim,

Plan of the Study

A year of observation in a public school first grade was
followed by a month long summer curriculum writing seminar, which
in turn was followed by two years of innovation in first grade class-
rooms in the Ithaca, New York, school system. After the first year
of innovation a second summer seminsr was held to evaluate and
suggest further revisions in the nrogram.

The Year of Observation

During the school year 1964-1965, a linguist and a psychologist
made daily observations in a first grade classroom.

The children in this class had not been pre~selected nor had
the teacher (although the teacher, of course, had consented %o being
observed). The reading program followed the outlines in the S-ott-
Foresman teacher's manual, while the full language arts program

conformed, in general, to what has been recommended by leading
educators of the 1940's and 1950's.

The teacher, the two observers, and the director of Project
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Literacy met weekly. During these meetings, the theorvy and purnose
of the lessons were discussed, as well as children's progress toward
the goals set by thc program. Various strengths and weaknesses of a
basal-reader program in action were considered.

During the year, both observers noted the children's errors in
oral reading; and during the second half of the vegr, individusal
children periodically recorded their oral reading. These data later

became the basis for a categorization of children's reading errors
(Weber, 1966),

This first year of intensive but non-interventive obséervation
provided the opportunity for planning innovetive approaches to the
tasks of learning to read.

The First Swumer Seninar

In the summer following, (June 15 - July 15, 1965), a seminar
in curriculum writing was held at Cornell University. Those irnvited
included classrocm teachers; professors of linguistics, psychology,
end education; and graduate students in each of these fields. (See
Appendix A-1 for list of participants.) At the end of the seminar,
& number of assumptions -~ or postulates -~ asbout an optimal reading
program were agreed upcn by the members.

The postulates

The fundemental strategy was to investigate the competencies
of the skilled adult reader, based upon: (1) theoretical ideas and
data concerning the way in which people comprehend spoken and written
language; (2) empiricsl observations of mistakes made by inexperienced
readers; and (3) theory and data concerning perception and learning.

The seven postulastes listed below summarized our thinking at the
end of the seminar and set out the guidelines for the development of
the instructional program.

1. A child must have certain preliminary skills before reading
instruction is begun. There are two basic components to
the preparation:

a. the understanaing that reading is a means of
communication, and that the written representation
is a code for language.

b. Adequate discrimination skills, both visual and
auditory,

It follows that it would be desireable to include an intro-
duction to the basic notions of coding in the pre-reading
phase. The main focus of such s program would be the demon-
stration of different means of coding in order to point up
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the fact that writing is a flexible and useful code for
spoken language.

The competent reader has three kinds of information available
to him as he reads:
a. phonological constraints (spelling~to-sound
correspondences )
b. syntactic constraints (grammatical structure)
c. cemantic constraints (meaningfulness)

The beginning reader already has some of the skills required
for reading as described here. Insofar as he can understand

Spoken FEnglish, he can utilize information gained from

syntactic and semantic constraints. He has only to apply
these to reading. For example, the grammatical structure of
"He stopped his car at the red ...." places great limitations
on what follows. In this example, it is highly likely that
the next word will be a noun. In addition, the meaning of
these words constreins the remainder. It is probsble thst

" “e next word will be "light", and very improbable that it
will be "justice.”

On the other hand, the beginners must learn to use spelling-
to-sound correspondences; there is nothing in language
behavior or other content previously acquired by the child
that will trensfer to this aspect of the reading task.

The curriculum will be designed to provide a balanced develop-
ment in the use of the three kinds of information. At no

time should the child learning to read fall into the use of
one cf these sources of information at the expense of the
others. The reader must be flexible in using all sources

in order to ensure success in the various types of reading
matter which require greater emphasis on one or another of

the sources.

The beginning reader should be given simultaneous training in
using all three types of cues. This follows from the nicion
that when teaching a complex task it is preferable to start
training on the task itself, or a close approximation to it,
rather than giving training on each component skill independ-
ently and then integrating them,

One implication of this postulate 1s that there should be
no separate spelling program or handwriting program per se,
but that this instruction should be fully integrated into
the reading program.

a. At any stage, training should be provided in several

-4




different contexts over a wide range of materials.
b. Because of the large individual differences in
gbility, it may be necessary to provide additional
training for some students. This may be similar
to the initial instruction, or it may involve the
use of subroutines designed to provide specific
instruction in using a particular type of cue,

4. The child must leern to approach the reading task with the
understanding thet there is variability, i.e., he should
acquire a "set for diversity." Thus, for example, if more
than one phoneme is represented by a single grapheme, the

child should be introduced to both correspondences very early
in training.

5. The child should encounter sentences from the very beginning
of training, because this is the minimal unit which (1)
ensures comprehension and (2) provides all three types of
information. A differentiation model will be Pollowed, i.e.,
the complete sentence will be introduced first and then will
be broken down into its camponent parts.

6. The relationship between recading and language must be made
clear from the beginning, through natural intonation, emphasis
on reading as a means of communication, and so forth.

7. The classroom should constitute a "literate environment."
Exposure to language and reading-related activities should
not be restricted to periods of formal instruction. The
beginning reader should aiso be shown what skillful reading
1s like, through frequent exposure to sdult reading of
meterial interesting to the child.

The curriculum should reflect the assumption thet children
came to reading instruction with rich language abilities
which instruction should capitalize on. Moreover, beginning
reading skill can be acquired not only through direct, formal
instruction, but also through informal contact with various
activities and materisls in the classroom.

The use of story charts, class newspapers, displays,
discussions, and other means of emphasizing communication,
should sccompany direct instruction in order to advance the
development of language and reading skills.

The First Yzar of Innovation

In the fall of 1965, the Project Literacy (PL) staff began to
set up lessons based on the postulates. (See Appendix A-2 for PL
staff.) In some instances commercial materials were thought to be
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sultable; in others, materials had to be constructed. These materials
were immediately tried out in a first grade classroom.

The staff consisted of a first grade public school teacher and
three research associates. Two of the PL staff members worked full
time and one half time. The half time person worked mainly to develop
materials in sound-letter correspondences, and one full time staff
member spent half a day observing in the classroom and half in pro-
cessing observations, collecting materials, and so forth. The third
staff member was responsible for the direction of the project. The
teacher met with other members of the staff one afternoon weekly, and
informally at other times.

The Seccnd Swrner Seminar

After the first year of classroom innovation, a second summer
seminar was held. Again, educators, psychologists, linguists,
teachers, and graduate students participated. More than half of the
first summer's group attended the second meeting. The second seminar
differed from the first in that it focused on the report of the first
Year's findings and was thus more evalustive than speculative., Many
suggestions for change, however, were discussed, At the end of the
summer, & report was issued incorporating the most salient contri-
butions of the members.

The Second Yeor of Innovaticon

In the fall, a second classroom try out began. The same
teacher and rirst grade were observed, and another classroom was
added. This second classroom was in a rural aree eight miles from
Ithaca and the children chosen were those incoming first graders
Judged to be "least ready” to read on the basis of kindergarten
teachers' judgments which, in turn, were partly based on results of
& reading readiness test. The PL staff was increased by adding
snother teacher and observer, and by adding two half-time graduate
students to process data.

Curriculum Content

The program for both years was, in general, the same. Here, an
overview will be given. Subsequent chapters will describe each part
of the program in deteil.

Pre-reading

The first postuiate of the summer seminar concerned skills pre-
requisite to reading. There were two levels of training thought
necessary. At one level was the general understanding of the writing
system as a type of code for language. Given this understanding,
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there would follow the second or skill level, where work on guditory
and visual discrimination takes place.

Codes

Writing is a code which has the characteristics of arbitrariness,
order, and a pattern of relationships to the sounds of the languaze.
During the first few weeks of the first vear's try out the children
learned through a series of a half dozen lessons that gestures can
stand for language, and lights and sounds can be used as codes for
language, too. They learned about arbitrariness and order in codes
by meking up their cwn codes using abstract symbols (squares, tri-
angles, circles, ete.) to stand for sentences, then for phrases.
then for words. The number of sbstract symbols was deliberately
built up to overload the memory, and at this point the teacher intro-
duced a new code, the alphabet, based on the sounds of the language.
The interest of the first graders and the further possibilities of
such a series of lessons prompted us to plan a more specific sequence
of lessons which were tried out in two kindergarten classes in the
spring of the first year's try out. After revising certain sections
of the Unit, we conducted a further try out in two classrooms in New
York City during the spring of the second year. The Coding Unit is
discussed in detail in Chapter II.

Skilis

To learn what reading skills the children had when they entered
first grade, tests were given during the first few weeks of school.
The tests included letter naming, suditory discrimination, listening
tests, and tests of other specific sbilities. Based on the results
of these tests and classroom observations during September, the
students were tentatively placed in small groups, either to begin to
learn to read, or to be given work in some of the reading skills
they were deficient in., Description of the tests and the findings
are reported in Chapter III,

The Main Program

The over-all program had several major aspects:

1. The Reading Program
&. 1initial teaching: last section of Coding Unit; teacher
composed sentences; nursery rhymes
b. reading texts
c. trade books (one-of-s~kind published stories)
d. staff-prepared materials
e. sub-routines

2. Sound-letter Cprrespondence Program

&, Sequence or veacher~led lessons
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b. worksheets correlated with the lessons
c. commercial material (first year)
d. sub-routines

3. Handwriting
a. sequence of teacher-led lessons
b. worksheets correlated with the lessons
c. supplementary activities

L. Auxiliary Program -- literate environment
a. electric typewriter
b. tape recorder
c. printing press (second year only)
d. felt letters, magnetic letters
€. message board
f. Dbulletin board, chalk board, slot-chart
g. riddles, stories, extra reading material

Each of these areas will be taken up in detall later in the report.
Here, a brief explanation will suffice.

Reading

Initisl teaching

It was decided that the child should encounter sentences from
the beginning, since the sentence is the minimul vnit which both
ensures camprehension and provides all three types of information
(semantic, syntactic, and phonological). Therefore, while the indi-
vidual testing was going on, the teacher proceeded from the coding
unit into the first whole-class reading and phonics lessons.

Since we had decided that the relation between reading and
language should be made clear from the beginning, the first reading
experience involved utterances by student and teacher. The children's
sencences took the form of group produced stories, each of waich was
the outcome of a classroom experience,

At the ssme time that the children were getting used to seeing
their own words in print and learning to see separate words in
sentences, the teacher began to write simple sentences on the chalk-
board concerning classroom organization or content; such things as
the weather, the attendance, colors, cisssroom helpers, and days of
the week. These sentences were put cn osk tag and displayed on
various bulletin boards and charts where they could be reviewed daily.
This procedure was far more successful than relying completely on
student -produced utterances,

Nursery rhymes were copied onto chart paper and provided a

vehicle for beginning work with rhyming and for exercises such as:
pointing to individual words as they were being read, matching words
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that occurred more than once in a verse, or recognizing words that
began with the same sound. A few children quickly learned these
rhymes by rote and could "read" them in & short time.

After a few whole class lessons plus small group sessions to
check on understanding, the teacher introduced the first reading text
to small groups who were judged to be ready.

Reading materials

The first book

Many pre-primers and primers are written to introduce and repeat
& small vocabulary, and therefore they were not thought to be useful
for our purposes. During the first year we used the primers from a
new English series called The Ladybird Key Word Scheme* as our initial
text. As pre-primers go, this one is a cut above most and after the
first page or two, the pictures very rarely cued the text directly.
We liked the fact that this text used from the very beginning writing
and phonics as tools which could be related to the reading task.

Another series came to our attention during spring term of the
first year. The Chandler Series' initial teaching materisals consist
of soft cover booklets containing black and white photographs of San
Franciscan children of several races. Each booklet centers on a
theme, such as bikes or supermarkets. The text on each page consists
of conversations by the children depicted in the accompanying photo-
graph. During the second year, we used these texts initially with
all children, and reserved the Ladybird books as extra reading for
the suburban class beginners who were able to learn and retain more
material at this early stage.

Other materials.

After the initial teaching and exposure to the Primers just
mentioned, we found it necessary to improvise, since the children
were not yet ready for other published materials we had found. The
texts we had chosen contained a heavy vocabulary load, s> they could
not be used until the children had more power to attack words in-
dependently, and had built up a few more automatic responses to fre-
quent words. We used two strategies to bridge the gap.

¥ A1l materials used in the program appear in Appendix A-3.




1. both regularity and diversity should be stressed at appro-
priate sequence points;

2. concentration would be on the individual consonant letter
with correspondence to one sound value;

3. sequence of presentation would depend on visual and auditory
contrast, frequency of use, and possibilities of ccmbinstion.

During the first semester of the first year, commercial materials
were sought that could be altered to it our sequence of letter pre-~
sentation. It was found, however, that special materials were needed
Since each existent system builds on what it has previously presented.

During the second semester, sets of lessons were prepared that would
follow the sequence we had set up.

At the same time, two students who were not benefiting from
regular instruction were given the Sullivan Programmed Reading
materials as their major reading and phonies text. One of these two

childre. was able to rejoin a regular reading group before the end of
the year.

During the second summer seminar we revised the sequence in which
letters were introduced, and decided to introduce consonants in words

rather than in isolation. Other content was added to the progranm as
well,

In the second school year, the children were given staff-prepared
lessons from the beginning, with only ocecasional supplementary
commercial materels. It was found that the PL lessons were useful
for both the suburban and the rural classrooms but that the rural
children needed much more practice than was being provided by the
materials as originally written The PL correspondence program was
postponed in the rural classroom for many children until they had
practice in pre-reading skills. Various commercial and home-made ex-
ercises were used to build perceptual readiness during this period.
And during the course of the year, several sub-routines were written
and tried out with students who were having trouble, The progress of
the children in the correspondence lessons is discussed in Chapter IV.

Handwriting

Since the beginning reasder should be given simultaneous training
in using a1l three types of cues, the implication is that there should
be no separste spelling or handwriting program, per se, but that this
instruction should be fully integrated into the reading program. Al-
though, during both years, many exercises were written to provide for

such an integration, it was found that skill in handwriting progressed
very slowly.
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Several members of the second summer seminar became interested in the
handwriting problem, and some pilot studies were carried out with a
Head Start class operating at the time locallyv. As a result of this
interest and activity, a complete handwriting program was prepared
during the summer months for try out during the second year. This
program attempted to coordinate letter introduction in the handwriting
and correspondence programs, and to introduce meany activities in-
volving handwriting that would also strengthen skills and concepts
being taught in other parts of the progranm.

Because members of the seminar were unconvinced by existing
evidence concerning large and small muscle coordination, several

experiments were built into the new handwriting program to test these
assumptions.

A complete description of the handwriting program appears in
Chapter V.

Auxiliary Progran - Literate Environment

An early decision of the first summer seminar, reaffirmed in the
second, was that the classroom should constitute a "literate environ-
ment", that is, exposure to language and reading rz=lated activities
should not be restricted to periods of formal instruction. The
beginning reader, we felt, should have informal contact with various
language related activities and materials.

A variety of techniques were utilized to create such an environ-
ment in the classroom. To emphasize the coumunicative aspects of
reading, we titled bulletin boards, wrote simple directions in the
form of statements on all worksheets; and in every way tried to per-
meate the school day with activities calling for reading and writing.
Since the richness and complexity of a six vear old's lenguage far
outstrips anything he will be able to read for some time, we wanted
to provide good literature for him to listen to, both to introduce
good writing style and content, and to give a good model of oral read-
ing. Toward this end, during the initial reriod of the first year,
one activity was begun which later became sn integral part of the pro-
gram. The teacher introduced the whole class to tape recorded stories.
After this, individual children, one or two a day, put on the earphones
and listened while looking at the book. When we reslized how DPro-
fitable this activity was, we attached multiple earphones so that
six children could listen to a story simultaneously. During the two
year period, the tape recorder was put to many different uses.

fn eleciric typewriter with bulletin type was another successful
venture. Introduced tentatively, it soon became a popular and in-
structive activity. In the fall of both years, individual children
used the typewriter for metching lower snd upper case letters, copying
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their names, and the like. Later, children began to write their
own sentences or to complete a story. Materials were prepared for
use with the typewriter so a child would have g choice of several
activities when his turn came.

A third effort to deal with technology in the classroom occurred
the second year when two printing presses arrived just before Christ-
mas. These were used immediately, in both classes, to make Christmas
cards. After Christmas, chitdren were helped, singly or in pairs, to
compose their own megsages. This activity became a major free time
occupation for some children in each of the classrooms,

Aside from the "hardware" that we tried out, many of the ideas
to provide a literate environment were quite simple but successful.
The use of felt letters and magnetic letters was extremely profitable
during the first months before many children could handle handwriting
skills. A message board was used for a month or two during the
second semester so that children could bass messages back and forth.
Occasionaliy students by-passed the board and sent notes directly.
(In some classrooms the teacher confiscates notes, but we wanted to
encourage this sort of spontaneous communication.) Other short-term
activities included bulletin board displays or individual pictures to
stimulate group stories or answer simple questions.

The literate environment is discussed in detail in Chapter VI.

Descriptions of the classroom
Suburban School

The children -- the first year

We worked with a first grade cortaining a heterogeneous group
of 23 children, 13 boys and 10 girls. A new Pupil in April raised
the total of girls to 11. The school served a middle to upper middle
class residential aree and contained two or three rooms at each grade
level from kindergarten through Grade 6. Our first impressions of
the children in the classroom were that they were articulate, outspoken,
and curious; they seemed somewhat highstrung, were easily bored,
lacked self-restraint, patience, or concentration on a given task for
any length of time. A group I.Q. test administered by the school in
Septembei (Thorndike-Lorge) indicated a mean I.Q. of 110.5 and a range
of 85-12k,

The children -~ the second year

The first graders were again grouped heterogeneously. This vear
there were 24 students in the class, 13 boys and 11 girls. One of
the girls was a five~year-old who had been enrolled in Kindergarten
but joined first grade at the request of parents and the recommendation
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of the school psychologist. In June, two Spanish-speaking boys
Joined the class, By temperment, the children this yesr seemed to
have more self control and, in the main, tended to cooperate rather
than compete with each other, They vere, however, outspoken, un-
restrained, and impatient on occasion, as are most six year olds
still learning how to work alone and with others. They could always
be depended upon to tell you when they were bored, tired, didn't
understand, or conversely, when they enjoyed en activity, or had
learned something that excited them, This outspokenness did not make
for an absolutely quiet and well-ordered clessroom st all times;
frequent checks, however, assured us that the children were learning
under these conditions during both years. They were certainly
comfortable end happy in the classroom.

The teacher

The first grade teacher had a master's degree in Education and
four years of experience, three of which were in the ssme school.
Our impressions of the teacher were that she was sensitive to child-
ren; gave individual help often; tried to involve students in a
positive manner; reinforced correct responses; and used approval
in class management and discipline, Although there was an atmosphere
of permissiveness within the class, the school day was regularly
structured and lessons for the day were always planned., In short,
the teacher made this room a very comfortable place for first graders
to be.

The observer - Pirst year

One full time research associate served as observer in the
classrocm. Her role is explained more fully in Chapter VII. In brief:
the observer recorded all language arts activities that occurred in
the classroom during the morning session. For the first few months
of school, she remained passive in her relgtionship to the children
in order to allow the teacher to form the primary relationship with
them. In later months, the observer, besides recording data from
several reading groups each day, kept a list of a variety of language
activities as they occurred. She slso did all individual and small
group testing, and supervised language sctivities of small groups or
individuals not engaged in a reading group. The cbserver came to be
regarded by the children as s combination sub-teacher~older-sister,
and although they frequently turned to her (or indeed any stray visitor)
to help spell s word or snswer a question, she never interfered with
the teacher's position as the authority in the classroom.

Besides spending time in the classroom, the observer collected
materials from the central school library, prepared materials for the
language activities, worked on some of the phonies lcssons, prepared
and corrected diagnostic testing material, and compiled the daily re-
cords and work sampies from which weekly summaries were prepared.
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The observer ~ the second year

The observer had had previous teaching experience in English~
spesking Canada and was working toward a teaching certificate in
the United States. She filled the same role as the observer the
previous year and was able to be efficient and helpful to the teacher
in a number of small ways because of her background.

The Rural School

The children

In this clessroom, the children were pre-selected. Their
principal and kindergarten teachers expected that each would have
trouble learning to read. This judgement was based partly on results
of a New York State Reading Readiness Test administered the previous
spring, partly on observations of kindergarten classroom behavior.
There were 20 children in all, 10 boys and 10 girls. One of the boys
had been assigned to the "average" classroam, but because he was a
discipline problem in that classroom and because his achievement was
borderline for that class, he jJoined the PL class for reading every
day. At Christmas, one girl (from the top reading group) moved away,
and after Christmas one girl moved into the district and was placed
in this class because of low achievement,

The children were charming. They were as neatly groomed and well
dressed, with one or two exceptions, as any child in the suburban
class. There were several discipline problems evident from the begin-
ning but these were handled by the teacher with good humor and firm-
ness and each episode was treated separately. Thus, there was rarely

a real disruption and such episodes decreased rapidly during the fall
months.

For the most part, the children wanted and received personal
affection and attention from the teacher. They were more affectionate
and less independent than the suburban youngsters, snd more personsal
in their approach to visitors. At the same time, there was more
timidity and some anxiety over learning -- more seeming disinterest
at the wrong snswer or even a giving up entirely after one try. This
apparent passivity during learning was very hard to overcome. When
learning did occur, the individual was jubilant, far more so than
his suburben counterpart.

By comparison with the suburban children, these youngsters were
thinner, smaller, and were absent more. An indication of special
problems shows up in a set of comments that we gathered during the
year.




Child A. sleeps a great deal in class: speech problem
B. both parents white; mulatto child
C. crossed eye; very shy
D. asthma; temper tantrums
E. loss of hearing; retarded; speecil problem
F. ‘btreech birth and slow to breathe at birth
G, loss of hearing in one ear; home problems
H. hearing loss; extreme speech problem
I. much sickness; 1listless -°

crossed eye - will have surgery later
repeating Grade 1 e

ol

Most items in the 1ist above concern health problems. Another
indication of possible hesglth prcoblems derives from the attendance
records. Of a possible 179 days of school, the rursl children aver-
aged 161.5. (The little girl who errived in this class in January
is not counted in this tally. she missed 25 days from January to
June.) In contrast, the suburban children averaged 168 days of
attendance, and when attendance of one child (who was out for Lk days
on a trip) is removed, their everage rises to 173.5 days.

The teacher

This teacher had taught in elementary schools in and around the
Finger Lakes District for years. She had volunteered to take the
"High Risk" readers in conjunction with the PL program. Skilled in
hendling children, relexed under duress, patient with slow-learners,
lavish with praise for small gains, firm but not rigid sbout appro-
priate classroom behavior, with a ready sense of humor, interested
in trying new techniques and strategies, this was a most competent
and secure teacher. The children all loved her.

The observer

The observer in the rural school had Just received a master's
degree in Child Development from Cornell and was a8 full-time research
associate for the year. Besides observing half-days in the classroam,
she prepared special reading activities and exercises for the rural
classroom, and worked out most of the lessons for the slowest moving
reading group.

Date Collection

In order to study the effectiveness of our program and to learn
more about changes in skills during the first grade, we gathered g
great deal of information of various sorts about children in our
program and some information sbout children not in our program.

Classroom observations, tests, and worksheet performance were
used to evaluate the children's initial abilities, and these formed
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the base line to use in estimating changes in performance during the
year. We hoped to be able to determine from our cbservations and
performance records how well particular lessons held the children's
interest, whether lessons were overly difficult or easy, and whether
children were in fact learning what we expected them to learn. In
awdition, we wanted to assess competencies at certein points during
the year. Some of these assessments were based on special tests,
others on observation of regular classroam activities. The initial
assessments of incoming reading and language skills that were made
in September arz discussed in Chapter IIT.

During the year, we kept records of accuracy in oral and written
classroom performance; we gathered samples of handwriting, typing,

and printing work; and we gave oral reading ard correspondence tests
which are described below.

1. Oral reading tests. Two sets of oral reading passages
were used. One set was given in November, January, and
March. The other set was given in April and May. Each
set of passages included alternate forms so that children
would not read the same passage twice.

2. Oral reading camparison test (given in June). Four
passages were used, These were developed fram vocabulary
used at the primer level in both PL and non-PL classes.
The easiest passage was completely restricted to this early
vocabulary that most children in both classes had experienced.
The remaining passages had progressively smaller proportions
of this common vocabulary. 8Six classrooms, including the
two PL classrooms, were tested. The results of the reading
tests are discussed in Chapter III.

3. Orsal phonics reading tests. Associated with the regular
oral reading pesssages were passages based on vocabulary
taught in the phonics curriculum. These passages were also
given in alternate forms.

4, Sound-letter correspondence tests. In February, dictation
tests were given. The children filled in the missing
letter in a word on their papers when the teacher said the
word. Selected consonants and vowels were tested in various
positions. A spelling test was also given.

5. Sound-letter correspondence comparison test (given in June).
The same procedure was used in June as in February. Seven
classes, including the two PL classes were tested. The
results of the correspondence tests are discussed in Chapter
IV.
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Classroom Observations

We devised measures to gather data on attention, interaction
with the teacher, o¢ral reading performance, and written production.

Attention

Looking at the teacher or other speaker, or following in a book,
if appropriate, were the criteria of attention.

The procedure involved scanning the whole group (of whatever
size) for thirty seconds, noting any children who were not attending.
The next thirty seconds were spent rechecking only those children not
attending during the first bthirty seconds. If inattention was ob-
served for over half of the second interval (15 seconds), this again
was noted. Thus, for each moment, three degrees of sttention could
be scored: full attention; some inattention; and considerable in-
attention. This sequence was repeated in successive intervals of
up to ten minutes., Although a child whe was scored as attending
during Period One was not rechecked during Period Two, we felt that
if he had seriously stopped attending, this would be ouserved in the

next cycle. Forms used for recording attention are given in Appendix
A.hS

Use of Attention Data

Attention data from smell groups and whole class observations
were summarized by adding separately the numbzr of single and double
inattention observations on each child. Attention during each time
Interval was also noted. Our subjectivz impression was that only
the double observations indicated real inattention. These data were
then used to determine profitable session lengths (inattention in-
creases fairly rapidly towards the end of sessions) and to compare
individual attention scores with performance.

Although we did find evidence of a relationship between attention
and performance, and indications of increasing inattention during
long lessons, we eventually stopped using attention observations for
two reasons. First, we were never satisfied with the relisbility of
our observations, primarily because of criterion problems (e.g., is
tying a shoe inattention? Maybe not.). Second, observations of
performance proved to be sensitive indicators of the effectiveness
of lessons and the abilities of individual children. We decided to
devote most of our observation time to performance, particularly
during the second semester.

\Ihteraction

Interaction and performance were initialiy recorded on rather
cumbersome "running records" in which all interaction between the
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teacher and children was recorded, either in a group or in the whole

clags., After some c¢xperience, we found that this technique could be
simplified.

In general, teaching follows a pattern in which the teacher for
the most part asks questions and sets tasks for the children. In
our work, the task was almost invariably reading either words or
sentences, "finding" a word in a 1list, or comstructing sentences from
word cards. The observer had time to write the stimulus item, identi-
fy the task (r for read, f for find) and note a given child's .e-

sponse. Correct responses were marked +. Incorrect responses were
described.

Interaction data was mainly s'mmarized in terms of the number of
times each child was called on and the number of correct responses he
made. Thus, the percentage correct could be calculated for each child.
The form used can be found in Appendix A-5.

Perfornance

Oral reading performance was recorded on transcripts of books
being read vy the children. These were used almost from the beginning
since our first attempts to record information without them proved
grossly inadequate. The observer would note who read each sentence,

end would describe on the transcript any deviation from the text and
the teacher's response to it.

One intent of observing the type of correction was teo determine
how much information the child needed to correct an error ~- if in-
deed he could do so at all.

In addition to noting errors and corrections, an effort was msade
toward the end of the year to time each child's reading. We found
that it was quite possible for the observer to simultaneously record
errors, operate a stop watch, and record reading times for each child's

reading. We would recommend that in any future study of oral reading
this be done from the beginning.

Results of these observations gave s surprisingly clear picture
of a child's progress in acquiring reading skills a schemata of this
progress is presented in Chapter VIII.

Classroer: ~ Writ. * dork

Discrimination, reading, and correspondence worksheets were scored
by the cbserver. Results were summarized in terms of percentage
correct by individuel and group. These results were used throughout
the year to guide program decisions. Various uses of the data is
discussed in the relevant chLapters.
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Chapter II

Coding Games

A Cognitive Approach to Reading Readiness

Do children understand that they cen write what they say? And
that others by looking ut their writing can repeat what they originally
said? In many reading programs the notion that writing is a code for
Speech and that letters are codes for sounds is never made explicit.
The Coding Games Unit as an introduction to reading i1s an attempt to
explain to the child that we communicate with symbols and to give him
& rationale for the choice of symbols.

In learning to read, the child will be taught to decode letters
into sounds that represent language. In this pre-reading unit, we try
to show the child the reasonableness of the relationship between writ-
ing and speech. The unit begins with en emphasis on language and the
various codes that can be used to stand for language. Then pictures
and picture-symbols are used to introduce the child to written codes.
Once the child learns to communicate with written symbols, the
efficiency and use of the alphabetic code is introduced.

Backeround

Training on codes was the one single idea that generated the
sustained interest and enthusiasm of all seminar members both in the
initial stages during the first summer seminar and in the review and
evaluation of the second summer.

The various try-outs of the Coding Unit included an informsl
presentation in September of the first year, a second more formal try
out in two local kindergarten classrooms in the spring of the same
year; a presentation to the two PL classrooms the following September;
and use with two Harlem kindergartens in New York City the next spring.
Most of the ideas that evolved during the first summer seminsr re-
mained intact during the various try outs, but the devices used, and
the order and length of the lessons were revised, each time making
the suggestions and ins.ructions to the teacher more specific.
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Sumiary of Suggestions of the First Seminar

A basic objective of the whole PL project was to avoid rote
learning and instead to teach concepts in a meaningful way. The
Coiing Unit provided one means. We assumed that reading would be more
meaningful to children if they understood the notion of code and
correspondence, since reading is decoding print to language and the
comprehension of that language.

Major Objectives

1. The Coding Unit emphasized the sequence of transmitting a message:

encoding decoding understanding action

2. The Unit emphasized the necessary conditions for transmission of
a mesgage. That is:

8. The sender and recelver must agree on the meaning of a
symbol. By providing a variety of codes it will be
possible for children to understand the notion of
arbitrariness (or consensus) and realize that a code is
of no use unless it is shared and understocd.

b. The receiver must follow the same pattern as the sender
in order to get the message; letters or other symbols
must be in a defined order.

Specific Objectives

1. There are different codes which car represent langusge.
(gesture, sound, light, pictures, drawings, letters.)

2. To be meaningful, the syubols used in a code must be presented
in a specified order.

3. To be useful, the meaning of the code symbols must be agreed on
beforehand.

4,  The code must be appropriate 4o the particular situation in which
it is %o be used. Visibility, audibility, and permanence are
factors.

5. The most efficient and flexible code is that of letters to re-
present sounds in the language. One letter can stand for the
same sound in many different words.

Incidental Benefits

Aside from the major purposes of the wmit, there were some
incidental benefits to the child. During these lessons, the child,
probably for the first time, looked at lunguage analytically. He
had to think sbout ways of expressing ideas clearly so that others
could understand him. When he was introduced to written notation,
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the child was forced to consider sentence order if he wanted to have
what he "wrote" understood. The pre-reader was also introduced to
the left-right orientation used in written English. 1In addition, the
brief daily series of lessons provided an introduction to the more
cognitively oriented routines of first grade.

The First Try-out: First Grade, September, the First Year

During the first summer seminar, suggested lessons were written
introducing gestures to stand for a message. Sound, light, smoke,
object, picture, and alphabetic codes were considered, as well. In
practice, the Unit stressed two aspects: non-written codes (using
gestures, gounds, and light as examples); and written codes (using
pictures, stick-iigure symbols, and letters).

In the first try-out, the Unit opened with a brief lesson demon-
strating b a (rild can get others to stand for the flag salute by
moving both arms in an upswing motion. Thereafter, the child who was
to lead the flag salute used this gesture to get the children to stand,
and its reverse to get them to sit afterwards.

During the Unit, the children worked in pairs preparing a coded
message which they presented to the class. This technique was easy

proof of the arbitrariness of codes since not many children could
guess each other's code,

The teacher and students decided on written symbols to stand for
objects around the room. At first a whole sentence was expressed with
one symbol, then a phrase, then a noun plus determiner (e.g. the flgg).

In one activity, the teacher prepared a treasure hunt using
some of the symbols as markers (a symbol for flag, for example, or
blackboard, door, or teacher's desk). The symbols were also used to
give directions (a symbol stood for Go to another for the flag) or
for games in which manipulation of three symbols could make & sentence
like "Bring the book to the teacher's desk." or even so-called silly
sentences like "Take the blackboard to the fishbowl,"

Lastly, the alphabetic code was introduced by the teacher when:
a) the overload of symbols caused memory strain, and b) new information
was called for which the agreed upon symbols could not handle, e.g.,
How would you say: 'Take the book from the teacher's desk." The
peint was made that a symbol for each word was clumsy and hard to
remember, and besides, a simpler code was availsble. With a letter
code one could use the same symbol every time one heard the same sound
and this was easier to remember. The Coding Unit led directly into

the Correspondence work of listening for sounds in words and identify-
ing Jetters,
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There was no formal evaluation of the lessons but the children
enjoyed and seemed to learn from the activities. The lessons were,
however, too "talky". We set about the task of writing more detailed
presentations, trying at each point to include activities for the
children that would be eppropriate to their age and relevant to the
point being made.

The Second Try-out: Kindergarten, Spring, the First Year

In the spring, the Coding Unit was tried out in two kindergartens
in the Ithaca Public School System, one class taught by a staff member
and one by the regular classroom teacher.

We will describe this try-out in detail, and then report only re-

visions in the lessons, and evaluation of the Unit for the later try-
outs.

