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A Consideration of Skill R erarcﬁy Approaches to the Teaching of Reading ‘
.. . .. oy

Thtough the years, the term reading\has had a number of differept

]
.

meanings ascribed to it by various theoristé?\ For Thorndike'(|917), reading

"
¢

is, a process of elaborating meaning in relation té\prinfi'for Vernon (1931),
N~ *

N,

it is the visual perception of word forms and their ﬁganings; and according’

to Carroll (1964), reading involves the psychological processes of decoding

S

the, sound from the graphemes and comprehending the decoded message. Al-

. v A\

thbugh each of these definitions contdins the same essential ingredients,

Egint‘énd meaning, the stress is different and connotes differences in
oA N

is not surprising

. - {
interpretation. As these views on reading have varied, it
that the preferred form of instruction would show corresponding variation.

! t ’ - . 3
Here we will attempt to deal~with a.class of instructional curricula--

-

skill hierarchy approaches--and present a desc}iption of a number of pro-'

.grams, along with some general conclusions. The main questions which emerge
. ‘ 7 - N ‘

concern the extent to which distinctive, separable s®i11s have been identi-

-
%

Fieds the extent to which these skills can be placed into some hierarchical

" model, and whether alternat{ve reading programs have established similar

.

. ®
orderings of
‘

skills.
o
. In the initial section, we place the skills hierarchy approach intQ
v historikél‘perSpective, reviewing the trends in early reading instrqctlon

.. and considering somé of the factors which have led to the development of
, .

>

-~
Y .
> J““'-n"" ~ee !
. o

the programs being reviewed. As there should be some relation between these

programs and knowledge gleaned from the fields of linguistics and cognitlive

Y
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developmental psychology, among others, we prgsent a brief review of some

recent findings from these areas, along with thd implicathgns of those

«

findings from these areas, and the fmplications of those findings for

general skill hierarchy approaches.

.

To facilitate the descr}p%ion of specific programs, we have divided

their content into aspects dealing with decoding and with comprehension.
. . 4 .
.That we realize that the separation is not a complete one is reflected In

»

our commitment to an interactive conceptualization of the overall process

of extracting meaning from text. Nonetheless, the sets of skills do allow
. . “ s N * ¥ -
a falrly natural breakdown, and comparisons across programs can more easlly

be made by consider}ng the two sets sucecessively rather than simultaneously.

!

An Historical Perspective ) -o®

Initial .nstructwon in the alphabet and in oral reading was reportedly

A

the prevailing instructional technuque until the early part of the twentieth

A

.century when Dearborn demonstrated that children could learn to read with-

Y

out explltit‘instrqgtion in the alphabet (Diederich, 1973). This whole \

- -

word or "look - say' approach waT then subscribed to, not because it was’
a better method, but because it seemed to be as successful as a letter

approach yet considerably easier to teach. An Important assumptlion in a
~
whole word methodology was that children could learn to recognize print if
the words were meaningful. For this reason, children's readers were con-
o

<. '
structed to favor high frequency printed words. Instruction consisted

primarily of dfill and repet1t|on Contextual cues were emphasized as one
Py
means of recognAZ|ng words, and In prlmers, pictures elaborated on the
L] A

™

L

M~ .
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sparse and repetitive text. Children who were slow to learn by this
' _ ‘ . ' h

approach were psually drilled on a set of 220 basic words (the Dolch, 1948,

list of the highest frequency words, the majority of which are function
: ‘

words). Knewledge of these 220 ‘words results in a 50+% recognition of a
running count of words appearing in elementary texts. The;fact that more

than half of the words In this list contain irregular or minor letter~-sound
. ¢

‘., patterns was ignored. The ability to ''read'' a passage was emphasized in

this era rather than tRe ability';d generalize letter-sound patterps to
?, « st

.

new words.

vo Vernon's (1931) emphasis on the Trole of visual perception and qye

movement p&terns, along with the importance of efficient silent reading
v ~

appears to have signaled a resurgence of phonics instruction. Because

R g 4

“ahonics instruction was an extension of existing whole word oriented texts,
A

¥

/ :
this ‘approach is labeled ''sight-phonics'. According to Aukerman (1971,,

.Chapter 2), supplemental instructional guides in phonics were developed

¥
-

and published during the 1940's and the 1950's. These were ldrgely a
\ ' ' ' . . o
‘set of rules for uncovdging letter-to-sound relationships (e.g., "ER, UR, IR

are sisfgrs and 0Y, 0! are brothers''; "When two vowels go a-walking, the

7

first one does” the talking''; ""Each syllable has one vowel sopnd so find
, . ; .,
the vowel .to sound out each syllabie''. In general, an analvtic procedure

.

was relliedion for reading new words (e.g., "Find the little words in the
I‘ 3

. \ \ .
big-word"; *Hear the sound as you say my name [initial sound of a pictured

object] andifind some words that begin the same'.)

i

Most 6% these guides were constructed by classroom teachers as
; ‘

- o /
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readiness or supplemental materlials for the Basal reader ptograms. Gener-
y |

ally, consonant names and sounds were taught first, followed by short vowels,

~

1
K

. long yowels, and then the consonant dlgraphs. However, these rules and

.procedures varied consfderab!y because each writer developed-hls own anal-

+

lysls of structure, (e g., In Functional Phonetlcs, the vowe] Is pronounCed

p\to

with the initial consonant, as Spo - t {Aukerman, 1971, page 57) while Ginn

, t
360 treats the final ot cluster as a word family to he separated from tpe
3 . s {

Lyery

. inftial letters). \
X Contemporary sight-phonics programs‘constructed under the sight word
vationale of word-frequency control (e.g., Ginn, Seott Foresman, Houuhton
Mifflin) have adopted versions of these phonies approaches, and beginning

reading lessons have retained the use of a large sight-acquired vocabulary,

, drill and practice to learn words, and advice to rely on context or picture

clues to ?dGNt'fY words. Phonlcs instruction Is refatiuely Independent
of the basal texg. As an example, in the pﬁonicg lessons in plnn-360,

. Level 2, children learn the sounds of consonants in the initial word position,

and practice those sounds in picture-matching workbooK exercises But
r

.

nearly all 29 words that are taught ln Level 2 are Introduced by a slght- \ >

-

. memory approach and are not related to the phonics lessons Thus, sight-
phonlcs programs provide phonics as a seplrate curricular strand of read[hg.

Letter-pattern controlled programs, by contrast, embedded phonics into_
. ¢

“text materials themsel ves. The notlon that decoding and comprehension reflect
’ . ;?} . } L )
different processeséﬁ%d language structures was hearided by Bloomfield
- . '” - . ;
'31933; 1942) and later by Fries (1963). Both regarded an organized restflc-

tion of.the text by letter-sound pattern to be a necessary component of

\‘ . I - ‘J
\‘l‘ A ' 6 - . -
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A

_reading instruction. _This view which contrasts sharply with earlier posi-
£ » } ‘ ’ .
' tions’, was espoused because ''one must have an ingrained hgblt of producing
. ¥
the sounds-of one's language when dne sees the wrlitten marks which conve-

niently represeni'the;phonemes“ (B!gpmflelﬁ, 1942, page 128). Since common

English words are ‘notorioys for their letter-sound Hgregularity, it was
| ) ’ .
- presumed that anm effective way to establish the habit was to allow beginning

.

\ .readfrs to read only texts containing letter-sound patterns which they had
.K\‘ previously learnéd. In that way they could lIdentify words through gener-
allization of letter structure. (his type of instrucéion is called "lin-
gulstlc” by Aukerman; here it will be termed ''letter-pattern control'.

Reading programs restricted by letter-hatter#g folléwed the Bloomfield-
Barnhard Let's Read series (e.g., séries published b§ Lippincott, SRA,

.

Merrill, Distar, Heath and Co., Holt, Suldivan and the government sponsored

programs developed at University of Pittsburgh and at Southwest Regional

: .
Laboratory Center for Learning). These programs have In common a definition
of "pattern'! in terms of frequency of occurrence where the more commonly

‘appearing letter-sound correspondences are called ”regulaf” or 'major"
. . .

patterns. These are presented in texts and taught before the less commoniy

occurring patterns to foster a success-bound strategy of apply[ng letter-sound

. correspondences to the decoding of new words. Often, common Irregular words

~

*  are Inserted (and usually taught by sight) only when needed to make stories
&
sensible. 1In addition,. some words with regglar letter-sounds which have
not yet been taught will be presented as sight words (e.g., in Merrill, on

and not' are sight words because children had not learned the short o sound

¥ -~

7 ‘ )
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~ot hel

when thé words were needed for .stories). . Typically, these programs begin

with consonant and short vowel sounds from which familiar and unfamiliar,

.

three-letter words are constructed and used to build simple sentences and
. \ <
stories (e.g., Lippincott: “'Ann ran. A man ran. A ram ran.' Merrill: ‘''Pat

.

the cat. Pat the fat cat. The fat cat is Nat.') "Vowel and consonant -

djgraphs such as ai and sh, VCC patterns ilke-gllfir;lgbij and other cluster

patterns (e.g., -ate, -tion; ce-, and wa-) are usvally delayed until the

child has masEered the CVC-short vowel princible. In some programs blend-

Ing of letters to construct (synthesize) words Is explicitly taught and favor-

ed over an analytic procedure of separating words into letter-cluster units.
This third and most recently developed approach to reading Instruc-

tion reflects a curre?taﬁnclination to pull apart the raading‘act into defin-

able and observable skills. ;ln practice it diQerges fram the whole word and

sight-phonics programs essentially because of the shift to letter-controlted

materials. Letter control makes it possible to completely'[ategrate

phonics actiJitieé with reading practiée, to emphasize a’sound!ng-out strat-

égy (biending) ;- and to entertain questions .about an effectlve ordering of

letter-sound patterns and the organization of decoding skills-ski!ls hierarchy

questions. It is also possiﬁle to worry about greating a false sense of lett?r-

sounnd invariance or alloss of text meaningAthrough an emﬁhésis on decoding.
Chall (1967)‘arrived at a similar categorization of reading programs

" using the terms '"'look - séy,” "“Intrinsic phonlcs,”'and “Systematlc.phonicsﬂ

for the programs that are termed here ‘'whole word,' ''sight-phonics,' and

_'"letter-pattern controlled.'" It is worth mentioning that a summary of four
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of Chall's tables based on a.total of 3k‘§tudles, indicates an oyerwhelming

superiority of letter-pattern controlled E;ggrams.