The Children

The classes can be desecribed briefly as follows:

1, In the afternoon kindergarten the regular teacher taught the
Coding Unit to 12 boys and 8 girls. The parents of most of
the children were upper middle-class, and the children showed
evidence of having had sn enriched home background. They were
interested in school, were very articulate and were aware of

the expectations of the teacher. The teacher maintained firm
but kind diseipline.

2. In the morning kindergarten the PL staff member taught the Unit
to a much larger group of children, 14 boys and 16 girls. The
variability in their intellectual and social maturity was notice-
able. The majority could be classified as coming from lower
middle and middle class homes. As a whole, the class had low
attention for group oriented tasks (individual children were

allowed to wander at will) and discipline was difficult to
maintain.

Lessons in both groups were observed each day by two members of

the §L staff. (This practice was continued for each subsequent itry-
out.

Content and Formst

Content of the lessons is outlined in Figure 1. The first lesson
can be summarized to show the added specificity of direction given in
this try-out. The lesson began this way:
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The teacher says, "If you want “ary to know you went shopping
yesterday, what do you de? You tell her -- you talk gbout it,
That's one way we have of sending messages -- using our voices
and speaking. Here's another way. Can you tell me what this
means? (Teacher puts finger to lips -- elicits 'Be quiet'.)

I could have said, 'Be quiet', This (T. repeats gesture) stands
for saying samething,”

During the course of the lesson the teacher takes the children
through a number of common gestures, e.g., shaking the head for "yes"
or "no", waving for "hello" etec. The children then demonstrate
gestures they know, The lesson ends with a quick review., The teacher
says:

"One of the most important ways we have of sending messages to
someone is by talking. What's another way of sending a message?
How can you tell scmeone something without taiking out loud?
(Suggested prompts) When you want to speak to the class what

do you do first? How can you tell the class to stand up without
talking out loud?"

Then the teacher summarizes the major point of the lesson:

"Gestures may stand for a message. These hand signals stand for
saying something.”

This lesson took five minutes to teach., Wost of the lessons took
less than 15 minutes. When additional activities were planned, such as
drawing pictures or writing messages, the teacher conducted them st a
later time in the day.

The format for each lesson was similar. A review of the previous
lesson was provided to be used at the teacher's discretion, the mein
body of the new lesson alweys included some child partieipation,
there was a brief review in which children answered questions, and
the teacher summerized the main point of the lesson.,

The Coding Games Unit was campleted by both groups in three and
one half weeks.,
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Concept Activities

" K

; "Stands for" Gestures - whole class and individual
- activities,

2 Review "stands for" Review previous gestures. Teacher puts
several gestures together

Order (Order becomes important) Children
follow message of gestures.

3 Arbitrariness of codes Class decides on new meaning for light
signal.
L Teacher reviews "stand for".
Teacher introduces word "code".
Appropriateness ;
of code medium Children listen to Indien Drum record - :
sound code. |
5 Different codes can Children review ways of giving message. 5
stand for langusge Children show ways for saying yes, no
(gesture).
Can have different Children devise new light and sound codes

codes for same language for same message (ves, no).

6 Review "stands for" Children review previous codes.
Children go from gestures, lights, and

i
. Figure 1
, Content of Coding Games Unit Before Revision T
sounds for same message and compare with

language.
Appropriateness Children decide which code medivm can
of code be used under restricted circumstances. 4
0
7 Language can be coded Teacher gives examples of usefulness of
by written messages written messages.

i Teacher introduces picture symbols,
N Children use to code how they feel
| (happy -~ sad).
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Day

Concept

Permanence of
written code

History of picture
writing, permanence
of drawings

Pictures can stand
for words in a
story

Activities

Children look at yesterday's picture
codes to remember how they felt.

Teacher shows pictures of cave drawings.
Reads from prepared seript.

Children draw pictures to stand for
telling about what they do before they
come to scliool.

Need for agreement
on code

Order for code

Teacher and children look at a few pre-~
vious day's pictures - discuss order
and ease of reading code.

Use of picture code symbols in special
order.

10

Picture-symbol code
Agree on meaning
and order

Teacher shows Indian trading picture.
Children code own trades with pictures.

11

Permanence of
written code

Distinction between
picture writing and
symbols

Recall previous day's trades - emphasize
had to know order, and sgree on what
pictures meant.

Compare difference between pictures and
symbols. Children devise symvols for
man and house.

12

Written symbols can
stand for language

Teacher reviews symbols for man, house,
and "go to". Children use symbols for
messages.

13

Different kinds of
written symbols stand
for language

Teacher introduces trademarks, brands,
and signs.

Each child makes a symbol or picturs to
steand for his name.
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Day Concept Activities

14 Written symbols can Children read messages teacher has
stand for names written on flashcards and follow
messages.
Use code to send
messages
15 History of alphabet Pictures of the progression from pictures

which stood for words to letters which
stood for sounds. Teacher reads from
prepared script.

16 Review history

& of writing
17
Efficiency of Compare efficiency of picture symbols
alphabetic code for names. Begin with children who
have same or similar names.
18 Summary Children demonstrate gesture, light,
& sound codes,
19

Children read written codes that teacher
puts on board.

Compare all ways of saylng yes-no with-
out "talking" (gesture, light, sound,
write yes, no).




Procedure

Both teachers followed@ the lesson plans closely, but some changes
were made in approach and sequence to meet the needs of the two
groups. For example, pacing in the morning kindergarten had to be
high powered since the children were easily distracted. In one in-
stance, two lessons were cambined into one for the afterncon group,
since additional work was not needed fo» this group.

Lessons were conducted with materials that were available in the
classroom as standard equipment (drum, phonograph, creyons, pencils,
paper, chalkboard). Other materials were prepared by the observers
and the PL staff member teaching in the morning classroom (charts of
trademarks, cattle brands, flannel board picture-symbol cut-outs,
photographs of the children, written messages using children's trade~-
marks, and other picture symbols).

The children in both groups had opportunities to devise codes
using different modes and to use the mode appropriate to the situ-
ation to send messages to each other. They enjoved those lessons
that involved them in some activity - either group activities, such
as playing a coding game, responding to questions; or individual
tasks, such as making their own coding pictures or sending their own

messages. We tried to exploit all possibilities for oral communication
during these lessonms.

Strengths and Wesknesses of the Lessons

In the afternoon class, the coding unit was begun the last week
of April while the lessons in the morning group were begun two weeks
later, the second week of May. By beginning the unit in one room
earlier, we were able to make certain revisions in the lessons before
presentation in the second room. For example, we found that use of
slides to show cave drawings created many problenms. First, the rooms
could not be made dark enough. Second, it was difficult to maintain
attention while discussing the slides. In the sfternoon group, we had
tried tape recording a script to accompany the slides. We discovered
the presentation was tou long, and did not allow the children to react
to the slides as they were being presented. By the time the presenta-~
tion was over, the children had lost interest in the lesson. Teacher
explanation of the slides worked better.

Some of the concepts to be taught, and the means with which to
teach them, were not made explicit enough for the teacher. An attempt
vas made to rectify this for the morning group by preparing more
careful review and additional summary statements. The asmount of re-
view had to be adjusted to coincide with the needs of the group. The
morning kindergarteners enjoyed the review activities - they were esger
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to demonstrate what they had learned the day before. Opportvnities
to engage in familiar activities seemed to be worthwhile for these
children. On the other hand, the afternoon children were eager for
new, challenging material, and were bored by review of concepts with
which they were familiar.

During the teaching of the unit to the morning group, we included
Iore message-sending activities, Use of children's symbols and
femiliar picture-symbols plus the abstract symbols used in previous
lessons helped maintain high interest in this group. It alsc en-
abled us to use the sentence as the message unit. The teacher sent
each child in the class his own message. 1In return, at least half
the class sent messages to the teacher, their friends, and their
families. We recognized the need for similar activities throughout
the wnit. The more children are able to use and expand work presented
in lessons, the more likely it is that they will retain the salient
concepts for future use.

In teaching & lesson using a simplified version of an Indian
code for trading, we noticed that the morning children had trouble
handling the complicated sentence structure as it was represented in
the trade code. Instead of saying, I have a teepee that I'll trade
for 8 canoe, these children were much more camfortable saying, I'1ll
trade a teepee for a canoe. The way in which the picture symbols
were arranged made only the first sentence the correct one. The
resulting confusion about which picture represented the subject and
which the object in the sentence suggests that the idea of spacial
order would be better served by an example which could be put down
in a Noun - Verb - Object sentence.

In both classrooms, the final lesrons on the nature of the alpha-
betic code were not as effective as the preceding lessons. We found
we needed to look closely at this important section. We had tried o
clarify the difference between codes which stand for language (a
sentence, phrase, or word), and the code which stands for the in-
dividual sounds in words. Even though our major purpose was not to
teach the exact sound-letter correspondences but anly to point out
that they exist, some additional activities and exauples were needed
to get across the concept cf an alphabetic code.

Evaluation

In each room, reactions - f children were sampled by individual
interview. (The quesiions and performance items used for each try-
out are given in Aprendix B.) The observers in each group conducted
the testing. FEach interview took approximately five minutes and the
responses were tape recorded.

The Afternoon Group Ju the afternoon group, 10 children
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(half the class) were tested. They represented a sample of the top,
middle, and low scorers on Reading Readiness tests administered in
April. The results showed certain strengths and weaknesses in the
Unit. First the strengths: all children recalled st least two codes;
60% recalled all of the codes covered in the Unit. Almost all (90%)
understood the notion of order in a message. There was good response
to the idea of arbitrariness, that is, the children realized they
would have to find out the meaning of the symbols before they could
decode the message. Most showed evidence of having acquired new
vocabulary; for example, they were using terms such as code, gesture,
moticn, or circular code with s flashlight in answering questionms.

Now the weaknesses: less than half of the children could dis-
criminate permanent from non-permanent codes. Furthermore, although
almost all recognized the Apis (early pictorial uncestor of A) only
one child related the picture to the symbol A, and when asked what a
letter stood for, only one responded with "sound". Most of the child-
ren interviewed said the letter A stood for their own names. (We had

used initials to stand for their names during the coding wnit activities.)

The lessons for the last two deys of the Unit did not help to clarify
the concept that letters stood for sounds in words.

The children in the afternoon group handled the gesture, sound,
light, and picture codes effectively. They knew what a code was.
The notion that codes can stand for languege was emphasized through-
out the unit. The group had no trouble with the notion of arbitrsrs
iness. They recognized the need to talk things over first and to
find out what the code symbols stood for before they tried to decode

& message. But we had not been successful in teaching that letters
stand for scunds.

Data from daily observations showed that interest in the activities
varied, but overall attention for the lessons was good. Iaterest was
higaest when the activity involved the children - they enjoyed
"figuring out" new codes, making up their own codes, and writing down
code messages, such as trades, and using a code to tell how they felt
(happy or sad). They were very interested sn reading type activities -
and gave their full attention to the lesson on brands and trademarks.
Sere of the children were able to figure out the meaning for the
various cattle brands.

This group also enjoyed using the coding vocsbulary. They
carried notions learned in the coding unit over to out of school
activities ("I used a gesture last night"), The children related
their own experiences and other pertinent information to the class
discussions, ("The Indians also drew pictures to send messages").
This group of children wes verbally oriented. Experience with the
unit activities seemed to broaden their (already extensive) vocabu-
laries.




The Morning Group Of the 30 children in the morning
group, 15 were interviewed. Since some changes were made ir. the
curriculum for this group, the werding of the questions varied slight-
ly from that used with _he afternoon kindergarten.

Results indicated that the children knew a number of codes that
can stand for langusge, concepts of permanence, and order, but
arbitrariness of codes was not well understood. To be more specific:
approximately 80% of the children mentioned gestures and sound codes
as alternatives to talking, while 50% mentioned writing. Of the 15
children, 13 said that when the person to whom they wished to send a
message was absent, they would communicate by letters or pictures.
Almost 80% were able to form a sentence using picture symbols, putting
each in the right order. (We had emphasized this activity in this
classroom and children had spontaneously sent messages to each other
in their free time.) Further, it was found that 60% could read a
8illy message; they could say the words for which the symbols stood,
even though the message made no sense. On the negative side, these
kindergarteners didn't respond well %o the question on arbitrariness
(If we sent this code that you just made up to your teacher, would
she know what it said?), and no one could answer the question: What
does a letter stand for?

The children in the morning group responded enthusiastically
to this unit, often applauding the visiting teacher. With a few ex-
ceptions thelr eagerness and readiness to learn was obvious. The data
from the interviews affirms our general impressions. lessons where
the objectives were clear, when there was no confusion in the use of
terms and when the activity in the lesson was directly related to the
objective (not a frill), were by far the most effective. In contrast
to the afternoon group, these children preferred "to do" rather than
"to discuss". They performed readily using the various codes {gesture,
sound, light). As was noted earlier, they particularly enjoyed using
the picture code to send messages, and would continue a coding activity
of that day in their free time.

Summaries at the end of the lesson had to be carefully structured
with questions that we hoped would promote discussion. In most cases
the children answered "yes" or "no" (this same lack of verbal facility
was evident in their other oral activities, we observed, such as
"Show and Tell"). Only a few children could generalize from specific
exemples. In most cases, the concepts had to be summarized first by
the teacher.

We did not notice children using the coding vocabulaery spontaneously
as did the afternoon group, even though the regular teacher said she
used the terms code, signal, symbol as often as she could. (This
difference between the two groups was of some concern to us but evidence
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from a leter try-out suggests that the apparent lack of increased
vocabulary was idiosyncratic to this group.)

For hoth morning end afternoon groups the coding unit was schedul-
ed each day after a Show and Tell period. After sitting approximately
15 minutes (or more) for Show ani Tell, an additional 15 minutes
spent with the coding activities exhausted the children's capacity to
attend. Free play time followed and this was a very desirable
activity. Occasionally, however, the teacher of the morning group
scheduled the coding work first, just after attendance had been cam-
pleted. The observer and the PL staff member teaching the unit
noticed s marked difference in the children's behavior. They were
alert and able to attend for a longer period of time than they us-
ually did. The children were "fresh" and this seemed to be the per-
fect time for cognitive activities.

The Third Try-out: First Grade, Sept., the Second Year

Between the second and the third try~-outs, the summer seminar
intervened. One sub-group worked on revisions of the wnit during the
seminar, and the revised Unit was presented to the two PL first grades
in September.

In order to concentrate more on the important last steps, several
activities were dropped. Those omitted included lcoking at pictures
of cave drawings, making up a picture to tell a story, the discussion
of trade-marks, and the presentation of the historical evolution of
letters from pictures. Except for the Indian trading sentence which
had inherent difficulties, any of these lessons could be re-~included
1f time permitted in a particular classroom. But each of the amitted
lessons can be considered as supplementary rather then essential.

The revised Unit added two more lessons bringin, the total
number of lessons to 21. The lessons after Day 12 dealt with some
form of letter-sound relationships and included sections on correct
orientations of symbols to a line ~ both pictures and letters. From
the point where written codes were introduced, we devised symbols for
Bingle verbs and nouns (not 3 word phrases or full sentences represent-
ed by one symbol).

The Circumstances

We had agreed that the Coding Games were most appropriate to
kindergarteners but felt we could get feed-back from waitching our PL
first graders react to some of the newly added meterial.

fbout half the children in the suburbar school had attended the

afternoon kindergarten the previous Spring when the earlier version of
the Unit was taught. Therefore, Coding lessons in this first grade
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room were compressed and many of the activities omitted.

In the rural classroom, lessons were spread out over many days.
The rural classroom teacher decided that in the future she would teach
the Unit in a shorter period of time, glving daily practice. Both
teachers agreed that the Unit lost its force once "real" reading
started in the classroom.

The Results

Suburban School In the suburban school, 22 children were
interviewed. On the positive side, the children could put symbols in
the right order; they could remember a number of non-verbal ways to
send messages; eand almost two-thirds (637%) were sble to tell when a

single written symbol stood for more than one word, e.g., = the
flag.

But Just as in the previous try-out, we had not done a good enough
Job teaching these children about the arbitrariness of codes. For
example, all were aware that a familiar symbol would be known by
classmates, but only half (54%) said that others would not know the
meaning of an unfamiliar symbol. Even fewer (9 children) would admit
that a symbol they constructed themselves would be wnfemiliar to
others. (We may have been fighting a Piagetian egocentrism here, and
if so, probably an impossible battle.)

New questions on letters as codes had been added. A1l 22
children identified the letter s by name; 18 (81%) could give the
sound (What's the same sbout sir, sat? What sound is the same?);

19 could choose an s word fram & pair (sod, mine). By the time of the
interview, quite a few of these children were doing scme simple read-
ing and had begun the correspcndence program. The added practice
surely influenced these answers.

Rural School Eleven students were interviewed, These
children knew what a code was, had a working knowledge of permanent
Vs. non-permanent messages, and understood the arbitrariness of codes
better than their suburban peers. They did fairly well on the sound-
letter correspondence questions, but could not tell when a picture
symbol. stood for more than one word, nor could they put a set of symbois
in order to meke a message. Specifically, of the 11, 8 (72%) could
remember a number of non-verbal ways to send messages, and when
prompted (Remember Red Fox?) all could give at least one method of
communicating. The same 8 students understood the difference between
& permenent and e non-vermenent message: again, with prompting,
(Could you use a drum, etc. ?) all answered appropriately. Most of
them had a clear notion of artitrariness: when shown a familiar symbol
91% answered corrsctly, when ahown an unfamiliar symbol, T2% did.
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In questions on sound-letter correspondence, all identified the
letter s by name, T (64%) could tell the sound, and 8 (72%) cowld
pick an s word from a pair. None of these children could not iell
when a picture symbol stood for more than one word, and very few (4)
could put in order a set of symbols to make g messagz.

Smnmg__rz

The responses of the children in both classroams to the sound~
letter correspondence questions indicated a better understanding of
this relationship tham had occurred in the previous try-out and this
was the section which had been weskest before. The interviews showed,
however, that the children were not aware of sepsrate words in an
utterance, or that more than one word was scmetimes repregsented by s
single symbol. *

In preparing the Unit for our out-of-town try-out, wve omitted any
symbols which stood for more than one word, prepared blank cards for
use between symbols (of words) when messages were belng constructed,
and introduced two rhyming patterns (sad-glad, etc. and cat-hat).
Otherwise, tie Unit remained the same. The content of the Unit as
revised for the fourth and last try-out is presented in Appendix B.

The Fourth Try-out: Kindergarten, Spring, the Second Year

The Circumstances

Two urban kindergartens in Manhatten were chosen. A faculty
member of the City College of New York who had attended both surmer
seminars acted as liason and made arrangements for two students at the

College to observe the lessons and conduct interviews with the children
afterward. A member of the PL staff held two orientation meetings with
the teachers and observers prior to the try-out, and also observed a

lesson in each classroom about half-way through the Unit. Essentially,

however, the Unit was considered g package which should stand alone
by now and as such was largely left to survive or fall on its owm
merits.

Lessons were given three times a week to accomodate the observers'
schedules.

There were 40 children in all in the two classrooms, with a 6
to 4 ratio of boys to girls; 22% were native Spanish spesakers.

*Other data "The boundaries of written words as seen by first graders"
Meltzer and Herse, Mimeo, 1966, support these findings.
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The Results

At the end of the Unit, the observers interviewed individual
students. Seven students who had been absent for 7 or more lessons
are not included in the results nresented here, and data for 6 other

children was lost because of a tape recorder failure; 27 students,
therefore, were interviewed.

When the Menhattan teachers were asked to rate the children,
they rated 63% as having learned the concepts, 25% as having learned
some concepts, and 12% as not having learned the concepts. It is
Interesting that thes:= figures are camparsble to those given below.

1. Questioned on possible modes of communication, 89% gave
at least one mode - 96% of the English speaking children
and 80% of the Spanish speaking children.

2. Questioned on appropriate mode to use when decoder is out
of sight and hearing, 42% answered appropriately, 52% of
the English speakers and 23% of the Spanish speakers.

3. Questioned on arbitrariness ("Will X know what this means?"
referring to a symbol the child had just constructed),
: Shft enswered correctly, 537 of the English speakers and
\ 55% of the Spanish spesakers.

4. Requested to arrenge symbols to form a message, 61% ar-
ranged the cards in an appropriate left-to-right order,
65% of the English speakers and 50% of the Spanisk speskers.

>. The sound-letter correspondence questions were revised to j
test understandings taught in this presentation that had
not been stressed before.

a. The child was asked to tell the first letter of his 1
name; T9% could do this. Of the T9%, 56% could give
another word beginning with the same letter as his name.

b. After being asked to give a word to rhyme with sad,
78% could visually pick out what was the same in sad
and thei «2 when it was written for them, but *

, only 24% . .id tell what part they heard that was the

; same. (They simply said, "They've the same." Obviously

a poorly worded question,)

6. Of the new questions added:

oa, .

] a. 65% of the English speakers and 50% of the Spanish
gspeakers could place symbols in correct orientation
to a line,

{
!
|
i
|
i
1
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b. 52% or the English speakers and 30% of the Spanish
Speakers could use space marker cards to mark word
boundaries.

C. And in a word circling task added to get data on
another project, (E. shows a sentence: "Can you
draw a circle around one of these words? Now ancther
word? Draw a circle around each word.") of the 33
children tested - 06% circled none, or circled in-
correctly; 24% circled letters; 57% circled same
words (ranging from 20% to 99% of the words); 13%
circled all words correctly.

Teachers' Evaluation of the Unit

The two Manhattan teachers found many positive aspects in the
Coding Games and both are currently using the Unit. While each made
a number of suggestions about details of individual lessons, they
felt the Unit to be a valuable addition to the kindergarten program.
Specifically, they reported that children knew they were learning
something and were pleased asbout it -- they looked forward to having
"lessons" (whether or not one agrees with Bereiter (1966), there may
be positive value in a structured attempt to stretch the mind a little
at this age); and that the children liked and used the new vocabulary
{we had been worried when this didn't happen during a previous try-
out). The use of symbols, these teachers felt, was of particular
value to the Spenish speaking children, a value the PL staff had not
previously considered.

The earlier kindergarten try-out used one teacher from the PL
staff. In the 'morning' kindergarten where the staff member taught
and the teacher looked on, the teacher was most enthusiastic, even
to the point of suggesting additional games, one of which is now in-
cluded in the Unit as optional. This teacher asked for and received
a revised copy of the Unit and was planning to let her student tescher
use it this year. The cther kindergarten teacher - in the suburban
school - although most cooperative and helpful during the try-out,

expressed no interest in integrating the Coding Games into her regular
program.

As for the PL first grades, the same difference holds. The sub-
urban teacher felt {as we did) that the Unit was geared for kinder-
garten, and, although the activities were well received in her class,
she express.d no interest in continuing their use when on her own.
Conversely, the rursl teacher, whose class came to her with fewer
skills, liked the orientation to tasks which the Unit provided and
liked the use of children's initials as a first step toward sound-
letter correspondences. She felt that "What is a word?" was not hit
hard enough (the one substantive sddition to the program in the later

-36-




Manhettan try-out was more emphasis on this point), and that the
Unit should be ccmpleted first before going on to other aspects of

the reading curriculum. This teacher is planning to use the Coding
Gemes ageain.

So, in general, the first grade teacher and the three kinder-
gartzn teachers who taught the children in poorer neighborhoods were
far more enthusiastic about the benefits from the Unit than the two
teachers with higher SES children, scme of whom were already readin-
at the time of the unit's presentation.

Conclusions

The responses of the children to the interview questions should
be accepted with caution for the following reasons, The wording of
some of the interview questions did not always tsp actual learning,
we felt; the interviewers were very briefly trained; the inter-
viewees were often ill at ease when for the first time *they were
questioned individually and their responses taped.

Nevertheless, the responses can be plotted to give some in-
dication of learning. Figure II presents the concepts that were
introduced; the number of correct responses to questions concern-
ing these concepts are given in terms of pluses and minuses.

The Unit seemed to be successful in teaching many of the
children that

a. there are a number of codes that stand for language

b. written codes are more permanent than non-written

c. the order in which a message is sent is important

d. both the sender and the receiver of the message must
agree beforehand on the meaning of the coding units

e. when revised versions stressed the relationship of letters
to sounds, and the necessity for correct orientation of a
letter to a line, these understandings also improved.
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Figure IT

Correct Interview Responses

1 Ithaca Ithaca Manhattax |
Kindergarten First Grade Kindergarten
Concepts AM, PWM, R. Surb. Eng. Span.
What is code; kinds ++ ++ ++ ++ ++ ++
Order in a message ++ ++ - ++ + +
! Permanent vs. nonpermanent ++ - ++ ++ + -
; Arbitrariness of codes - ++ + - + +
Sound-letter codes - - ++ +4 + +
Separate words in utterance d.a. d.a. - + + -
Correct orientation to line d.a. 4d.a. d.a. d.s. + +
Correct Response Symbol
| 5% - 100% ++ |
‘- 50% - Th% +
49% - 0% -
doesn't apply d.a.




Recommendsations

It is our feeling that the major goals of the Unit were under-
stood in a rather superficial way by the children and that scme of
the "fun" lessons, e.g., the slides of the cave drawings, or the
presentation of the evolution of letters, could be taught more ad-
vantageously and with more serious purpose to 9 or 10 years olds.
The Unit could thus be begun in kindergarten where it has demon-
strated its usefulness as pre-reading and general language arts
training, end with the addition of further lessons be pursued later
as a study of written language in a far more sophisticated way than
was possible with 5 and 6 yesr olds.

The Unit would still be useful in a first grade for those students
who need to have a great deal of help on initial perceptual reading
skills., Work on coding games at the same time would &dd a dimension
to their preparation. The Unit could be followed by & version of
the 'high risk' reading program discussed in Chapter III.

Whether the Unit is used in kindergarten or first grade, Pro-
visions must be made to refer back to the concepts in the Unit at
a later time during the year.




Chapter III

The Reading Program

This chapter discusses the materials used in the reading program
and the progress of the children at various points during the vear.
The tests administered in the fall and during the year are described
in some detail in the section on content. This section slso includes
a description of the introductory sentences, the staff-produced
materials, end our rationale for the choice of commercial texts and
trade books. The next section tells about administration of the
program and the progress of the children. It includes descriptions
of the smell groups, pacing of lessons, and special sub-routines to
take care of individual problems. Finally, in the last section, the
evaluation procedures used in June are reported and enalyzed.

Part I - Content

Pre-testing

During the first year's try-out. several tests were given in
September., The school administered s standardized readiness test
to all first graders to which we added several others. Results of
these tests are reported elsewhere,* Here it is sufficient to say
that in general the tests indicated that the class was ready tc read.
The few differences that existed, we felt, could best be handled in
the reading and phonics progrem, not in a prolonged pre-reading
program.,

During the second year's try-out many of the same tests were
used but some were added and some were revised. The tests are des-
cribed below and the results are reported for each classroom. Many
of these tests could be given by the classroom teacher during the
first few weeks of school since the time involved per child was
gbout 5 to 10 minutes for the individual tests, and some of the tests
were given to the class as a whole. We learned a great deal sbout
the children's specific strengths and weaknesses from the tests and
feit we saved ourselves and the children learning time by their use.

¥Robinson, First Grade Report, 1965-1966, ERIC
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Jescription of the Tests

An * indicates tests given only the second vear. Tests were

devised by the staff unless otherwise noted.

l.

Clappy. An informal test aduinistered individually to discover
which first graders could alreedy read a few common words. In
using this test in the second year we added questions which would
tell us if a child could distinguish separate words in connected
text and distinguish separate letters in a word. The materials
consisted of a lerge poster of a clown holding balloons. On

the balloons were written the words: dog , happy, hat, shoes,
bow, fat. Underneath the picture were two sentences: My name
is Clappy. I am a clown. If the child could read the in-
dividual words and the two sentences, he was given a separate
story consisting of six short sentences about the clown. A
further probe was added the second year asking for any words

the child knew how to read. If he didn't supply his own name,
it was written and he was asked what this word said.

Reading Readiness. The school system administered the New York
State Readiness Test, a group test, which included six sub-
tests: word meaning, listening, matching, alphebet, numbers,
copying.

Visual Discrimination.

a. In the Durrell {1956) letter matching test, the child must
clrcle the one letter (out of four) which mstches the letter
held up by the teacher. We tested lower case letters only.

b. A word matching test taken from Continental Press materials
is meant to determine whether the student can tell which of
four words matches the stimulus word on the left of his
paper. Twelve lines of words are presented, four in each
of the following categories: gross differences from the
stimulus, only initial consonant differences, only finsal
consonant differences.

Letter Naming. A cardboard wheel was constructed exposing four
lower case letters at a time. They were arranged so that letters
children seem to know best (based on findings from Durrell,

Popp 1966) were presented first. All students saw the lower
case letters. A second wheel containing capital letters was
prepared but only those capitals were presented whose lower

case forms were known.

Auditory Discrimination. This test was administerad individuslly
during the second month of school. Our experience (confirming
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*6.

*7.

8,

d2Hirsch 1966, Wepman 1963 and others) is thut the child needs
nuch practice before results of this sort of test can be con-
sidered valld. The child answered "same" or "different" when

he heard a pair of words pronounced. Probable minimsl and
maximal contrast of consonants was worked out using a distinctive
features matrix (Halle 1963). Minimal pairs differing only in

iniﬁ%al position were used as the auditory stimulus (e.g. "vat -
fat”).

Syntactic and Semantic Anomolies. Sentences were read to each
child individually containing either semantic ancmolies, e.g.,
"a black swn", or syntactic anomolies, e.g., "Him were going".
The child decided wiether he would ever say such a thing and
decided whether the sentence was "silly" or "u.K.".

Semantic Judgments. Given an incomplete sentence, the student

supplied a word or phrase to camplete the idea (verb, color
word, etec.).

Expectations About Readine.

a. An informali inventory was administered individually to
discover what ideas children might have about the uses
of reading; e.g., whether they think of the picture as
essential to a book, whether letters and numbers can be
discriminated from each other or from pictures and ab-
stract symbols.

b. During class time the teacher asked the class what they
expected to learn or do in first grade.

Other, The vocabulary test from the Stanford-Binet (Form I-M
1960) was administered to all children the first vear. This
was not repeated the second year. The complete Binet, however,
was given to all children in the rural schcol during the course
of the second year. Several children in the rural school were
also given the Frostig Test of Perceptual Abilities (1963).

It was not thought necessary to give this special test to all
children.

Results

For the exact results see Appendix C-1. Our conclusions from

the various tests were these:

l.

Clappy the Clown (Ability to read} Most suburban children
would be wasting time on reading readiness but most rural
children needed lots of exposure to print. Only one rursl
child could visually identify a word.
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Ietter-ns_ing, lower cese lMost subhurban and all rural

children needed work in learning letter-names. Five children

in the rural school responded with rnumbers to some of the letters,
for example: s/5 or t/4. Some children in both classes respond-
ed with the number one to the letters 1 and i. The best known
letters were o0, s, X, J in both classes; the least known were

d> b, u, n, 4, v, g. Appendix C-1 gives exact data. A test of
this sort is particularly important to use if the teacher wants
to teach letter names early in the yeer.

Tetter-matching, lower case The types of errors were as expected
(d for b and p for 4 being the most frequent confusions) but
there were too many errors in the rural class not to give
specific training.

Word-matching This test was not particularly helpful in
discovering specific problems that hadn't already shown up
elsewhere. It is, however, one more indicator, added to others,
that discrimiration problems exist for specific children.

Fewest errors were made when there were gross differences
between choices, next when only the initial letter differed,
and most errors occurred when only the final letter differed
fram the stimulus word.

New York State Readiness Test In the suburban schocl 23
students were tested. The total scores produced a mean per-
centile rank of 92.5 and a range of 63 tc 99+. In the rural
school 19 students were tested (one was absent). The total
scores produced a mean of 38.5 and a range of 1l to 86. This
test provides letter grades for each range of scores. These
grades carry norms such as "Low Normal", or "Superior".

These scores and their normmative ratings serve ss points of
reference but are not specific enough to be diagnostically
helpful in planning work for individual children or groups.
For example, what does the "Low Normal" child not know that
the "High Normal" child does, and how does that knowledge or
skill contribute to later reading achievement? In the suburban
school, the one boy who later had the most trouble learning
to read (granted, an emotional problem was involved), scored
91 on this test; the other 3 boys in his subsequent reading
group scored 91, 69, 5T7.

In the rural school, however, the readiness test roughly pre-
dicted reading group membership. The mean score of each read-
ing group from Group I to IV was 50, 45, 29, and 30 respectively,
but high and low scores within each group would preclude using
the test results shead of time for grouping purposes.




10.

Syntactic anomolies Quite a few chiidren in both classes
accepted "ru.ned” as correct. In the rural class, "They having
are dinner". "The boy talked the girl". "The boy was hit the
glrl", weze accepted as corrvect by a large percentage of the
students. The fact that children may have heard the examiner
say, "They having our dinner" chenges the problem in this
sentence from word-order to a missing suxilisry verb. The
other two sentences also have missing words (talked to and hit
by). This suggests that function words were not salient cues
to these children, Pronoun case (Them are __) and number in
verb (girl am __ ) were aleo accepted by almost half the rural
children. One may conclude that some of the rural students were
not secure in their knowledge of well formed sentences in the
standard dialect.

Semantic anomolies In both classes, there was wide acceptance
of opposites as equal (A littie of samething is a lot). In the
rural class, a large number acceopted hot and cold as equal, too.
Many of the rural children found nothing strange in a black sun,
or an eight year old father. In all, the suburban children had
an error rate of 05%, and the rural class of 24%. The errors
may have been the result of lack of familiarity with language
tasks or games, or a real lack of wncevstanding of the concepts
involved.

Semantic judements The suburban class made no errors, the
rural class made 10 errors. Comment on Test 6, 7, 8: The
semertic and syntectic tests give a rough indication of the
child's facility with languege. There was no extra work needed
iz the suburban class, but the rural children had problems ~--
elther in test-taking, or oral Janguage in the standard
dislect, or both.

Auditory discrimination (given in November) The suburban
students made 6 errors in all; the rursl students made 22.
Most of the errors came in reporting two different words as
the sane.