\
Historically, then, three clearly discernable instructlonal programs

have dominated the reading fileld. 'The first is a whole word approach which }s

’ B

o 1 ¢ ’ A}
based on the tenet that repeated use of gommon words Is the most critical

5 otE
"element for initial reading instruction. The second approach, ;ight-phonics,
has a strong phonics program,gmbedded lnto\whole'word type reading material

. ~, -~ ‘ . /
and teaching technique. Letter-pattern contrdl, which it the third approach,

felles on az/ﬁ?ganization of all reading mdterial according to the commonness
L[S

of letter-td-sound correspondences and letter-cluster patterns in order to

.

encourage a recognit}on of words on the basis of generalizable letter struc-
tures.’ ‘
) I .

One cauld argue that there are other fypes of approaches which have
not been separately classified. Many of these are actually variations‘of

\ . b
a sight-phonics .approach (%ig., Phonetic Keys to Reading). Language exper-

'ence programs are Initially different since children actually construct

" their qwn stories. However, in practice, this prgiedure appears to be u;ed

. x . - '
as an introduction to reading and supplemented by a sight-phonics approach.
Chia t \ . . >

Programqed reading programs are similar to letter-pattern controlled approaches.

Modifled alphabet prograﬁg (e.g., 1.T.A.) rely on a sight-phonics methodo!bgy.

f ) Y ¢ ' ) ’

Compar’ison of Programs in Tégms of a Skill Hierarchy

Any skilts hierarchy a%ggpach rests on the assumption that essential /;/

o

skills exist and can be taught. This in turn is a topi¢ for study only 1f
LY
the skills constlitute observable and measurable behavlor@ﬁch can be viewed
\ »
e ()
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o £
/within the context of some terminal objectives and which are a necessary

‘

. ’ - .
component of reading. Some approaches are more compatible with a skills

hierarchy model than others. |In fact, it can be argued 'that programs which
use letter-sound controlled texts may be the only ones that can readily be,
. M t

discussed.in terms of a skills hierarchy. ‘A whole word instructional”ap-

o R
proach is not easily described in terms of skills since the reading act is

defined quite.globally as an acquisition of {the meaning in print. Lessons

. 4 .
consist of occasions for practicing the recognition of whole words and read-

ing them 'in context. The whole word approach is not analytic, then, and

-

because so few skills are identified, thid approach probably falls outside

4 s
Similarly, sight-phonics reading progyéms also fail to conform easily

i

to a notion of a skills hierarchy. The very reliance on the control of text

.by word frequency rather than by letter-pattern_is the principal problem.

Is it possible to teach systematically skills.of dgcodlng when: 1) the
majority of words_childrgn leaFn to read in the first two years of finstruc-,

tion are not.yecodable‘but‘are taught- by sight; and 2) the sight word
’ ' t

B
vocabulary o€$en contradicts the patterns being taught in the phonics lessons

(e.g., the child learns a short a for consonant-vowe | -consanant _ (CVC) words

¢

’ \ ) i’ . .
but' réads was in a story)? Memorizing words for later recognjtlon in print

.

is easler than learning letter-sounds and combining them into word%, but
]

\ .
treating words to be recognized as logographs results in children learning

. ) . .
by sight words that with letter-sound training could be-decoded. This

* means that skills are loosely ordered (e.g., a child might memorize Sam,

N 4

7
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~ not be ;Ias§ified in terms of skills hierarchies if precise definitions of
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mat, sat but later learn t,m,3,s; syllabication instruction *follows letter-

’ . : \ o 3
|
\

cluster lessons even though children have already learned to recognize many two-

L
¥

b :
threce syllable words). "1softeaching slght words like said, saw, or was - -
: . \ ; )

that violate letter-sound pattern regularity but which cﬁ%racterizes a sub-

§ ‘
stantial number of words found in a sight-phonics program, may even'inter-

i
fere with jetter-sound rule generalization (Surber ind Mason, io Préss).

M /.
These arguments suggest that skills hierarchies for decoding are not

a typical method of organization. Whole-word and sight-phonics program§¢
. \ \ !

which make up the greaier portion of existing d‘proaches to réading, should }

- b

skills are intended,. The remarks that follow then, are aimed;at contrast-

ing a skills bierarchQ approach, as exemplified by \letter pattern control,

\

Linguists are concerned with «formalizing what the ideal native speaker

-

knows about his language.

t

. ' )
with other programs. ¢
-
Linguistic Criticisms of a Skills Hierarchy for Reading ]
This set of rules, whick.-will generate all poss.i-

ble sentences of a language, mirrors the nativd speaker's competence. Héw
4 - .

the natlve speaker actually goegs about producing a sentence is a matter of per-
. .
formance, and while the set of generative rules will presumably be incorpo-
. ¢ . 4

rated into a theory of performance, thereMill also be many psychological

(ccmpetence) and perfqgffance has never been

i -

between the generative rules
\

explicltly stated and recent psycholinguistic research shows that It is far

* »

from simple, élthough it is still assumed to exist.

L

variableg involved, such as memory limits, attenfion, etc. The relatlonship I




Becayse'hf,thjédemph$§}a on competence; the generative-tréns;ormainnal
Ivnguist WOQH% hot\see’anzkgﬁ?|ous appiuﬁ?t{on of h}s research.to a behaV|hr
such aswréadlng ”hoah&e;, because” ilnéuust‘c$ﬂ|s conterned with, expiigut;y.

‘anaiy2|ng ianguage, the fund?hgs produced do yjeid |n5|ghts Jinto the SySLem
. that the beglnn|ng‘reader is trylng "o Baster e | ' -
A iinguist is iikeiy to tonsi;er two'aspelts of-iangua;é: i) thé struc-,

tural characteristics of the language wuth respect to what the chiid'

<7

~

taught and 2) the relationships bethen theories about language deveiopment

~ ’

. ahd reading. -With respei‘ to the first point, it is apparent that orthograph-
ic, phon'ological, morpholog%ai, syn\t:atic, <«nd semant’*ic structures-need to be
cohs1dered.‘ Considering the gecond point;.the acqui;it?on of Ianhuage*hot

5hly gébails what the child is likeiy to khow and not hhow about language

~

during initial reading instruction but aiso offers clues about the kinds of -

impiicit rules children may be using in learning to genéraiize (e.g., from

’ - . ¥ ‘ * * .,
taught letter-sound rules for bound morphemes to the generaiization of those:
rules to muitisykiable words, or as in disambiguating words’ and sentences

i

% and seeking alternative mean&%gs from metaphors)f

. \\
Linguists (Bloomfield, Fries.and Venezky, among others) have played a

-

L . . . > | .
substantiail role in the Senstruction of letter-pattern controiled reading

-

programs, viewing thi; approach as the one which host effectively indﬂca}es

tq»tbe child .the ihherent regui:rity of the grapho-phonoWogical sysgem. i
« In this’Way, the mo;t regurg:’struptures are médé évailabie first, theregy_
’ takfng advantage of’the generaliz;hility of patthrng to.new words an; eiih;

jnating reliance on.rote memorizg%ion of every word. Thus, letter-pattern

-
4

e

~
Aruitoxt provided by Eic
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!

N . cont;glled texts are llkely to provide,a basis for more effective acquisition

. - ’ €

of decoding $kills-than can a whole word -pregram. A letter-pattern control-
led ceading'program s also more effigient than a sight-phonics program

because, unlike letter-controlled programs, sight-phonics programs do not

&

sound principles until much
4 "y
le and “unique

C
rely on an abifity to decode new-words by Jette

. : / :
later in-an instructional sequence when both the
~ 4

’

patterns have been introduced.. Neither:whole #ord nor sight-phonlcs progfams
make the generalizable pattern obvious to the beginnjng reader. A typical
\Qpproach,~”Jill’saidw "'Stop here.' contains one

irregular’ vowel patterned word (said) and one r-influghced vowel word {here).

- . ¥ M
sentence-from a whole word

"+ By contrast, a letter pattern controlled sentence, 'Dan and Don run' dis-

pattern of CVC words.' WOrds such a!g
4«93

,look, sald laugh was, there, and ode are delayed or used sparingly in

plays only generalnzable short vowe |

letter- pattern controlled programs until the reader has recognlzed and

o extended_to new words the moﬁe regular patterns. 3
4 - AU .
. Developmental studies of children's knewledge of letter and word
- R ‘B s . .

boundaries demonstrate that before children receive reading instruction,
£ . -

they have ilttle conscious notion about word-ness and cannot distinguish

phonemexg; . 1 . e. ,'they do not have certain metareading skills.‘ Huttenlocher

»

(196h) shdwed that, preschool ch|ldren could not separate andnﬁeverse words

wh|ch occur together Frequently in sentences, e.g., Man - runs. leerman

~ &
- (l973) found that only 17% of flve year olds but 70% of.six- yeaf*olds could

-

B dsegmen't spoken words into phonemes. Calfee, Chapman. am& Venezky (l972) ‘

' tr

obtained chance level behavior in jdentifying initial consonant sounds of

. ' ;
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-y

- °

: . -
words frcm kindergarten children. Bruce (1964) foind that seven-year old

children, but nd; six-year olds, could delete an inner consonant sound from
. ‘ ) - °

'words, e.g., stand--sand. 'These studies suggest that-skills which experi- "
“ . » —_— . LY

N

Cenced readers take for granted should not be assumed to be understood by

. h ) . \ :
. béginning readers. . :_ ' . ' g
N . X -
A « R &
Another set of studies suggests that phonemic segmentation and/or
& & . . -
Ietter-sound'regularity need to be made more accessible fo_begiﬁning readers

F4
A
because these are closely related to later reading success. Calfee,

Lindamood and Lindamood (1973) found that a significant correlation between

phonemic segmentation abitity and reading ability was retainéd through grade
: -

twelve, with children rated in the lower half in terms of reading obtaining

appreéiable lower scores from grade two on. \Venezky and dohnson (1973) d

. . . L4 .
' . studied the ability of.first, second, and third graders to read nonsense

’
o~

words beginitng with ce, ci’, cy as soft ¢ and ca, cu, or co as hard ¢, also
. - ‘

to apply a short vowel sound to CVC non-words. They found that thesé abil-

ities were significantly related to age and regjing skill, rasen 7e76) 7

1

analyzing first through fourth graders' pronunciafion errors, found that the~ ¥
rem ’ . v S
L low abklity readers, regardless of grade, gave a Tjﬁh proportion of short

»

» *» . - * . ey e
> : vowel -substitutions; e.g., sort was read sbt, teem was tem. The high ability

-
readers missed very few words containing one vowel, and with C'"'C words,

tended te ''regularize'’ the vowel pair, e.g., steak became steke.

Studieé of generalization of letter patterns have P‘iEEd more emphasis
’ on learning thc regularities that exist‘betweén the vowel sounds and their

) - - €

written representation than on learning consonéntﬁ. - Generally, consonant , ®
Y 4 X . ' i ¢
. . . . g
o - 111 )

7
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5

graphqmes\have a closer fit to the consonantal sounds and, most likely for

~ .

. - 5 R . . ” ) . .
this reason, generate fewer propunciation errors. Shankweiller and Liberman
: : - T

(1972) found that good and poor readers alike made fewer eonsonant errorg

than vowel errors. * Lucas (1973), im looking for errors that would predict?
second graders' reading, found that a vowel érror accounted for 74% of the
variance on & standardized recding test. |t is clear that vowel gefrerali-

zation has a major impact on beginning reading.
. j

’ /
An essential component, then, of letter-patterned approaches is the

uncoveriﬁg ef vowel regularity. The deliberate restraint in initial instruc-

.tion‘gg CVC words Eontaining a short vowel has both structural validity
. 4 '

-

(Venezky.,, 1970) and experimental validity. By cbntrast, frequency-controllea
. N 1

N

3

texts, by emphasizing common words (which contain irregular vowels) obscure

. . \ . L . . A . .
régularity and ignore the opportunity for implicit generalization of regular
~

w . ’
- vowel-to-sound correspondences. Thus, a ski)ls hierarchy which makes ex- P4

plicit to the child the regularity of letter-sound correspondence offers a

a
4 .

sound procedure for recognizing 'unknown words. . ,

A second, common component of letter-controlled programs is explicit

ol G
« instruction in blending--a strategy for learning to pronounce new words by
, ' ;

"'putting togeghéf“ each letter sound and then ''reading it fast.' There is

(3

some evidence that this procedure is extrgTely important. |t appears to

«

enable ‘children to transfer learned patterns to new words (Silberman, 1964;

Jeffrey ¢ Samugliy 1967; Marsh & Sherman, 1970). It is significantly cgrre-

1 In the Calfee et al J

e * ‘ o . .
lated (about .60) with oral.and silent readingtablllty.
L

’

N

(1973) study, recombining phonemes into sequences differentiated upper and’

(




~

.
! ~

3 ’
» Skill Hierarchy Approaches
. . i
15/
L Y . . ‘

lower ability readers, where ordering phonemes into sequences was equelly

easy for all fifth through twelfth-grade children. Biendipg was a component

in all fivecgﬁ the more successful programs in.a comparison of ten first-grade

.

reading programs (Bliesmer .& Yarborough, 1965). Whether there is a causal

o

relation betweenubleﬁding (o:>tscombining phonemes) and learning to read has

not been sufficiently documented. On the basis of linguistic theory, blending

-

' - % - p ) - N N
. should be a very,dlﬁficult task because firstfycertain consonants cannot be
s N '

P

pronounced in isalation, exg.,tthe stops (b,d,g,p,t k). When a child J%s.

1 )
required to rectitce Bb%se letter sognds, he will insert a schwa and will often

. -

produce a deviani sequence which cannot be identified with the target word:

’ ' . . ‘
“bad'' /bp/+/ae/+/8/=/7/. Furthermore, the phonetic environment will change

’ »

the actual sound (pronuqciatioq) of a given phoneme: the /k/ that occurs

i
)

before a front vowe'l, 'kiss'',-is different. from the /k/ preceding a back
&
e Lo I . L
vowel, ''coop.'' This may be confusing to the beginning reader who is instruc-
ted in the blending technique. ) - 7 ’

~

If some sort ‘of phonemic recoding experience is an important component
. - o -

in learning to read, as the above studies suggest, much more research should’
t . f

be conducted to establish what exactly is involved in this behavior and what

sort bf variablés\influente it. .For example, methods for segment ing wqrds

3

into phonemes, idéntafy}ng phonemic clusters (e.g., -ight or -amgﬁ,‘and

ignoring minor phdnemic differencis in the interest of IaSS|nyng larger

3

structure; (e.g., accepting a short o sound for the wovds songanq_dbg)

néed. to be studled in the classroom before confidence about théir peHogogicFI
: TN . ; . -

value is realized. . . »

N
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Some linquists consider the process of iearning to read as ''the process
7 . - N .

of transfer from the auditory signs for language signals which the child

. .
. ~ /

haskglready learned to the new visual signs for the same signals' (Fries,
1963, p. 134). Ma:itingly (1972), however, suggestsithat listening and

reading are not dircctiy analogous since a listener has to /'demodulate’’

.

(separate out essential phoneuic cues Trom irrelevent detail) while a reader’
k "

has discrete symbols to identify. Chomsky and Halle (1968) argue that, in

w

listening, the phonemic propérties cf an utterance .are uncovered through a

sequential application of morphophonemic rules! In reading, the failure of
* » .

*

.English orthography to mirror exactly the sound system places it at a more
abstract level. Klima (1972) discusses in considerable detail the rules gov-

erning the relélionship between the orthography and the morphological system.

»

Emphasizing properties of orthographic economy, Klima demonstrates how

orthographic patte}ns that appear ambiguous or irregular retain regularities

. - o ¢
at another level of analysis. For instance, the fact that the -ng sequence

in singer and finger are pronounced differently, as is the -s in reseat and

result, superficially seems to be an unprincipled variation. However, at a

i

slightly deeper (more abstract) level of analysis, both singer and, reseat
-y AR \ LI

contain bound mo_r%mes (-er and re-) which is reflected by the pronuncia-
T [ ) i ) ) ‘
tion but not by the spelling. , Thé}presence of apparent ph0qe@ic arbitrari-

4

ness may be a function of the surrounding sounds, e.g., the pronunciation of
N .

é_varies in the words Kantian and Egyptian. Likewise, changes in phonemjc
A . -

patterns of bound morphemes ‘can be azcribed to the‘phonggjc environment of

the last consonant in the stem word, as in the presence or absence of the

-
1.
.

17
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consonarital feature of véicing:
- itap+s=/taeps/ﬂbut pad+s=/ paedz/ ;
rotate + - ion = / ratsgyon/ th delude + - ion = /deluzyon/.

, .
These analyses suggest to this guthor  four impartant points that are

\ . , .
related to a skills hierarchy for reading. The first is that it is the
orthographic and phqnologica] systems together that enable.a child to master

new words.’ It is not sufficient t?-teach children to discriminate letters-
4 ’ . .

visually, that is, to teach them to recognize, name, and print tetter.
There is now as strong an angumerit for teaching beginning readers to dif-

¢

ferentiate and articulate phonemes and reorganize them in word contexts as

there has been in tbe past to teach letter names and sight recogpition ‘of

words. .
. The second point concerns the apparent disassocliation between the

| R : ) . ; <
English morphological structure and the methods used to teach children

’

about it. lInstead gf bging’introdaced‘to thghmorphophonemic properties of

-~

orthoéraphic or phonological changes, chlldren are taught an Increasingly .

"longer list of syllabication rules in each succeeding grade as exceptions to
. A .

v

" a previously taught rule set appear in spelling or reading books. This

-

* . )
practice-—suggests that research should be conducted regarding an application

and ordering,of,mbrphological rules to the articulation and spelling of

oo ‘ ~ . % N

. ;mufﬁisyllable'words. . .4

N\

e s . .
The third.poiﬁt concerns the possible application of languare acquisi-

tion to readir~ instruction. . lLanguage competency is not arrived at princi-

i ] L]

pally through i%itationi repetitidn} or deliberate instruction

L ”
.
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(Wardhaugh, 1976) .. 1t is apparent Ehat childrén, when they first begin to

construct their own s9. em of language structures (Bloom, 1970;

v

speak,
14 ‘ .
wiich corresponds to.the mature lénguage sysgtem
2
t

nn ways” tna*‘Cdn oc eXpIICIt]/ charactervzed
. . )

. Browﬁ, l§73; Nelson,

73’),
of adult na}ive;speaker,
b . 4 .o

Order of déquisitioh'of word meyliugs Snd grurhaticat structures is bétter

. .
v . .

explalned in terms of sengntle conwint than frequenCy of . usdge or instruc-

. - . ¢
’ . . - < ’

tion (Clark lSZ}{ Slbbin; 106 ) Alrnough xead?wg and ldnguage acqu;svtvonh

P - ' i " Nt

some - of fhg Pactofs shown to be nmportant in,

are QUlte d;fferent tasks

-
» b r
v e . . .\. i ; ,

" ,Tbe predominant use of ,

’

speech development mJgnt be occurrang Jn read1ng

., - ? ‘g n ‘ >

deliberate repetutlon, external centrol of prlnted words, and correction of
phOnem|c and syntactac error”desérvevto fe recons;&ered Whaf'do children
learn wi thout - expllzlglreao;nq Jnstructuen? What roles does a kk|lls hier-
arehy approach play in the chald s\acquvsntlon of wrn%ten lang:ege ‘principles?
These areas have not beeo suf f ac.en{l; explored to date

. . . . A ’ ‘
. Tbe Fvnal pount Jelates fo 1n|xna1 istruct ion andfenrériog differences

P .
. . - \ . a - .