Expectations about reading

a. This test is in the pilot stage;* so far it has discrim-
inated pre-school students very well, but was of less use
in our situation. The test, however, was given 6 or 7
days aftar the Clappy test; in that space of time, all
rural children had learnedrenough sbout letters and
nunbers to sort them into different piles.

¥Herse, Robert
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b. In response to teacher's question, "What are you geing
to do in Mrst Grade?", three-fourths of suburbar: class
volunteered answers. Responses were all related to tasks:
reeding, writing, numbers, etec.

The seme question in the rural class was met with silence.
As a prompt, the teacher asked what had happened in
kindergarten, and several children mentioned games and
Playing. Finall,, ane boy said facetiously that this
year he was "going to fight with Jimmy". The teacher
then explained some first grade tasks.,

11. Other

2. Stanford-Binet: given in the rursl school, The range
of 1.Q.'s was from 70 to 120 and distributed as follows:

70 -~ 86 6 students
90 - 97 5 students
100 - 106 4 students
113 - 125 4 students

b. Three of the rural children whose I1.Q. scores were average
or above but who weren't performing well on reading tasks
vwere given the Frostig Test of Visual Perception. This
test includes sub-parts dealing with figure-ground, con-
stancy of shape, and spacial relationships. The children
recelved a "Perceptual Quotient" of 110, 104, and 100;
presumebly ruling out any gross visual perceptual dis-
ability on their part.

Conclusions

Except for letter naming and scme work in auditory-visual
discrimination, the suburban children did not need work in readiness.
The two types of lessons Just cited could go on during the initial
introduction to reading where necessary.

Many of the rural children showed deficiencies in each of the
tests. Each child's individual profile was plotted, examined, and
the esrly asttempts at grouping were based in iarge measure on what
skills could be taught to severel children together. Since the rural
children were lacking in so many perceptual and language abilities,
we decided to concentrate on these and move very slowly into the
reading program. We wanted them to really succeed in the tasks they
were given whether this meant they would read at a given level in
June or not.
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Content: Initial Period

Reading materials were chosen from many sources. We used
children's own stories, teacher's sentences, trade books, text books,
messages from one child to another, bulletin board titles, worksheets,
riddles, crossword puzzles, and stories camposed by our staff. We
did this because we felt that a literate person reads everything from
bill-boards to Proust and sutomatic responses to the printed word as
cormunication should be built in early. Our second reason was to
ellow & variety of cues to be present in the reading matter. If &
Larrow range of reading matter was presented, words pre-taught,
length and structure controlled, we felt the child would not be allc-
ed the full range of sampling necessary to be a reader in any real
sense during his first year of instruction. But we did learn to

structure the presentation of these materials. The initial intyo-
duction to reading is a case in point.

Initial Meterials

Initial teaching had as its content student-produced stories,
teacher-camposed sentences and nursery rhymes,

Attempts were made the first yYear to transfer early corres-
Pondence skills to the reading materials by means of the group-com-
posed stories. For example, one group-produced story included the
sentence, "We have two toads", and this reinforced phonics lessons
dealing with the sound-letter correspondence of t. Unfortunately,
too few of the reading sentences included letter-sound combinations
to match the phonics Seéquence, end even when they did ocecur they
could not provide sufficient or varied enough practice by themselves.
During the initial period of the second year, we did not attempt to
introduce reading via student-produced stories, although jater in the
year, we did occasionally make use of this strategy. Instead, the
number of teacher-composed sentences, which had been more successful
as an introduction to reading, was increased during the second year.

To give a more exact idea of content, the reading lessons for
the first four weeks of the second try-out are presented below iu
parallel columns for each of the classroams.

In looking at these lessons, note the make-up of the teacher
ccmposed sentences. The use of common words, possibility of per-
mutation which allows both teacher and student to create new sentences,
including "silly" sentences that provide a check on cemprehension,
the repetition from one sentence to another; and use of this techni-
que to help the teacher get to know her children's strengths and
weaknesses were all taken into account in the selection of these
sentences. Note also that for some children the pre-book period is

~46-




a very short one.

The first text used during both years in the suburban school
was Ladybird Book ls followed by Book 1b. These books contained a
16 word vocabulary which was introduced in la and repeated in 1b.
Both suburbsn and rural classrooms were next introduced to the six
Chandler booklets containing s 67 word vocabulary.

Week One
Suburban Rural
Teacher Camposed Sentences Teacher Camposed Sentences
My name is Mrs. Cushman. My name is Mrs. Dyer.
What is your name? Mrs. Dyer is my name.
Mrs. Cushmen is my neme. My name is __ . (child's neme)
My name is (child's name)

Today is Monday. (Tues., etc.) Today is Monday. {(Tues., etc.)
Is today __ 7 (day)
Is this __ 7 (day)

How many are here today? This is red. (individual cards pre-
This is __ . (child's name) pared for matching games.)

Make 2 ( picture)

Nursery Fhyme

Jack and Jill on chart paper:
used for rhyming, pointing to
particular words and letter;

left-to~-right orientation of

print.
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Week Two

Suburban

Review from week one.
New Sentences

is here todsy.

How many are here today?

Here is & __ (picture).

This is yellow.

Is today red?

Look at ___ (symbol picture).

Look at __ (name),

Lovk at me,

I will look at you.

Go to your ___ (symbol for desk).
(Go to and Look at were first
introduced in Coding Unit.)

Small groups begin to work with
sentences, words, letter-naming.

Snall Groups

Mon

Smzll groups work on auditory-
visual discrimination.

Tues.

Three boys read Ladybird la, 1b,
one made no errors; the other
tvo made one or two errors some
of which were self-corrected.
Both teacher and observer thought
the session very successful.
Review color words, sentences,
Thurs.

Three groups met teacher for
review,

Fri.

Two groups met teacher for letter-~
naming and sentence review.

Ladybird group chose someone to
read story to.

-48.

Pural

Review from week one.
Word cards used. Teacher scrambles
words; students rearrange and read.

New Sentences.

This 1is red.
This is green,

Small Groups

Review teacher-camposed sentences.
Rearrange word cards into sentences.
Identify & point to individual
words in sentences.

Listen for words that start with "s"
sound. Match & identify by name the
letters i, a, s.

Letter naming.




Week Three

Suburban Rural
. Reviewed d, s, a from full Group I, II reviewed:
group correspondence lessons. Mrs. Dyer is my name.
Group I read Ladybird 1b My name is Mrs. Dyer.
Group II read Ladybird la, lb A1l Groups: rhymes-visual and
Group III reviewed teacher- auditory discrimination, cownting
composed sentences letters and word sound of “s"
Letter-neming: A-E and Z
F-d and Y
Week Four
Group I finished Swings; read Group I new sentences in preparation
Slides to p. 15. for first Changler book Swings plus:
Group II reviewed Ladybird;
read Swings to p. T. Here is Mrs. Dyer.
Group III reviewed sentences; Here is (symbol).
read Ladybird la to p. 28. I am __ (symbol tor happy).

Groups I, II, III practice in letter
' naming from A-J

Group IV letter nasming A, B, D.

All Groups: 1listen for s, d, m

sounds in initial position.

Differences in the Two Classrocms

The teacher-composed sentences were reviewed over and over in
the rural classroom, while the suburban youngsters quickly went on
to the Ladybird and the first two Chandler books: Swings and Slides.
Note that the rural teacher, Mrs. D., is still working on color words
at the end of four weeks (and will continue to do so during the next
period). She had to teach the recognition of colors as well as the
asso.lation of the written word with the correct color.

Practice in learning the names of the letters took up far more
time in the rural classroom than the suburban. It seemed to be hard
for the rural children to attach a name to a particular shape. The

~49-

et e e e




renge went the full gembit from not knowing any of the alphabet names,
through being able to say the names and attaching them to any written
letter (or number), to actually knowing and identifying same letters
correctly and not knowing others but being sware of them.

In both clessrooms during the first week, sane children were
not able to point to the separate words in a sentence being read %o
them. At the end of four weeks, several rural children were still
confused about the difference between words and letters in a visual
display, and also needed practice in dividing a spoken phrase into
1ts component words. The Michigen listening program was initiated
for whole class work in the rural class. In its initial stages,
this program gives the teacher a set of words to say, e.g. "White
house, house white", and the children decide if she is saying the
same thing twice or if it is different the second time.

The rural children also didn't know what the task of matching
one thing to another meant or how to go about it; they didn't know
left from right, and couldn't visually discriminate similar forms.

A third workbook in the Michigan Program consisted of visual matching
of a letter or string of letters to a sample. Selected pages cf
this workbook were used as well.

The rural children had great difficulty following directicns of
any Ssort. Their problem in understanding the task at hand beceme
evident early in the school year. Once a particular set of instructions
had been understood - sametimes a matter of three or four lessons —-
any variations in the task caused confusion again. For example,
from our staff report at the end of September comes the statement:

"It has been necessary for the teacher to re-explain the matching
task daily since when some of the students [i.e., those who had made
no mistakes the day before] are allowed to go on without this review
they begin to make errors." The children desperately needed help in
learning how tc learn. One of the assets of good programmed materials
for first grade is a simple structure and clear directions. We

hoped the teacher directed use of the Michigan and later the

Sullivan programs would help eliminate the frustration these child-
ren were feeling in trying to cope with too many cognitive tasks at
once.

Formation of Reading Groups

Whole class tcaching was combined with heterogeneous small
groups at first. During both years che same procedure was followed.
Small groups in each class met almost from the beginning. The use
of techer-composed sentences allowed a heterogeneous arrangement with
a gradual grouping together of children who could leayrn at the ssame
rate and who needed practice in the same skills. Reading groups were




N not labeled but children were called by name to Join the teacher.

| Later, when groups became more stable, John's group, or Mary's group
vas asked to Join the teacher. 'The teacher used different children's

8 names to identify a group each dgy. Homogeneous reading groups

' were established after an initial trial period of working with groups
of about five children each day and rotating a child from one group
to another until it seemed that certain children who could learn at

; the same pace were more and more appearing in the same group. A

I tentative top group was formed on the basis of the test results

which revealed certsin strengths, plus the positive responses and

good memory displayed by these children in the early whole class

and small group lessons. Gradually, in the next few weeks, others

Joined this group. Group membership continued to change from day

to day in the early period as it was found that individuals needed

more or less review, a gslower or faster approach, or needed special

drill in scund-letter corresporndences, letter names, or other pre-

liminary skills. The observer's records of »esponses and errors in

reading sessions were a major consideration in deciding group

membership, as was the child's ability to attend.

Independent Work

It must be that most first grade teachers do not work with
small groups early in the school year. Our teachers were constantly
, running out of ways to keep other students profitably busy while
| they were working with a smsall group. Several gaemes were introduced,
since the written assignments were finished very quickly. Although
we did not solve the problem of always keeping six year olds pro-
fitably busy on their own during the initial period, at least our F
experience showed that one can survive this rather brief phase, ‘

Informal Testing

Beginning in November of both years each child read a vasssge
into the tape recorder. The first year, two passages were read
€ach month beginning in January, one was an old reading-group
passaege, and ocne was a new previcusly unseen passage. New passsages
of one month tended to become 0ld passages the next. We kept a
record of the number of errors, type of correction, and the total
time of the reading for each child. During the second year, child-
ren also read a passage which wes taped, transcribed and analyzed.
e These staff-prepared passages varied in difficulty and allowed
comparison between different groups of children, somethi.g we had
found difficult to do the first year. Under the Evaluation section
in this chapter findings from these taped readings are discussed,
| § as well as results from other messures. Other informal testing is

‘ reported as it occurred during the year. TFor example, in October
several informal evaluative and disgnostic checks were made in both
scnools.,




Suburban On October 11, Reading Group I in the suburban
school was asked to read s passage of 29 different words. These
children learned to read very well by June. Here is how they were
doing after one month of school reading familiar words in a new
context,

The 20 words where errors occurred appeared in the text 33
different times. There were 98 errors in all or 63% correct on the
average for the group. Host students (45 - 757 of the Ss) made
errors on eight of the words: shop, has, see, today, this, pusk,
blue, toy. No errors occurred for Jan, is, like, #ill, go, am, req,
I, ve.

If those words occurring more than once were considered correct
when correctly read the second or third time, there were 66 errors,
or 72% correct.

Rural Two dittoes were given to test knowledge of vocabulary
in teacher-composed sentences. Both were multiple choice.

a. The first was given on October 13. It contained three
sentences.

4 students mede no errors
1 student made 1 error
10 students made 2 errors

1l student made 3 errors.

ctudents who made errors seemed to be attempting to match a
word in the sentence rather than trying to complete the sentence.
For example, in the sentence,
My name is WMrs. Dyer

there were 11 wrong choices, most of them being the word name.

b. The second ditto was given on October 2k.

Sentences : Choices: Results:

1. My ____ is Sam, this 16 students made no errors.
2. ___ 1is red. is 1 student got 2 wrong.

3. Sem is ___ name, name 1 student got 3 wrong.

4. This __ green. my 2 students got all 4 wrong.
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ilaterials After The Initial Period

Read-alongs

The practice of introducing trade-books to students so that they
could follow along in the text as the teacher read, and gradually
try to read parts of the text themselves, was begun as a way to solve
a particular problem. We had looked for texts in which the language
was non-stilted. We wanted stories, for example, where contractions
were used when contractions seemned natural, and where a variety of
sentence structures occurred to give the text a certain literary
style. We also looked for a good story line. We found very little
material of this sort at the beginning reading level.

The hard-cover texts that we did like could not be presented
immediately after the first book, {Ladybird or Chandler) because
they all contained too heavy a vocabulary load and couldn't be used
until the children had more power to attack words independently and
had built up a few more autcmatic responses to frequent words. We
had to look for ways to bridge the gap. One way was to find trade
books which the children could read along with the teacher.

Lessons were planned to allow the children to read selected
words and phrases after listening to the teacher read the page. This
method is very like Robert Allen's Read Along With Me technique but
not so rigidly controlied. We tried it out the first year using a
trade book called Little Tiger Icains His ABCs in which cues are
abundant. Each page in the book 1s devoted to one letter and a
picture cue is available. We used this occasion to test, a) the
children's ability to match upper and lower case letters, and, b)
ability to find words beginning with the same sound within a sentence.
Much to our surprise, the children were also able to "read" all of
the sentences. To give an example "He cruised on a crocodile, and
that was C.", "He insisted on ice-cream and that was I." Gratified
by the response, we followed this story with others from time to time
during the year, sometimes taping the stories as well, so that
children could listen and read as often as they wanted. The Little
Tiger book was followed by a simple story called Cats, Cats, Cats.
The Cats books introduced useful words such as big, little, fat,
thin with a picture of an appropriate loocking cat to illustrate each
adjective. (We only had one copy of this book available but the
text had large print and the teacher held the bock so all could see
it. So, if a teacher has only one copy of a trade book that she
thinks her class would enjoy as a read-along this need not keep her
from using it.)

During the second year's try-out, Little Tiger was again used
as the first read-along. In the rural school, the Chandler booklets
were also introduced first as read-alongs as more and more children
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Vere able to move from mainly pre-reading to reading activities.
For exasple, the first Chandler book, Swings, was read over again
for different ourposes by both the teacher and students until the
children ir the group could read all of it themselves.

Besides the trade-books that we tried out as read-alongs, both
teachers wanted their classes to be familisr with a typical basal
reader before they left first grade. Since Dickx, Jane and Spot
Seem samehow to have becanme part of our culturel heritage, we sgreed.
During the second semestei, each teacher spent several aftecnoons
having the whole class take turns reading aloud fram the pre-primers
and primers. These sessions were not observed, but the teachers
reported interest and high participation in the reading. Cne
teacher wrote, "They were all tomiliar with characters (probebly
through brothers and sisters or fricnds). Veiy enthusisastic, -
good review of some vocabulary -~ went fast, whole book in half hour.”
In the suburban classroam, the primer and pre~-primer were read in
nine half hour sessions. (Although these books were tien placed in
the classroom library, they were not observed to be read again by
individuals. )

Begides the Iittle Tiser bocks (there are four in all) other
read-glongs that the children liked and that helped increase their
vocabulary were Go Dog Go, Hop On Pop, Snowman Snow snd e ditto
master called "Space Shot" from Continental Press (which we dittoed
end stapled). The titles of the read-alongs and the dates when they
were used in both classes can be found in Appendix C-2. We chose
not to give Group I in the rural school many of these read-aliongs
during the second semester because they began to move quickly through
the texts and were enjoying the regular reading program so much.

In contrast, read-along books were chosen for Groups IV and V in the
rural school in lieu of texts in June. Two of them, Come and Have
Fun, and Hop On Pop were used for several lessons each on rhyming.
Several days were also spent on Pins and Pans which follows the
Sullivan Primer. This book had been read by other members of the
class for free reading.

Throughout the yesr, particularly in the suburben school, the
teacher noted that the students weren't stopped by unknown words or
upset by difficult passages. The reason for this mey be the early
introduction and wnthreatening nature of the read-glong-with-me
stories.

Staff-prepared Storiles

The second alternative open whern no appropriate published
materials seem to be availsble at a particular level is to write your
own. We wanted to prepare students to read Story Fun, a book with

5}




124 different words, but decided to introduce in the hame-made story
words not only common to Story Fun but %to any reeding. The result-
ing story, My Pet, introduced 30 new words plus 9 "old"ones. This
was an experiment of sorts. The booklet was typed on ditto sheets
on the primary typewriter, cut into 5 x 8 pages, and stapled.

There were no pictures and zentences occasionally spanned more than
one line.

During the year of cobservation which preceded the study,
observers of the basal reader program had noted that, perhaps be-
cause of the one-sentence-a-line format in most pre-primer and primer
level basals, the students develcped the habit of dropping their
voices at the ends of lines, and then carried this habit over into
more advanced material where a sentence continued from cne line to
the next. We wanted to accustom children to the usual format early
enough to avoid this problem.

The story is in the form of a riddle and each page adds a
detail to help the child guess what the pet is. It uses personal
and relative pronouns, function words, the verb be, other cammon
irregular verbs, and a few gvestion words. There are no plctures;
the langusge is colloquial: sentence structure incliudes statements,
questions, compound and complex sentences; there is repetition
but slight variation in form from one page to another. For example,
the tag sentence on several pages varies from "Now do you know
what my pet is?" to "Now do you know what he is?" to "Now do you
know who he is?" |

Next we adapted an old story called The House Where Nobody
Lived. It was a fancier production since we'd learned something
about book-making. In this story, we printed only one line a page,
and allowed the children to illustrate each page themselves. After
reading this story the children had been exposed to 30 more words,
and we felt they were ready to try a published text.

Beyond this polnt we no longer kept a record of the number

of words or frequency of repetition in the reading matter presented.

Our attempts at story writing taught us something about the
physical format we should have., We discovcred that one line a page
is too 1little since the children can't Lake advantage of what
repetition there is by seeing the same word or phrase elsewhere on
the same page, and besides, the continuous turning of pages is
boring, and takes too much time and effort. Size of page seems to
make & difference as well. The 5 x 8 page was easier for the child
to hold and attend to than a larger page. Whether pictwres were
absent or present seemed to mske no difference, nor did a sentence
that occupied more than one line of print.
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During the sceond semester of the first year, after the children
had been reading published texts, we wrote a story meant as quick
vocabulary review and called it Another Pet Story. St¢ill later,
disappointed by the text of three beautifully illustrated fairy tales
(Ugly Duckling, Billy Goats Gruff, Three Bears) we covered the text
and wrote our own. All four stories were used again the second year.

During the second year, in addition to the staff-prepared stories
already at hand, several others were written especielly for the rural
children who needed to have more exposure to familiar material before
they could advance to something new. One such story was "My Word
Book" written ana tape~recorded for use with reading groups III and
IV to reinforce words they had encountered in the teacher-composed
sentences. Another was a "book" called Cat & Dog especially pre-
pared as a first book for the lowest reading sroup. Three booklets
of riddles were written to review the vocabulary in the Chandler
series. The riddles provided the teacher with a way to evaluate the
students' progress up to that point. If a student could read them
with few or no errors, he was ready to proceed at a faster pace into
new material: the sequence to follow wes iy Pet, Little House and
Story Fun. Since students had not been rushed through any of the
introductory stages, by the time they encountered these review stories
all vere able to read them with few errors. The major difference was
in the time taken to reach this point.

Special sub-routines

The use of the Michigan and Sullivan programmed materials can
be considered sub-routines for use only with a few children. It
proved necessary the first year to use Sullivan with only two children,
one of whom was able to join e regular reading group before the
school term ended. Both of these children after exawination by
psychologists were judged to have emotiomal problems and one had
Severe perceptual difficulties. They were said to need the careful
structure provided by such a progran. During the second year, how-
ever, the Sullivan program was introduced to almost all rural students
as a supplement to, and during the first part of the year, in lieu
of our faster paced corresponcence program. The rural class as a
whole was exposed to parts of the Michigan program as well.

It soon becanme apparent , however, that at least four of the
children in the rural class were not yet able to benefit even from
these slow-paced approaches to reading. By the end of October, it
was decided that we should not try to push these Group IV rural
children prematurely into reading, but ensure that perceptual skills
and other necessary language skills be stressed instead. Accordingly,
a diffe'ent set of criteria was decided upon -. our expectations of
what they should be able to do at the end of the year. At the same
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time a set of reading exercises was prepared, = xind of 'hign risk
reading program, (both in the sense that the students were a high
risk as readers and that the exercises were written on a day~to-day
basis after watching the students' response to the previous day's
work). The first lessons introduced simple sentences using the
students own names and the words sad, mad, glad; for example:

Mary is sad. Each sentence was heavily cued by a symbol face
one they had learned to respond to in the coding unit.

The lessons included directions to the teacher to help implement
the aims we had decided on. A list of these aims and a description
of the pregram sre given in the section on Procedure in this ctepter.

Published materials

Following the read-alongs and staff prepared stories, we moved
into hard-cover texts. The material we found to be suitable came
from texts which are supplementary to certain basal series. Some
of these are called literature series and are meant to be read after
the basal. Trequently these books contain many folk and fairy tales
as well as some poetry. There is a certain stylized form in fairy
tales, and the natural repetition inherent in the genre served our
purposes. Several stories were repeated in slightly different form
in several of the books and this allowed the children to make a few
critical judgments. (Appendix A-3 lists all commercial and staff-
nrepared materials used during the study.)

Appendix C-3 shows actual books read by each reading group in
each school and the month each book was completed for both years.
Figures I and II show the texts read in reading groups during the
second year.

The nuuber of texts and total number of pages read is given in
Table 1 for each group in each school. (The S-T series through
book 1 adds up to about 470 pages.)

Some rural children progressed as far as Storyland Favorites
by June. Group II in the suburban school read beyond this into a
Reader's Digest book, and the children in the suburban Group I
read 4 or 5 more books.

In the rural school. the first three reading groups, 13 child-
ren, were reading end-of-first-grade material by June with very few
errors. Group IV, 3 children, were able to read easy first grade
books, and the special group of 4 children had just begun regular
pricer material.
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Table 1

Number of Texts and Pages Read (by Group)

Group N Texts Read-Alongs
Ne pps. read Ne of Books
Suburban I 10 15 1780 8
IT 6 10 1175 5
11T L 9 1109 5
TV L 7 891 5
Rural I 3 9 1041 6
II 5 6 763 6
11T 5 5 565 7
Iv 3 3 210 10
v l 3 97 10
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Part II - Procedure

This section concentrates on procedure during the second year,
since procedures were similar both years.

The sets of materials available were varied enough and flexible
enough for the teachers to make choices depending on the needs of
particular children. In general, however, both classes began with
teacher-composed sentences, then read the six Chandler books and
the three riddles reviewing the Chandler vocabulary. They proceeded
to the home-made stories "My Pet" and "Little House” introducing new
vocabulary, and finally began to read the literature texts, which
progressed from easy to more and more complex material. It is in
the pace that the differences occurred.

Pace

s a——

The follcwing charts show the position of both classes at the
beginning of November and again at Christmas.

The Second Month (Oct. 13 ~ Nov. 9: 25 school deys)

Suburban Rural
Grp. M. Grp. N.
I 8 finished Ladybird 1la, I 6 finished 1lst Chandler.
1b. finished the 6 beginning 2nd Chandler.
Chandler booklets. on Lesson 10 of Sullivan,
2 boys in SRA
II 8 reading 3rd Chandler 1I 5 beginning 1lst Chandler.

on Lesson 9 of Sullivan.

III 2 Dbeginning 2nd Chandler IIT 5 no text. Teacher composed
sentences using early
Chandler vocabulary.
Lesson 6 of Sulliven.

Iv 6 Dbeginning 1st Chandler IV 4 Mo text. Teacher composed

working in Sull. Pre- sentences. Letter- naming
Rdg. Bk. Began Special Program on
Nov. T.




SIS B A

Third & Fourth Month (HNov., Dec.: 21 school days)

Suburban Rural
Grp. N. Grp. N.
I 8 had read 3 riddle books, I 6 finished 3rd Chandler.
"My Pet”, and The Sullivan Primer p. 38.
House." (From this

point on, the teacher
did not pre-teach new
vocab. words.) Were
on p. 28 of the hard-
cover book: Story Fun.

I1 6 finished the 6 Chandler 11 5 finished 2nd Chandler.
booklets. Sullivan p. 33.

TII 4 begen the 5th Chandler. III 5 preparing for 1lst Chandler
by reading teacher-com-
posed sentences. Sullivan

p. 16.
IV 6 had just begun 2nd IV 4 sequence cards. ILetter
Chandler. were on p. naming; special program.

54 of Sullivan Primer.

Although differences between the two schools are even more
apparent by the end of the second and third periods, the materials
we had chosen turned out to be flexible enough for use with both
classes. Adsptations and revisions were possible and this section
centers mostly on our attempts to find successful ways to do this.

Observation Data

Suburban

The observer in the suburban school made the following comment
on 10/26: "The middle two groups with review picked up confidence
and are now able to go into subsequent Chandler books slowly. All
children are happy in their groups and seem to be comfortable. FEven
J. (new 5 year old transfer from Kindergarten) is more confident -
does all her work conscientiously.”
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We had been worried about J. whc had spent her first week or
twe in the room without any voluntary oral or written contribution.
We had decided to try to make her feel more comfortable and not demand
anything from her before she was ready. We were relieved that she
had made up her mind so soon to tackle first grade work.

By December, membership in each reading group had cnanged. The
five-year old had moved %o Group II along with two other children
from Group III. Two children were reading in more than one group.

Several opportunities had been provided for children to read in
pairs. Two girls from Group I had voluntarily used free time to read
to each other from the Chandler books.

The written work was now differentiated for different reading
groups. This provided work suitable to abilities and to the time
necessary for different children to complete the exercises.

One by who came to school already reading was now on the orange
series (4th set) of the SRA Reading Lab; on Nov. 14, after pre-
paration, he read parts of Reader's Digent - A to a friend. The
observer felt he still needed more books and crossword puzzles. We
tried easy science books containing experiments and other activities,
but these didn't catch his interest. U%hen his mother agreed that
she had tried the same thing, we discovered that besides Just trying
science materials, she had alsv purchased the Sullivan Programmed
Reading Texts and had taught him to read the previous year. Later,
it came to light that the SRA materials were also available to him at
home.

On Nov. 1T, the observer noted, "Children are reading very well
now. Perhaps Mrs. C. could concentrate more on expression now that
errors are so few? She is giving more phonics cues and the children
are pickinz them up.” Rather than concentrate on expressive reading,
much more silent reading had been attempted so far this year than
last, but it was too soon to tell whether this practice would have
any effect on speed or comprehension.

Rural

The tape-recorder was used to present stories the children would
encounter that day or the rext with the teacher. Groups I and II
heard Swings before reading it with the teacher:; and the first read-
along, Little Tiger Learns His ABC's, was also taped for listening
vith all but Group I. A home-made book, "My Word Book", was taped
and used with Group III and IV to reinforce words they had encountered
in the teacher-compose¢ centences.

During small group time in the rwral class, the teacher included
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vork on letter naming, teacher composed sentences, arranging sequence
cards to tell a story, the Sullivan program, and some work in sound-
letter correspondences. Prior to the small group work there was
frequently a full class period in which one or more of these activities
was introduced.

In Group I and II, the teacher pre~tzught much of the vocabulary
in Swings and Slides by use of teacher-composed sentences. The
childzen arranged cards with these words printed on them to make up
their own sentences, pointed out which sentence!the teacher had just
said, or matched a sentence to the correct picture. End of sentence
punctuation was pointed out during this practice.

In Groups III and IV much time was spent recognizing colors by
name and then matching to the correct color word. The observer
noted that one child in Group III still was getting confused sbout
the meaning of the words "same -~ different’ and Shat another in
Group II was msaking mistakes in the Sullivan Materiali. The early
teacher-couposed sentences were reviewed by both groups, but with the
slowest moving group an attempt was made to use the small vocabulary
from the Coding Unit. Examples are: Go to __. Find a ___. Get

-+ followed by a symbol picture. The child was sllowed to perform
the aztion when he could "read” the sentence. This procedure was not
successful. There was no appreciable gain in recognition from dsy to
day and the initial letter similarity of go and get was actually
causing interference. It was then that a special "high risk" sub-
routine for Group IV was decided on.

Throughout November and December, taping of the Chandler stories
continued. To decide whether listening to these tapes made a differ-
ence in oral reading performance, only half of the children in
Groups I and II heard Slides on tape before they read it orally. A
record of errnrs during later oral reading showed a tendency for
fewer errors to occur among those children who had first heard the
story, but a sign test indicated that this ‘tendency did not reach
statistical significance. Nevertheless, the next Chandler booklet,
Trucks was taped and the listening continued since both teacher and
observer had found sufficient differences in the listeners' later
reading performance.

The Second Semester

Comparison of Classrocms at the half-year

During the January and February period there were growing differ-
ences between Croup I in the Suburbai school and all other groups
vhether Suburban or Rural. These seem to be qualitative differences
although what is most easily seen is the quantity of reading matter
the children were able to assimilate.
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Jan. - Feb. (45 school days)

Suburban Rural
Grp. I. Grp. W.
I 10 My Pet I 6 finished Chandler, home-
I Xnow a Story made riddles & stories, on
Stories to Remember p. 1C of Story Fun - first
read silently & discussed hard~cover text. Sullivan
each story in Tales to primer, p. 101.

Read began to read
silently in Let's See
The Animals (hard-cover

Chandler)
II 8 are in I Know a Story II 5 Began 6th Chandler
p. U4k, Sullivan Primer p. 84.
TII 2 finished Chandler and III 4 Began Uth Chandler
home-made riddles and Sullivan p. 69

stories. finished
Sullivan Primer. (did
not continue in Sullivan)

IV 4  began 6th Chandler. IV 5 Special Program.
Sullivan Book I, p. 10

Suburban

The top group in the suburban school had now been increased to
10 members (the 5 year old moved up from Group II). Group IV in the
suburben school lost two of its members to a new Group III since
informal tests showed that these two members had made 5 or fewer
errors reading e passage composed of 50 Chandler words. Besides,
they -vere beginning to be bored at the slow pace of the lowest group,
and tne same test showed that they read faster as well as more
accurately than others in the group.

Rural

In the rural class, a girl transferred from e down-town school
into this first grade in January. She had completed the readiness
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Picture book of the S-F Series in her previous school. In reviewing
this book with the teacher, she was unable to remember the names of
the children in the pictures (Dick, Jane, etec.), and was placed with
the "High Risk" Group in reading. A girl from Group I moved away
from the area after Christmas, thus making one less child in Group I
and one more child in Group IV.

Examination of the weekly data in the rural school during the
January-February period shows a decided change both in the quality
and quantity of the work. Somehow, the class had come alive! The
teacher spent the first period in the morning (about 40 minutes) with
the whole class, and one of the lessonsi'during this time was hand-
writing. But handwriting had become a vehicle for writing sentences
about the children in the class, sentences that also reviewed reading
words and contrasted capital and lower case letters. The children
vied with each other to read the words as the teacher wrote on the
chalkboard. Interestingly enough, as soon as someone said the correct
word, all other guesses stopped. Then the child whose 'sentence'
it was got to read it alone. Each sertence was carefully set-up
so that this child could read it. For example, our notes show that
a boy in the 'high risk' program could read "Ricky can run." and
similarly each child named could read "Eddie likes to eat.”, “Hugh

is happy.”, "Wendy_will win.", "Peter and Pearl can push.” or
"Todd is here today."

Many children were now able to finish sentences orally. The
teacher wrote: "I will _ ." or "I can __ ." and children thought
of appropriate ways to complete the sentences. After this practice
together, the class was assigned to write their own individual endings.

On January 30, one boy in Group I and one in Group III read
Swings to each other voluntarily, beginning a practice we had en.-
couraged but had not forced.

Most of the Michigan Listening program had been completed by
the end of February (through p. 217). Teacher composed sentences
had continued to use names of the days of the week, and now the
teacher began to include the name of the month in sentences. Those
were practiced with the whole class right after opening exercises.
Some work with opposites was begun.

In many ways, the work being done and the responses of the child-
ren look a good deal like the September and October data from the
suburban school. This ¢ mment is not meant to te disparaging but
rather just the opposite. From at least half the rural class, res-
ponses during the full class lessons were qualitatively the: same as
the suburban class in September although the yeading chart for this

veriod resembles the progress in the suburban school st the end of
December.




Written Comprehension

During the first year's try-out, story-line was discussed during
the reading sessions but few written questions were prepared on the
assumption that whatever the child could decode at this level, he
could understand. During the second year much more stress was placed
on silent reading. For this reason, story comprehension was tested
by written questions in February. A selection from the current read-
ing material was chosen, and four or five questions to check under-
standing were prepared and typed on the primary typewriter. When
the group reached that selection in their reading, they were re-
quested to read the story silently and answer the questions. During
the next reading period the story was taken up as usual.

In both classes, wich some notable exceptions. most questions
were answered incorrectly. There are several probable reasons:
most of the reading groups were not used to silent reading without
guidance; rnone had had practice finding specific answers in a text,
the questions were difficult, and the page format was cramped. For
whatever reason, the poor results did point to a gap in the reading
vrogram which had to be filled. The most disappointing aspect of
the written answers, vhether fill-in or true~false, was the apparent
rendomness of the reply. We du2ided that strategies for finding
ansvers and judging their acceptability must be acquired. The
practice began with oral questions and answers during the actual
reading lessons. Our aim was to show the children how to answer
simple fact gquestions about something they had read....questions of
the who, what, where and why variety.