[

among ‘the chaldren. hy stugy by Reac (IQ71),shggesté’that.bright four-year-

o . o L4 -
b ’

. v, -
olds have an‘appreciable |nfuiﬁrve sense“oﬁ.fetter~sound correspondences.

oo ~ "
N .

. Similarly, an unpublished study by Mason shots that fohr-year-old-children
N ’ )3 - R ‘ v

s, N -~ . ,

of middle-class parents can recibe:the aiphaoetf name, and print letters,

.
A . 4 A e v -

and read thebr_bwnjnamel thaffEC;sigﬁs;Eﬁood‘labelsl and store ‘signs. They

1 . = L]
bronouncé very few words out of context~but can be taught do'do SO, paryscu-

'
¢ v

larly i the pruntéd words are taught by snght tn conjunctnon w1th mea/)ng—

’
’

telated pictures. However, Rozin, Poritsky, & Sotsky (1971) found that clder

*~

. ) N ? ’.
.inner city "children seemed abie to learn only by a sight method. The point
. 1 . 2

.
' 19 . -
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to be made here is that the envifonmentyhas an appreciable influence on the

.

chi)d's knowledgé .of letters and words. What is an appropriate éta?tlng.

2

point of a skills hierarchy is,a qde§tion°worth asking. Further, do the'
substantial differences in pregération %uggesg radicallTy different initial’
g ~ . - . .

o N - .
school instructions for diffﬁ}ent children? That is, beyond a documentation

L]

-

. . Lo
of a skills hierarchy lies the problem of defining the initial skills that
- . -~

-
-

may be .prerequisite to reading. c ' '

. . 1/4 .". B !

Cogniéive Learning Theory and Skills Hierarchies ’ . A ‘ )

-
Although there have been twb pgrspective shifts in reading instruction

since Thorndike, major aspects of his learning model have never been
o . .
abandoned, in particular, the notion of'learning by associat¥on. For exampléz

it is still true that children practice ora! responses to lists of printed
/ , . .
words. They memorize rules for pronouncing words and their instruction is

organized into, repetitive cycles. Yet, cognitive' psychplogists no longe¥,
. ~ N ’ ] T i
rely on association theories and stimulus-response models. This point is sug-

4
-

gested by Anderson and Bower (1973) and pointedly discussed by Jenkins (1974).

To date, the change in orientation has not had an impacq in.any substantial
- ¢ . 4

\ .
' way on reading instruction. That it will can be assumed. Thft it has not

means that this section of the paper will explore poEential applications of a

t [
cognitive learning model on reading instruction. This model replaces the
- T, - ’

notion of associative linking with a view Syét the learner's framework better

- ‘,’
b, -

determines what i§ remembered.

v

‘ Assocjationists rely on the notions of links between what is known and

what is to be learned. Mental structurestare thought of in terms of chains

\

20

»



-

-~

C iﬁggw. James, J.‘Dewey, L. Wittgenste}n, and J. Ausfin}; What memory is

™

~ &ned by repetition, response-shaping, cue-fading, and reinforcement of

and that the inner working of the mind cannot be left in the black box of

_3ion which must be influenced by the reader's framework cannot be defined in

“terms of ordered skills; (Z)QQrograTs which emphasize background informa-

. ' /
) o . ’ & . S
B ) i "Skill Hierarchy Approaches
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¥ - l.)i 3

v, 4 -’
desired responses. Contextualists (the t&rm coined by Jenkins to desckibe

[} l . -

of learned, ri%ateg ideas. These chains are weakened by disuse aﬁd stréngth-“ :
'\

the curremt view to be described here) have drawn from phildgdphers includ-
depends on the task, one's past knowledge and experience, and the‘scﬁematic ™

s A}
representatidon of that knowledge. In some contexts and with somé tasks, . .

4
¢

¢

“longer be considered sufficient 'in dny instructional paradigm. More elu-

I

sive characteristics must be considered: what the learner undewse®dhds about

then, associdtionist procedures will still be effective but these can no I
¢ - ’ . . . . . . l
the nature of the task as well as his organization of knowledge pertaining

to the task, the worganization of the material to be learned, and the kinds of

strategies the learner brings to bear on carrying out the task. It s ap-
i

parent that memory'cannot be thought of as a set of boxes in a flow diagram

.

unobservable, and therefore uninteresting,'behaviors. The implications of
this analysis for the study of developmental problems has been described by

Brown (1975). Some instructional implications ere that (1) text comprehen-

tion and focus the reader on key elements of a story better match a contex-

tualist view; and (3) it is®not word familiarity as such which improves com-

prehensibility but familiarity of the concepts as a whole which are portray-

ed in text materials. Thus, most reading programs do not"coqtain'a hierarchy

»

v
I

-
. -

o
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of comprehension skills; ‘their appropriateness may be better assessed'by
analyzing. the relatedness of concepts and degree of interest to the reader.

Experimental evidence of tontextualism. A review by Chi (1976) pro-

vides an enlightening introduction to the chanée in outlook being explored

4
s

. <
by. psychologists.  She demonstrates that apparent capacity differences of
M
adults and children in short term memory can be attributed to differences
- ‘J . - . . .
in' processing. In particular, adults use memory-assisting (mnemonic) strat-

egies of rehearsal, naming, grouping, and retoding which are less frequently

engaged in by children. |In addition, ‘the complexity of a knowledge base

~

(or contents of long term memory) affects the abil'ity to chunk (to group or

categorize) information, the size of a chunk, and the accesslbility éf.i

~ e s

chunk (such as the length of time taken to recognize or retrieveéra chunk).

-

The review supports the notion thet what égbjects know, how knowledge is
.organized, and what prqcessing strategies they Lse account for data which
. had been interpretad previously by mechanistic capacity limitations.
Studies by Craik (Craik & Lockhart, 1972; Moscovitch & Craik, 1976)
and Jenkins (Hyde & Jenkins, 1969; Johnston & Jenkins, 1371}, demonstrate
the power of the task on memory. Espousing a*potion of depth of processing,

memory can be influenced by the level at which a task engages a subject. A

semantic encoding task, which can be mafjaaglated by asking subjects to
- .ﬂ .
place stimuli into meaning-related categories, encourages deep level pro-

-

cessing and generates better memory for, the material than does a shallow,

7/
{

phonological encoding task (e.g., rhyming) or a visual encoding task (e.g.,

noting ‘the presence or abstnce of letter Iinformation). Actually, with young

3 -

-

-
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children, tasks which force semantic processing result in mo}e recallﬂ

than do specific instructions to meﬁorize (Hurphx and ﬁrown, 19%5). .
How xhe materfal is structured plays a roI; also in m;mory( This was

illustrated by B}ansford and Franks (1971). éﬂbiects were asked to listen -

to and hoid In memory.a set of 24 sentencés. The sentences, in a mixed order,
. ) . » \
desqfibed eTements of four unrclated-scenes. . Following this, subjects

judged whether they had heard a senféﬁce before and how sure they were. .

)

Results were similar to clustering experiments ‘in free recall studlies that

used randomly-ordered but concepfually relatqg words. Subject’s grduped to-

gether sentences which referenced an event, here by judging as 'old' senten-

N »

ces that were never seen before but which expressed two or more elements of

&

a scene. They accurately judged as ''new,'' sentences:tHat, confused elements ° N
Judg ]

of the scenes. These phenomena are very general and have been obtained in a .
¢ A

varlety of §ituati6ns with children as young as preschool age (Brown, 1976;

Paris & Carter, 1973).

[+]

‘Investigations ‘related to comprehension skiils. Text level analyses in-'

dicate effects on text“recall or on text verification of concepgual organi~

zation of text (Bowér, Clark, Lesgold, & Winzeni, 1969) , categorical\{gte- g

gration (Bransford & Franks, 1971), spatial integratton (Bransford, Barclay,
/ L]

& Franks, 1972), text structure (Frederfksen, 1973), verb-based conceptual

f . .
inference (Schank, 1972), the number of propositions .in sentences (Kintsch,

1974), repetition of propositionaf arguments (Manelis & Yekovich, 1976),

'fnstantlated sentence cues (Anderson & Ortony, 1975; Anderson, Plbhert, Goetz,

Séhgllert, Stdvens, & Trollip, 1976), Iidentification of narrative elements of

'SP : -
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plot quénization.(Thorndyke, 1975), and generation of plausible inferences

(Thorndyke, 1976). Ail but £t last four mentioned studies dealt with text
. Yo ’ . . . ) :
organization. The Anderson et al. and Thorndyke studies measured the subjects’
inferential activity. '

- 1

v + The studies of inferential activity need to be des¢ribed in somewhat

>~
»

’gFE%Qer detail  to be understood. Anderson and drtoqy (1975) showed that word

A cues which are good -instaritiations of sentences facilitate sentence retriev-

hl_(e.g., odds can instantiate‘ppins.can‘be flipped but not Pancakes can be

3

flipoed-or Coins are difficult, to forge). Anderson et al. (1976) determined

. $ - - .
“n that~p§rticular terms are better retrieval cues for the sentences than are
y the general noun cues which appear in the sentende so long as the sentqnce .
/ ' ‘72. [
implie$ the particular term (e.g., shark is a better cue than fish in Jhe
-~ 5 - (4
S . . .
. fish attacked the swimmer but not The fish avoided the swimmer). Thorndyke
. . ’ o .
{(1976) showed that verification of sentences in a text can‘bgﬁmanlpulated by A
L fad

, the presence or absence of sentences which disambiguate earlier constructe

»

plaﬁsible'infefences. .For exaﬁp>7ﬁ sentence (1) suggests inferences (2), (3

-
.

L d

and (4): g
& . :

(1) The hamburger chain owner was afraid his love for french fries

would ruin his marriage.

4 >

(2) The hamburger chain owner got his-french fries for free. ,
. , , .
"~ (3) The hamburger chaln owner's wife'didn't like french frﬁei. v
* (4) The hamburger chain owner was very fat. T .

(5) The hamburger chain owner decided to join Weight-Watchers in order
to save his marriage. ’ \

“If sentence (5) occurs later in the text, the reader would make_ an inference
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chain back to (1), reinforce the probably validity of (4), reduce (3)<and
+ leave (2) uqchanged'ip‘p1ausibilit9. Thorndyke—shéwed this to oceur by in-
cluding sentence (5) types tn texts for some subjects but not for others.

’ These studies have shown that ''what Is stored'in memory, then, is a

4 -
-

structure encoding the situation described by a,sé;les of related proposi- .

“tions and their requisite inferénces. Within such an organizing frame the N
3 . . .

inferences become indiétinguishg%le from explicitly stated information
. £
fThorndyke, 1976, p. b4hk). ‘They clearly demonstrate the importance of the

il

reader's framework in analyzing or predicting his/her comprehension levels.

/ . I S

Developmental aspects and skills hierarchy approaches. As the fore- .

golng'discussion illustrates, thé view of memory curréntly popular differs
Lo ) .
considerably from that of the associationjsts. Concurrent with this change '

:  in theoretical perspective has been an increase in the amount of research

AY

" addressed to higher-levelsskills and the comprehension process ltself.
Similar trends are apparent in the developmentad litgrature, and an inspec-

f ’ .
tion of these trends leads to some clear parallels with the discussion of

comprehensicn skills hierarchy approaches.

The most interesting point is a simﬁie one. While the work of.cogni-

tive- developmentalists has proceeded independently of refinements in the area

of currigylum design, both groups have tended to emphasize the same set

"of skills. That i%, whether the aim has been to build a model of the com-

¥

prehension .process or to develop a'curriculum, the same activities*have T .
been highlighted. To illustrate, a list of eight‘Fomprehension skills which

are common to a number of curricula is presented in apother section. .

-

.

2

5}
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Of these, six are most strongiy represented in the actual instructionai

N o s

materials: responding to questions about detajls identifying the-main '
o I .
idea; regé%erating sequences of item# or ideas; drawing conciusions; re-

R o s

sponding to words in context; and forming inferences. Developmgntal psychoi-

[}
-

. . . )
ogists interested in comprehension have recently begun investigating .

/ children's ability to abstract the main idea of a story (e.g. Brown &

Smiley, 1977) and to Yegenerate it in proper sequence (Brown, 1976a; Steln
. A
£ Glenn ‘1975) ln’addition, there has been'considerabie interest in the

& .

"abiiity of children to ''go beyond the information given'" and in th role
£
this ability plays in comprehension and subsequent recall of discourse

materials, Several types of-inferences have been investigated, ranging from.

drawiné'necessary concius;ons_foiiowing logically from preﬁise information
(Brown, 1976b Paris & Carter, 1973) to making probabilistic inferences,

about the consequences of certain action sequences (Parls Lindauer & Cox,

-

in press). Flnaiiyb there has been work addressed to the role of cbntext
_in affecting the interpretations of words and/or senfentes.

) * ’ i ' . .
In our view, these correspondences between theoTists and practitioners
. . N . -~ .
suggest that the skills are,'in fact reasonable ones on which to corcen-

trate. However, these studies have less to say about skill hierarchies. 0On
as R R

-

-
Il

{ - , . .
first glance, the deyelopmental studies seem to provide at least a number of

suggestions. Some of the skills develop gradually, such as abstracting

,'Q . " - - P
the main idea; whereas others,, like the tendency to integrate information
2

from separate statements into a single holistic representatjon, appear to
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be present very early. |If various skills appeared spontaneously at dlf*‘

’ -

" ferent points In development, some iﬁplicatiods regarding the dlstlnctive*@h
- ~ '

. B 3 N ¢ * o
ness of thg ‘differgnt skills might follow, and some inferences about

-

hierarchies might be drewp. However, It'Is not obvious that a clear dev;

-
« . . .

elopmental brogresslon could ever be documented. The problem is that the
L

likelihood that chlLdren will demcnstrate "mastery' of any partlcular skild

;pepends upoq the general cq"lex$%y of the task environment. For example,

children unable to Identify the maLn.ideas of a stcry using the Brown and

Smiley procedure of crosslng but unessentlial sentences, thus leaving the

RER A s
main ideas as the remaining sentences, can perform adequately with picto~
rial representations of simple storlies and scenes. ' e

. ) “.' 3

Since such Age x Task_ intefaction effects can be obtained with any

4
-

skill (witness the large number of studies lowering the minimal age at

w

which certain Plagetian tdasks can be solved), it becomesedifficult to des- .

crlge a clea[’developmental‘progression. 'lf, with a given set of mate-

rials and tasks, skill A Is presént but B.is absent for some age group, it~

v »

-may be that the task demands surroundlng assessment of A are “slmpler”

'l ctlon (or practice) on ,a skil

than those of B. Unldss the curcumstan&gs can be equat%ﬁ for dlff%culty, ' " ’
- . I

FS

no clear conclusion can be drawn. ThIS nn turn would requnre a ”difficulty”

metrlc~applicable across a wide varlety of clrcuMstances.

In Qge way, this feature may be represented In.the skllls hlerarchles

curricula, ‘One property of a. hlerjgchy should be the termlnatlon of

after It !s presumeg to be mastéred. ' %
&

‘In’ fact, the instructlonah materiég? contlinue representtng all skills for
% .

“ -

L 4

LN

.r,
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. the duration of the program. What happens Is that the skills {e.g., .
- 0 . \
* Identifying the main Idea), are practiced in successlively more difficult

* -
»

situations. Essentially, the skill is not consjdered to be present or
- absent, but rather the sophistication and flexibility with which the skill

i§ applied are presumed.tq be developing over a long period of time.
J <

Reiterating, there appears to be some genuine agreement among cog-
. ’ L .
nitive developmentallists and curriculum designers concerning skills in-

-

volved in comprehension. |If we were to outline any suggestions cogﬁ%:lve
“researchers would make to currLFulum designers, it would be in the arkas

of cqurehension monitoring and reacting to comprehension failures. There
o r Y . .
are data available inditatfng that children do not necessarily monitor

»

their ability to undgrstand discourse (see Brown, 1975, for a review; :

Markman, 1977); they assume they understand when in fact they do not (or

»
Y

' ’ v * o. ’ "2
cannot). Such moritoring appears to be an -importagt comprehens-ion-related
s¥ilf and one which. could be émphasized i%>instruction. A relatéd set

. ¢ e l L N
<~ of skills would then be those engaged whep a comprehens.ion fal'lure has
v : -
been detected.’ ' .

)
L]

Word Perception Studies and Skills Hierarchies

Word percépflon studies have represented a classic way of simplify-

; ,Tng one ,aspect of the reading act in order to investigate the.process.
4/*" . . .

{ » . . .
- ‘dattell (1885) ¢ by showing that words could be recognized as rapidly as

single lette}s, EgnEludgd that'meaningfuﬁness‘plays a crucial r%le In _'
reading. Since then, this effect and the advantage of high frequency

-
¢ .
o - -~
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& Thurston, 1973), phonemic recoding (Rubenstein, Lewis & Rubenstein, 1971),
a lexical search (Forster & Chambers, 1973) or phonemic reco@ing aﬁﬁ a

lexical search (Meyer, Schvanevéldt & Ruddy, 1974). One study compare&
word frequency effects between adults an; fif;h g;adErs (Mq;Qn, 1976f:

» . The facilitative eﬁfects ofvhigh frequency words was attributed to their

greater ac;essibility in a Iex}cal search operation. ‘Sihilar processing

4

by both groups was found, thoﬁgh there was more apparent phonémic receding

-

. by children.

t v ~

In general, word recognition studies have shown that common words
4 I “ . . ~
(high frequency) are.recognized more readily than are other words. The
reason is still disputed although the more recent studies have .interpre-
ted the results to indicate that tven in word-nonword judgment tasks,
t

’ subjects search lexical memory for a match, Common' words, being more

.

-

. . accessible, are processed in less time. The extension of this research
. _ . \ ' : L
to children- suggests that processing is no different for unskilled readers

3

and -that, in terms of instruction, extensive reading practice should
L]

. facilitate reading speed.
g

Word recognition studies on children indfcate that an instructional ,

solution is more complex. Generalization of letter-sound patterns play a

[ 4
&= g s
r 4
’ 'g . ‘ >
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word® over low frequency words (or ﬁ?rﬁﬁ over nonwords) has been attrib-

® *  uted to*orthographic familiarLf?JTE}bson, Shurcliff & Yonas, 1970; Baron ~

role in word recognition. Rgsinski and Wheeler (1972), Golinkoff (1974),

and Lucas (1973) found age—relatgd,differences in élementary school children's .

< abilify tg generalize orthographic and phonological information. . By
a' t N

Jate first or early second e, appropriate general i;a’ns of consonant

L e 24 - :

. L@
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v

and shgrg'voyél sounds had occurfed. Errors in pronuﬁciation of isolated
words have been, investigated to identify the kind of word that the child

.
2

mispronounces, the type of error made, and the Eelgtiop between pronuncia-

tion error and standardized test scores. Lucas . (1973) found that, for one

g

“syllable words, ‘uncommon words, and words containing two vowels and vowels

2.

H 2 ’ . .
with an irregular soupd were the more difficult to pronounce (e.qg., Efgnt
as a high frequency w?rd containing one vowel with a regufar, short vowel

. * i . . .
sound was- pronoGnced torrectly more often than were words like volt, caidn,
5 - E— . .

ation abiltity was correlated more highly with reading in
'Y
gﬁaﬁg two than in grade five (+.67 with grade two reading achievement, + W43

or bread). Pronun

£l

wi th graSe five vocabulary and + .18 with grade five paragraph meaning) .

Sﬁankwejler,énd Libe(man (1972) found that the correlation between word

.
P , i . N

. ‘-
pronunciation performance and paragraph fldency varied from .53 to .77.