At first, even when the children corld read a story to themselves
and tell it afterwards in correct sequence. they seemed stymied when
asked a simple question about the story, nor did they have strategies
for finding out the answers by re-reading. We prepared lessons for
both clesses in which we wrote one or two sentences followed by a
single question. The teacher and students read the sentences and
questions together and the teacher showed the children how to prove
whether their answers were right by looking at the relevant part of
the sentence. Gradually, the paragraphs extended to three and foux
sentences and finally to a whole page story. All questions and answvers
were checked against the text. The child who answered could thus
prove his answer much as one used to prove an arithmetic example.

Questions were also prepared to accompany some of the regular
reading group stories. Children were encouraged to use their books
to answer these questions.

One reascn for the initial difficulty with comprehension might
be that the questions asked were adult questions {either in form or
type or both) and perhaps not of intrinsic interest to first graders
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at all, since even the bright children had to be taught how to g0
about answerins. Perhaps six year olds don't segment experience the
way an adult does, at least without some instruction into the process.
There are some indications in the literature that not even adults

see things logically except in certain situations where they have
learned to be logical. Perhaps we can blame Aristotle for the vay we
customarily slice up our world, but at any rate it is probably
necessary to indoctrinzte children into this vay of looking at .the
world at some point in their schooling. Our first graders readily
learned what was expected of them and performed acceptably in a very
short time.

Reading Rate

A further change in the reading curriculum took place in the
suburben school during the last few months of the second try-out.
Most of the students were reading at grade level or above, but some
were reading very slowly. See section on Informal Testing later in
this section.) The obscrver worked with two students over a period
of several weeks to increase their speed of reading. The two children
who were given special drill in increasing their reading rate had
been the slowest, in terms of speed, of the children in Group I.
Their speed was couwparatle to children in the middle of Group II.
Vhen given the familiar Chandler Trucks to read on five different
days, each child reduced his time in reading the 111 words in this
text. The girl began by taking 1 2/3 minutes, and on the fifth day
read the selection in one munute 4 seconds. The boy began by taking
1 1/3 minutes and brought his time down to one minute and 4 seconds
too. The followiug week, to see what would be the optimal time for
them to read and vomprehend., material new +c ‘hem was presented and
questions asked after the silent reading. The first tim:, the selec~
tion of 10k words was read too quickiy by both children %o answer
the questions correctly. Their best reading in both weeks was about
one word per second, or 60 words per minute. This is, of course,
much slower than most edult oral reading times which have been
estimated at sbout 165 words a minute by Carroll (196L4), bub it seems
to be sbout the best speed a first grader can manage and still
understand what he's reading. Of the two children who got special
practice, the boy was eventually able to increase his speed up to
this rate and still understand the content; the girl was able to
stop visible sub-vocalizing when she wus asked to read silently, but
her rate did not increase appreciably without loss of comprehension.
The optimal speed of first graders reading first grade materisl is
not known. Our currént guess, based on samples of timed readings
over two years, is that one word per second is probably quite fast.

Besides this pilot study with two children, some extra work on
increasing speed was ettempted with the top reading group in the sub-
urban scheel. The teacher used part cf the group reading time to
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have the youngsters re-reud familiar material as quickly as they
could; she showed them how to scan a page to find a single piece of
information; they read phrases that were written on oak tag and
held up for Just a few seconds. These phrases and sentences were
constructed so that they contained lonzer and longer phrases or
"chunks" as the lessons progressed.

Three stop watches were brought in (the children were accustomed
to seeing them used by the observer at other times) and pairs of
children timed each other's reading of short selections without
supervision. This last proved highly motivating, especially to the
boys in the room. The purpose of these exercises was not so much
to produce Evelyn Woods type speed readers as to force the children
to realiy read silently at a rate where they weren't mouthing the
words. MNot all children could do this at the end of the year but
all of the top group and some of the second group seemed to be read-
ing silently. A visitor to the class in April noted that one boy
in Group I was late in joining his reading group. While other child-
ren read, he found the correct story, glanced quickly down one page,
turned the page, glanced down the next two pages, turned the page,
glanced down the next page, backtracked to the correct paragraph,
found the place, and began to follow the oral reading. This child,
at least, had learned several of the reading skills we had been
trying to teach.

Reading Groups

As mentioned before, the grouping of students was flexible
but not heterogeneous; children were grouped by attempting to dis-
cover who was moving at the same pace and who needed the same kind
of review. At times students would read simultaneously with two
groups, Oor move to one group for extra phonics practice only. When
it seemed that a child was ready to read at a faster pace there was
no problem transferring him from one group to another. ¥e believe
this was due to the type of materials used, the lack of emphasis on
memorization of words as a prerequisite to group membership, and the
fact that the program for all groups stressed a variety of available
strategies to help read new words.

Moreover, when several books at the same level but from differ-
ent publishers were used in succession it was =asier to move children
from one group to another. The vocabulary load varies from one book
to another but is never as high as a book at the next higher level.
In this way a child with less reading experience could move to a
group who had more experience in reading.

In deciding to place a child in a higher group we relied on

daily observations of oral reading, daily written work in phonics
and comprehension, results of monthly taping of oral reading, and
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informel diagnostic tests, In observing the child after he had moved
to the new group, daily observation records were discussed at the
teacher's meeting, written work examined, and his cral taped reading
compared to other members of the new group.

The error scores for three students who were moved from one
group to another in the first year's try-out were compared to see
whether these individusls had scores more like the group they left
or the group they moved to. The two students who were transferred
up to the middle group had & much lower error rate than others in
their group before they transferred, and after the transfer their

rror rate was comparable to, or less than, others in the new group.
The one student who moved from the middle to top group received
Scores before the transfer far lower than most middle group students

but after the transfer had a higher error rate than other top students.

His error rate on 'new’ passages in the tape recorded test sessions
fell somewhere between both groups,

Changes in group composition was even more frequent during the
second year's try-out. In the rural school duringz the second sem~
ester, only the three best readers remained in Group I. This allowed
them to move at & much faster pace for the remaining months of school.
Two boys who were moving more slowly were changed from Group I to
Group II. The special "high risk" group remained the same bul the
remaining children were divided among Group II, III, and 2 new Group

IV. 1In general, the moves were %o smaller, more homogeneous groups
in this school.

In the suburban school, membership in groups remained fluid
throughout. One case, however, illustrates certain conditions that
must be considered in changing a child from one group to asunother.
When a boy moved from the second to the top group, he suddenly stop-
ped trying or paying attention. When told he could read with his
"01d" group whenaver he wanted to, he chose the slower paced second
group and began to relax and work again. Others did not share his
tensions. Two girls chose to read with both Group II and III all
semester. The teacher, however, geared their instruction to Group III
work. On April 27, two of the four boys in Group IV moved up to
Group III. (Several comments by one of these boys showed that he had
psyched out the relative reading ability of each child in his o0ld
group. He had placed himself in exactly the same position we had!)
The two boys left in the lowest group met separately with the teacher
in May and June. 1In June, the teacher also gave special help to two
Spanish speaking boys who had Just Joined the class.

Informal Test.ing

An Informal Reading Inventory was administered both years in the
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suburban gchool.

The First year

This informal test was given to the children individuslly during
the last week of March and the second week of April (vacation inter-
vening). Selections were taken from some of the early materials
read by all children, and several selections were chosen from each
level of a basal reader from grades 1l to 5. The selections vere
typed on a primary typewriter.

The child read one selection at a time silently; the reading
was timed; he then answered several comprehension questions orally.
At the discretion of the examiner, the children were sometimes
started on first or second grade material, rather than the pre-
primer. The test was terminated when a child could answer only half
of the questions; or ths time for silent reading was very long;
or he was obviously being frustrated by the task.

In scoring, each answer was given one point. The child was
credited with points for selections below which he began reading.
If, during the silent reading, the child asked how to pronounce a
word and that word was later necessary for & correct answer, no
credit was givea cven .f the juestion was answered correctly.
Comprehension scores were simply the cumulative correct answers given.

Two students (08%) were reading at the pre-primer and primer
level;, five (207) were reading at first grade level; five at the
second grade level; four {177%) at the third grede level; five (207)
were at the fourth grade level; and three (12%) at the fifth grade
level. About T2%, then, were reading at a level beyond first grade.

Rates of reading were also recorded. What we would expect to
happen is that those children whose comprehension scores put them
at a higher level would read early selections faster than children
wvhose total score was at a lower level. For instance, someone answer-
ing all questions correctly up to and including a fifth grade level
would probably read easier material faster than someone who could
only read and answer questions correctly at a third grade level. In
the main, this did happen, although not with perfect regularity.
But it seems that first graders who can comprehend fifth grade material
take no longer to read it than other first graders read and understand
material at a lower reading level.

The Second year

The Reading Inventory was given earlier this year, February 9th
and 10th, and was administered individually %o members of Groups I
and II in the suburban school partly as a check on appropriateness
of group membership. The selections were read orally by the student
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this time since we had begun encouraging silent reading earlier this
Year and felt we needed a check on word recogniticn skills. Scores
were derived in the same way as the previous year, that is, cumulative
correct answers to comprehension questions.

One student was reading at the primer level; nine (53%) at the
first grade level; five (297) at the second grade level; and one
(06%) at a grade three level. We can assume that the eight students
in Groups III and IV, not tested, were reading at grade one or below¥,
and therefore, at the half year, 6 students out of the 24. or 257,
were reading and comprehending above first grade level.

The time taken to read the selections differed for Group I and
II. The number of words read per second for each group is given in
Appendix C-4, In Croup I, the three students who read all four of the
Grade Two passages were reading much faster (2.7 words per second)
than the total group of nine students who had been able to read
through only Passage 1 of the Grade Two material at sbout one word
per second. Reading Group II read more slowly on the average than
Group I, that is, they read gbout one word every two seconds. As
& result of these tests, work on increasing rate of reading was
attempted, as discussed earlier in this section.

"High Risk” Program

During all this time, one group of four children in the rural
school (and after Christmas, 5 children) had participated in a read-
ing program all their own. 1In Hovember, we had redefined our goals
for these children. We wanted them to have the following skills at
the end of the school year.

Goals
1. Aiphabet

a. say letter names in alphabetical order looking a% alphabet
chart; without chart.

b. point to correct capital or small letter on chart when teacher

says name.

c. point to correct capital or small letter from random set of
5 letters.

d. name each letter from a set of "Flash Cards".

e. write each lower case letter from dictation in any order.

2. Discrimination

a. follow with finger each word in sentence as teacher or
another child reads.

¥ One member of Group III was tested to check on this assumption and
answered 15 questions correctly. This put her at the Primer level.
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discriminate between letters and words.

¢. identify visually 3-letter groups as same - different.
Identify where difference is.

d. identify auditorally minimal word pairs as same - different,
when initial letters only are changed.

e. know"difference betwveen the terms "rhymes" and "begins the
same' .,

f. identify rhyming words - auditorally and visually.

g. 1identify beginning letters in pairs of words e.g. Teacher
says: 'bear-pear" and asks: '"Which begins with b."
Teacher says: "sing, song, wrong" asks "Which 2 began the
same way?"

h. identify initial consonant of a given word, e.z. Teacher
says, "Bear -.. what does it begin with?"

i. produce additional rhyming words - produce additional words
that begin with same letter/sound.

Motoric

trace a line; connect series of dots, ccpy a simple figure;
trace shapes to make designs; make clay figures; shape letters
from clay, cut and paste pictures or shapes; Jig saw puzzles;
place classroom desks in straight lines.

Concepts - Language Develorvnent

a. place relations: left-right, up-down; over-under.

b. classification; sort pictures into piles - e.z. things to
eat vs. things to play with. bYe sble ic say what's alike
about all things in one pile.

C. sequence: order pictured events; re-tell simple story.
remember and do school tasks ~ follow simple directions.

d. discriminate colors.

e. days of week.

f. answer a question with a subject-predicate sentence.
Describe a game or T.V. show.

g. tape-recorder, listen to "good literature".

Reading
a. Read-along books with simple format e.g., Golden books,

Chandler, etc. Teacher does most of reading initially.
Students follow along. Use of books for language develop-
ment, review of initial consonants, (use children's initials
first i.e., m,d,s,r,j), follow each word as teacher reads,
name letters, count words  reread at some point to try to
elicit any words child can recognize.
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b, Teacher-composed sentences using child's name, colors,
directions to make or color, a few nouns & verbs that are
highly frequent & visually different (AA words in T-L:
€+Zey hop, sing, run, jump, can, will, is). Over-learn
those words in isolation and in sentences, Use simple
inversions: It is __ . Is it _ ?

Of these aims, only parts of No. 1., Alphabet and No. 5.
Reading, are different from the aims of many kindergarten programs.
The children we were dealing with, however, did not have these pre-
reading skills in October. One little girl in this group, a first
grade repeater, could not often recognize her name or identify the
first letter in her name., There had been few if any observable
gains from the program thev had been following so far in first grade.

In the pages that follow we des:ribe the special programs pre-
pared for these youngsters, and tell how they responded to it, This
program was built to incorporate the pre-reading skills listed
above and, incidentally, to introduce some beginning reading tasks.
We were particularly interested in providing highly motivating
activities, since these children had been frustrated up until now
and it was hard to keep their attention on school work. Further-
more, we felt they were not ready for analytic reading tasks. We
tried to prepare lessons, therefore, which demanded the maximum
number of child responses, responses which we wanted to lead them
to give correctly. No matter how slowly they moved, we wanted these
children to be successful at the tasks we set. The way we chose to
do this led directly from the manipulation they were familiar with
in the Coding Games and the teacher composed sentences, Moreover,
the words we chose to present were those which would appear over
and over in any subsequent reading texts they would encounter.

In sum: most of our goals were pre-reading goals; the
material would be simple, with high motivating factors, and with
words that had simple referrents. The vocabulary had to lend it-
self to simple sentences,

First Lessons, With these things in mind the first corpus
included:

a) the children's first names: Mark, Jim, Ricky, Donna
(There were two Mark's in the class and this Mark insisted
his last initial be added -- so after the first lesson,

he was identified as Mark C.)

b) is

c) mad, sad, glad

We thought their first names would be motivating and that they
could learn fairly easily to recognize names of their friends. The
words sad, mad, glad are pictureable and each can follow is to make
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a sentence, Use of is would allow questions and answers to be
composed, Further, although mad, sad, and glad are not easily
discriminable one from the other, If the children could learn to
discriminate them via their initial letters, they would have learn-
ed the sovnd-letter correspondences of at least two of the initial
letters, s and m, and we might be able to elicit a correspondence
principle, namely, words that look alike at the end (rhyme) usually
sound alike, too,

To give an idea of the general method we will describe the
first lesson in detail., The children were presented with an oak-
tag strip about 3" by 12" on which one sentence was written. The
sentences were:

Mark is sad.
Jim. iS ma.d *
Ricky is glad,
Dnmna is sad,

M - % } 'L'il\‘ s ; _J :'\'1
Each sentence was followed by a face: sad >*, glad ..} mad (+)
L S N’ "

The sex of the subject was indicated by hair placement around the
face, a detail we never called attention to.

The lesson contained l steps, First, each child identified
his oun sentence strip. Next, he tried to read it, pointing to
each word as he read, Third, each child tried to recognize the
names on the other cards. Finally, the teacher wrote a sentence
on the board but left out the child's name. Fach child looked at
his card to see if his name was appropriate to the sentence (really
visually matching sad, glad, mad). After matching, the teacher
wrote in the appropriate name, The child then drew the matching
face next to the sentence on the board., The children then read all
four sentences., They were allowed to keep their own sentence strips.

Note that in this first lesson no attempt was made to teach the
recognition of anything but names, and to teach the picture asso-
ciation with the words sad, mad, glad, although we did ask the
children to point to each word while saying it. As it happened,
there was no trouble associating sad and mad with the right face,
but glad elicited happy. (The Coding Unit¥ had used face symbols
for '"happy" and '"sad;" a later version used "glad" "sad!" to avoid
this kind of interference, )

Our notes show that the children had difficulty only with the
first reading of their own cards. At this point the faces were
discriminated with teacher help. They had very little trouble
(one error) recognizing each other's names; and during tae last
step of matching sentences and filling in names there were no
errors, Mark objected to being called sad and this tactical "error™
was rectified in future lessons. T
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Content

Succeeding lessons were written from day to day as we saw how
the children were responding to various strategies. At the end of
30 lessons and two home-made books, the children read the first
Chandler book Swings, went on to Slides, and spent the last two or
three weeks of school reading read-alongs with the teacher. The
vocabulary words introduced in the 30 lessons can be divided into
. groups as follows:

is, am, are, can, will, won't

run, jump, swing, push, go, going

I, we, me, you

cat, dog, Peter, Pearl, Mark, Jim, Ricky, Donna -
sad, mad, glad, big, little, high, here, red, blue, all

a, the, to, off, yes, no

é. §prategz

The major strategy was to use simple sentences heavily cued by
a picture and gradually compare similar sentences while fading the
strength of the picture cue. Many written exercises were prepared
to follow group work., These began with simple matching but moved .
rather quickly to choices of either the correct nicture (out of 4wo)
for a given sentence, or the correct sentence ending (out of two) to
correspond with a given picture. At the same time the sentence
~ materials were used to play matching games, listen for sounds in
v words, identify rhymes, and so forth.

The children learned the word associations of the pictures
very quickly; it was soon possible for them to choose alternatives
to three different sentences when given a picture, For example,
we could picture a person who was sad or glad, and also little or X
big, and was either running or jumping. We learned to have only )
single word choices and to put them at the very end of the sentence; Xy
otherwise the children got lost somewhere in the middle of the sen-
tence and gave up or answered rané:umly,

The teacher used a number of different strategies to provide
variety, One was to ask children to fill-in or erase using the
chalk-board, and the other was to use word cards so the child
could construct his own sentences,

In the word card games, each child received enough words to
make several sentences, First, the children swould be asked to
make specific sentences, either all the same, or each his own.
Then;, they would be asked to make any sentence they wanted. Silly
sentences were introduced early, and these were accepted, read,
and laughed at, Use of word cards was a very successful procedure,
partly because of its flexibility. It involved the children, they
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thought it was great fun, it taught them to look at words in sen-
tence context, to pay attention to word order and to meaning, but
also to look at each individual word carefully.

Sometimes, review was taken care of during a phrase lotto game,
Since there were so few children, the teacher could check to make
sure each child was reading the correct word before giving kiu a
marker to cover it.* Another review game we czlled "Faces into
Spaces. " Each child was given 3 cards containing a sad, mad, and a
glad face. A large page was placed on the slot chart showing people
in various situations, some of whom had no faces. In the space
where the face should appear was written one of the 3 adjectives,
The children read the word printed on the rlank face and pasted in
the correct face. Some blank faces had no words written on them.
For these, the children decided who should be sad, etc. They
pasted in the correct face, said the adjective, and then found the
vord they had just said from a list at the bottom of the page.

In short, the lessons provided lots of review and lots of
activity and manipulation for the children, as well as activities
that would produce a maximum number of responses,

Procedure

Before Lesson li, children could "read" the faces (mad, sad,
or glad), but couldn't read the adjectives wi*hout the faces as a
cue. By the end of Lesson 5, they could identify their small corpus
of words better than they cculd name the letters in their own names.
By Lesson 6, they knew and could discriminate between mad, sad, and
glad with the face cues. T

By lesson 11, three of the children could write on the board
from dictation the words sad, mad, and glad, After practice in the
read-along Go Dog Go, they could all find and identify individual
words., Ricky could now point to words and not letters when asked.
Mark still could not be depended on to identify the first letter in
his ovm name, and often explained that he had "just forgot,"

By Lesson 13, one child showed definite signs of beginning to
read independently, He made very few errors in oral or written
work and started to coach others aid correct them. His excitement
sparked the others in the group. All the children could now see a
sentence written on the chalkboard, have it read to them, and then
point to and say any individual word when requested, But it seemed
that every time we were ready to relax and let the program continue
on its own momentum, some setback occurred that we hadn't bargained

¥le never used this game as a whole class activity since there is
almost unlimited opportunity for undetected wrong choices.
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for. At this time, for example, much to our dismay, some of the
group began to want to read from right to left!

The word am, introduced with I in Lesson 17. caused lots of
trouble, The children's omm spoken language patterns didn't help
them know when to expect am or is, The increased vocabulary intro-
duced in Iessons 18-21 seemed to precipitate a reversion to random
guessing. For example, Ricky was reoad is, and you was read can.

The written review work prepared to accompany these lessons was too
difficult and so didn't do the intended job, either. These work-
sheets would have to be revised if the program were to be used again,

The work on pronouns during this time was more successful.
One boy who habitually used "me" in his own speech in both subject
and object position actually changed his oral usage during this time,
Of course, our program was not the "cause of this change, but it is
possible that his attention was drawn to his own idiosyncratic usage
by exercises which varied I and me by position in the sentence,
Another happy occasion occurred when off was added to Jump and
children were able to figure out the new word (from picture or con-
text probably) without help,

When the first book was introduced, “he children were delight-
eds They had wanted a book to read {they asked us}) so we pasted
our own text over the print in multiple copies of a hard-cover super-
market book called Cat and Dog., Motivation was high and performance
was good. Even though all the words encountered in this story had
been seen before, the children spent four lessons reading and re-
reading the 33 pages. They answered such questions as "What word
rhymes with sad; begins like Jimmy; means not big." They
identified the speaker and the person spoken to, and even took
parts in dramatizing their book for the class, The children finish-
ed reading this book on Feb, 17, and were very pleased with them-
selves, They took their book home to read to parents and volun-
tarily read it to anyone who came into the classroom, It is
probable, although untested, that the children could "read" this
book as easily if they held it upside down as right side up, Test-
ing at the end of February showed, however, that most of the words
could be read in new context and without picture clues. So s at this
point, transfer to new context had taken place, |

(At this point, Peter, from the next higher reading group, sat
in with this group for some needed review and so his name was used
in the sentence practice. )

Their second home-made book presented some new words in pre-
paration for the first Chandler book: Swings, When high and here
were presented, the children got so confused that we decided to
load the context as heavily as possible to help identification, and
not ask that these two words be identified in isolation., It had,

"
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after all, been our mistake to place them together in the first
place. Nevertheless, a lesson was written, Lesson 27, analyzing
the letters and sounds in both words and comparing them.

Another pair of words that caused confusion was will and won't.
It was only when will was added and sentences using minimal dis-
crimination between these two words were presented that the children's
reliance on the initial letter for recognition of won't became
apparent. After some practice, the mll -- won't confusion lessened,

Surrrlslnaly, the next problem came in distinguishing go and
goings since these two words are easily dlstlnguz.shable by 1eng'bh.
Durlnp the course of the lesson in which the comparison betueen the
tuc Uords was taken up, Lesson 29, most of the confusion was resolved.
A1l but one child completed the accompany:no' ditto without error.
Other verbs with -_‘__g vere practiced in the next lesson: push -
pushing, jump - .]uanng, swing - swinging, go - going. The sentence
format chosen was is going to __, or are going to __ ., A
modified Word Family game (see Correspondence Chapter ) using some
~ing riddles was presented. The teacher stressed pointing to and
saying each word in the phrase is going to, and introduced a review
lesson by presenting the written sentence: Jim is zoing  push,
One child protested that the teacher had made a mistake; that she
forgot to write the word to. These various approaches seem to have
given sufficient attention to the written words so that the -ing
ending in words no longer presented problems. The Word Family game
was so successful, moreover, that other easy word family lessons
were written and used at the end of the semester,

Lesson 30 attempted to call attention to differences between
big and dog since this was a continuing problem. The ditto accom-
panying this lesson was completed by each child individually with
no errors, After the children began to read Swings, the rest of
the lessons that we wrote concentrated on analyvtic skills, The
children listened for words that began with p, and read some new
words based on old onesj; for example, Rick read pad with no hesi-
tation when it was written under mad and sad. Wost could make a
new word by changing the first letter of an old familiar word. Two
boys became very excited about the rhyming lessons and after they
contributed to a 1list the teacher was writing on the board, they
shouted out, "All the same!" when it was finished. (Since this
group was given a great deal of freedom, lack of perfect order was
the usual case rather than the unusual. We were glad to see this
excitement about learning, having experienced the apathy of
September, )

Extra practice was given looking at all the elements of a word
and not just the first letter. Following Lesson 31, the ditto
below was completed without error.
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Here how, push. you.
I go. I can suing I can I will push
High here, Pearl, are.

Although we were very pleased, we knew that hizh performance one

day did not necessarily predict attaimment, We did not know if the
children had learned these words forever or if they had learmed al-
ways to look at each element in a word. Their performance continued
to be variable even at the end of the year and each real gain was
slowly won.

Sumnmary

By the last two weeks of school the children could listen to a
familiar CVC word and write each letter on the chalkboerd, They
could make new words by substituting s, m, t, d, or f and they
could contribute orally other words that began with These letters.,
They could identify most of the letters of the alphabet presented
in random order. They knew what a rhyme was and could visually and
auditorily identify some rhymes, particularly those of the -ing, -at,
-ad, -in families, They had a small sight vocabulary of common
English words and could isolate or point to any word as it was being
read. They had a functional kriowledge of what a word is and how to
form sentences, They could compose a simple statement or question
using familiar words, Briefly, they were ready for first grade
reading work.

The ideas in this program devised for 'high risk" readers may
be useful to first grade teachers who have one or two children in
their class who don't seem to respond well to any other approach.
The program could be used as is, only changing the children's names.
Some of the suggestions for sound-letter correspondence work might
have to be adapted to take advantage of first letters in the stu-
dent's names,

A kindergarten teacher who has students beginning to read on
their omm (and she can use the Clappy test to find out) might be
interested in starting this program with a small grouwp. It could
easily follow the Cuding Unit.,




Part IIT - Evaluation

In this section is summarized the oral reading performance of
the PL children in both e¢lassrooms for the staff-prepared passages
they read from time to time during the year, In addition, in June,
oral reading performance of PL children and non-PL first graders
has been summarized, Results of a standardized reading achievement
test for the PL children is presented first,

Standardized Reading Test

The school system regularly gives the Hew York State Achieve-
ment Tests every June, The sub-scores on the three reading tests
are given below for the PL suburban school for both years of the
program, and for the PL rural school after its one year,

Table 2

Hean Grade Level and Range of the Reading
Achievement Tests for the PL Classes

Word Word Yord
Group Knowledge  Discrimination Comprehension Average
mean range mean range mean range Mean
PL sub-~
urban
year 1 L] 106"3 .2 2 .l! 1011*3 .6 2 .h. 196-'3 .9 2.,.!.
108"302 208 107"309 206 107"307 207

102“209 107 103"201 107 103"2.1 1.7

In the PL suburban class, scores are somewhat higher the
second year than the first but this difference is less important
than the fact that most of the children in both years could exceed
the national average on this test, one geared to children learning
from a different kind of program,

In the rural school, the average is several months below the
national norm, but the range shows that some children were at grade
level, and in Word Inowledge (vocabulary) a few were beginning to
proceed rapidly,

Monthly Taped Reading: First Year

In these taping sessions the first year when we only observed
one class, each child read an "old" passage, drawn from his group's
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classroom reading, and a ‘newr" pasgage, which his growp was expect-
ed to read the next month, Vhere possible the sume test passage
was used for all groups, although at different points in the term.
The test passages were not uniformly given to all groups because
the students sometimes had already read the prepared 'new" passage
by the time of testing and so a different new passage had to be sub-
stituted. Similarly, certain texts were not used for all reading
grouwps and so different old and new passages occurred now and then
throughout the year, Results of this and other testing procedures
the first year are presented in detail elsevhere,s

New Passages

Table 3 shows mean errors per 10 words on new passages. Fror
unseen and unpracticed material, these figures are quite low,

Table 3

iean Errors per 10 Words on New Passages,
Taped Oral Reading

Jan, Jan, Feb, Mar, Apr, May

Growp  W.% 13 27 23 17 1g 10 Ave.
I (9) 1.8 1.2 1.3 0.8 0s5 0.6 1,03
II 6) 3.9 ) 2.0 2.6 2.1 1.1 2,61 g
11T (3) 3.8 562 3.9 L2 3.3 2,0  3.73 |

* Three students who moved from one group to another during the term
are excluded from this and the following analyses.

When a group reaches the same level of material as a faster
group, does the slower group read as accurately? Table L gives a
comparison of children from different groups reading the same pas-
Sagee We find that the top group clearly outdoes the others, while
the two slower groups do not seem to differ,

Table L

Mean Irrors Per 10 Words on Common New Passages

Passage Passage Passage Passage Passage Passage
Growp N, A B C D E F
I 9 1.2 1.3 0.8 0.5
II 6 3.9 L.0 240 2.6 2.1 1.1
IIT 3 3.9 h.2 3.3 2.0
* First Grade Report, 1975-1966, (Mimeo) Robinson, et al., Project

:“ Literacy, Cornell Whiversity, June, 1966,
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0ld Passages

0ld passages had been reac in the reading groups before being
encountered in the oral reading taping session. These passages
should produce fewer errors than the new passages just discussed.
Table 5 gives mean error per 10 words on old passages for the read-

ing groups,
Table 5
Mean Trrors Per 10 Words on Old Passages

Group N, Jan. 13 Jan. 27 Feb, 23 Mar, 17 Apr. 15 May 10

I 9 0.6 063 0.2 0.0 0.l 0.2
IT 6 1.l 0.8 1.2 0.3 062 1.0
III 3 2.0 1.3 2.2 0.0 1.1 1.1

Growp I started with quite a low level of error on old passages and
declined to an even lower level. GOroup II did too, except that the
final (May) test shows a sharp increase, apparently attributable to
the particular passage in question, (Group I also had more errors
the month before on the same passage.) In general, both groups seem
to have rallen to about 0.2 mean errors per ten words on old pas-
sages by the end of the year, Group III also shows a dovnward
trend but ends the year at 1.l errors per 10 words.

In brief, the data on individual oral reading indicate that
Group II and IIT seem to have more in common with each other than
with Growp I. Although Group III trailed Grouwp II by two months,
its members generally made about the same number of errors on the
same passage.

Second Year

Because of the difficulty encountered the first year when we
tried to compare children reading different passages at different
times of the year, we gave all children one standard passage to
read the second year. Because we were interested in ability to use
kmowledge and skill in new situations, transfer passages were con-
structed from vocabulary already presented.

Between Hovember and June, five samples of oral reading were
obtained from all children present during the testing days. These
samples were obtained on or about November 20, January 10, March 8,
April 11, and June 5,
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Test Construction

The passages prepared for oral reading can be thought of as
covering two cycles. In the first cycle (November-January-tarch),
one passage was written containing a short paragraph made up of
early phonics vocabulary, and a short paragraph using vecabulary
from early reading texts., Three versions of these paragraphs were
constructed and resulted in Form A, B, and C (see Appendix C-5 ),
Each month, the individual child read a different version.® In
addition, at each session, the child read a short paragraph taken
from material he had recently covered in his ovm reading group.

Results of reading the phonically regular passages are dis-
cussed in Chapter IV, Qualitative analysis of errors are also
dealt with separately in Chapter VIII, Here, we deal with the
children's reading performance in terms of vhat percentage of the
"reading" passage was read without error,

Administration

All children were tested individually, Not all passages were
attempted by all students, either because of a large number of mis-
takes on a previous passage, obvious frustration, or length of time
vaken to read a given passage.

First Cycle

Results on Common Passage. The mean percentage of error of
each reading group in each PL school is given in Figures IV and V.
The children were counted in a particular reading group if they
belonged to that grow in June,

Cycle I (Nov. - Jan, - Mar,). Figure IV shows that all groups
decreased in errors on familiar material over this period, except
for Group I in the Suburban school who made few or no errors from
the beginning, The most spectacular decrease in error comes from
the less able readers in both classes., Of course, these children
had the most room to improve., Some of them were not able tn read
the passage at all in November.

In the Suburban school, Group I readers have very low error
rates to begin with; by January, Growp II joined them. Group III
is at less than a 05% error rate by January zud Group IV reaches
the 05% level by March,

#* Actually, children were randomly divided into groups and due to
clerical error, read the versions in one of the iocllowing orders:
AAB, BBC, CCA.
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Figure IV

Cycle I: Monthly Taped Readings: Mean Errors (in %)
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In the Rural schoel, only the top two groups ecan attempt the
material in Hovember but they are reading with more than 20% error.
By March, they, and Group 3 as well, are reading with 0,5% - 109
error. ' Group l in this 4lass was just beginning a formal reading
program in January; their performance reflects this fact, By March,
they still make more eerors than they should, but have improved their
performance by almost 30 percentage points. As can be seen, Group 5
(the high risk reading group ) attempted to read the material in

March but not because we expected they could--only for comparison
with others in the class,

Results in Reading Group Paragraphs

Besides the common passage r2ad at each session, additional
paragraphs were added each time; these were taken from material
recently covered in each reading group. Table 6 gives the mean per-
cent of error by classroom and reading group on these paragraphs.