% Pronunciation errors of words in context have-shown that predic- ’

. -

tion also plays a role in word recognition. Goodman (19f5, 197€) dem-

’ %
-

onstrates t?at a substantial number of apparent mistakes "point to 3

selective, tentativq, anticipatory process'' of reading (p. 501), that

; ' . .
readers are using grammatical and syntactic information as well as
x ) .
graphic inforflation to reach oral pronunciation decisions. Weber anal-

-~

‘

yzed fJrst grade gral reading errors finding that about 90% of all

) i ) - * - 3 ., ~ » ‘
errors perc word substitutions (as comparedtWIth omvssno‘l'rjg.,y Tnsertions,
: s d . T,

P
e . ' EE

-
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and scrambled order). Biemillar'sgydied first graders' efrorsﬁpve( the

.

span of that year of schooling. He detected a change in the nature of’

errors, particularly an increase i« the number of errors that were both

N ~ e

~ Skill*Hierarchy-Agproaches

a

grammatically and graphically constrained. He aLSO observed that children

[ - ; R
who earller in the year avoided guessing were the better readers jn. June.

N

. . 1;
+ Goodman (1976) arguqs{that~grammatical error constraint refutes
[

the notion that reading '"involves exact, detailed, sequentialipérceptlon ~

«

and identification of letters, words, elling patterns, and large langu-
“ , el .

age units! (p.497). He says that ''Reading is a selective process. Tt

.y -

Y N . . . . . g e
involves partial use of available minimal language cues Selected from per-
. - s

ceptual ,input on the basis of the reader's expectation. As this bértial

Information fis prqeéésed, tentative decisions are made to be conflirmed,

. . . \
rejected, or refined as reading progresses.”” (p.498). -
' « - N *
In this author's opinion, Goodman's argument for a notion of selec—

tivity is reasonable so lond as the reader already has a notion about the

graphophonological structure of the language. That Is, the disagreement

strrounds sequencing instruction to foster a selective reading strategy,

An aﬁalogy may clarify the point. Qpildren are not taught tb play the

plano by handing them a recording of-a-ﬁianq sonata. Instead, they are

S

laboriously. taught to relate the.notes on the score to the keyboard.
~ . N .

Later as they become more skilled in reading the score, fhey will look -

1 +

“less frequently at iIndividual notes and, in chunking notes into chords

$

\\f: phrases, fedd and play the music faster, and with more meaning. In

that later p}ocesé, plausible substitutions are not uncommon. The point

r'g
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v

to be made here is that teaqhi%g e child to "break the code' is common

9 P .
practice and need not lead to unnatural note-by-note (or letter-by-letter)

reading. [f the instruction moves=the chijd beyond the small unit to the

7 * . Y -
larger, more meaningful units, a reader will, by,this process, use strat-
egles of selectivity and churking. - . B . i ~

.
. - 9

) . R N 4 . . N
Experimental evidence also casts doubt on Goodman's thesis: there

* "

4

. . o, - .
are high correlations at:the lower grade levels between readieg ability and’

v ‘\ . Co v . ? .. _". )
pronunciation errors (see'note, Shankweiler 8‘Liberman,«197Z: 9!398);
. Moy O

0 '

Biemiller found an early use of graphically constrained erﬂbrgﬁﬁagked the
‘igbetter.readérs; and Mason (1976).shoﬁed that an effective way to differ-

entigte good and poor readers was by determining whether, in mispronounc-
. ,./‘ v . .

. Y . '
ing a3 word, a child followed vowel-sound pattern regularity. In an impor-

tant sg&se,lléarning to decode appeérs‘to be a phonological gues;ing game .
' lnstnuc{iogﬁwﬁcg %akgs the gbd?QJbgiC;I structure more apparent to the
ehilJ??s }Ikély“to-haVe'a/fac}l{tativeceffect‘pn }gading: In terms of a
skills hiéfgrchy, the ohesi;_here is thatrthe phonological structure

4

should be made 7vailable at some early point of reading instruction.

Correlational evidence. suggests jthat an emphasis on decoding should pre-
cede -an emphasis on/;omprehension. Further,’vowel-sound principles are

the, more difficult and for this reason may be better placed after conson-

-

ant-sbunds In an instructional. sequence.

English hs a language where graphophonological structure is not

readily apparent to the child but, when understood, tan be relied on in 'de-
coding. A crucial function of readipg instruction ﬁk to make that struc-

ture available as rapidly as possible so that the reader can focus on

comprehension.

.
- L !
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“ - ©

The adult wotgh recognition studies show that/reading practice itself '
v & 4 ' " ’
fosters rapid identification. Word recognition errors of isolated

words indicate the need for the child to acquire knobledge about the

- . .

regu]ariiy of ‘letter-sound correspondénces. éiﬁally, an analysis of

word errors in context reveals the child's reliance on text in ident-
P L ' ‘ L
ifying words. it would seem that all of these means to word recognition
should be employed in reading instruction. Whether one or another should

be emphasized in initial reading instruction is a skills hierarchy

dhestfon, but one which has not beén addressed as yet by researchers.

M
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Skill Hierafchies and Decodlné

Jean H. Osborn o T 5
. ) : ; ' ! .
_ The Programs Selected T ’
Z ) . )
in this seqtién we comparc the type,. seguencing of and recommended

teaching procedures for some beginning reading skills in four published

reading prog;ams; Lippincott Basic Reading, Ginn 360, Distar? and the

£

rWisconsIn Des[gn.,'thése programs were seiected ig/representativé because

they specify a relatlvely clear set of reading skllls and include a strong
Ay
phéﬁﬁtuc component in their beginning |nstruct|onal organization.

gt
' Vm discussing the four programs, we first give an overview of each
-

of the programs which includes a description of the materials, the kI?ds
of students‘for whom it is intendeJ (and the provisions it makes for

varying fnstrucfion for slower -and faster moving stuéehgs), the.aathors
description of the theoretical basis for the’read}ng program they have .

developed (or their definition of rea&ing), and some particylarly salient
14
. ) .
features of the instructional or organizational structure of the program.

«

We then compare- the recommended instructiond] settings, the role of, the
teacher across these programs, and the way selected elements are present-

ed and taught in the different programs; this discussion also concerns

»
) . v .

itself with when a given element is taught, and in some instances if

It Is taught.

¥

Overblew of the programs. The first edition of Lippincott Basic

Readlng was'publishea in 1963, the first edition of Ginn 360 in 1969.

oo ) Ce )

Each is a well known reading series and has been in usé with many children

¥ 7

- ~
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v .

in many ciassrooms. Distar was first published in 1969 and has been
¢ ' N . ) . ’
known as a program created especially for difficult to teath or "high*®

risk'.children. Wisconsin Design, published in 1970, is a skili teaching
t L‘

« @

and manadement Sygtem created to provide 8 framework to accompany any

published program a schooi Is using.
¥

} "Lippincott Basic Reading (1975, 1964). Gienn McCracken and

9haries Walcutt gre the senior authors for the primary ieveis of the

v

Lippincott series. The series, which inciudes teacher's editions (con-

taining instructions to the teacher about how toQteach the lesgons),

- N '\
student readers, workbooks, suppiementary ditto masters, and text fiims,. *~

is designed to be used in grades one through three, wi'th children of

varying abilities. -

In the introduction the authors say adequate material is contaiped
’ . . - E“\

kY Sy

in the first grade programzto keép bright pupils weil occupied. They

advise .that the siower learning pupiis need not master ali of the words
5 - .

in the.word lists because not al! of the words are necéssary for successful
reading of the accompanying stories. T e

McCracken and MaLcutf propoéa three meanings of reading. They stress -
that the meanipgs do not exciude one another buc must be seen as coexist-
A g - .
ing. Reading-1 is decodlmg printed visual symbois Into the spoken sounds

théy.represent, reading-2 is understanding ianguage both spoken and writ-

ten, reading-3 is understanding the art and inteliect of the language that

' .

is accessible oniy through the printed page.

-

>

3

[}
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They believe a. reading program“should begin byt teaching reading-1,

and that a program which does not teach decoding skills but teaches by
sight words, will not give the child sufficient skills to enter reading-3.

They also believe that the faster the ski&ls of reading-1 are taught, the
¢ . C

more quickly the.«hild will be able to 5ead all of the spoken language

he uses (reading-2), and be ready to enter read|ng 3, which “becomes the
- * -
. prime source of growth In vocabulary,‘ln language, and in Intellect."

In the beginning reading program, children aré_taught to, hear, ‘see,

3
{&

say,-and write the graphemlc -elements as they learn to read. " This ap--

proach to the teaching of these beginning reading skll}s encourages the

0oL ® M
<learning of words as meaningful units, while leading children to recog-

nize that sounds. they afready know are’ represented by the letters in the
' : . ’ - : .,

words being read. The éounds represented by‘letters are taught as Ehey

O sou‘nd l*wn words. This procedure permits the development' of an asso-

ciatlgn between the sounds end'the symbols whicK represent those sounds,
~ All of the major consonant and vowél sounds are presented in the first

year of Instructﬁon, and- as these sound-symbol correspondences are pre-

sented, the students read words confaininé them. With the exception of
3a few:'specia)" words, the students read only words for which they have
,been tauéht the component sound-symbol correspondences.

.

By the end of the first year ef instruction, the children have been-

. } . .
exposed to over 2,000 regularly (according to the phonetic elements they

TR

are being taughb) spelled words. Spelling and creative writing skilhs,

are also taught as a part of the daily lessons.

-
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' )
Suggestions for the teaching of language concepts are also dncor-
. . . .
porated in the iesson pians. Exampies: how to teach qu'vocabuiary,

. - f
how to encolirage oral expression, how to teach the words essential to

-

1 . /
. foFMopwing written and oral instructions, and how to interpret pictures.

Y

The first haif of the seéond and third grade materiais provides for

‘a review of the phoneme-grapheme associations taught in the first grade.

The stories and poems in the second and third grade books” present a wide

’ .

. variety of story content and writing styles.

Ginn 360 Reading (1973, 1969). Theodore Ciymer is the major

. , .
jf author of Ginn 360, and Roger W. Shuy and E. Pauil Torrance are”the pro-

. . )
gram’s linguistTcs and creativity consultigss. The program inciudes

. . t
materials for grades one through six, along with a varjety of materiais
which can be used with the series: a teacher's edition for each level
whichvﬁrovides teaching suggestions for each iesson, student readers and

workbooks, skilis handbooks, self-heip activities (either in paper pads

or dupiicating masters)z achievement té&sts, and picture, ietter, and

T

L ]
word card sets. : . ' , . s

The pro§ram, intended for use with all elementary schgol students,
. h5§/a special section in each of its iesson pians cailled, "Adjusting to

Individial Needs,'" in which qptjonal activities are given for siower

students. . AN -

.