Table 6

Mean Percent of Error on Reading Paragraphs
November, January, March

Suburban Class Rural Class
Nove Jan, Mare Nov, Jan. Mar,
Grp. 1 0,0 05,5 06,0 Grp. 1 22,5 12,2 05,0
2  07.0 12,5 07.5 2 2,0 13,0 1L..0
3 05,5 01.1 0hL,O 3 - - 15.0
L 33.0 08.5 12,5 L - - 33,2

Neither Group L in the Suburban class nor Groups 1 and 2 in
the Rural class were able to read material independently in November
that they were working with in their small growps, These groups
improve somewhat as time goes on, The first three groups in the
suburban school and Group I in the rural school are reading current
instructional material with a low error rate by March, In general,
for all groups, there is a decline in error over time,

Second Cycle

In the second cycle (April-June) each child read more than the
passage. Five reading passages of increasing difficulty were con-
structed, and a second version of each passage was written (see
Appendix C-€), Half the children read one version in April and the
other in June, The other half reversed the procedure,

Readability scores were computed (Spache's formula) for these
passages. ilote that Passage 5 seems much more difficult than the




" en

rest and Passages 1& 2 seem comparable to each other as do Pas-
sages 3 & h. We will see that calculation of children's errors

suggests a much greater spread in difficulty of the passages than
do the readability figures,

Table 7

Readability Measures on Passages

Passage April June
1 2,80 2,43
2 2,86 2,78
3 3.56 3.89
L 3.35 3426
5 5.89 5,60

Figure V shows how each reading group performed on each pas-
sage of increasing difficulty in April and again in June, Some
reading groups were stopped before reading the hardest passages,

and in June some reading groups were allowed to omit the easiest
passage.,

Ideally, error rates should go down from April to June but each
more difficult passage should show some increase in error in both
months. This did happen but not consistently for all passages and
for all reading groups, The most noticeable discrepancy is for
Passage 3; which in April seems easier than Passage 2 for some of
the groups, wliereas errors on its alternate form in June is in the ,
expected direction, These error differences for Passage 3 proved ’
not to be significantly different statistically,

Comparing percentage of error for each class in April and then
in June, the error rates go down for each group in both classrooms
(see Figure IV),

Results: Suburban School. Group li in the Suburban class is
able in June to read easy material (Passage 1) with no error at
all, a spectacular improvement on their 20% mean error at this
level in April, In June, Groups 1 and 2 in the Suburban class (20
out of 2l children) can read difficult material (Passage 1) with
an error rate of less than 05%.

Results: Rural School. In the Rural class, Groups l and 5
show the most improvement. It will be remembered that Group 5, [
the high risk reading group, barely appeared (with a 52% error) on !
Figure IV, which graphed errors during the first cycle. The child- |
ren in Group 5 are still not reading first grade material in June ‘
with anything resembling mastery, but Figure V shows what gains they
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have made in terms of their own performance in September., By
June, Group L in this class is reading easy first grade material
uith a low error rate (05,5%) and the top three groups can read
through Passage 3 with errors from Of - 10%. The two top groups
in the Rural school are even reading the relatively difficult
Passage I with a low (059 - 06%) error rate,

Iigure V also gives some indication of the relative reading
proficiency of the various reading groups and suggests that the
children had probably been grouped together according to real dif-
ferences, siice rarely do the error rates for different groups on
a passage overlap; and as passages get more difficult, the error
rates rise mere sharply for the less able readers.

Summary

The taped oral reading helped us during the year to choose
appropriate material for individual children. The findings on the
reading groups, as reported here, seem to indicate that the children
were learning to read more and more complex material as the year
went on, and that although different groups had different rates of
progress, all children were gaining in their ability to handle a
wide variety of texts.

June Oral Reading Test, Six Classrooms

Four reading passages were devised for comparing the oral read-
ing performance of the PL classes with the two non-PL first grade
classes in each school, o such comparison was done the first year.

Passages

In writiag these passages, a vocabulary pool was obtained by
listing all words from the Scott-Foresman pre-primers and eliminat-
ing those words which had not occurred in the PL early reading
materials (see Appendix C-7 for word lists and passages ). Thus,
the easiest passags, Passage 1 (66 words) used only vocabulary
common to both pre-primers; the next passage (73 words) used about
807 common vocabulary; the remaining two passages had about 587 and
35% common vocabulary, and 96 and 95 words, respectively. Passage
IV was made up of a para%raph from the Scott-Foresman 2¢ basal, and
a paragraph from their 3¢ basal. Where proportion of unknown to
knowm werds could not be kept constant for PL and non-PL classes,
the passages contained a higher percentage of unknown words for the
PL classes, The resulting four passages were meant to lncrease in
difficulty, but by how much in each case we had no way of knowing
prior to testing. In this respect and others, the ability to read
sach succeediig passage would be but a rough approximation of
achievenment, For example, the percentage of words included in each
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passage that were not common to the pre-primer level could have
occurred in later reading in first grade, Further, it was not pos-
sible to compile a completely accurate list of words presented
early in the PL program because of the very nature of the program.
lastly, the implied assumption that only words presented by the
teacher in an instructional setting are appropriate to an ability

) level is patently false--and the better the reader, the more false

| the assumption, But with all these limitations, the procedure used
to produce the test passages yielded results in the expected order

of difficulty. (Figure VI compares error rate of all 93 children
on each of the passages. )

Sampling

A1l chiid: 2n in the PL classes were tested, Half the boys and
half the girls in each reading group in the other four classrooms
were randomly chosen. Since the first grades in the rural school
were grouped homogenecusly, with the PL class having the lowest
academic expectations, the other two classes tested will be referred
to as VG-Rural (very good expectations) and Avg-Rural (average
expectations ). In the suburban school all three cl: -ses, including
the PL class, were grouped heterogeneously, These classes will be
referred to as PL-Suburban, S-Suburban, and H-Suburban,

Administration

Two examiners, one for each school, taped the oral reading of
each student individually., When errors reached a 10%-12% level,
r , the student was stopped at the end of that passage; if errors greatly

exceeded this level, the examiner stopped the student before the end
of a passage and read the rest of it to him. When this last happen-
ed, the passage was not counted as having been read at all. In a
. few cases the examiner mistakenly allowed a child to go on to the
next passage vhen he had made more than a 129 error on the easier
. one, In these cases, no matter what the subsequent scores were, the
| following passage(s) was not counted as having been read, This was
. done to equalize the procedure for all children,

g Results

Frequency and Percentage of Irror. Figure VI shows that the
passages did indeed increase in difficvlty and discriminate among
the readers, Table 8 gives the mean number of errors made by the
children in each class who completed a particular passage. Among
the two classes showing low performance, the PL rural class was
theoretically less able than the Avg-Rural class, but performed with
fewer errors and read more passages, The fact that the PL-Rural
children were able to bring their performance up toward the level
of higher rated groups is encowraging.
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Table 8

Mean Error on Each Passage
and Percent Reading iach Passage

Passage 1 Passage 2  Passage 3  Fassage L

66 words 73 words 96 words 95 words
A % A e
Group N Rdg., X Rdg. X Rdg. ¥  Rdg. X
Fl-Suburban 2 96 1,5 96 1,6 88 10,7 L6 6.2
S-Suburban 13 92 1.8 92 3,7 & ki 8L 6,6
H-Suburban 12 100 2.8 83 2.6 83 14,1 33 3.8
VG-Rural 13 100 1,5 100 2.3 69 9.6 31 L.8
Avg-Rural 12 83 8L k2 9.8 0 0
PL-Rural 19 63 1.6 63 Te2 11 12,0 0

There are few differences among the four "good" classes, but
their mean error is far lower than the Average or PL-Rural scores,
Figure VI and Table 8 taken together indicate large differences in
error rate from one passage to the next and in the mmber of students
reading each passage, For example, in Table 8, mean error tends to
go down on Passage L as compared to Passage 3, but so does percen-
tage of those able to read this passage. Perhaps a better way of
looking at the results is to growp together those who read ail four
passages, those who read three, and so on., W%hen this is done (see
Appendix C-8, for detailzd results ), the mean percent on all passages
of total words read correctly is as foilows:

Those reading only Pagsage 1 807 correct
Those reading Passages 1, 2, 92%

Those reading Passages 1, 2, 3, 92%
Those reading Passages 1, 2, 3, I} 96%

These percentages show the results of stopping a child when error
increases, Those who read only Passage 1 made one error for every
five or six words, and were not allowed to continue, When two pas-
Sages were read, there was in almost all casea a rise in error on
the second passage. All but one child reéading three passages show
a drop in performance at the third passage, Those who read all four
passages, hovever, could probably have gone on to more difficult
material (Passage b is considered to be at Grade 3 level), So the
fourth passage did not :rovide a ceiling; mevertheless the children
who could read Passage b are clearly the most advanced readers of
those tested and do form a separate group.
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The mean percentage correct, then, indicates a rough level of
achievement for the children who could yread at each level, Thus,
comparison of the reading ability of the children can be made by
looking at the relative number of children who werc able to advance
through the passage., Table 9 gives these figures,

Table 9

Percent of Fach Group Campleting 1, 2, 3, L Passages

Pagsage 1 Passage Passage Passage

Group H. Not Comp. Comp, 1,2 1,2,3  1,2,3,h
PL-Suburban 2} ol 96 96 88 L6
S-Suburban 13 07 92 92 61 Siy
H-Suburban 12 0 100 83 83 33
VG-Rural 13 0 100 100 69 31
Avge-Rural 12 16 ] 12 0 0
PL-Rural 19 37 63 42 11 0

In the PL-Suburban class, 887 of the children could read beyond
Passage 2, and 837 of the H-Suburban children could, Only 33% of
the H-Suburban class, however, read Passage ) while L6% of the PL
students read this last passage. Similarly, more than half of the
S-Suburban children read the last passage but a large part of that
class (39%) were stopped at Passage 2. We can see from Table 9 that
the PL-Suburban class compares favorab.y with other groups of simi-
lar background and ability,

Comparing the lower achieving classes, clearly the 37% (seven
children) in the PI-Rural class who couldn't complete (or completed
with 25% or more error) Passage 1, contribute most to the lowest
end of the scale, Five of these seven ciildren were in the special
high risk reading program and wers workig on pre-reading skills
for most of the year. Their poor showing on this task was not un-
expecteds The PL-Rural ciass as a whole » however, shows more spread
than the Avg-Rural class, with several PL chjldren reading the more
difficult third passage,
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Chapter IV

The Sound-Spelling Correspondence Program

Part 1 - Rationale and Content

Instruction in the regular correspondences between letters and
sounds was intended to complement other forms of instruction (rather
than take precedence over them), Anticipating the bulk of material
that the children would face, we wished we could present all the
letters and sounds at once, As a realistic alternative, we chose
to present those generalizations powerful enough to help children
carry out the actual reading task, and to illustrate the alphabetic
nature of the writing system from the very beginning.

Rationale, Content, and Sequence

In the second summer seminar, a sub-group met to review the
phonics program of the first year.#* Their purpose was to work out
a more detailed sequence for the presentation of the correspondences
within the framework of an explicit rationale, At the end of the
seminar, this group had specified the correspondences to be taught
as well as the Yconcepts" that certain correspondences exemplify.,

Rationale

The three criteria that influenced the sequence of presenta-
tion were productivity, contrast, and generality.

Productivity. The major basis of choice in determining order
of presentation given the limitations of word types was producti-
vity. Here, productlvity of a sound-letter correspondence means
not only its frequency in a2 wocabulary list, or frequency of the
words in sentences, bub also the possibility of combining a given
correspondence with one presented earlier in thejprogram. Thus, n
is presented early because it occurs frequently in the language,
but wh is presented relatively early too, because it occurs in a

small set of highly frequent English words,

The working procedure for testing productivity was to list all
the possible words that could be formed with those correspondences
that had been presented up to a given stuge. The result influenced

% See First Grade Report, 1965-1966, for detailed discussion of the
first year's Correspondence Program. This chapter deals only with
such sections as were incorpord ed into the final program.
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sequencing, For example, the introduction of the useful plural/
third person singular -s was postponed until after four consonant
and four vowel sounds were presenteds Our lists had shown that
before the introduction of the long vouel values, the addition of
-5 generated only four new words, but vhen introduced after the long
vouels, -s formed eleven new words.

Contrast, Two kinds of contrast affected our choice of the
earliest correspondences in the sequence; visual contrast, and
auditory-articulatory contrast. That is, correspondences must dif-
fer considerably in how they looked and how they were produced,

For example, the first three consonants to be introduced, m, s, and
d differ as sounds in at least two of the articulatory features of
T) manner of production, 2) place of articulation, and 3) voicing.
As letters, their graphic forms are also quite different, Ve
thought that these letters, combined with a would provide a highly
contrasting set, and help facilitate the discrimination task for
beginners.,

' Generalization. The writing system is more than a set of indi-
vidual letters that relate one-to-one with a set of sounds. Gener-
alizations about how the writing system operates, that is to say,

1 refinements to the basic generalization that a letter represents a
sound, comprised another aspect of the program, The first three
are general throughout the systems They were considered so impor-
tant that the teacher was asked to make them explicit in her
instructional language to the class. They are:

1, Ietters stand for sounds,.
2. letters, like sounds, occur in different positions of a word.
3, The order of the letters and sounds is significant to

the identity of a word,

A concept also present from the beginning, but not made explicit is:
i, Vowels (letters and sounds) are phonetically and distri-
butionally different from consonants, €.gs, only a vowel
would fit in the frame s_t.

Soon after the introduction of the first three concepts the follow-
ing qualifications are made:
5, A letter can stand for more than one sound, €.gs, the a
in mat, mate.
6, Another letter may mark the appropriate corresponding
sound of a given letter, although it does not stand for a
sound itself, ee.g., -€, in mate,

Although the last two concepts could be applied not only to letter
patterns such as a and -e in mate, bub also to ch and sh, where

» the h may be said to mark the s and ¢, it was decided that
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contiguous letters oper~ting as mnitc in spelling patterns and re-
lating only to one sound would be taught more profitably through
the following:
7. A combination of fwo letters may stand for one sound,
€eZey Cchy and sh.
Patterning in the graphic system alone, with no significance for
the corresponding sound system, is established thron h examples
shouing that:
3. Depending on the position in a word, a sound may be repre-
sented in more than one way, e.g., initial ch- and final
‘ -tch,

The sequence of the eight concepts listed above, taken together,
set another limitation on the sequencing of the correspondences
themselves,

Content
The correspondences selected for presentation vere:

1. The vowel 1letters and their corresponding short sounds,

2, The vowel letters marked by ~€, 1l.€., their corresponding long
sounds.,

3« All of the consonant letters and at least one frequent cor-
responding sound,

i, Several positional spelling veriants of the consonanis, e.g.,
initial ch, and final ch or -tch,

5. Frequent spelling units composed of more than one letter,

; €eg., Th,
I C. Frequent consonant sound-letter clusters, e.s., initial f1,
T and final nt,
T 7. Inflectional endings -s, -es, -ed, -ing, -er.
. All letters were to be presented in most positions with at

least one sound value. Of the vowels, only two values were ex-
plicitly presented--short and long,:

| Ve did not expect an average first grader to cover this much
p material; we prepared for a fast moving class.,

o It is clear that many of the decisions on content, and the

' priority we had given to some of the generalizations, anticipated
methods of classyoom presentation. In accordance with our stated
aims we decided that:

% The traditional terms "long vowel! and "short vowel" as used in

this report do not imply difference in duration. lMost readers can
& more quickly identify the sound referred to than if, say, the terms
' "free" and 'checked" were used,
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Since leornin» of correshoundences iuvolves associating letters
with sounds, yroctice in the discri piation of sounds and the
diserimination of letters would accompany the introduction of
a2 given correspondence lesson, Learning of letter names would,
however, precede the correspondence program,

tholie words vere to be used to demonstrate similarities and
contrasts, TIsolating the sounds was mnot thought to be neces-
Sary. DBy choosing real words, we hoped to stay close %o the
main task of reading.

Except for the group of correspondences at the beginning of the
program, new words were to be build by adding to previously
presented letters. Tn this ay, tihe children would see and

be expected to handle only words in which the correspondences
were already familiar, Thus, p would not be presented in the
word pot at a point where o had not yet been introduced,

The restriction to words with familiar correspondences required
inclusion of vowel correspondences from the outset, and the
addition of other vowel letters and values early in the program,

The words chosen to exemplify the letter-sound regularities
were monosyllabic (i.e., having one vowel) except for disylla-
bic inflected forms (e.g., dishes) and expansions of pre-
viously presented monosyllables (matter ).

Useful words not following regular patterns would be presented
in other parts of the reading program and not formally analyzed.
There are irreégularities in the writing systen--words showing
deviation from the usual pattern, They should be presented

as such, that is, none and put would be showm when such words
as bone and but appeared in the program, but they would be
learned as séparate entities and not as members of a set,

Words would be presented both in isolation and in sentences,
In line with this aim, we planned to provide exercises in
which words, already presented, would be seen immediately in
sentences, along with other frequent words taught as wholes,
€8s, the, are, thus demonstrating to the children that cor-
respondence rules can be used as part of an overall strategy
for reading long stretches of print,

Many concepts would be presented early, Standards of mastery
might be low initially, but the same concepts would constantly
recur and be reviewed, Each lesson would provide review of
previously learned concepts s word-building and letter substi-
tution exercises would include all sound~letter correspondences
that had been introduced up to that point. The children should

see the inventory of words expanding with the addition of each
new letter,
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(Our primarv criterion for chaosing a sound-letter rela-
tionship at a ziven point, that is, ivs prodactivitw, reflects
Just what we wanted the children to iearn-<-that there is an
invariant relationship between the writing and sound system
for most of the letters anc letter patterns in the language.
To illustrate this point we planned exercises in which the
chilé would substitute a letier in a word, €eZe, sad, to make
another word, sat, then substitute still another Tetter to
make a new word, sit.)

9+ Provisions for informal testing and more detailed subroutines
would be supplied during the teaching phase,

Sequence

Taking into account all the constraints described so far, a
sequence of presentation was worked out. Figure VII shows the chart
used as a guide in writing lesson plans., In the Figure, Column I
gives the specific sequence of letter-sound correspondences to be
taught., Column ITI provides the rationale for choosing these letters,
and Column IIT gives the actual sequence of the lessons in the order
they were taught,

Figure VIT
Sequence
I IT ITT
Letter-sound Rationale Lesson Humber
______Correspondences
dms a - Letters chosen for: 1. d,s with
short a

Letters stand for graphic contrast -
sounds. Here. each let- | phonetic contrast 2. dys,m with
ter stands for one productivity (high fre- short a
sound, quency in first grade -

words and combinability | 3, d,m
Letters, like sounds, with concurrently pre- -7

occur in different posi-| sented inventory)
tions of a word,
(NoB. Working notions:
Order is significant.

word
Not explicit: Vowels sentence
are phonetically & dis- beginning and
tributionally different, end)

Begsy only vowels fit in
the frame s_t.




Tigure VIT (Continued)

I II III
Letter-sound Rationale Lesson Number
Correspondences

OO D M G D OB A % s B o B G s A - ay rn ooy

-€ as a marker for a & i

A letter can stand for
more than one sound,

Another letter may sig- °

nal the appropriate
sound,

The markiig letter does
not stanc. for a sound
itself,

DD s W W D e Tt > D W 0 T G s P B s >

Morphological endings

-8 in sits, hats

haadhndadiedead ol o Lokl TR VP DUy

TS IS S W D ED e A Gmp WD G W et B Gt v S W 4ve @S amp

A combination of two
letters may stand for
one sound,

Regularitv and produc-
tivity in previous
pattern,

-.---.---o—-.an---——-—-—-—-—-—-—

Productivity of pattern
and concept.,

NB - medial e is not in-
troduced early because
it is not productive,
especially in -eCe
pattern.

Plurality and 3rd sing,
pres. are represented by
-s, Teacher ignores s/z
distinction in sound,
Presented in context,
€eey 1, mat; 2, mats,.

Regularity, and produc-
tivity, especially in
final position and with
marker- e in - VCe
pattern,

Productivity

MB. h has not been
introduced alcne,
The combination sh
does not occur
with marker -e,

~9¢ -

| Lo %
|
L
5. short i
with g,g)m,
t
€, long a,i
T
7« plurals
verb agree-
ment
e _I} in initial
position
i. ----------------
10, sh in ini-
tial & final
position
8ce Discrim,
beto EE &'Sh
8d. s & sh
3e, wh & §£




Figure VIT (Cuntinued)

I i1 IIT
Letter-sound Rationale Lesson Number
Correspondences
Morphological -es Usefulness, This pre- (See Lesson 7.

dishes, dashes

D 0 S e GNY Sy IV wse GIY G VD NS GAD HES SV GNY CID G SIS S04 G S g S s

D T G A Y S D S D G P A I G WD G W WS G ) G0 S VR o

Morphological endings
-ing, -er,

Disyllabic words, Fami-
liar letter-sound pat-
terns occur in longer
words,

WD BT D ST W W D TN e FE Gy D CES S P S G G Gl T e A S W e

Pairs of this type are
positional graphic
variants of one sound,

| with short vowels).

sents the other spelled
form of plural and 3rd
sing. pres,
Productivity, especially
with marker -e. Review
of earlier concepts, At
this point, standards of
mastery of old material
are high. Regular new
letters should be assi-
milated quickly.
Productive in forming
disyllabic words,
Teacher only examplifies
this concept by present-
ing words. Children are
not expected to read
them, but to recognize
partial identity with
famiilar words,

Productivity (tch only
At
this point, present
other positional vari-
ants, in monosyllabic
WOI‘dS, eogo mi_S_i, git

P D SRS U G G D ST GRS P VR A% D NS SuB NS (% PV JUR BN G NS @Y O Sy

- o - am

~-s & -es taught
together )

O gme M O G G S St S G 8 S4n

p in initial
position with
short a
bé&p

Tep

o o 400 s S0 e “on 00 48 .00 w0 e @D . W -

disyllabic
vords,
Familiar pat-
terns in
longer words

g_in medial
position
o0 contrast

(0 A WA W e T LR G Wy B Rl Gt S FYO W B

ch in ini-
tial position
with short
2,1,0
position with
long a,i,0
-tch with




Tipures 7IT (Zontinued)

I II 13T
Letter-sound Rationale Lesson MNumber
Correspondences )
1
wh- Hot productive in terms | 20. vh with
of this inventory, but short a,o
important because of its | 8es wh & sh
occurrence in a small ofe wh & ch
number highly frequent 8ge s & T
words 8he th & £
---------------------- @l e e U D 2 e at T e B8 e P S e A A B B S P BP AP W s S [ e ot s i O WD W P e B o T i
~58 Productivity 2l, -ss with

short a,i,o

e aw® we

f -ff Productivity 22, f with
u short u
e —————— e e e e -
b Productivity 23¢ b
Ba. b & 4
bé&p
h- Productivity 23. h
8as h & th
- 81. _11 & .f“
th (voiceless) Not high productive, but l-23. th
regular. N.B. Voiced th | 8h. th & f
is not specifically 8n. th & sh
taught, since it appears | 8j. th & ch
in common functions 8ke h & th

words, -~-the as in bathe

is not presented,
- Productivity in final *

position especially in
the pattern -VC, C,y

and -VC, y.

taffy pony
daddy baby
Bobby shady
& ammy tiny

GG G N A SR A B TR GD W M W D G B D TR S N D D D an WY NP AD D WD D G D D G P SV G WP SO G R SOY D S T D G T T a1 Y A S WP s G SR W Y WY A G T AP W s

# Suggested in outline but not included in actual lessons,
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Figure VII (Continued)

I
Tetter-sound
Correspongences

II
Rationale

IIT
Lesson Number

Hore disyllabic words

D G D D S W D G G et G D D TR VY e ) B AP P WD et P o]

O GRS D W G - P G WD G2 T e D . WP B e

1- in initial position
only

TGN T AP D W G WP b D D D WP G R W SN0 GA) U WD o SeF B wf

r- in initial position
only

S D R P P WP WD AP WD A BT SR s D (MR S P WY Sh WS WD D sy ol

% Suggested in outline but not included in actual lessons.

Long words, other than
those ending in -y, which
begin with familiar pat-
terns are presented,
Children expected to
identify stretches in
addition to recognizing
that they are familiar,

chatter fantastic
chipmunk battle
chimney bottle

Productivity., Few words
in expanded inventory re-
vuire /yuw/ instead /uv/,
e.ge. mute, Teacher does
not make a point of them,

bkl el abadecd AT X T T ¥ ¥ T T PR P PP P pipsapeg

No distinction is
pointed out between
occurrence of /g/ in
finger but not in
singer,

O D D D D G TS T ST h G D W T L S Y P A D WD A D o P P O D W W AR e S D B - S

Productive, Final -1
postponed because of
effect on preceding
vowels, e.zg. fall, pull,

A O D S G A D G T S WD D D W W) S N WD Sed R WL D a0 ST O ]

Productive, but -r post-
poned for same reason
as "1.

*

P o > s B e 40 =t > w» s W E e = o -
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Figure VII (Continued)

R b ot A28 S D GD onp T p AP e s -.0-----.---.--—-—--“‘.--——-.n-.—~-—-—-——

Initial clusters of
familiar letters with 1
and r,

sl, dr, tr, sir, pr, pl,
fry, f1l, br, bl

O D R S0 M e @ 0 S K s ey S ) e A = s = g W oa®

final consonant clus-
ters -nt, -st, -sk, -ft.

raducti-re

T A 0 G S AT G S G G SR W D M s WY G St it D S, G

iShort -e is productive
iin the inventory at this
(points Since -eCe is

i not, -ee- is introduced
188 the long counterpart,
i Productive, especially
{with -e-,

+---

L S S D W A D 008 D i P P Bt = e

25. Cons. blencs

with 1,r

2€. Blends: p,f,

b with 1
27. pl, f1, bl
with long a,
1,0,u
23, Blends with

Ot D D P D = e M P G = =

31, final cons.
clusters nt,
st, nd, ft

w- i Regular, wa- ignored 132, w

{ here, 18m, ¥ & w
_________________________ S w MUY S
-ck i Productive and regular !33, -ck
......................... N VS e N
c-p k- i Only ‘hard" /k/ value 18ns k & ¢

i given, since /s/ ané ! (visual)

i /j/ not productive. i18os k & g

ETaught together, E
......................... Fmm e m e
-ke | Productive with long 13bhe ke

! vowels, !
......................... :....-...-..................-...-----_--_--+-------.._......-..-..
-g 1 Only /g/ value. -ge and !(see lesson

! 180 above)
......................... N R
~X 1 Presented in order to 135, x in final

i provide at least one | position
v- ve i value for each letter. | v in initial
y~- i 5 position
Z- -2 i | -ve in final

1 § e ) .
qu- | : position
, ; 13€. y,2,22,2¢,
J= i J qu,J

#Suggested in osutline buﬂ'not inciuded in actual lessons,

Mot included: Vowels befo

re -1 and -r; Vowel digraphs (except ee);
"Soft" ¢ and g; Many uncommon eorrespgondences, e,g. ch'=/%k/;
Derivational suffixes; Many cofisonant &lusters.

-100-




Pian of the lessons

All of the ccrrespondence lessons followed a general plan. A
manual was prepared in which each page was divided into two columns.
One column was labeled "Teaching Procedures! and contained a step by
step presentation of each lesson. The other column was labeled
"otes to Teacher;" it =xplained and clarified the concepts to be
taught in the lesson., A description of the accompanying worksheets,
and instructions as to their presentation and purpose was also in-
cluded under the "Notes" column.

Lessons

Generally, each lesson was divided into five steps: visual
presentation of the correspondence; auditory discrimination; word-
building; sentence reading; and review (or re-cycling)e The fol-
lowing is an example of an early lesson,

Step I
1. Pupils see two pictures with the words dad and sad

written underneath.

2. (The teacher points t> both words) "re these words
the same?"

3. (She points tc the beginning letters) "Are thev the
same at the beginning?"

L. (She points to the final letters) "Are they the same
at the end?"

5. (She points to d and then to s) "Do they have the same
letters at the beginning?"

€. "What is the name of the letter dad begins with?
sad begins with? (Ends with?) ~

Step II Auditory Discrimination. The teacher says, '"Let's
Iisten to the sounds of these words." She asks:
1. Do they sound the same?
2. Do they sound the same at the beginniug?
3. Do they sound the same at the end?
L. Do they sound the same in the middle? (When vowels are
being analyzed, )

Step IIT Word Building. Pupils change initial or final con-

sonants, or vowels, to form new words. For example, the teacher

writes mat on board, erases the m, substitutes s, and asks
"What new word did I write?" Then, she erases the t in sat and

asks the pupils what letter is needed for the word sad. R
pupll then changes the letter on the board.

As a variation on this type of practice, write " at" on the
board and have the pupils supply the appropriate initial con-
conant from a list of words that follow a particular pattern
(mat, sat, bat, etc.).
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Step IV Sentences, Reading the words in context and produc-
ing them independently. For example: Dad is (sat sad).
Individual children select and write the correct answer.

Step V Recycling. The teacher goes over Steps I & II when
necessary (visual and auditory discrimination) to provide
extra practice on previously presented letters.

Ebrksheets

Worksheets were written to accompany every lesson. Instruc-
tions for their use were included in the "Notes to Teacher™ section
of the teacher's manual,

Most of the worksheets fall into the following categories:

1, Consonants (single consonants, blends, digraphs)
a. substitution in initial or final position
b. fill-in (supply missing letters) in initial or final position
c., association of letters or words with pictures
d. addition or deletion of letters
€. recognition of consonant differences in word pairs
f. word building (word families)
ge doubling final consonants
h. matching like words

2. Vowels (short and long)
a. fill in
b. substituticn
c. matching words with pictures
de recognition of medizal likenesses and differences

3. Sentences
a. Sentence completion (developing sentence sense)
b. matching sentence to a picture
ce definitions: matching word to meaning
d. "silly sentences" (change tc make sense)
e. reading sentence and following instructions

L. Rhyming
a. matching to pictures
be matching words
c. letter fill-in

5. Morphology
a, Adding suffixes (-ing, -ed)
b. forming plurals
ce doubling final consonants before adding suffixes
d. dropping final -e before adding suffix

6. Cross word puzzles
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Part IT - Teacl.ing Procedures

The Beginning lessons

Formal lessons began in the suburban school on September 26,
By Lesson 3, we already saw things to change., Tt was evident that
the steps in the lessons covered too much ground for some children;
that worksheets following the lessons should contain only one kind
of task--not several different tasks; and that some children (about
half) needed more practice in listening to and comparing beginning
and ending sounds in words.

Since the actual lesson plans and worksheets were still in the
process of being writien, provisions could be made for smaller steps
and simplified worksheets in future lessons. The auditory discri-
mination problem was mors difficult to solve.

Auditory Discrimination

Because the earliest letters introduced in the correspondence
lessons were chosen, in part, for their equal articulatory and
acoustic distance from one another, we had not planned to give the
children separate practice in hearing differences among the sounds.
Bubt both teachers felt the lack of a more concentrated auditory dis-
crimination program. Consonants were not introduced early enough
in the Correspondence program, to keep up with the rate of words
encountered in the regular reading program. More sound-letter dis-
crimination training was needed earlier to allow pupils to use
phonic cues tv figure out the sounds of initial consonants when
reading new words. This lack was important enough not to be over-
come by incidental teaching only,

Lessons were written, beginning with Lesson 8, to tackle this
problem, All future discrimination lessons were called lesson 8is
(8a, 8b, etc.). There were about a dozen of them, in all, before
the year was over. The Lesson 8's were considered "floating"
lessons, to be inserted for extra practice in auditory-visual dis-
crimination when needed, and were intended to be used at a much
faster rate than the regular phonics lessons, thereby familiarizing
the children with consonants several days in advance of their
introduction and analysis in a correspondence lesson,

Initial Teaching

Suburban Class. The first few lessons were introduced to the
whole group, and concepts were reviewed as part of the work with
reading groups. It was soon decided to continue to introduce new
concepts to the whole class but to discontinue whole class review
because attention data showed the brightest students to be bored
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during the review lessous, These whole class review lessons were
both too fast and too slow for different segments of the class.
Therefore, the small group work or Tuesday and Thursday was given
over to phonics. Very soon, it was impossible to introduce even
new lessons to the whole class, since students were moving at very
different rates in their small groups.,

A child was placed in a particular group as the result of an
informal test in which each student in Reading Group 1 was asked to
read a list of 'phonically regular" words from previous PL lessons,
Transfer was tested by including in the list three new words that
followed the same pattern as those that had already been presented,
The test for the rest of the class was a teaching-testing one.

Those placed in Group IT could change e.g., sam to same after re-
viewing mad-made; those placed in Group III could not. The groups
remained fairly constant throughout the year, with the exception

of a few shifts from Group II to Group I, and Group IIT %o Group II,

Tactics for all groups included building words by substituting
letters; making simple sentences using the vocabulary they had been
practicing; gnd permuting these sentences to other sentences.

By November 9, after eight weeks of school (see Chapter IIT
for parallel progress in reading), Groups I and II had covered
almost the same material, with Group I a step or two ahead of
Group II. The two groups were on Lesson & of the PL program. They
were comparing long and short a and i in the context of the now
familiar &, s, my t. Group III was moving more slowly. They were
working with short a and 1 words and the same small set of con-
sonants--Lesson 3 in the PL program.

Rural Class. In the rural school, conversely, the whole class
procedurces provided exposure that all children needed even though
some children could not contribute beyond the initial steps of any
given lesson. Full class lessons included auditory and visual
discrimination of sound-letter pairs, and the use of the Michigan
Successive Discrimination Program, The Michigan materials require
pupils to match letters, and listen for similarities and differences
in sentences, phrases, and words,

The small groups in the rural school, then, were used to rein-
force parts of less taught to the full group or to review and
give needed drill oncepts already introduced. Time in groups
was spent on such tasks as:

1., Letter-naming--following the suggestion in Sullivan Pre-Reading
Program of grouping the letters thus: ABCDEZ; FGHIJY; KIINOFX,
etce By Nov. 9, children in Groups I, II, and III had practiced
these three sets but Group IV was still working on the first set.
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2. Listening for initial sowds in words (n, d, s, m, t), and de-
ciding whether two words began with the same sound or not. The
children found pictures in magazines and made their own picture
books of nords beginning with d, s, m, t.

3+ Hearing rhyming words,

L. Visually matching letters and words. Tt had taken several weeks
to teach the children in the rural school what a matching task
was and that small perceptual differences do matter., They had
moved from learning to match like shapes without error (pre-
sented merely to teach the task), to working with matching let-
ters, That rotations and reversals make a letter different was
a hard concept for them to see at first. As of October 20, the
observer notes, "Same-different dittoes with single letter dis-
crimination are too easy now,"

But they still needed more visual discrimination practice. The
class began to try '"oddity" dittoes, i.e,, '"Which one is not like
the display" and started to match on the basis of more than one
letter,

On November 1, Group I began the PL program, and by November 9
this group was working on Lesson 2, comparing words 1like dad with
sad, and sam with sad in simple séntences. On November 18, Group IT
began the PL program, and on November 29, Group III did, too.

it this time, Group IV (four children in the high risk reading
program) was doing alphabet work, rhyuing, sound-letter corres-
pondence of s, m, d, and substituting initial and medial letters in
three or four "known" words. For all but Group IV, the Sullivan
pre-reading lessons, giving practice in these same discriminations,
was used, Both the PL program and the Sullivan materials scemed to
complement each cther,

Pacing of the lessons

It was soon evident that we had indeed plamned a program for
average and above average children. For example, at the suburban
school, Lesson 1 took Group I one day; Group JI two days; and Group
III, three days. At the rural school, for the same lesson, Groups
I and IT took three days; and Group IIT five days. Since thé les-
sons were given only twice a week, the slower moving groups might
take as long as two weexs or more on one lesson.

During this period, the rural teacher frequently used each
step of a lesson as one day's work, She felt the program was written
to move too quickly from one concept to the next for her class s SO
she provided extra review and evaluation after each step. Even for
Group I, the rural teacher often spent several days on a lesson.
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Crne reason for the slouer pace in the rural class was the need
to teach for position of a letter as well as its sound value, A
letter-sound that was recognized in initial position still needed a
great deal of exposure in final position before being correctly
identified, Another source of trouble was poor auditory discrimina-
tion, especially of final vowel-consonant sounds., Besides the Les-
son 8's, special sub-routines were written to attack these problems,
The sub-routines will be discussed later in this chapter,

Progress Through lesson 5, Time per lesson, of course, in-
fluences progress through the sequence, An indication of the
different aptitudes can be seen when time taken to complete the
first five lessons is compared for the two classes,

Grogg Suburban Rural
I Cctober December
IT n January
IIT n February

Lessons 1-5 covered the consonants: d, s, m, + in combination with
the vowels a, i, in their short value, Various combinations of these
letters produce about 17 CVC words, only some of which had been
practiced, The suburban class had been taught these lessens in full
group sessions with varying results as the grouping test, mentioned
earlier, shows. The groups in the rural school moved at a much
slower pace through these very important first lessons.

Ability to compare long and short vowels

The heart of the program was the work with vowels., After in-
troducing short a and i and then comparing them, the long vowels
a and i were introduced together in Lesson 6, A check on oral
responses of the children when this lesson was presented shows how
difficult the comparison was, In the percentages given below, com-
pare the correct oral responses in Lesson 6 with those for the pre-
vious lesson,

Lesson 5 (short i) Lesson 6 (long a and i with e as marker)

Suburban Rural Suburban Rural
Gpe.
I 98% 68% 894 73%
IT 84% 865 73% €15
IIT 805 674 584 (no data )s

* Although there was no observation of Group III's oral performance
on Lesson 6, there was an observation on Lesson Ty a lesson that re-
views the long vowel comparison., Their responses were correct 25%
of the time on Lesson 7,
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It 1is elear that the long a and § Yessons were particularly
for the children, and it took a lot of review and recycling to
clear up the confusion. We decided we had over-taught the response
to short a and i, In addition, the teachers thought it was a mis-
take to attempt to teach long a and i simultaneously (We agreed!),
and that extra lessons were needed to contrast the long and short
values of each letter separately prior to attempted contrast and
comparisonoof long a and i. We had tried to do toc much too fast,
Since we were still writing the future lessons, we were able to
recast the introduction of the remaining vowels,

For the rural school children, the teacher and staff felt that
the vowel sounds needed to be isolated visually and auditorally, al-
though our original plan had been to present and teach all corres-
pondences within the context of real words, The teacher used her
own techniques for isolating individual sounds of vowels, particu-
larly long vowels, This method was never incorporated into the
correspondence lesson plans, but could easily be used by any teacher
who felt that a particular class needed this extra cueing device,

Estimating Transfer

The children were asked to read some test sentences made up of
phonics vocabulary from the first three Correspondence lessons (Easy
Passage ), and another set of sentences using vocabulary from les-
sons 3-€ (Hard Passage), Three forms of the test sentences were
prepared and children read a different form in November, January,
and March, The results shown in Table 10 are given in terms of

Table 10

Errors (in %) on Phonics Vocabulary in Comnected Prose

Basy Passage Hard Passage

Nov, Jan, Mar, Nove Jan. Mar,

Suburban
Rdg. Grpe, I 0 02 0 32 22 16
IT 07 Ol oL 18 21 22
I1I 25 0 0 77 31 21
v 25 12 0 e 65 L1

Rural

Grp. I 62 19 12 - 78 31
IT 58 L 19 - -~ 37
III 100 Lo 15 - - 71
IV - 62 50 - - -
A 3 -
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reading groups rather than correspondence groups, As can be seen
in Table 10, somz groups of children did not attempt the passages
in November and January (some had not reached that point in the
lessons ), and all children who did attempt the "Hard" Passage were
still making a great many errors in March. The "Easy" Passage, on
the other hand, shows a regular decrease in error over time, These
findings, and others during the year s lead us to think that transfer
of phonic skill to new texts comes very slowly, and is only one of
the strategies children are using when they attempt new material,
This test, of course, actually attempts to curtail the use of other
strategies, thus making the decoding task even more difficult.

Further Teaching

After much review and recycling, the children learned to handle
the vowel contrasts of short and long a and i, Each new consonant
introduced served to strengthen the vowel contrasts, but consonant
correspondences were always =uch easier to learn than vowel cor-
respondences. ‘

Suburban Class. After the drop in performance on Lesson 6,
correct responses steadily increased over the next few lessons un-
til Lesson 10 in vhich the first digraph sh was introduced, The
children seemed to need to hear it contrasted with other sounds.
Tkree lessons in auditory discrimination weére written contrasting
sh-ch, sh-g, and sh-wh., These lessons seemed to solve the problem
for the suburban youngsters.

By Lesson 11 (January), the procedures outlined in the lesson,
plans were natural and easy for the suburban children to follow.
They no longer needed repetition of the instructions, but were able
to supply tue steps of the analysis on their own, The teacher point-
ed to words and asked (Step 1), "Are they the same at the beginning?"
Pupils supplied the rest independently. "They are the same at the
beginning, but not at the end. Mat and map both begin with m, but
mat ends in t and map in p. Both have a short a ‘in the middle." We
did not want the children to learn a sterile formula s but their
ability to report in this fashion shows that they were observing
salient contrasts without prompting, Each step continued to be’
elaborated in the manual but the suburban teacher eliminated some
steps for Group I and IT (all but four children) from this point on,

Another indication of independence occurred during the letter
substitution games, WHthout elaborate instruction or discussion,
groups could go around in a "reading circle™ and, with the teacher
saying each word, change Nan, to tan to tin to tip, etc., without
error. Sometimes this was also done by writing on the chalkboard.

Rural Class. In the rural class, letter substitution was also
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a successful exercise, but the skill did not become automatic. Dis-
cussion of what letter needed to be changed, in what position in
the word, and what new letter was required, preceded this type of
exercise for most of the year.

Lessons in the Michigan Listening and Matching programs now
included two and three letter words. Errors had dropped, and the
matching exercises were discontinved after Christmas,

The whole class and small groups worked to discriminate pairs
of letters and sounds using the PL Lesson 8's., The first of “hese,
b-d, was a particularly hard discrimination., Discriminating sh
from ch was impossible. In Group I, responses dropped from 95%
correct in the previous lesson to 6L% for the sh lesson, Ve de-
cided that sh should be taught separately, and then contrasted with
S or some other letter, before comparing it to ch., Both digraphs
needed to be taught in isclation for these children before being
compared., This had not been necessary for the suburban children.

Children with speech problems had added difficulties discri-
minating sounds. For example, one boy could not hear or correctly
produce a pair such as fin and thin since he pronounced both with
the initial sound /f/. He probably heard tke two words as homonyms,

Although we had to monitor the lessons carefully in the rural
class and make additions that hadn't been necessary in the suburban
class, this was all to the good. The rural children did not make
intuitive leaps., They let us know by their performance where the
gaps in the program were. But even so, they were learning, Per-
formance on auditory-visual discrimination lessons was improving by
the first of the year. They began to know what to look for and
what to listen for, and we began to fill in the steps that would help
give them success.

Now exercises of the "Charley Chipmunk changed chairs." vari-
ety were like a game for the children. They especially liked and
did well with a fill-in type of lesson. For example, "Listen to
this word and tell me what letter(s) it begins with --chip?,
--dip?" Although the children could remember that /c¢/ = ch, they
forgot what letters they were supposed to add to it. So the
teacher wrote _ ip on the board before beginning the exercise, and
the children wrote in the initial letters to produce the desired
word, THen they were usually able to read the word they had writ-
ten., Sometimes they wrote on their own individual magic slates
instead.

Initial consonants were easier to discriminate than final con-
sonants for all children, but final consonants were especially
difficult for the rural children to discriminate, In some cases,
short term memory was at fault, In an exercise such as the following,
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"Thich word ends witl: & different sourd--man, bun, mat?* the
children could not keep all three words in mind at once. Visual
practice preceding this type of exercise helped.

Teaching two-syllable words

Inflectional endings, Lesson 12 dealt with the morphological
endings -ing, -er, and -ed. Greup I in the suburban school whizzed
through this lesson with 2 score of 100; correct oral responses.,
Their responses seemed almost intuitive., Iittle explanation was
needed, For example, not only could they read words in which the
original final consonant had been doubled, they could also write
such words. The other two groups in the suburban school did almost
as well as Group TI.

The addition of inflectional endings to kmown words added
considerably to their difficulty for the rural school children and
they performed very poorly. Children in this room often omitted
these endings in their own speech (See Chapter V). Perhaps this
made the task harder, But for whatever reason, they did not sense
the appropriate changes in the words, and as usual, when a task
required them to make connections that had not been explicitly
taught (our fanlt!), they became confused, Group I in the rural
school dropped from 959 correct oral responses in the previous les-
son to 607 correct for this one; Group IT dropped from 8L% to 607
correct. The rural youngsters could learn to identify the words
in their different forms, however, and so the aim of the lesson was
shifted to reading the words without analyzing them. (Later in the
year, soue rural children were able to be more analytic about word
endings, Lesson 21, -ss with short a, i, o, was very productive
for them, At this point, they had figured out when to double a
final consunant and how to recognize a known word even when a suffix
had changed its visual shape, )

Disyllables, Iesson 13 treated two syllabis words. The idea
was to demonstrate that familiar letters and sound patterns occur
in longer words.,

The top two groups in the Suburban class, 20 out of 24 child-
ren, could do this type of lesson easily, and requested more of
the same type of activity., Not only did they find the familiar
CVC words quickly but attempted to 'say the entire word--successfully
in most cases. Group II was as competent as Group I, The success
of the lesson suggests that the suburban children were now trans-
ferring phonic skills to reading new material, (This was in late
January.) The suburban teacher had anticipated difficulty with
this 1lesson, and was delighted at the good results,

According to thc subjective evaluation of the rural %eacher ’
this type of exercise was productive for her class s Yoo, Groups I
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and IT could read a good portion of the words and, in gensral,

liked the lesson, However, her judgment is not reflected in Group
I's oral performance., Their responses were corrcect only 605 of the
time on this lesson. No data was taken for Group II on the lesson.

Introducing Short o

Vowels are clearly harder to learn than consonants, and more
time was spent on them, both initially and in re-cycling, than had
been anticipated. Short o, the third vowel to be presented (Lesson
1L, 15) was no exception.

Suburban. In the suburban school, watching children during
these Zessons gave or> the distinct impression of confusion and
hesitation that was not usually present, Hth a lot of practice
in auditory and visual discrimination and vowel substitutlon, Groups
I and IT were able to give correct responses when presented with
short o words. Strangely enough, although this was an extremely
difficult lesson, total time spent teaching it did not exceed other
lessons, Group I spent two days on both lessons; Group IT, three
days; and Group III, five days. (But we didn't time the actual
lesson period or the latencies between question and answer.,) The
problems apparent to the observer and teachér were mot reflected in
the pupil's oral responses, either; for example, Group 1l's oral
responses were 907 correct on Lesson 1, and 95% correct on Lesson
15. The children were already able to handle one set of vowel
contrasts, and so were probably not learning a new concept, only
a new sound-letter value, If this was so, then the task was really
easier, That was what we had hoped would happen. Maybe we had also
learned something about how to present the lessons as well.

Rural. The short o was easier to learn for Group I at the
rural school than Group I at the suburban. Here again, the rural
teacher isolated the o sound. The time spent on this new corres-
pordence was only two days for both Groups I and II, Normally,
Group II in the rural school spent an average of three days on a
lesson.

Irregular lords

In Iesson 16, the first irregular word, some, was presented,
but not formally analyzed. Throughout the entire sequence, subur-
ban pupils in Group I and IT had no trouble reading or spelling the
irregular words. Conversely, whenever irregular words appeared in
the program such as done, none, some, etc., the rural teacher omitted
thems She felt the pipils were learning to read these words correct-
ly in context, and a close phonic analysis might be confusing and
interfere with reading,
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Subroutines

Besides writing extra review lessons, auditory and visual dis-
crimination lessons, and adding a recvcling section to each main
fesson, special subroutines were written to supplement the PL pro-
gran where needed,

High Risk Programe. One group in the rural class had been given
a special 'high risk" reading program in November (see Chapter III).
Although the high risk group did not participate in the PL program,
by February they were able to listen and fill in either the initial
letter or final letter of glad, mad, sad. They had learned earlier
to change mad to sad to glad, and to change run to sun, and Jump
to dump. Their new words, here and high were compared as well.

Word Families, A "word families" subroutine had been written
to coordinate the correspondence program with the reading program.
Previously practiced one-syllable words from the Chandler vocabu-
lary were chosen e.g., swing, and lessons written to help students
recognize the unchanging part of the syllable in different words,
e.g8+y -ing. The strategy of each lesson was to identify the known
word, and to answer a riddle with a word that rhymed with the known
word. The riddie answers were listed on the chalkboard as they
were given and a number of activities dealing with these words fol-
lowed. Children were asked to identify the words in random order,
to identify the initial letters of the rhymes, to identify a word in
the 1list when given its meaning, to pronounce all the words in ran-
dom order, and finally, to make up new words on the model. The nine
word family lessons included the following phonograms: ing, am, an,
ill, op, it, et, in, and ig, Each lesson took about two days, and
there were two sinple written assigrments, asking for completions
such as:

ran,
Sam is a
man.

The first lesson of the Word Families subroutine was tried out
with Groups I and II in the Suburban class. The observer reported
that ™hey liked the riddles." Thereafter, these lessons were only
used with the lowest group in this class.

In the rural class, Group I had been given the "word family"
lesson when they were on Lesson 5 in ths PL program, and Groups TI
and ITI began to work with '"Word Families" when they had completed
the first 3 lessons (about Christmastime). In January and February,
the rural reacher composed some jingles which she gave to the entire
class to finish. (e.g., I can see a pig. He is very _ig.) Child-
ren then thought of cther _ig words. Laver, these exercises includ-
ed such choices as "I will (rig, dig)." This full group prac-
tice preceded the word families subroutine which was then preseuted
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in small group lessons. After awhile, the first part of the sub-
routine lesson was itself presented to the full group.

Blending. In the rural school, the four children in Group
IIT were not retaining what they had learned from day to day, and a
separate subroutine was written for them, The lessons were based
on the assumption that a certain minimal number of words must be
recognized on sight by these children before any analysis of their
components became fruitful, This is an old-fashioned and non-
imaginative hypothesis., The subroutine, however, built in some
other skills. The short vowel words (using a and i) in the first
five lessons were used to help these students hear separate sounds
and recogrize the letter standing for each sound. The procedure
was as followss The teacher pronounced a word with a slight hesi-
tation after the first sound (e.g.; Ss--am), and later the last
sound (e.ge., Sa--m), and asked a child to say it fast. Another part
of the subroutine, which we hoped would increase visual memory span, ‘
asked the child to look at a particular word, say it, then close !
his eyes and try to "see" all the letters and say them aloud--these
were CVC words, (For some reason, the children really enjoyed this
exercise.) Finally, the children reviewed all the words by reading
them in sentences. This subroutine, we called it Blending, began
for Group III on February 20,

rrogress Through February

Lessons Covered

Figure VIII shows the progress in the PL Correspondence Pro-
gram in both classes through February. The data given in the Figure
refers to the time when a group finished a particular lesson.

Suburbane In the Suburban class, Group I had finished PL ?
Lesson 163 Group II, Lesson 15, and Group III, Lesson 10. (Group
III had also been using the Word Families Subroutine and the Sul-
livan Programmed Reading.) Translated into content covered, this
means that all groups in the suburban school had done four or five
of the Lesson 8 discrimination exercises, and had dealt with plurals
and "s" in verb agreement; in addition Group II had been introduced
to the third vowel in the program, short o; and Grougr I was comparing
short and long o with the previous vowels, All groups were en-
larging their repertoire of words by adding more consonants,

Rural. In the rural class, during whole class lessons in
January and February, the sound-letter correspondences of r, d, S,
b, £, h, 1, t were practiced, These were reviewed during small ~
group meetings, Children pasted pictures beginning with d in a
large construction paper door, They found pictures of r and p and
1 objects at other times, and were asked to draw a picture of some-

-

thing that began with rs t, b, and f. Visual discrimination work,
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particularly with the ascending and descending letters, was also
done during full group time.

The small groups worked with the Word Families subroutine and
the PL Program: Group I was on the PL Lesson 8's doing discrimi-
nation exercises for pairs of letters we had thought might give
trouble; Group II had completed Lesson 7 on plurals and was begin-
ning to work on Lesson 8's, and Group IIT had been introduced to
Lesson 6 which introduces long a in comparison to short a words.
Group III had just begun the Blending subroutine at this time and
were to continue to work with it for the next eight lessons.

Figure VIII

Morithly Progress in the Correspondence
Program Through February

Suburban Rural
Lesson | Content | Grp I [Gep II |Grp IIT[|Grp I]| Grp L1} Grp ILT
1. d,s,a Nov., Nov,
Sept. |Sept. |Sept.
2, m Nov. Dec. Dec.
3 d,m,a
L. t Oct. | Oct. Oct.
Dec. Jan,
5e i Nov, Nov, Jan.
€. a,i Jan. Feb.,
Te |plurals Dec.
Nov,. Dec, Feb,. Feb,
8. {b-d,b-p
ete, Jan, o
9. n
Dec,
10, sh Feb,
110 p
12 [ “ed, "er Jan.
-ing
13 . CiiSYl"
lables
1k. 0 Feb,
15. 0 Feb.,
1. ] 3
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Correspondence Tests

In February, the PL classes and several other first grades were
given a correspondence test. Both the PL suburban and PL rural
class were required to do the same test which covered letter-sound
correspondences up to Lesson 11 (p in initial position)., Included
in the test were consonants d, s, my n, t, sh, and p, and the medial
'Bhort; and "long" vowels a and i. (See Appendix D-1 for test
items,

There were six tests in all, In five of them, the teacher
dictated a word, part of which appeared on the child's paper. The
child's task was to fill in the missing letter(s). Test I, II,
and III, tested initial consonant, final consonant, and medial
short vowel (g or i), respectively, In Test IV, several short vowel
and long vowel words were dictated but the initial consonant of
each appeared on the child's paper., Test V was a spelling test,
and in Test VI the child was asked to listen to pairs of words that
were different in only one position, and mark on his paper where
(in what position) he heard a difference. Each test was given to
the whole class on a different day.,

In the suburban class Groups I and IT had been systematically
taught all the material covered by the test, but Group II had not
yet been taught sh and Pe

In the PL rural class, the following had not been taught: sh

and p, to Grow I; n, sh, and p to Group II; and n, sh, p, long a
and i to Group IIT,

Results:_ PL-Suburban Class.

For a complete description of the results for all classes
tested see Appendix D-2 , In the suburban class, there were no
errors on Test I; on Test II one child made two errors, and there
was one error each for three other children, The final consonants
giving trouble in Test II were the last ones taught: sh and p.
Test IIT asked for a medial a or i, In this test, one child made
two errors, and two children each made one error., In the first
three tests, then, five children made one or two errors; and 19
children made no errors at all.

In Test IV the initial consonant was supplied and the child
completed a word having a long or short vowel. Two children in the
lowest group, whose instructional program had not yet included long
vowel words, made six errors each; eight other children made errors;
either 3, 2, or 1 (L of the 8 made one error)., Most of their errors,
(1L in 211), involved the word shame (i errors) or shine (6 errors ).

Test V asked for z discrimination: the childred had to decide
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vhere they heard the difterence in minimal pairs., Seventeen chiid-
ren made no errors, 6 children made one error, and one child made

2 errors, Uhen the difference was in initial position one error
was made; in final, 3 errors; in medial, l; errors.

In Test VI, the spelling test, 16 children spelled all words
correctly, In the 21 errors of the remaining eight children, the
only consonant errors were a confusion of t/d in spelling mate; the
other errors were the result of decisions about vowels, or whether
to add a final €e '

To summarize, eight suburban children made no errors in any of
the tests, and eight others made one or two errors over all the
tests. We judged that the children were learning from the program.

Results: PL-Rural Class,

The PL rural class gave more responses when only a single con-
sonant or vowel had to be inserted, About half the class made two
or fewer errors on each of the first three tests, They did almost
as well when asked to diseriminate auditorially between a pair of
words--seven students made two or fewer errors, By far the hardest
tasks were the spelling of a whole word, or all of it but the ini-
tial consonant, In Test IV only three children, and in the spelling
test, only two children, made two or fewer errors.,

In general, scores on the correspondence tests in the rural
school carried the same rank order as membership in reading groups,
that is, the three best readers averaged 80% or better on all the
tests while members of the second group averaged between 70% - 952
on the first three tests but between 40% - 60% in the last three.

There were four children not assigned to a phonic group. Since
the correspondence tests were administered to the whole class, ‘ve
hac results for their performance too. Thesé results averaged 50%
in the first three tests for one child, but much lower on the aver-
age for the others, There were five zero scores and eight scores
belew 25% for this group. Several of these children were absent.for
one or more of the tests; they were more frequently absent, on the
average, than the other children in the class.

Some of the material had not yet been systematically taught at
the rural school when the tests were given, Resulis of Test T and
IT (initial and final consonant to be inserted) showed that most of
the errors occurred for n, p, sh; letter-sound discrimination which
had not yet been introduced,

Test IIT (short a and i to be inserted) showed that Group I and

IT had a good grasp of this discrimination but several members of
Group III did not. The response of Group IIT showed cmissions and
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jnsertions of consonants. 41l otLer errors were a substitution of
a for i. The a as a response in medial position had been over-
Jearned, so review exercises were prepared to help take care of
this,

Test IV (complete all but beginning letter) and Test VI (spell
the whole word ) showed that no one could produce sh for /s/ but that
Group I and IT could deal with the short vowel words which had
been presented in the program. Almost all the children could spell
mad, sad and Sam--words introduced in the Program, but only Growp I
could spell the other short vowel words, dim, Nar, and dam, witla no
visual clies. Vhen the first letter was given, uroup I could also
spell some long vowel words: tame, made, but the other children
had very few correct responses on long vowel words.

Test V, discrimination of minimal pairs, showed that more
children heard differences in initial position, and least in final
position (12 errors vs. 22)., There were 18 errors when the dif-
ference occurred in medial position.

Results in non-PL Classes

To see how another group of children would perform who hadn't
had phonics instruction other than attention to initial consonants,
the tests were administered to the other two non-PL first grades in
the suburban school. In each test the two suburban classrooms )
exceeded the PL Suburban class, both in frequency of error and num-
ber of students making errors. The differences increased when long
vowel words were atiempted, Differences beuieen the nen-PL subur-
ban classes and the rural PL class are most marked in Test IIT
(shors a and i {nserted) in which rural childrven made a votal of
30 exvors as compared to 91 errors by one non-FPL suburban class
and 98 by the other. The rural children also macle fewer errors in
Teste IV and VI, the long vowel words than the two non-PL classes,

Tn the easiest tests, Tests I and IT, the mwal criliren did
not éc as well as the now-PL svburben chilidvens Deies W23 NoR-PL
classes had siso hod scme instruction, Thz old adage that "you
learn what you're Gaught! provas true for these classes, The test
resuits, nevortheiass, show a good deal of Toarning witnoub teaching
going ¢n in wne n'n~PL classrooxs (15 one assumes instruction only
in inttial coNZONANLS ).

After acministering the tests and looking at bhe rasults, the
two non-PI first grade %eachers in the suburban schiool requested,
and were given, copies of the PL Correspondence Pregram to use with
their children during the remaining months of the school year.
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Final Yessons

Introduction of the Vowels: u and e

In the suburban class, when wh was introduced with short a,
1 and o (Iesson 20), correct response was high and without hesi.
tation so it seemed that the three vowels so far presented had been
assimilated, However, regression did occur when short u was added
(Lesson 22), Much time had to be spent hearing and comparing short
uto a, i, and o. The pupils had difficulty preducing the letter u
In their written work, that is, they substituted o for u in suwsh

words as bud and mud, Short a and i, however, were rarely substi-
tuted for U

For some reason, ng and long u (Lesson 2l ) was easy for the
suburban youngsters, Short u was also reviewed in this lessen, and
transfer from the Chandler book Swings and the Sullivan material was
evident, Pseudo-words were proposed by the children and read with
as much ease as real words, e.g., dung and mung were read quickly
when put on the chalkboard, Tung was suggested as another possi-
bility. Perhaps, short u should have been introduced in -ung words
from the beginning,

Cnly Group I in the rural school had progressed beyond reading
2, i, and 0 words. Tor Growp I, short u was the hardest vowel of
all to learn, It was hard to reproduce; hsard o hear ; and hard
to read. The confusion in the suburban class had been confined to

comparing 0 and Us Rural pupils found the addition of u generally
confusing,

Short e (Lesson 29) posed no problems in either suburban or
rural schools, This was a very easy lesson for the entire group
compared to short 0 and u. R

Long e (Lesson 30) was also equally. easy for both PL classes.
A pupil mentioned €a in the suburban class, and the teacher pro-
vided a ratiocnale for pronunciation,

Blendgs and Digraphs

Only Group I in the rural school had reached the point in the
PL program where digraphs and blends are taken up, Learning that
~tch is just a positional variant of ch was hard for the Group I
rural children to learn. They learned to read a word correctly,
howvever, when the word ended in -tch, although they never did re-
member to put in the -t~ when writing such words, We were pleased
enough at the first accomplishment s and so emphasis was shifted to

reading these words without requiring any analysis.

Another problem for the rural children was hearing the -ng /v,/
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at the end of a word. Hobt often could they identify the letters
when listening to a word ending in ng. (The ng combination was to
be a most difficult correspondence for all children tested, PL and
non-PL, at the end of the year.) As with the -tch combination, the
children could read the words, however, and this, after all, was
what we really wanted,

By Lesson 23, the language and procedures for word building
were so well established in the rural class that the teacher was
able {0 take short cuts. Pupils volunteered information indepen-
dently. One child said, "If you changed the t in blot to ck, you'd
have block,"

Lessons on the blends sl, pl, bl, f1 (Lessons 25, 26, 27) were
easy for both suburban and Group I rural children. In the rural
class, we had at last learned the right procedure. Reading of the
words, rather than close analysis, was the main focus. Besides
learning to read the words, the rural children could also write
them with no difficulty., In the suburban class as well, very few
examples were necessary before children in Group I and IT could read
new words containing these combinations of letters. With Group III
in the suburban class, however, recycling was needed after each
step, e.g., vhen teaching f1, the teacher needed to go over pl and
bl examples again at each step. These children could not make the
transfer from one blend to another. They had trouble remembering.,
In the "Notes to Teacher" section of the teacher's manual, we should
have advised the teacher to constantly recycle with pupils who
needed additional practice before proceeding to new material,

Final consonant clusters were mastered quickly (Iessons 31,
32)s This was the last lesson for Group I at the rural school.

The Last Lessons

In the suburban school, the last ten lessons took very little
time, The ck in final p051tion needed practice, but wasn't a prob-
lem. Training for correct response to -ke (Iesson 3L) was not
necessary at all. Children knew this correspondence already from
their reading. The lesson was used to expand the repertoire of
werds, Group I in the suburban school did not need the lesson
introducing b, h, and th either, It was used as review, and again,
to demonstrate to the children how much they had enlarged the
repertoire of words they could sttack independently.

The last two lessons, introducing -x, v-, and -ve; y-, qu-,
J-» -22, and -ze, provided good review in consonant substitution.

Estimating Transfer

Children read passages in April and June which utilized phonics
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vocabulary, and again aliernate forms uere prepared, Passage I
contained words taken from the PL Lessons 1-5; and Passage II con-
tained words from Lessons 6-10,  The increased vocabulary allowed
greater use of words which had not actually been practiced in the
lessons, Table 11 presents the percentage of error of children
(divided into their reading groups) for these passages.

Table 11

Errors (in %) on Phonics Vocabulary in Comnected Prose

Passage I Passage II
April June April June
Suburban
Rdg. Grp. I 02 - 01 05
IT 06 -— 03 10
IIT 10 17 1 56
Iv 21 12 26 19
Rural
Rdg. Grp, I 06 - 17 10
IT 10 17 32 30
ITI 18 17 65 33
IV 65 46 81 --
v 81 Lh - -

In the Rural school; Reading Group V had not participated in
the PL program, and Group IV had spent half their time in sub-
routines. Group IV children had been able to learn to read the
phenically regular words they had been taught, but as the percen-
tage of error in the Table shows, had not been able to transfer
very successfully to new words in new context, Other groups in
the Rural school read 80% or more of Passage I without error, but
only Group I could decode Passage IT words with minimum error,
Words in Passage IT constituted new material Just being studied for
rural Groups II and III, and perhaps we were asking too much to
expect them to transfer to new materials so soon, It may be that
in any phonics program there will be a lag between initial learning
and ability to apply that learning. At any rate, for Group II and
IIT in the Rural school only 70% of the words in Passage II were
decoded without error.

In the Suburban class, the first two Groups read Passage I with
a low rate of error in April and its alternate form wes omitted
for them in June, Errors for Group I, IT, and III in the suburban
class increased from April to June on Passage II, The rate of error
remained fairly low for the first two groups, but Group ITI, with
56 error was not a reliable indicator of ability. Nevertheless,
there is no indication that from April to June there was increased
ability among the top three groups to decode new words based on olg
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patterns. Besides the usual -Tune slump, a lag in ability to use a
new skill independently is probably what these figures are showing.

Progress by June

Figure IX shows the month-by-month progress of both classrooms
in the PL Correspondence Program during the year. The discrimina-
tion of certain sound/letter pairs (lLesson 8's) were used more than
once by the teachers, but in the Figure these comparisons are listed
where they first occurred. The Figure does not show the various
subroutines or re-cyclings which took place in the groups. For
example, Group III in the rural school spent all of March on the
Blending Subroutine which isn't shown at all in the Figure. In the
suburban class, Group III seemingly spent two months, Novembe— and
December, on Lesson 6--long i, Vhat really happened was thi uhls
group spent those months reviewing all materlal up to that ,:
ineluding comparisons of long and short i i, long and short a and i,
and so on. Since data on errors accompanied all lessons through
Spring, the Figure shows the cumulative load each group could deal
with, with a minimum of error, at any given month.

Figure IX is also limited in that it only shows content of
small group lessons, but in the rural school whole class lessons
occurred throughout the year, and it was here that %the PL discri-
mination lessons were usually first introduced, For example, at
the end of March and through April, when the correspondence groups
in the rural school were studying sh but before they had encounter-
ed ch, th, or wh the following contrasts were studied in full group

lesscns-
3/20 s ~sh  L4/5 sh-wh L/12 ch L/20 s - f
3/21 s -sh  L4/6 sh-wh L4/13 ch - wh - sh
3/23 s -sh  L4/7 sh-wh L4/18 ch - wh
L/h s - sh L2l ch - sh

The differences between the two classrooms is apparent, Group
I in the rural school moves nearly at the rate of Group IIT in the
suburban schuol, This parallelism is also apparent in the reading
texts covered (See Figures I, III in Chapter IIT ). But there are
indications that Group I in the rural school was beginning to mowe
faster, especially after February when only the top three students
in the class belonged to the group, At the end of April, rural
Group I and suburban Group III had both completed Lesson 13. In May,
however, rural Group I was able to learn two more vowels in two
values each and deal with the digraphs th, sh, ch, -ng, while sub-
urban Group III began to slow up a 11ttle. In July the differences
in the two groups increases even more, This suggests that the top
greup in the rural school had begun to "catch on" and would increase
their lead in the future,
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Figure IX

Montkly Progress Through the Correspondence Program

Suburban 3 Rural
[Grp. [Grp. | Grp. || Grp. | Grpe | Grp.
Lesson Content I 1T IIT I IT TIT
3
% d,; 58 Sept | Sept | Sept o Yov, | Nov.
i d,m,a Dec, | Dec,
. t Oct, | Oct,
5 _i Oct. Nov. | Nov. || 8% jan, | J2ne
6 a,i Jali, Feb.,
g b dpéu;aiic Nov. | Dec. 360‘ Feb, | Feb, l\AEar.
-d,b-p. X
9 n —_ | g
7 10 sh ‘ * | Jan, [ Feb, T |May
11 P Mar., Apr. | Apr, |
12 -ed,-er,-ing Jan,
13 disyllables
1L 0 Feb, | APTe May
12 0 Feb, .
1 o} Mar,
17 ssheh o June
18 -ch are May May
19 ch-tch +tch
20 ch-wvh vwh
21 th-f -ss Apr,
22 h-f a,f Apr.
23 b,n,th
2l 1-w u,ng June |}
25 sl
26 pl,bl,f1
27 pl,bl,fl May June
28 pr,br,fr,dr |May
29 e
30 ee
31 e,nt,nd,st,ft .
32 nb,nd,st,ft June
33 -ck
3L k- -ke June
35  keg,-X,-ve,v
36 V92,09,2 .
|
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Figure IX also indicates that for many children, the PL Cor-
respondence Program could well continue into the second year of
school. Only cne group finished all the lessons and four children
in the rural school did not participace at all in a formal sense,
We have assumed that these two classes represent the extremes of
abilities one would find in a typical first grade. The program in
correspondences is flexible enough, tacn, to benefit most first
graders, i.e., they can learn from it, even if all aspects are not
completed in one year,

Data Collection

During the year, the observer in each classroom collezcted
samples of oral responses and kept records of written wirk, Be-
sides this data, weekly conferences with staff anc tzachers served
to clarify impressions of strengths and wealmesses in the PL Cor-
respondence Program, In June, written tests were given to seven
first grade classes, including the two PL classes. The results of
the tests are discussed in the following section. Oral and written
responses during the year are described below,

Oral Responses

During the twice weekly lessons, simple data was taken of all
the children's responses, In the Suburban class, we collected very
few samples of Group I and IT responses after Lesson 19 (about the
end of February), since those children were no longer making as much
as 05% error, and we thought the observer's time could be better
spent on other chores. The number of responses sampled, and the
percentage of those responses which were correct, are given in
Table 12 for hoth PL classes., Since children moved from one group
to another during the year, the N. in the table represents the
agegregate number of children in a group,

Of all the groups, the top two suburban groups had the most
correct responses, thus confirming our notions about the suita-
bility of the program for the average and above average children,
Group I in the suburban school had an almost errorless performance.
Members of the PL staff had been concerned about this at times
during “he year, and wondered if we were makirg the program chal-
lenging enough for this Group. Both the teacher and observer ob-
jected to such reasoning. The interest and enthusiasm in the group
were consistently high, they said; their responses were quick and
they were "sharp;" and they could learn new concepts with 1ittle
need¢ for trial and error,

Conversely, the average correct response of Group I in the rural

scheol dogs not adequately reflect their progress. Although in
Table 12 these children have an average response that looks like
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Table 12

Oral Performance

N. of oral

Respornses % Av,
Group No# Sampled Correct

Suburban I 9 1130 95
Class IT 10 510 89
IIT N 503 78
Rural I & 533 17
Class II 13 643 79
1T L 395 72

% Aggregate number of children in group.

that of the able groups, the amount of material they were able %o
absorb, as charted in Figure IX, shows they were able to complete
27 lessons from April to the end of the year., Group II in the same
school completed eight iessons during this period, and Group III
completed only four,

Several groups, including Group I in the rural school, re-
ceived average correct response scores of from 77% to 79%. This
indicates that they were answering correctly almost 8 times out of
10, and we interpret this to mean that they were learning from the
program. Group IIT in the rural school averaged 72% correct in
their oral responses, and this is lower than we had expected or
hopeds The program as now written was asking too much of these
children, it seems, for most of the year, Their responses did
improve toward the end of the year; their average correct response
on their last three lessons was 88%, 80%, and 75%.