5 .

~+n an introductory chapter Clyher proposes a four-fdid definition

of reading: (1) decoding, (2),understanding the author's message®
(3) critical evaluation of that message, and (4) corporating the author's

Y
:
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ideas into one's thinking and actions. He advocates the use of instruc-

tional matérials wbiéﬁ are broad In scope, and which provide for system-

atic and sequentlal oeve]opment of these four aspects of read!ng, he cla!ms the,

.

+ “

Ginn program has been designed to meet these criteria.
The~program is ormanized around ten skill strands that are deQelopedf

v

as the students progress through the program levels. These are: decoding,
vocabularx: comprehension, creativity development, literary uﬁderstand!ng
and appreciation, ianguage, s%udy skills, sensitivity to socia{—moral
values, and acquisitisn of knoﬁﬂedge and information. Also included as
part of ghe‘program objectives are the development o% a sound value sistem,

an appreciation of good literature, and an understanding of the plural-

istlc ndture of Amerdican society.

tre beginning instructional strategy combines both a sight word and _ °

a decodfng approach. The studdnts are taught‘Basic words which are
. taught as Siéht,wOFdSa. These are described as words that hdve high

ﬁtility but which the children have not as yet been taught the skillts-

to decode. The basic words that are introduced a;z ;epeated frequently

’ a in, tHe stories the students read. The students are also’taught phonetic

1}

L 4
and structuri analysis skills that they apply to words categorized as

decoding words. ~ A third category Is enrichment words which %ontaln |

words that are” necessary for a certain‘StOFy, but of "low utility" for

the rest of the program. These are qlso.tauéht as sight words. "The .

-

.complete set of phonetic and stnuctural skills that dre taught requires

A

: three‘gréﬂe levels to teach, .implying that during the first three years

o 38 -
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of the program many of the words the children are taught are basic or .

. ) ’
. enrichment words rather than decodable words. Spelling and writing tasks -

. are also combined with the  reading activities. One of the techniques t7at

v

/ ".is stressed. is called the T?ef of diVersityJ;fwhicﬁ is defined as "afggdi- :
‘ . , : ' hE *
ness to seek a solution by diverse routes: when blocked by not obtaining
- -~ . 48"

a- solution of a decoding problem, then try a differentftack." (p. 25)
. ) ,
At the end of the first year-program the students have read 331 words, Wf
" »

225 basi&, 62 enrichment and 44 decoding. DR . e

i 'the qeal of the language activities, which.are'a part of many of the
'lessons; is the understaﬁding of language and the application of this i:' .
. \unJerstanding in reading, writing, listening,’ and speaking. . ‘

+ ‘ « »

As the children progress through the program they read a variety of

stories which include, not only those stories of "adventure, fun, and °

sigpificant facts' written for the program, but also, a b;oed range of"

legends, fglktales, and stories from tradi%ional «children's literature.

- A .
Distar Reading. Siegfried Engelmann”'Elaine C. Bruner, and

Susan Stearns are the authors of the Dustar’Readung_program whlch has

L4

three levels and is typically used in the flrst, second, and third grades .
M (The authors, however, strongly recommend beginning Level 1 in kind&rgar-
ten.classrgoms.) The program materials consist of teacher presentation
books, student workbooks, and reader's and teecher's éuides. There are
spelllng programs for Levels 1 and || and a test booklet for Level 1. . |
The teacher presentatuon books: speC|fy each part_of each lesson and tell

. S e L :

the teacher how, in"the form of a.written script, to present the lesson. l
. ' ] o
|
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" Although the proéram was flrst directed toward studfhts who might \

have trouble learn!ng to read, in the I97h edition the authors state that
y )
the program is appropriate for any chrld--regardless of age--who has not

mastered basic decodlng and eomprehen§|on skills. lncluded in théi editlopk .
are a placement test and a set of 'mastery tests, the results of which ‘ e !

proVide the baslis for the teacher's decision to either sknp lessons, pro-

, ; \
gress at the one-lesson-a-day rate, or repeat }essons. As a ‘result of . \
4 . r
. » -
these’ procedures, higher performing children can complete the program at a .

. ‘gore rapid rate than lower performing children-,-ln,add'tionr there is a’
‘Fast Cycle' “book containing 70 lessons that is a part of the Level i1

program. The 'Fast Cycle'" is designed to review all of the Level 1 skills
- . , . F

* for those-children entering Level 11 who need all or part of such a review, 4”
' - . ) : . = i
and also to be used as a complete beginning reading program for very able . ’
- ' . LA Y . - -
children. - ' .
‘. . |/~’ -
. =

.The authors of the program believe that reading instruction is not an .
& ' 4 A . )

.

end in itself but should be"considergd a'process-of achieving an end. They ¥

\ -
believe that ''readers' are-children who have qasiered basnc’de€§2tng‘and

3

v

comprehenslon skills, and furthermore, know how--when readlng in the content

- <
, . areas--to learn,, to find, and to concentrate on key parts of a wr1tben
; . . .
. account. Such childrenagte ”read%rs“ in that they 3now how to.read to ¥

‘o, . ,
learn new information: Decoding skllls are taught in the flrst level (although -
3 ) s

coﬁprehension skills are also included), comprehe!sion skills (as well as more

.

advanced decoding skills) in the secqnd level. The third level, which i% - T,

| | 0 T
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" titled, "Reading to-lLearn," has as_its basic goal teaching children to
find and:learn critical information in its science, History, and social
* ) » “ ' '
science sglections. & A ‘
; . T . ) ‘ . _ -

In the Introduction to, the Level 1 teacher's guide, the authors say%

8

v

v
b

- NThe Eﬁept undg,;'!\)ing Distar Reading 1 is tha\t virtually all childran
. X S —_— B ‘

. canded ..i'f we teach them c/a)'efully.’ The program therefore attempts to

¢

provide the kind of careful i_nst;uction that Is-needed to teackbasit )

- L ]

. ) - % . .
skills." (p.l)¥@The Distar teacher présentatiop books consist of skill

teaching activities, called”tasks, that are organized fnto daily lessons.

' v e

The sequence of tasks is“controlled by the script the teacher uses in the

. -

-‘ teéthgr presentat‘lon,book.‘; The intent Is: (1)-to. prgg';r;m a set of skills
that will epabble.chiidren to decode and r‘ee;d words; and (2) ‘te‘prov!déa%
-fp;' t'he'eff!cienl égachlrﬁ_; ‘of thesé\skllrs . . s c .

Be.ginning re‘wr;; I's taught by siimultaneously i.ntrogucing the §tudents

E -

’ ‘ . ot . . ¥ .
. to sound-symbol ¢9rrespon5ences as isolated units-and teahing™tHem the

-~

1

g Blending and rhyming skills necessary: f%‘mbin’ing the correspondences

. * ) st : . . )
. ﬁnto\sp/oi;q and writtén words. Although the pl;ggram construction is
& - .. \ X B f 4 , .

* - - ' .
dependent upon the combining of ptg\ic elements, there has been an attempt |

" 'to i'nclud.e only thgse sk!if@ﬂcb are é;:tualkﬁ/ essential for decodin’§
: ; A P - I3 N .

- . . f . - L]
words, thereby reducing the amount that needs to be taua*gh‘t. Tasks are constructed
“c . p . . Py R . .. ' .
mcja'king_‘provisions so tnat the child¥en w11 master everything that is taught. .

, The-Wwodified alphabet used in alt of the first level is an aid to-thls

kipd. of sim‘p_i'l.ficatlon‘. Jhe aWﬁ‘Tab%t uses only lowenc se letters, and joins
- v . . : < * .
some letters/that are freqdent‘ly@pronot’mced as one sound}(for example sh
- \\ N A , . ,':!

/
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is written as sh. Letters makin§“l§ ng vowel sounds are marked with a macron
" F3 . ”

"(for example, a appears as é). Sllent lette‘s in words are wrltten smaller ‘than

’ s - “ e

the other letters and the chlldren.are taught noeﬁgb |nclude them in the

S

, sounding out process (for example sick is printed SICk. In addition, only
the sounds of Fetters are’ taught, not the letter names. * In the second level

-

o N the speéTal‘crthogrjphic features become regular and capital'letters ¢

i ' - -

are € ght‘as§are Iettér names. . ] : : L,
.After eight sound‘Symbol correspondence% and‘a number: of brending:and .

ghyming skills are tau;ht, fge‘stud egin~%ﬁadin§ wordswcontaining

cthege-correspondencef o A they dearn 2 corﬁéspondences} they lear&‘r ?

to rcad more words. In thc earl/ part of the program each word is sounded

out before being’ spoken as a word. gbout nalf weﬁ,through the program the

. AN

’
children start reading words ”thewfast way and reserve oundlng out fore.
. b

" ’

- 3
unknown words and as a correction procedure to reread words that haVe R ¢
_beeh misreat. C L 3 ; “ A T e Y e -

. 2 . A
About a third of" the way through J;he Levewfprogram students begln B B
“to read word phrases. Jteis at this- ponnt that cemprehensnon aCtliitles
\kbegin. By'tbe end of the LeVejli.program.the students haVe'read hhq. .2“9?"!

ifferent words 4nd are reading theselwords in two page ‘storigs. ‘Writing
. . l!v - . B - N v

s 1

and€§§541|hg'!btrvut|es are, |onuded in the lessons .

(Language competency i5 consndered as an essentkal part of readlng

[N .

+

coqprehension. .Theré are .companion Distar Landuage programs‘Wthh ingluqe'

»

N . Y ) . . . .
* oral instruction in langpade concepts and statgments commonly used
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v~ ! . h * P
///¢ﬁ(cla35rooms and textbooks. These programs also provide for, the teaching
< . - » .
I . t- - v
- . of a large body of common information, .and of the language and processes
oo . - : a0 )
“  used to solve logical problems). I ’ .
4 *t

N '

° . -

o The Level 1 stories and most of the Level 2 stqries are narratives

i ‘ -

of increasing length.” ''Rule'' stories which concentrate on logical and

deductive .reasoning, and inférmational*selections are, introduced in Level 2. 1€'

[

.\ Most of the selectiqns in Level 3 dre in three content areas: science, :

?