Written Responses

There were 156 worksheets in all, including the Lesson 8 work-
sheets and the worksheets to accompany review lessons., Some of
these were completed in the group sessions with the teacher; some
were done, checked immediately, and kept by the children; some were
self-corrected; some were used for review or supplementary work.
But no group in either class used all 156 of the worksheets, The
figures in Table 13 give an estimate of how many worksheets each
group completed, and the average percentage correct for the work-
sheets we graded.

In mid-May, the observers began testing pupils and did not
take samples of worksheet performance, In the column marked number
graded, only those worksheets actually graded by the observer are
includeds Note that Group ITI in the suburban school is estimated
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to have completed 92 woi's.eets of which only 39 were gradeds A4
large number of the worksheets were done jointly by these four
children with the teacher present, or were selfecorrected. Such
data was not included in the Table; Table 13 gives the actual num-
ber of worksheets we collected and for which we recordzd grades.,
(This does not always preclude teacher help on some of the items,)

Table 13
Written Performance
Worksheets
Este Ne Num, Ave %
Group Nost completed Grad«_e_g_ Correct
Suburban I 9 101 69 ol
II 10 92 62 87
IIT N 92 39 89
Rural I 6 ol 8L 91
II 13 57 L8 83
III L 32 22 8Ly

#* Aggregate number of children in group.

Written performance for all groups was similar, Both classes did
surprisingly well considering their wide range of reading skills,
This lack of difference is, perhaps, a reflection of the purpose

of the written work as we conceived it., The worksheets were not
supposed to be a testing device but were meant to reinforce and
review what had just been taught in the oral lessons, The responses,
therefore, reflect this fact and not the individual differences
among caildren or the difference in capability among groups.

When written and oral responses are compared, the average per-
centage of correct response in the suburban class is comparable
for Group I and Group II but not Group III, nor any of the groups
in the rural schools The rural groups! average of correect oral
responses (773, 79%, 72% for each group, respectively) are decided-
1y lower than their written average (91%, 83%, 8.%, respectively).

One reason for discrepancies between oral and written responses
is the competent teacher!s strategy when she realizes the children
are not comprehendings When our PL teachers found themselves in
this teaching situation, they sometimes postponed the worksheets
until they could give more review and try new approaches to the
teaching, When worksheets following such lessons were used, they
were more carefully explained and time was taken to go over each
item in advance,
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It is a subjective judgment that ti.e rural teacher gave more
individual help on worksheets than the suburban teacher, Fre-
quently, in introducing the worksheet to the group, the rural
teacher went over many of the items orally with the group before
asking them to complete the exercise independently, This is good
teaching (considering the ability level of the groups), but given
this knowledge, we cannot make the same judgments about achievement
based on worksheet performance in this class as we can in the sub-
urban class, where most written work was completed independently.

Low Response Rates

We looked at the data on oral and written responses in speci-
fic lessons to find out which of these lessons fell below “he
average for each groupe Exact percentages appear in Appendix D= ,

Oral Responses, In the suburban class, lessons L and 6 show
a drop in performance for all groups, These were the first vowel
comparison lessonse In the two lessons that followed children re-
turned to a high level of correct response. Group ITI in this
class needed to spend more time learning the procedures and lan-
guage of instructlon than the other groups, This is reflected in
their low level of correct response to the first few lessons.
After Lesson 6, they seemed to be responding correctly most of
the time,

In the rural class, Group I had trouble in Lessons 5 through
8 (the long and short a, i comparisons), and again in lessons 12 and
13 (the suffixes)s Group II's oral response rate is variable
throughout the year but their lowest performance parallels that of
Group I in the same class. Group IIT in this class, after a slow
start; seem to be stabilizing at an acceptable lev-l of correct
response toward the end of the year (lessons 8 tlhrough 10),

Written Responses, When written performance levels dropped,
the worksheet itself was usually found to be the culprit, During
the year, several of the worksheets were revised after use with
the suburban children before being presented to the rural classe

Revisions occurred when either the teachers or observers found
a worksheet unacceptable because it was either too easy, too hard,
the format was confusing, overerowded, lines were needed, the type
too small or the pictures ambiguous,

For example, worksheets for Lessons 12, 18, and 25 were dif-
ficult for most of the students. The worksheet accompanying les-
son 12 was completely revised since in its original form the task
was ambiguouss The worksheet to accompany Lesson 1& and one of
those accompanying Iesson 25 were crossword puzzles, When first
Introduced, crossword puzzles were extremely difficult for all,




Pupils at the suburban sci.ool learued how to use them but this
never happened at the rural school, In any future use of the pro-
gram, the teacher should guide the children in the completion of
erossword puzzles for as long as necessary,

Occasionally, words were used because they fit into the pat-
tern being taught and expanded the inventory of possible examples,
These words were not always appropriate. For example, pose, dome,
and chap were not in the children's vocabulary, Usually, a casual
explanation of their meaning and a rationale for their inclusion
was all that was needed for the suburban children, but for the

rural youngsters the inclusion of meaningless words interfered with
the task,

Poor performance on the worksheets accompanying Iessons L to
6 in the rural school was not the fault of the worksheet but re-
flected difficulty with the vowel comparisons. Fxtra exercises
were devised to provide additional practice at this point, and
again were necessary when the first consonant digraphs were intro-
duced,

Sometines a worksheet proved to be too easy. One such example
was the "match a word to sample! variety, These (there were nine
of them) were not used with the suburban class at all.

Discussion

Prior to the teaching of the correspondences, a decision was
made favoring early presentation of many concepts, even though
standards of mastery might be low initially. Sinca the same con-
cepts would constantly recur and be reviewed throughout the se=
quence it was hoped that, as their inventory of examples expanded
with the addition of each now letter, the children would come to
understand such ideas as order, patterning of vowels, and so forth,

In practice, we were not always strong minded enough to follow
this plan rigidly, There were times when we wrote extra lessons,
and reviewed until at least a certain level of mastery was attained
before allowing children to go on, There were many occasions, how-
ever, particularly when consonants were being introduced, when thle
original plan was followed even though our data showed that children
were not automatically recognizing and responding correctly to a
particular sound-letter correspondence with any degree of regularity.
The percentages shown in Appendix D-3 present partial justification
for this strategy. Percentages correct do rise as examples are
addeds Findings from the correspondence tests given in June, add
further corroboration,

Examining the original hypothesis from the standpoint of szctual

=12 7=




performance; cne might very well be inclined to say that for learn~
ing of consonants, consonant clusters or digraphs, initial low

performance is acceptable and in all probability will change. When
vowel correspondences are encountered, we would revise our original

noticns and insist on a higher level of performance from the
be gi.nning.
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Part IIX - Evaluation

June Tests: Comparison of Classes

Slx group tests were given in June. The classroom teacher
administered the tests ir. all cases but one; a P.L, staff member
administered the tests in the Urban class at the teacher's request.
Because of absences in some schools, the same number of children
did not take all tests, The classes tested have been coded as
follows: PL Suburban

PL Rural

H Suburban

S Suburban

Av Rural
Urban

The Task

ISR T )

Tnstructions and test forms can be found in Appendix D-L. In
each test, the task of the student was to listen to z word pro-
nounced by the teacher and fill-in on his paper the letter or ist-
ters missing, For example, the teacher might say '"man" and the
child would see _an, In each test, sample items were presented
first and feed-back given, The child was directed to listen to a
particular part of a word in all but the last test, In the last
test, the child spelled a whole word which was a CVC nonsense word.

The material in each test was taken from the PL ccrrespondence
lessons throughout the entire year. The letters to be fiiled in
and the number of students responding on each test are given in
Figure X, (See Appendix D-Li for the test,)

Figure X

.......

Audivory Stimulus in the Correspondence Tests

Test 1 Test II Test III Test IV Test V
Ini, Pose Med, Pos, Ini, Poss Final Pos, Whole Word
(1L0 3s) (fin?1 e glven) (146 Ss) (kL ss5) (149 Ss)

inl Ssg) - - -
j I {(lon sl sh san
%’ 3 (Long) dr (% )eh tas
c a tr th vap
i a r ng reb
o r ve) zel
qu o 1 X bim
sh u br nt pid
wh u bl st hig
ch ee final pos. It gop
-ing -es nd nog
~ed ck Jut

dup mag
fid
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The order of test items. The test items were always presented
in the same order, It is possible that previous test items
affected following ones, It is also possible that children became
tired or confused at the end of the t:stis,

Results

Table 1l shows the mean number correct for each class tested
for each of the categories with the total possible correct responses
listed under each category. The expected ability level of each
class (based on teacher expectations and reading readiness tests)
1s 21so 1lis*ed at the left of the Table., The grand means and per-
centage correct give some idea of the ability of these first graders
to produce the conventional letter for specific sounds in specific
positions in word context., The categories are listed from left to
right in what seems to be the easiest to the most difficult,’

Table 1l {Phonics)
Mean Number Correct by Category and Classroom
Initial. " Final

Ini, Final Plufals. Long. Short Blends
Classroom Abil, Cone Cons, & Digre Vow.. Vows & Digr. Suffixes

Number possible (2) (20) (8) (0) @) ) (3)
PL-Sub, Good 21,6 18,7 649 9.3 12,3 3.7 1.9
VG-Rural V.G, 21.L 17,k Toli Te3 9.0 12 2¢5
H -Sube  Good 20,0 1F.6 6.7 8.0  To0 2.k 1.7
S -Subs  Good 20.2 16,9 6.8 Te2 841 3.9 1.5
Av-Rural Avg, 19,9 1508 607 505 509 2ol Lot

-Urban Low 11.6 9,6 1.2 5.0 Le0 063 0.3
PL-Rural Iow 16,k 12,6  L.6 5L 5.8 1.5 048

Grand X 18,7 16 5.8 6.8 75 246 1.5

% 8% 133 728 687 sk 523 50%

First grade students can produce on demand correct initial
consonants more frequently than any other letter category, All first
graders have some training in listening for and matching given
beginning sounds to letters, Basal reading teacher's manuals provide
for this kind of training, Some training is given in listening for
final consonants in the Basal manual too but, chances are, most of
this learning comes through transfer of training. Where a great
deal of attemtion is paid to final position, as in the PL classes,
the result is an increment of correct response over the responses of
children of similar ability.
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Most of the students can more frequently match a correct
letter-to-sound when the vowel is long than when it is short. (This
is not to say that they could more frequeatly pronounce a long vowel
word correctly!) Having the name and the sound of the letter the
same is a sbrong cues This cue is not available when listening to
a short vowel word,

Differences in Groups Testede The suburban "good" classes
lork remarkably alike in some categories but not others, The PL-
Suburbzn class produced more correct responses, on the average,
to Final Consonant, and Short and Long Vowel stimulus words than
the other children of similar ability. These were areas in which
they had had additional training,

The VG-Rural class made the fewest errors in Initial and Final
Blends and Inflectional Endings, This area received emphasis in
the VG-Rural class. The VG-teacher stated that she had tuught many
of the concepts included in our correspondence tests, and that
phonics was a heavily stressed area in her classroom.

There is marked dissimilarity in the two "low" classes (Urban
and PI-Rural) in almost every category but Inflectional Endings,
It vrould seem that neither of these classes can as yet produce
-ing, -es, or -ed correctly on demand, although some PL rural
children were expcsed to these endings in the PL program. In the
Long Vowel categories, both "low" classes performed as well as the
"average' -class,

The "average" class did as well as the 'good" classes in pro-
ducing the correct initial consonants and initial blends; they did
as well as some of the "good" classes in producing final consonants,
and final blends. In all but vowels, the "average! class had
scores near or above the average of ali seven classes, These figures
for the average class add a sort of anecdotal validity to the
findings,

When responses to all categories are added up, there are a pes-
sibls 8l correct responses per child, One hundred eighteen child-
ren were present for all five of the phonics tests, The total cor-
rect responses of these 118 children were recorded and converted to
percentages. One quarter of the children tested achieved a rank
of from 90%-100%; the next quarter ranged from 89%-76%; the third
quarter, from 75%-55%; and the last quarter from 55%-05%,

Table 15 gives the number of children in each classroom who

compose esch quartile., The percentage of a particular class in
each quartile is also given,
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Table 15 (Phonics)

Distribution of Classes by % Correct

Low

PL

Quar- PL«Sub, VG-Rur. H-Sub, S-Sub, Av-Rur. Urban Rural

g tile Ss ¢ Ss % Ss ¢ Ss 4 Ss % Ss 4 Ss ¢
100-90 1st 13 57 6 43 319 531 1 07 ~-=-- 1 O
89-76 2nd 9 39 S 36 9531 531 1 07 10 3 1
75-65 3rd -~ -- 3 21 319 L25 ¢ 64 L22 7 1
54-05 kth 1 Oh - -- 9§31 213 3 21 1372 6 3

Sub-tests: Analysis of Correct Responses
Long Vowels

The "long" wowels were tested in a word frame of the sort
Cc_Ce in which C 1s a consonant and the last letter is silent 'e,"
Two words were dictated for each of the following sound-letter cor-
respondences: a, i, 0, use The long sound of e was tested in two
—_T(tree) and £_d (feed), Table 16 shows
percentage of correct responses by class for each letter-sound

different frames: tr

correspondence,

Table 16 (Fhonics)

Correct Response tc¢ Long Vowel Stimulus (in %)

Letter Average %

Ne Class A 0 I E U by Class
2h  PL-Suburban 98¢ 963 9%  87.5% 81i% 91,3
20  VG-Rural 71¢  82.58 77%  65%  70% 73.1
19  H-Suburban 78,  87% 683  8L%E  79% 7942
21  S-Svburban 882 193 603 698  69% 7340
20  Av-Rural T7.5% 67.52 5755 36%  35% SheT
1S  low-Urban 613 667 605  ho% LAY 5Seli
18  PL-Rural 81 643  69% 319  31% 55.2
LT

Average %

by Leiter 79.21 7he28 69.36 59,6l 58,57

1410 = £, of possible correct

Differences in letters tested,

Taking all groups, the sound-

letter association of long A and O is easier for these six year olds

ERIC

Full Tt Provided by ERIC.
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than the other three letters, The associations for I and U seem
about equally difficult, with 1 somewhere in between,

Differences in groups tested, ILooking at the average percent
correct by class shows the two "low" and the one "average! class
about equal at half the responses correct, The gond " classes,
except for the PL class, average about three-quarters correct, and
the "good" PL class about nine-tenths correct,

Percentage of correct responses for individual letiers shows
interesting differences when classes are compared, The PL '"Iow"
class had been given iessons comparing long A and I words, and some
groups within the class had recently been introducéd to long O, but
neither U nor E had heen studied, The percenmtages of correct res-
ponses in the test were in direct proportion to the amount of
attention to work in the classrooms The percentage corrcct for A,
I, 0y U, and E in the PI-Rural class was 81%, €97, 6%, 31%, and
31%, respectively, In the other "low" classroom the percentages
for the first three vowels were 603, and for the last two, L5%,
This seems to show that the FL-Rural children were capable of
handéiing vhat was taught even though the correspondence program
would probably take them two years to assimilate rather than one.
As a matter of fact, the PL-Rural class, with 813 correct for
long A, did as well {or better) on this correspondence as the
Yaverage " class and several of the ®good" classes. The average for
long T In the PL-Rural class (69%) is better than any other class
but the VG class and the PL-Suburban classe

Division of percertags correct for the other three letters »
0, U, E, show the two low and the one average class getting com-
parable scores (for O - 662, 644, 67%; for E - 157, 317, 36%; and
for U - L5%, 31%, 35%) while the "good" classes range from 20 to
30 percentage points higher, The PL-Suburban class elearly has
the most frequently ecorrect response %o long vowels, with an
average of 91% correct. This shows that a good" class can absorb
and produce even seemingly difficult correspondences (in terms of
the responsec of other children) in the course of their first year
at school,

Short Vouels

Data on the short vowels is taken from the pseudo-words whiph
all had the pabtern CVC, There are 1l stimulus words im all; four
for short a or /<% /; four for short i /i/; and tuo each for e

/€/y 0// or /a/y and u /3 /.,

Table 17 shows the percentage of correct responses by class
for each letter-sound correspondence,
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Takie 17

Correct Response to Short Vowel Stimulus (in %)

ILetter Average %
N Class a i ) u e by Class
23 PL-Suburbann 96 91 91 72 78 85.6
20  VC-Rural 82,5 82.5 Lo 55 30 58,0
2y  H-Suburban 82 50 31 25 31 3,8
20  S-Suburban 87.5 61 40 40 30 51.7
23  Av-Rural 62 51 39 13 17 36.L
19 Low~-Urban 39.5 33 16 16 2l 25,6
20 PL-Rural 66,2 60 25 07.5 05 32,7

Average %
by Letter 73.57 61.21 L0,29 32,6 30.71

Differences ir letters tested. These percentages are not as
high as the scores for long vowel responses given in Table L, This
is not to say that long vowel words of the CVC pattern are easier
to read than a CVC words Perhz)s the short vowel sounds when heard
in word context are more ambiguous and the child may have some con-
fusion over whether he heard, for example, an /@2 [/ or an /= / sound,
Since pseudo words were used, meaning and recall offered no help,
Still, short a, like long a, was most frequently correct, and
short u and e ~least frequently correct, Since e is the most fre-
quent vowel in English, it would seem that frequency of occurrence
is not a major criterion at work here.

Differences in groups testeds The two PL classes, who had had
most exposure to the sound-letter correspondences in the order given
in the table (a, i, o, u, e), reflect the added exposure to the
earlier and most practiced vowels, The Pl~-Suburban class got 905
or better correct for a, i and o, while the PL-Rural class got 603
or better correct for a and i (higher scores than the "average"
class ), Scores for the last introduced, and therefore less prac-
ticed, correspondences drop for the PL classes even though the PL-
suburban ¢lass still has more corre«t responses than any other class.,
The PI-Rural class has fewer correct responses to u and e stimulus
words than the low-Urban class, (16% vs. 07% and 243 vs, 05% for
Urban and Rural, respectively,) These were the two vowels not yet
introduced to any of the children and suggests what their other
scores may have been had no phonics teaching been attempted with
them at all,

Consonants

The findings from the consonant sub-tests can be divided into
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scores for initial and fin 1 consonants, digraphs (sh, ch, etc,)
and blends (fl, bl, etc. ).

Single consonants., ot all consonants were tested in both
positicns, The distribution of sounds in English words is such
that many letters are rare at the end of one syllable words. Since
r and w were not treated in the PL Program when following a voewl,
These were omitted from final puosition in the test words. The let-
ters ¢ and k seldom occur alone at the end of one-syllable words;

v occurs bub is a vowel in this position, J and h do not occur, f
Is usually doubled; 3 and 2 is ambiguous since the morpheme 2z can
be reaiized as an s or z3 z; all these were omitted from final position
in the testing,

In Table 18 the percentage correct is given for all single
consonants tested, Since some sounds were thought to be too diffi-
cult to distinguish in pseudo words and also because the list of
pseudo words was already long (1l words), five of the initial
consonants were tested in real words. T7he percentages correct for
the letters in the real words almost certainly does not mean the
same thing as the percentages correct for the pseudo-word responses,
But we did find out whether the letiers ¢ and k could be associated
separately with the sownd /k/ in a familiar Wo'f"d, in this case,
cat and kite, and similarly whether the sound / / /, as in jug,
would elicit the letter gj , when in a pseudo’ word it could as
well have been represented by g or dg (and this was the response
given in some cases), Table 138 shows the non-startling fact that
it is easier to hear and identify a sound (and in this case produce
the corresponding letter ) when it occurs in initial position than
when it occurs in final position,

There are fewer overall differences in response to final con-
sonants tiien t5 initial, No score was more than +(> perceriage
points away from the average of 77% correct., Scores for iriltial’
consonants show more spread. If the results in Table 18 were to
be used to plan letter introduction (but in reality our major
intention is to spur others to devise a more rigorous examination
of these abilities) then in initial position s, t, and r seem to be
the easier letters to hear and associate with the cox respond:mg
letters, If letter-qnund correspondences are to be taught jin more
than one position, then either m or n should be considered as pos-
sible first choices. The interesting poiat here is the seeming
ability of children to dist.inguish and correctly represent sounds
occurring close together in articulation and manner of production
(for example: s and t; m and n), In the absence of empirical
data, several logical : anal"rses Thave placed such letters as far apart
in sequence of introduction as possible, This logically reasonable
approach may not in fact turn out to be easiest for the child. We
realize of course that abilities tested post-hoc do not give us the
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Table 18

Correct Responses (in % )* to Initial and Final Consonants

Position
ietter Initial Final
!
Pseudo Word Stimulus s oL 73
t 89 83
r 89 -
1 85 78
i f 85 -
m 85 a3
n 8l 80
p 8L 72
g 81 75
h 81 -
b 81 71
2 78 -
d 75 75
v 63 | OL
Real c 92 o~
y 90 --
k 38 -
w 82 o
J 7h -
Average 832 7%

# Percentages are based on total number of responses. No. of Ss
responding to pseudo words = 1495 No., of Ss responding to real
words = 1hi; p and g in final position occurred 3 times and percen-
tage is based on Lii7 responses in each case.

best kind of data on which to base such Judgments, but the specu-
lation 1s still admissable since one can!t test for sound-letter
understandings until after scme sort of program has already been
presented, or some reading experience gained,

Digraphs and Blends. Table 19 gives the correct scores in
percentages of responses to digraphs and blends, Several letters
and letter combinations are included in this Table under blends,
namely qu, -ck, and -X. Although none of these three really fit
the other examples given, still they are correspondences which
were taught in the PL classes and therefore had to be tested, and
they can better be placed in this list than with the single con-
sonants ir Table 18,
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Table 19 (Phonies)

Correct Responses (in %)} to Digraphs and Blends

Digraphs Blends
Positian Position

Letter Initial Final Initial Final
% % %

sh h 72 sl 77 st 61

ch 73 6l f1 175 ft 60

th(e) 72 67 br 75 nt 51

wh 18 - fr 7L nd 51
~ng -- 36 tr 73
pr T1
bl 70

qu 13 ck L2

x T2

* For initial blends, the percentage correct was based on 1h6 res-
ponses with the exception of qu, based on 1L0 responses; for final
blends, the percentage correct was based on 1Ll responses; Tor di-
graphs, percentage correct was based on 14C responses,

With the exception of x, the blends are, as expected, not
known as well as the single letter-sound associations, even with
common words used as stimuli., The letter X in final position,
however, is as well known as many of the single-sound single-letter
responses given in Table 20, Those blends with 1 and r in second
position seem inherently more difficult than other consonant clus-
ters.* The PL Program dealt only with them and this is why the
selection of blends tested is limited to them, Children ranged
from 707 to 77% correct in responding to these blends.

The letters qu were rarely given as response to the stimulus
word quack (a word used in first grade books), It received, in
fact, the lowest correct response (13%) so far listed, RBlends
ending in t or d ranged between 50% and 607 correct, and the ck
combination was correct in less than 507 of the responses.

The digraphs fare better, The sh representation of /s/ was
best known and equally well responded to in either position, The
ch, and th were next, but these were more easily identified in

* They are acquired later, cause special articulatory problems for
those with speech defects, can be both vocalic and consonantal by
logical analysis, etc,
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initial position, Quite a few children heard wh as w (and several.
of the teachers pronounced it this way) and as a result fewer than
50% actually gave wh as a response, The surprisingly low correct
response to /5 / indicates that although first graders have lots
of exposure to this combination, they might not ever really be
awvare of its individual graphic components,

Suffixes, The last category contains three suffixes, -ed, es,
ing, and the stimulus words for these were visited, dresses, and
fisiin « Table 20 gives the percentage of correct responses to
these suffixes,

Table 20

Correct Response (in ¢ )t to Suffixes

Suffix 2
2y 755
~-ed )
-es 27%

Note the difference in response to ~ing in Table 20 (75% correct)
and -ng in Table 19 (36%), Perhaps the children we tested have not
yet separated the sounds and letters and are responding to the
larger units in some words, Reasons for low correct response to
-6d and -es will be discussed in the following section on types of
errors made.

Sumary. Table 21 summarizes the correct production of all
letters and letter combinations given in the test. If the limita-
tions of the test are kept in mind, the relative order of the
correct responses in Table 21 can be taken as a guide to the rela-
tive ease or difficult— of learning of the various sound-letter
correspordences,

Analysis of Errors

The reader should note that the relatively greater incidence
of one type of error rather than another does not necessariiy mean
that this type of error defines the source of difficulty. There is
no assurance that the "frames" for each type of stimulus were
equally difficult or equally representative of the problems that
children face in their day-to-day reading and writing of words.
Nevertheless, the overall pattern does provide an interesting

# Percentage based on 1Ll responses,
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Table 21

Summary of Correct Responses

Correct Letter Responses to0 all Stimull (in 3)
% Initial Position Vowels Final Position
100
s
c
It r
k
ii?m P t m
80| "ghb A in
2 sl 0
d j fl by . algd in
J tp fy sh.chth I b spx sh 4
pr bl th
v . ch
i
60 EU 5% £t
nt nd
wh ed
ck
Lo 0
u ng
e es
20
qu
0

picture of major problems and can provide the basis for further
studies using more rigld methodology.

ngg Vowel Errors

Types Categorized, The kinds of errors that were made on the
test can be divided as follows,

1, Another vowel (or vowels) is substituted for the correct
vowel., This shows that at least the child has divided sounds into
consonants and vowels and knows that some kind of vowel sound is
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required, Certain of these vowel responses are closer to the ex-
pected response. For the /ay/ sound as in "pine " the child may
hear /a/+/iy/ and write an a in the slot "p ne.” Where the errors
show a possibility of such a strategy, vowel responses have been
separated into two categories.

Wthin the Type 1 category (incorrect vowel) "goed" vowel
errors as described above are labeled Type la, other vowel or vowel
combinations become e lb,

2, Uhen a consonant was inserted, it was labeled Type 2 if
such a consonant appeared in the stimulus word. Thus the response
"p" for the missing vowel in "pine" is a sort of preservation or
graphic echoic behavior. The child doesn't separate auditorally
the vowel from its surrounding consonants and so writes whichever
consonant seems most prominant to him,

3+ Uhen other consonants, consonant combinations, or consonant-

vowel combinations were written, they are labeled Type 3 errors,
These seem to be random, at least on a logical basis, although per-
haps not for the child. The letter h, for example, may occur be-
cause the child hears aspiration somewhere in the word-and notices

it to the exclusion of the vowel sounds It would seem, however,

that a few children used a particular consonant letter as a kind of
generic sign to indicate '"letter,!" as one of the PL children did
when he either inserted the correct letter or put x in the slot.

L, The last category was an omitted response and this is
labeled Type L, Here the children knew that they didn't know which
vowel to insert. This type of error shows some learning, at least
over Type 3 and perhaps Type 2 consonant responses, Appendix D-5
contains tables giving frequency and ¢ of error for each long vowel
letter by class and type.

Table 22 is a summary of the frequency and percentage of each
type of long vowel error. The most common error for all classes is
Type 1b (vowel or vowels = 57%)s Type la (probable V) is next and
is s1ightly higher than average for two of the "good" classes,
Most of these la errors come from responding to the long E words
with an @ or e ¥ V, and to the stimulus word 'cute®" with a w, v,
or Je These three letters in Type la responses represent some
portion of the /iuw/ sound of the vowel u.

Only the Urban children responded with a substantial number
of consonant errors’'(Types 2 and 3) but in each class there were
some instances of a consonant being inserted where only a vowel can
go by English rules of phonology.

The PL-Rural class was the only one who made real use of the
Type L, or omitted response.
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Table 22

Total & of Long Vowel Irrors by Type & Class

Type 1 Vowels Consonants Cmits Total
la 1b Total Type 2 Type 3 Type I Error
Class 4 3T 9 3 A %
PI~Suburban 29 57 86 05 09 - 8.7
VG-Rural 08 70 78 13 12 - 26.
H-Suburban 13 79 92 05 03 -- 2048
S-Suburban 21 53 ™ 07 17 02 2740
Av-Rural 16 62 78 o7 09 03 55,3
Urban 13 26 39 22 29 - 5he6
PL~-Rural 16 sl 70 09 09 12 5448

Average % 16 05 57 73 05 10 111 02 05

We can conclude, then, that most children at the end of first
grade can hear the difference between vowels and consonants and
can produce a vowel letter where it belongs (distributionally) in a
word even when that particular vowel letter is incorrect. Ome
class, the "low" Urban class, has not yet learned this basic fact
about, spoken and written English (most likely hasn't mastered the
sub~-skills necessary to make these judgments, e.ge., which letters
are the vowel letters, how to write them, etc, ).

Short Vowel Frrors

Tyres. The same categories for errors were used for the short
vowels as for the long, In cases where the child heard "reb" and
wrote r b or rb, it was called an omitted response (Type L). In
most of these cases it was clear that the child heard a vowel but
could not identify it. One other category has been addeds In the
Urban class, strings of letters appearsd as responses to short
vowels (ecgo fsown) as well as some non-letters (ecge 10 or +),
These were labeled Type 5 errors, Any vowel strings containing
three vowels were inecluded in this category. Appendix D-6 gives
the frequency and percentage of errors by letter and by class,

Frequercy of types, Table 23 swmmarizes the percentage of
Short Vowel errors by type and classroom,

Again, Type la and 1b (vowels or vowel combinations) account
for a high percentage of the error responses with the exception of
the Urban children for whom this response accounted for less than
half the errors, The Uban class wrote in one of the consonants
in the stimulus word, more frequently than any other group, and also
wrote strings of letters more frequently., The PL-Rural class had a
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Table 23 (Phonics)

Total % of Short Vowel Errors by Type and Class

Type 1 Vowel Consonant Omit String Total
la  1b Total Type 2 Type 3 Type 4 Type 5 Errors
Class 55 % % A % % %

PL-Suburbun -- 6L 6L 03 -— 33 - 1L
VG-Rural 02 91 93 01 03 03 - 42,0
H-Suburban 03 90 93 02 01 03 ol 5642
S-Suburban 01 80 81 - - 19 -- 9.3
Av-Rural chk 77 81 02 oL 12 05 63,6
Urban 05 L3 13 15 16 06 2l Tha;
PL~Rural 02 67 69 0l ol 23 05 6743
Average 7% 02,573 75 03 03.5 1k oL

05% level of strings (these were three vowels usually) and also a
larger number of prandom consonants and omitted responses (Type L
and Type 3) than any other group., Omitted responses on the whole
are much higher among all classes for short vowels than for long
vowels and the choice of a stimulus consonant much lower, In each
class but one, hovever, there were a few consonants inserted (Type
2 and 3) even among the "good" classes,

Comparing the short vewel responses of PL classes with the
other classes shows that the Pl~Rural class made fewer total errors
than the other "low" class (67% vs. 74%) and were only 3 percentage
points higher than the "average class" {at 63.7%). Their percentage
of Type 1 or vowel responses (69%) was far better than the '"low"
class but still way below any other group. The PL-Suburban class
elther omitted the vowel or inserted an inappropriate vowel when
they made an error,

Consonant Errors

ess To categorize the errors by type, we considered how
close the response was to the stimulus in respect to sound and
looks, Thls approach produces three general categories:

1) phonological~~close in sound;

2) graphic--close in looks; and

3) not related--different from the stimulus in both visual
and auditory properties,

After preliminary examination of the errors, two more cate-

gories were added. O(ne was called an "excellent" error. Into this
category went responses that were actualily appropriate representations
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of the spoken stimuli but did not follow the spelling convention,
for example, the response kwack to the stimulus 'quack." Another
kind of response included under "excellent! was a correct response
followed by an h, The addition of the h produced Sanscrit-like
combinations such as bh, dh, etc., and we assumed this h represented
aspiration, A few responses of the following type occurred:
dash/dashe, These wevre considered "excellent! as well, The 'ex-
cellent" category of responses allowed us to separate such responses
from phonologically close but incorrect letters.

Another separate category included those responses which would
have been correct had not the student added an extraneous letter
{other than h), for example, tas/tast; these were called "correct %"
errors.

In determining the error categories we realized that we were
trying to second guess the child. There is no way of knowing what
his intention was in giving a particular response--whether for
example he misheard the sound and wrote a correct letter for what
he heard, or whether he heard correctly but miswrote, or for that
matter, just answered randomly. But if we were able io guess right,
a preponderant number of errors should load on one or another of
the categories we had devised and thus indicate a probable source
of the error.

The ordering of categories was such that the same response
could not be coded into more than one category. (4 later analysis,
however, considered overlapping semantic categories, when a pseudo
word stimulus, for example, produced s real word response.) The
1ist we finally used and to classify each error was as follows:

1, Ixcellent
2o Correct t
3+ Graphically or Phonologically Similar
Lo Graphically Similar
5. FPhonologically Similar
6. Another consonant in the stimulus¥
To MNot related to stimulus
as Single consonant
be consonant string
ce oOther: non-letters, vowels, etc.
8, Omissions

In deciding if an error was graphicaliy (L) or phonologically

(#5) similar to the stimulus or both (#3), we used the following
criteria:

¥ There proved to be so few of these, the category has been retained
only for initial and final consonants,
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le Graphically similar

h £ 1 x n g g h v n

/‘\ S ,"\ /r /l: , s 7/ 4N /t:
N g WV \t- N7 \ /s \
t

\
n t y r P o} b X W

2+ Graphic or phonological

3. Fhonological. After much discussion among the staff, we
asked for help in setting up a matrix, A linguist* worked out a
system of first order and second order approximations to each
stimulus sound,

First order substitutions differ from the stimulus only by
voicing, In Figure XI they appear within the same square., Second
order substitutions are those that have the samc quality or mammer
of voicing and in Figure XI they can stand in a square to the
immediate left or right of the stimulus scund (i.e., same manner,
different position) or in any square within the same column (i.e.,
same position of articulation but Aifferent manner ).

Figure XI (phonics)

Linguistic Rationale for Phonological Error
Categories. First and Second Order

Manner 1abial Dental Alveolar Palatal Velar Glottal
P | k
Stops /b t/d k/ g =L
- B ¢ = c¢ch
Affricates /
i : 3 = 5": g,dg
Fricatives | /. [ & | s/, |8/ h
® = th(in)
Nasals i m n Y2
¥ = th(is)
Iiquid L g
*s = sh
Glides W r y y
2z = VsV
(pleasure)
H = ng

¥ Ire Rose-larie Weber, Modern Lang. Dept., Cormell
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Although Figure XI provides a rational and logical way of
analyzing errors with phonological properties close to the stimulus,
it did not ailow us to place a response such as chibe for tribe
under the phonologically similar category, but forced us to call it
unrelatede Responses, therefore, that we intuitively considered
related in some way were added as exceptions, There were very few:

d, ﬁ_—_ t3o- 2=t o+ The exact responses allowed are listed
in Appendix D—’? .

The blends, digraph and suffix responses were analyzed for
errors in much the same way as the initial and final consonants.
Since more than one letter was involved, the Graphic Category was
enlarged to include reversals (sh/hs ) and the Phonologically Similar
Category was enlarged to take care of both one and two letter res-
ponses, The added categories are given below,

Double letter responses,

1, one letter same; the other close (1st or 2nd order)
brush / blush
2, one letter same; other not related
brush / bsush; hang / haig
3. both letters close
brush / plush
e one letter close; other not related
brush / slush; brush / psush

Single _let.ter responses,

1, Same as first letter of stimulus,

2o Same as second letter of stimulus,
Close to first letter of stimulus,

i Close to second letter of stimulus.

Total Consonant Error., The fewest consonant errors were made
by the VG-Rural olass (ih9) and next by the PL-Suburban class (179).
Of the total of 252 errors (287 of the total error possible) made
on all non-vowel stimuli by all children, each class contributed
as follows:

VG-Rural 06%
PL-Suburban 07%
S=-Suburban 099

Av-Rural 124
H-Suburban 134
PI-Rural 19%
Urban 334

1. 'Good" errors. ILess than half of the total errors (9h6
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or 385 of all errors) were in logically motivsted categories,
i.es, were labeled Excellent, Correct +, First Crder Similarity to
the Stimulus, and in the case of more than one letter called for:
Same as one of the letters--Close to the Other, Same as one of the
letters-Unrelated to the Other; or in the case of a single letter
response: Same as the First or Secomd Stimulus Letters The indi-
vidual groups of children differed from the overall percertage of
38%57 for these ccmbined categories as follows: (The Excellent sub-
total for each group is also presented, ) .

Total Good Error Excellent Error

PI~-Suburban 624 259 of their total error
H-Suburban 06t 155
Av-Rural 55% 12%
VG-Rural 5L% 183
S-Suburban 394 094
PL-Rural 3L% 065
Urban 205 ohs

2. Unrelated Errors, The error responses furthest from the
stimull by the terms we set up should perhaps occur in inverse
order, that is, groups making the most "good!" errors should make
fewer of the "least goods" This did not turn out to be true in all
cases, In the following list, percentage of total errors made
that were labeled Single letter Unrelated to Stimulus, Other
Unrelated Responses, Omits, are combined for each group.

H-Suburban 18% of their total error
Av-Rural 209
VG-Rural 229
PIL~-Suburban 23%
S-Suburban 355
PL-Rural 1,84
Urban 624

The PL-Suburban group made the highest percentage of errors cate-
gorized as '"good" but did not make the least errors in the Un-
related Category., The four groups making 507 or more of the "gocd!
error responses did, however, remain in the first dilvision, sc to
speak, and the three classes having fewest "good!" errors did show
an inverse order in the number of their unrelated errors,

Although the PL-Suburban class had more Excelient errors than
any other group, they did, however, contribute more to the total
consonant error than the VG-Rural group (063 to 07%5), but comparing
the types of errors they made to the types of errors made by the
VG~-Rural class shows the largest diffenence between the two classes.
to be in the Unhrelated category where the PL-Suburban children made
055 of their total error and the VG-Rural children made 16%.
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There were other differences within the Unrelated categories,
Both PL ¢lasses made more omission errors than the other groups
t Pl-Rural, 1953 PL-Suburban, 175; vs. Urban at the other end of the
scale with 025, (See Table 26 for a summary of all consonant
{ errors.) The fact that the PL groups omitted a large percentzgze
of responses--in terms of their total errors--than other groups
suggests that some parallel may exist between production and
reading, As discussed elsewhere in this report, the omission of a
response in reading seems to indicate that a certain amount of
learning has already taken place and the non-response (when the
child simply stops at & word he doesn't know) is superior to a
random answer, The same phenomenon may be occurring when a child
is asked to produce a letter corresponding to a glven sound, Thus
the difference between classes, in omissions on this test is a very
Interesting one. It shows up in both PL classes and is almost
absent in the Urban class. O(ne could almost say that with greater
frequency than is usual the PL classes are able to admit they don't
know the answers, Although the greater percentage of omissions can
have several different causes, we'!d like to believe that one of the
outcomes of the program in the PL classes was a realistic assess-
ment by the individual child of what he did or did not know,

3. Phonologically and Graphically Similar Errors. Table 2L
shouws the percentage of phonologically similar errors of each group,
and total percentages of each type of error within this category,

Table 2k

Types and Percentages of Fhonologically
Similar Responses (in %)

Pl- VG- H- S- Av- Ur- PL~- Total -
Single letter Stimuli Sub Rur- Sub Sub Rur ban Ruw £ ¢

Tst order 03 03 07 O 05 03 oL 98 ol
2nd order 0L o8 o8 o9 11 07 08 184 07
Sub-total ) o, 11 15 13 16 10 12 11

Double Letter Stimuli

a. Double let. respe
one same, one close 06 02 03 02 03 -~ 02 L9 02
one sams, ome unvel 02 11 05 06 05 02 02 102 O4
one clesc, one wiee L -- 01 0L 01 01 O1 18 ¢l

both close - 0 1 8 005
Svb~hotal 09 15 09 10 12 03 05 -- 07

be. Single let, Respe.
same ist or 2nd let. 22 11 18 17 20 10 17 376 15
close 1st or 2nd let, 02 -- 02 03 01 O) oO1 63 03

Sub-total 2h 11 20 20 21 1 18 == 10
Total & 37 37 Wi W3 L9 27 35 -- 36
L -1h7a-
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Table 2l shous that a large percentage of the errors carried
some phonological similarity to the stimulus, It is true, of course,
that given the way the categories were set up, there was more oppor-
tunivy for us to place responses post hoc into one of the phonolo-~
gically similar categories when that response may indeed have been
randome The preponderance of 'same!" letters in the Table, however,
seems to preclude a judgment that the phonologically similar res-
ponses were really random,

oy

Table 2l shows that a single letter response to a double let-
ter stimuli is the most common error response and that one of the
letters of the stimuli was most frequently produced correctly.
Although not included in the table, the rirst tabulation of errors
kept separate the position of the correct response, This separate
tabulation showed that when the letters to be produced occurred in
initlal position, the correct single letter was usually the first
(drip/dip ) and when the letters to be produced oecurred in final
position, the single letter given correctly was the last (dust/dut ).
Sinez the largest riumber of errors occurred for multiple letter
stimuli, the predominant type of error on these stimuli indicates
that some understanding of the sound-letter correspondence existed
and that the maslking phenomenon was a strong factor in causing the
omission of part of the stimuli.,

Table 25 presents the percentage of errors which seemed simi-
lar graphically or could be either graphically or phonologically
similar to the stimulus, These percentages can be compared to those
in Table 2, The low percentage of graphically similar errors sug-
gests that even after only one year of instruction, the child has
learned to discriminate visually, but still may have trouble per-
ceiving differences in sound, Both the Urban and the PL-Rural

Table 25
Phonic and Graphically Similar Errors

PI- VG- H- S~ Av- [Ur- PL- Total
Sub Rur Sub Sub Rur ban Rur f %

Graphic 03 06 07 06 oL 03 Oh 1050oL
Graphic or Phonic 08 08 o7 05 07 03 03 122 05
Total % 11 1 1 11 11 06 07 09

children had a lower percentage of graphically similar errors than
any of the other groups tested, It would seem that these less able
readers would have had more rather than fewer confusions of this

type. (Their frequency of errors of all types was higher than the
other groups but not necessarily their percentage on any one type;
thus we are speaking here of relative proportions of errors.) Since
there is no internal evidence (such as the "sames" in the phonological
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category) to show that graphic similarity of the stimulus letter to
another letter actually influenced a given response, there is no way
of showing that the children were actually operating as if two
visually similar letters were one and the same, In a production
task-~as oppused to0 4 visual diserimination task--a reader, sven

an immature reader, may not suffer this confusion at all. The
inelusion of a graphically similar category of error seems not to
have added much to our understanding of children!s strategies,

Sumary, Table 26 summarizes the errors by type and by group,
Table 26
Summary of Errors by each Group of their Total Error
Groups

PI~ VG- H- S Av- Ur- PL- Types
Type of Error Sub Rur Sub Sub Rur ban Rur Avge &

Fxcellent 25 18 15 09 12 ok 06 12.7
Correct + ol 09 09 01 07 —— 02 0.6
Phonologically

Similar 39 37 kv W3 49 27 335 38,8
Graphic and

GR/Fhonic 11 1y 1 11 11 06 07 10.6
Unrelated 05 16 ] 20 12 60 30 22,1
Cmit 17 05 oL 15 08 02 19 10,9

Overlapping Semantic Errors

Overlapping categories such as graphic and/or graphic and
phonological pose a problem in analysis, Their consequence is
that 1t is impossible to distinguish the source of the error, and
therefore impossible to classify into discrete categories, The
error could be mutually exclusive or inclusive, that is, it could
be motivated by one or the other of the factors, graphic or phonic,
or it could be motivated by both factors acting together, graphic
and phonological,

Defined Semantic Frror. For those compiicating reasons the
semantic errors were analyzed separately., We called a semantic
error one where a real word other than the stimulus word was pro-
duced in a response, The stimulus word could be either a pseudo
or a real word, (bend/bed, vap/sap). We judged a response to be
a "semantic" error when it was phonologically a meaningful word,
that is, the response did not have to be spelled correctly (vap/
vaat, bend/beed), We did not include any word, however, in which
the sound value of the stimulus vowel had changed (brush/bush).
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Possible Causes. Reasons for changing a stimulus word to a
real word are difficult to assess. A real word diffsrent from the
stimulus may have been produced when the child thought he heard a
different word from the one the teacher said, or the child mis-
understood the task. In cases of pseudo word stimull, he may have
misunderstood the task to the extent that he thought the idea was
to write a real worde Or perhaps, on hearing the stimulus word,
the child wrote another word which he strongly associated with the
auditory stimulus, If he knew how to spell his own word he would
be more likely to write it and not a word he had never heard before
(especially in the case of a pseudo word), It is also possible that

the child made an omission error, thus producing a real word by |
i

mistake (bent/bet) or produced a real word when he substituted a
graphically similar letter., It is impossible to say whether one or
more of these conditions were at work to produce real words in the
error responses, Whatever the cause, there were a large number of
real words overlapping other types of errors,

Procedure, In the first tabulation of overlapping real word
errors, Excellent and Correct + errors were counted, Vhen this is
done, by definition no pseudo word stimuli could produce a response
that was labeled Excellent or Correct + and also be a real word,
but almost all of the real word stimulli would produce rsal word
responses (phonologically speaking) in these two categories, Since
we wanted to see what semantic influence, if any, was operating
whe: motivation for error was not so clear, the error types
Excellent, Correct +, and Cmit, were omitted from this analysis as

irrelevant., oince error responses to Suffixes produced few real
words in any of the responses, the Sufrix category was also dropped.

Total errors amounted to 2452, and of these, suffix errors were
22ls The Excellent, Correct +, and Omit errors for all other sti-
muli totaled 6. This left 1767 errors from whiech to look for
overiap of real word responses, Table 27 shows the numbter and per-
cent of real word overlap in each category of error, and for each
type of stimull,

Results by Type of Category. The results reported in Table 27
seem 1.¢ indicate tnat semantic assoclation does play a part in
childwenls responses. For example, students produce real words in
response to pseudo word stimuli in U6F of the errors, far higher
than waen real words are the stimulil,

When types of errors are considered, well over half of the
semantic overlap occurs in two categories: that of first or second
order phonological similarity to the stimulus; or a similarity that
could be either graphic or phonic. Next is a 507 overlap with a
consonant response that is not related to the stimulus, It is
easier to conjecture about semantic influence when the responses are J

not otherwise related to the stimuli, but the high percentags of
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Table 27

Semantic COverlap by Type of Error and
Category of Stimulus (in %)

Stim, Cate, S€re
Single Cons Over Tot Avg 4 Over
Iype of Irror Pseudo Real Blend Digr. f. . £+ Ervor Type
Graphiec 3 0 10 12 28 99 28
Graphic/Phonic 73 0 C 0 6L 122 52
Phonic: '
1st Order . b7 87 - 7185 62 97 6l
“2nd Order - 58 Lo ~- 574 105 18k 57
Double Letter ’
Response Y, me - 25% 129 38 161 ol
Single Letter
Response. .- -- - Ut 23% 150 381 39
Singie Cons,
Not Relateds s 53 38 33 190 378 50
String, Other 02 0 oh 13 8 3L5 2

0z
1645 1767 363

# Stimulus Consonant included.

semantic overlap with responses tvhat are also close phonologically
to the stimulus word raises the problem meniioned before abouw
whetlhi>r these sources of error are working together or separaicly.
Although some of the responses just happened to make real words,
36% of all errors just by happenstance seems too high. The seman-
tic overlap was probably causing serious interference,

Results by Groups Tested. Table 28 breaks down the informa-
tion I Tawme 27 Tor the individual classrooms. Percentages of
overlsp ave given hoth for category of stimwlus, and type of error,
Within the cells, the percentages given are in relation to the
total error produced in that classroom, the percentages in the total
column and row on the outside of the table indicate what percentage
of the total 6L5 real word error was contributed by each classroom,
and how much of the total occurred for each type of error.

The facs that 369 of the 645 resl word errors can be attii-
buted to the Urban children and another 19% to the PL-Rural children
means that over half the real word errors were made by the least
able children, This may indicate that many of the real words just
occurred randomly, or that less able readers are more prone to pro-
duce a word they are familiar with even if it is not being called for,

The fact that pseudo words as stimuli produced the highest per-
centage of real word errors among all groups, not just the lowest.
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Table 28

Semantic Cverlap of Types of Errors, by Classroom (in %)

Classroom
Pl~ VG- H~- S~ Av- Ur- PL~- & Overlap

Type of Stimulus Sub Rur Sub Sub Rur bea Rur by type
Single Consonant

(Pseudo ) 58 b3 sk 56 L6 L3 L3 -
Single Consonant

(Real) 0O 0 20 50 16 38 36 -
Blends he o0 28 33 L5 2u 36 .-
Digraphs 09 20 31 55 37 23 33 --
Type of Frror
Graphic 03 10 09 ©5 03 03 03 ol
Graphic/Fhonic 25 19 09 05 18 o7 07 10
Phonic: lst Order 13 10 19 08 06 o7 12 10

2nd Order 0O 28 17 22 15 16 15 17

Double ILetter 22 o 09 11 12 0 05 0b
Single Letter 38 o5 22 22 32 19 27 23
Single Unrelated 0 28 16 26 1 L5 29 29
String, Cther 0 0] 0 0 0O 03 02 0l
% contributed by Ny
each class to total 05 03 12 12 13 36 19 --

groups, may mean that we can trust a semantic explanation for error
at least for this kind of stimulus. But the high contribution of
real words in the phonologically similar single letter response
(233 of the 6LS errors) does not convince one that the primary asso-
ciation here was another real word, €.ge, bed for bend but rather
the simpler explanation that the child was not perceiving the next-
to-last consonant as well as the last, The other error type with
a high percentage of real word overlap is the response of a single
unrelated consonant letter, Here, since randomness is the only
alternative, one would prefer the semantic explanation. A1l in
all, although a semantic association seems to be playing some part
in the error responses, the data is not ¢lear enough to make more
than very tentative judgments about where and how much., Most '
probably the real word response is most relevant when the stimulus
is a pseudo word or when the response is an unrelated consonant,

Summgz

Correspondence tests given to seven groups of children who had
made varying progress in their reading showed some correlation with
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reading achievement of the groups but not a complete parallel,

The Pl~Suburban group made fewer errors on the vewel and con-
sonant stimuli than their peers in the two non-PL suburban classes.
They also made fewer errors than the VG-rural group of children
when responding to vowel stimuli bubt were comparable or had
slightly higher rates of error than the VG group on some of the
consonazt stimull, Their percentage of Excellent errors was the
highest of all groups,

The AV-rural group performed as well as those non-PL groups in
the suburban school reading a% a higher level, This suggests that
"average! readers do as well as "good" readsrs when both have been
given only incidental trairing (the suggested practices in the
Scott-Foresman manual),

The PL-rural class performed comparably to the AV-rural class
with stimeli for which thwy had had training, that is, those long
and short vewels which they had been taught, Their performance
fell between the average and the Urban class for consorant stimuli,
Still, their rate of error on consonants depended on the stimuli
and the extent to which it had been practiced in lessons during
the year,

Both PL classes made a higher percentage of Omit errors (of
their own total errors) than any other growp. It was postulated
that an omission indicates some kind of learning over a random
response,

In general, those children making the most Excellent errors
made fewer Unrelated errors and vice versa., Most digraphs were
easier to reproduce than blends with some notable exceptions (see
Table 21) and initial position brought more correct responses than
final position, Vowels were of middling difficulty with long vowels
easier to produce than short, The vowels a and i in either long or
short sound value had the fewest errors among vowel responses while
4 and ¢ had the most. The most difficult stimuli to reproduce suc-
cessfully were the Suffixes and the easiest were the Initial
Consonants, even though these last were inbedded in pseudo words.,

When pseudo words were the stimuli, a large percentage of the
error took the form of a real word, indicating semantic inter-
ferenczs Real words also overlapped that type of error labeled
single unrelated consonant, indicating that simple visual and audi-
tory associations camnot always be considered as independent of
semantic ones,

The largest percentage of error was closely associated with a

phonological similarity to the stimulus, especially when consonant
blends (bl, br, etc.) were required, Many children produced one of
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the letters of the stimulus correctly and omitted the other. The
letter omitted depended on whether the lstter to be written
occurred at the beginning or end of a word. Relatively few errors
vere assigned as graphically similar to the stimulus,

If this study is considered a pilot, a number of interesting
questions present themselves, For example, a question can be
raised about the usefulness of analyzing children's errors as a way
into their minds, For allowing the child to produce at will and
then looking for consistency in his free production is a time con-
suning task, far more so than checking right or wrong amswers. To
do so is to be convinced that there is extra merit in the procedure,
It is our contention that many of the responses judged as errors in
this correspondence test were motivated and not random. Further,
by categorizing the large body of errors, it was pecssible to
hypothesize a number of different strategies operating, It was not
possibie for us to separate some of these strategies one from the
other, e.g., responses both phonically and graphically similar to
the stimulus, but a further study may be able to do so. In addi-
tion, perhaps some future study might be able to order these
strategies in a way we were only able to suggest rather globally,

€eZey an excellent error is superior to an Cnit which is superior
to a string of letters).

We are aware of the limitations our methodology imposed, and
it goes without saying that any future study can surely avoid most
of these, In any event, we hope the discussion of these results
will arouse a curiosity about children's errors and how one can
learn from them.
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Chapter V

Handwriting

During the first curriculum writing conference very little
time was given over to the discussion of handwriting per se, All
were aware that children do not know how to write on entering
first grade, Nevertheless, discussien centered not on how to teach
the skill, but rather on how to f£ill the gap with other devices for
comunicating until children could manage to write on thelr owm.
Thus, for example, the typewriter was thought of as an important
adjunct to the program from the very beginning, Providing word and
letter cards for children to use in constructing messages also grew
out of the summer discussions. We concentrated on providing moti-
vating experiences to allow children to communicate in writing, and
the implicit assumption was that transfer to these activities would
be swift and painless,

It was decided to have children learn to form letters according
to the system already in use in the schools, that is, the Zaner=
Bloser system of manuscript writing, As with most first grades, the
approved starting materials included newsprint, and thick pencils
with soft black lead and no erasers, The newsprint was soon re-
placed (in approximately a week) by paper with lines spaced almost
an inch apart with a guideline halfway between each 1line, These
materials are selected for first grade writing on the theory that
large muscle coordination develops before small muscle coordina-

tion. (Some Art teachers insist on large drawings for the same
reason, )

First Year

That fall, although a few children seemed to have had prior
experience with reading, their writing skills were non-existent,
The teacher bsgan by teaching the formation of letters, and those
letters were immediately put into words and very simple sentences,
€ege It 1s old, All letters were introduced and practiced by the
end of October, But the writing skill was by no means automatic
at that time, Tt was disappointing that the first graders! progress
toward effortless handwriting turned out to be so slow, Our ideas
for the use of writing for a variety of communication activities had
to be postponed,s At this first stage and for a long time, it seems,
first grade writing is alow, laborad, and the letters are large and
in some cases hardly legible, This seems to be %he norm rather than
the exception for first grade handwriting, however, and practice in
handwriting was necessary throughout the year,

We learned from this experience. Teaching of handwriting is
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important in first grade and should not be left to chance, Our
laisse faire attitude was inappropriate, This same attitude to-
ward handwriting seems to prevail among many first grade teachers,
and indeed if more time is needed for reading, numbers and the like,
handwriting practice tends to get less and less time, The impor-
tance of the teaching, however, lies not in training the child to
write with a fine hand, but in the reinforcing effect of producing
letters that resemble those the children are learning to discrimi-
nate in their phonies and reading work, Casual teacher acceptance
of letters written on the wrong part of the line or with the wrong
orientation may even be strengthening the wrong bonds, Iater, in
a phonics lesson, the teacher works very hard to get the child to
observe and respond differentially to minor visual differences in
letters, She may be working overtime because she, herself, had
allowed the child so wide a latitude when he was producing those
same letters earlier in the day,

Second Summer

During the second curriculum writing conference, a sub-group
was formed of those interested in finding a rationale for teaching
handwriting, They examined current handwriting systems and dis-
covered many inconsistencies. Data are meager on rationale for
letter formation, size of letter, width of 1line, or kind of tool,
Occasionally, a statement such as "research has shown' does occur
in the literature but seldom with a clarifying footnote, Search
for empirical findings proved fruitless, After working with several
children at a Head-Start Project, it was decided that:

as size of line could be % in, for initial teaching (much
smaller than usual),

be the size of the pencil (fat or thin) could be the choice
of the child,

ce that some letters are 'hard" to write no matter which way
the child is asked to form the letter,

These observations were not meant to take the place of real research
on handwriting but to give some cues for a practical program,

A handwriting program was prepared whose main objective was to
get children to write legibly but not necessarily beautifully as
soon as possible, This would allow production to operate as one
more mode to reinforce other perceptual and cognitive learnings,
The program contained the following features,

le letter forms

In general, letters were formed from top to bottom, left to
right, and when possible, in continuous strokes without 1ifting the
pencil,
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Chalkboard practice and tracing with a pencil were omitted
from the program but it was decided to try finger tracing of let-
ters as an early procedure to help communicate both the form, the
method for producing it, and to help establish rhythm in making a
letter, After this brief practice, children immediately wrote the

letter with a pencils As soon as possible, letters were incorporat-

ed into words and words into sentences to help focus attention on
spacing and to provide for integration with the reading and phonics
programs

Until handwriting skills could become operational, the commit-
tee suggested that children continue to use the typewriter (one at
a time) and paste in pre-cut letters to comnmunicate, Someone in
the group knew where to find a simple printing press and, thus, for
a second time, the handwriting problem led us to introduce another
important adjunct to the total program, Inexpensive slates were
also purchased for each child to practice on. These crase when
the c@llophane-like top sheet is lifted, Rather than c-oss out or
erase (and tear the paper) the child could simply make the letter
disappear if he wasn't pleased with it,

Besides exercises in letter formation, each lesson included
optional extra activities, These were set up to provide a bridge
to rsading and phonics work that would be going on conenrrently,
and were geared to encourage the child to use his new wriding skill
as soon as possible,

2o Seguencing

The sequence of “introduction of letters was based on the let-
ter forms themselves, putting simple-~to-form letters early, and
groupfng letters that were similarly formed, This szquence was
then nooified so that the first letters introducesd iv phonies would
be tanglhi quiis ezxrly in handwriting, See Appendix E-1 for se-
quence of presunbaticne

IH was dacidsd that upper and lower case letters that are
similar in feym cowld be introduced simultaneously, The more ir-
regular capltals wice taught later, The children, huwever; would
be expased to the canltal forms of all ledters in preparzd materi-
als and be givon {deatliication and matching practice witn the
ferms befora they practiced wrlting thenme

T OO WA I S A

The program was tried in both first grade classrocms the
second year, Before beginning the program, the teacher asked the
students to copy the following senterce from the chalkboard:
'"This year we will be reading many books," These copies were
examined to see how well children could copy a model without
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training-~to provide a baseline, if you will, for later comparisons,
Sometime in February and again in May the children again copied the
same sentence from the boards These copies were kept and given to
the children at the end of the school year. Besides this sentence,
a check list was made up and each child was checked from time to
time on his production and his product, See Appendix E-2 for
description of errors for check 1ist form, Esarly
notes on the Suburban children contain such comments as the fol-
lowing; for one chiid: "Doesn't observe line as base; runs words
together; scribbles over errorss retraces,"; for another '"Writes
name in Caps; starts letters of word on different lines; no idea of
spacing between words,"; and for yet another child, "Excellent in
size, spacing and formation; bears down too hard on pencil.," The
check 1list also provided information on handedness, Two children
in the Suburban school were left handed; five in the Rural school,

Handwriting lessons were dropped temvorariiy for the rural
youngsters after the second week in favor of a program to help them
distinguish and copy letter shapes, The Michigan Successive Dis-
crimination Handwriting Program used for this purpose was very
similar to a follow-the<dots game with a model as a sample at the
top of each page; still, many of these children had trouble com-
pleting the exercises correctly. The rural children also practiced
copying their ovn names, using a model taped to the left-hand corner
of each deck, Each child received individual practice in formation
of the letters of his name,

In the Suburban class, the prepared program moved along with-
out serious problems, By the third week, 17 dittoes had been com-
pleted and by Columbus Day the children copied & group-composed
storyes At the end of the fourth week of school, PL lessons through
#9 with dittoes through #33 were completeds The following letters
had been practiced the first month in words and sentences: Ss,

Oo, Ti, Ww, Tt, uy a, ¢y d¢ It was found that the regular PL pro-
gram did not provide enough early practice on spacing between words,
Cne or two extra dittoes were prepared to help with this--one was

a sentence; "Tomorrow is Halloween," with an illustration at the
top of the page, The next day the children copied from the boards:
'Today is Halloween, We can trick or treat," Earlier, the child-
ren had copied: 'Today is Cctober 13, We had a fire drill." The
remaining lessons were examined and notations made in the teacher's
manual in places where extra attention could bs paid %o spacing
between worc --

Rural

In the rural classroom, the Michigan Handwriting Program con-
tinued but the PL program was resumed after the first month with
some changes in sequence, V, W were practiced and the sentence:
Iwill, Oand Og were practiced and the word, owl, The sentences
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Tt is a wellse Is it a vell? rere copied and the children also
completed the PL ditto, i 1it ite which included a candle illus-
tration to compiete,

Children used the magic slates to practice almost every day
since this was a highly motivating device., These slates were col-
lected after each session sc that they would last longer. We had
estimated their 1ife span to be about one month; they lasted the
year. OCther devices used in the rural school for Groups III and IV
(2bout half the class) were making letters out of a clay rope before
trying to write and name themy; matching lower and upper case letters
visually, and continuing games in letter naming and recognition,
eege teacher presents A B C, asks child to name them; removes one
letter and asks, '"Whatt!s missing?"

ILength of time to complete program

Before Christmas vacation, in the suburban class, all lower
case letters had been introduced and most of the unper case ones;
in the Rural class, all of the letters had been introduced and
practiced, Both classes contirued to have short, separate, review
lessons on handwriting from time to time during the second semester.
In addition, in the Suburban school, children were asked to copy
a sentence or a short poem from the chalkboard once or twice a weeks

Discussion

The PL handwriting program had proved successful in many res-
pects but it moved too slowly in introducing the new letter-
formations, The extra practice exercises that accompanied each
lesson weré sometimes too hard for some children to follow so early
in theé term, and would have been more useful laters Both teachers
recommended ré-organization of the sequence if the program were to
be used again,

Testing-February

In‘February, 2 number of informal tests were givens In hand-
writing, each child copied a sentence that had been dittoed, and
in addition, each child was ‘asked individually to copy several let-
ters so that the way he formed the letters could be noted, See
Appendix E-3 for the group test, and Appendix E-4 for the indi-
vidual test. These were letters whose formation in our program was
notably different from the standard school programe Both the sen-
tence and the individual letters were judged on acceptabllity
according to various norms--alignment, spacing, etce

Most of the students formed the letters the way they had been

taught in our program and a large number of these were considered
Mogko! 1e€es in our judgment of more than adequate legibility. See
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Appendix E-5 for frequency of various letter formations, But the
decisions of acceptability wherever there was some question were on
the side of leniency. Almost all of the letters s even those not
formed the way they were taught, were corsidered "0,K," under the
testing conditions, Most frequently formed another way were d and
ke The fact-that d was formed in a variety of ways suggests that
the letter b, if tested, would show the same variability, It had
been our practice during the year to accept variant ways of forming
letters if the results were acceptable, One can expect, however,
that the quality of the "GeK." letters would quickly deteriorate in
everyday worke Dally work samples showed this to be true, Even
S0, the quality of letter formation had improved a great deal since
Septembere Specific results are given below,

Rural School

Results of the sentence copying test indicated that 3/L the
class did not yet observe the convention of tall-short lettersy
1/2 the class still did not always touch the bottom line when
writing; 3/L needed work with spacing between words and about 1/3
also needed work with spacing within words. Four children were
considered to have a “shaky" 1ine texture. In half of the in-
stances, poorly formed letters were caused by misforming e and d.

Some problems evident in September seemed to have disappeared;
this time only 2 children showed evidence of scribbling and there
Was no evidence of reversals (although reversals still showed up in
the press of daily work.

As a result of this test the hundwriting program for the Rural
children in the second semester continued to utilize the magic
slates, which had been very siuccessful, and to stress correct let-
ter formation with gradually more emphasis on spacing and relative
size, This meant that most of the practice consisted of copying
words and sentences rather than individual letters,

Suburban

Mest letters were being formed by the children in the mammer

taught. Most of those which were no% were Judged "OJK." on the basis

of legibility,

The sentence copylng test showed that almost 1/3 of the
children were ieaving too much or too 1little space within words,
and about 1/3 of the class had similar trouble spacing between
wordse Slightly more than 1/2 the class did not always observe the
convention of relative size of small/tall letters, and about 1/l of
the class did not always place the letiers correctly in relation to
the 1ine, Most of the letters were correctly formed s however, and
in our judgment legibility of print was far higher this year than
last,
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Although our handwriting program liad been completed about
Christmastime, some of the exercises and practice sheets were re-
used as further practice during the second semester,

Preferenceﬁtest

Attempts to experiment with pencil size and line size showed
that most children choose an ordinary size pencil or a large size
pencil inter-changeably without noticeable effect on the quality of
their handwriting.* The children preferred to write within a
larger space but the quality of their handwriting was as good when
smaller spaces were used,

Testing=-June

Two samples of handwriting were collected from six first grade
cl