. soc ] ] .
. Wisconsin Design for Reading Skill Development (1974, 1973, 1972,

\J . - ) . 1970)' ., - ‘ ) i . F/

- Wayne$0ttb\3nd Eunﬁce Askov are the major authors of the Wisconsin Design.

ial science, and history.

£

The program is to be used as an instructional and management framework to

-~ L3 i .

, accompany an already established reading program in kindergarten through
! > .

a . sixth grade. Thé materials that have been developed inclide lists of

- 3 - . 3 . [] . ) « .
essential skills (grouped into six ereas), criterion-referenced tests,

.. .- profile cards for® the syStematiElgrouping and regrouping of pupils,\i:source

v

files of'pubjished materials, and ‘teaching procedures keyed to specific

/implementation of t%}ee of the skill areas, along with a.book for administra-
- b

-

AN .
tors and supervisors of the prqgram, Ragionéﬁe and Guidelines (Otto &
\ASkOV, 1973)- - ~\ .
" i : ) .
The program is'designed to be used with all elementary stlidents. It's

.
“

~

. / . ’ >
assessment -and evaluation procedures have been developed so that chiidren

.

will be moved out of a skill development group when they demonstrate mastery

. ¢ :
. @of.the skill being taught. The chart in Rationale and Guidelines (p. 15)

»

which matchess skill area levels with grade level¥indicates that slower

ﬁ? . ' PR ¢ 4\’} ' ”. * . . J
O * '/’ .

ERIC - - . : | -

oo Proided o EHC ') P 0]
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chuldren w1 move fess rapudly through the sk|1l lewels In"the overview T~
of the program (p. 1), the authors'have identified four fundamentat pur-

poses for-thé Wisconsin Design:

e

N To identify and describe hehaviorally the s illefwhich appear'

. -
to be essential to competence in reading. ;//;”),f,// ‘
- - - .
2. To assess indiYidual pupil's skill development status. . :

i . 3. To maha&:? instruction of children with different skill develop-
. ment neets.

Y 4, To monitor each pupil's'progress.

-

They.feeljﬁk{ll development is essential to success in reading, that
-~ -
h

PRI i !
[ . .

i R T . |
ave' an organized approach to the teaching of reading, and

-

L
teachers shoul

s

that this approach Should include identification of essential content. S
> 4 @ .
statement of objectives, assessment, iaentiﬁication of appropriate wecching/ -

PRt ,
learning actim&%ies and evaluatlon. They fit‘these elements into t o,

+framework of the W|<con51n Desng;_aqm?add a management systcm which provides

edn
for the systematic monitorﬂpﬁioﬂ nndnvndual spudent progress throuah the
LY ) =
. A * s s . ’
.program Q 3 ‘ e - " %
4 » . 4 . .{.’ )
- \ X
The skill. areas thé%%have ldenttixgd are: wb;ﬁ attack,.COmpr-hpnllﬂn, .
ks N

~study skills, self*d‘rec?eQ‘rghdlnq, |nterpnet|ve reading, ®nd creative

reading. In‘threé of the skill areas (word attack, comprehension, and . .
? L : ¢ :
study skills), spec1flc bﬁhaV|oral objectives have been wrxtrcn for cach .

" skill. Descriptive obJectﬁves have been wrltten for each sknll in the

. ‘ ¥ YO i
“rematining arPes.. The s&éllé contained in each of the six areas aré T
. . - LS
. " ]
arranged so that they correspond to traditional grade devels. The aorbars
Lo - , - ) ’ ' . L4 '
ex%lain that, becausegpf the traditional‘grad%-level basis o~f S50 Maty ‘
. a '

-, SN o

Qo S , \QE; o c
ERIC -~ T SR

-

Aruitoxt provided by Eic:
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schogl s. ihey have arranged the skills by‘grade leveh, but that within a

"t L4
given grade level, the skills are not necessarily to.be considered

- - A

)

hierarchical.

Oral language skills. included in the comprehension skills list for
the first year program are:, identifying a topic from a picture,/ggtermintpg.

.-
the first ?rnlast event in an oral selection, using logical reasoning to

-
. -

predict outcomes with information given orally, and reading for detail

-

- . . . . . .
and deriving meaning from the important details in a simple written-oral

. ¥, . p . . .

selection in the active voice. Other more advanced logical concepts appear ’
) @ ) o : T .

“in the second and third year lists.\ . ) P ‘

£

As ‘the students' advance through the levels of the Wisqgnsfn Design,

"the<type'of reading materials they encounter is dependent upon‘fhe readiné

_ series used in their classrooms .and upon their teacher's use of supplementary
~ . . . .7

o The instructional procedure. The explicit instructional procedures

»
v

* -
. .

readjng materials to meet the requirements of each lewel of the program.

1

presented to' the teache( by the Lippincott; Ginn, Distar, and Wisconsin '
Des¥gn teacher'd guides vary from highly specific to semi-specific, to

eral to none.

The Distar program gives the most detafled instructions of the four *
programs discussed. The instructions include: the number of groups a usual .

classroom should be divided into for instruction (three), the exact time

-

requirements for reading (35-40.minutes a day Yor teacheriinstruction of
< LY

groups, 20-30 minutes a day for children's independent work, 20 minutes a -

¢ .

¢ k] ’ .
day for work check .period, and 10 minutes a day for spelling), the physical

N - . , |
;%etup of .the instructional setting (including where to seat the most’ . ;

- »

difficult to teach children), and optimal sjz?s for, different abiity groups -
o= . -

- 45
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« (the most able'children should be combined into the biggest'group, the lkast

-~

2

abie- into a group of no more than five or\sixY.‘ :

Ay .
A

"The Wisconsin Design recommends a specifio method for identifying'skill

development gr0ups " The procedure involves glving the WTRSD (Wisconsin Tests
' of Reading skill Devel ) ecording the results on profile Cards kept
for gach student.“The WTRSD is used)to find the ability level of the student,

.

the profile card is the WTRSD.. Teachers sort the profile ‘cards

withsorting skewers (the profile cards are coded with open and closed holes
. 4 .
punched around the edges) to find the pupils that haye mastered the grade level R

‘ skills, and the rest of the pupils are sorted again to find specific difficulties.
The child is 3’aced into a specific skill subgroup along with other.cﬁildren

having the same problems. : The teacher.is advised to spend two hours per week
working on the Design's word attack skllls, two hours per week on study
N -

skills, and two hours on conprehen5|on skills.: The Design recommend s that a

student should be moved'out of a group whenever his performance is adequate,

thus |nduvndua||zung the student's progress as much as possible. Three plans
for tlme allot@%pts are suggested: daily, three times a week, and tw/pé/

~week. Each .is*a total of six hours per week. The ‘teacher decides what to

-
1)

,teach when students advance, but the overall instructional setting is not

-

v
’

specified as precisely as in-the Distar programZ)
. ‘ . * .
A ‘The .Lippincott program s designed to work with whole class instruction,

small group instruction, partner, or individualized patterns. The teacher is

advised to'organize the class according to the requirements of local administra- X
- . ) . g A -
tive policies, as well as 6n the basis of his or her evaluation of the abilities

)

i ' L4
and competencies of the stude in the class. One suggestion is that teachers

‘\ ’ ’ . 0' . M
begin the year with whole group instruction, and change to small group;3and

-
individualized i&struction as pypil abilities are{identified.

46
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The Ginn 360'does-not, in Its introductory chapters or In its teacher's

\ ' . g ' - N -
) ‘guldes, make any recommendations for Instructional settings In which to ﬂ\'

‘ f s

teach the reading progren. , '

‘The role of the teachér. Not surprisingly, the role of the teacher

s very specifically described in Distar and more genera}ly described in

S 'ahe Wisconsin Design, Lippincott, and Ginn 3601 a
' . * . . &
) Distar. In the*lntroduction to the Level | program, the authors
S ' _
explaln and justify the kind of program the teacher control ysedxin the *°
i - - '
. Distar program. '
" prog
‘ e A final 8spect of the program control used In Dlstar‘Readlng has
to do with the teacher's behavior. What the teacher does and says . -
. , ‘ . -~ w
ls specifled. The teacher is¢ not glveﬂrgeneral'Instrpftlons; rather,
she Is provided with the exact words that she Is to use when present-
; ing each of the tasks. Her other behavlorg—‘polntlng, signaling the

¢ »

group to respond, and the like-~are specified precisely., The program
Indicates where the children are likely to make mistakes and precisely

what the teacher should do to correct each mistake. N

’
N

The reason for ‘the attention to deté@! in the design of the program .-

is that detalls-make a difference. Well—[ntentlonéd teachers fre-

4

quently confuse children, particylarly lower-performing children, with

explanations that are beyond the children's understanding. Poorly

¥

. ; .
sequenced tas’% may further confuse the children, delay their learning,
: !

and perhapg result in their losing Irterest In reading. ,
’ ER ‘ . M

\

.
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The Distar Readfng i program prevents these b;oblems from de~
N TN - .
developing. If the teacher follows the program carefully, she wiil be

able’to teach children who would be likely to fall if she used less

4

. . -

care, (p.1)

Hany of the responses within a lesson are group responses. All of

5

‘the children answer at,onc One reason fer this strategy is so the
teacher will be able to find out'l{ all the students can respond correctly

- and not be confinsﬁ to an assessment of the group's mastery by the

-

answer of the student who haRpens to speak first. Another reason Is,

with group responses, (as compared to a series of individual responses,)
. , «§ . b %

- all of th& children in the group gét a lot of practlce, and are actively

- , et ’
engaged in the learning Yrocess. Individual turns are used to test

“Individual students at the end of the tasks,/dand also for reading -
\
stories. The word ''signal' in the tasks Indicates when the teacher

is to prompt the grgup's response. - To signal, the teacher elther

’

touches an approériate letter or word in the’teacher presentatlon'book,

[y

or, for oral tasks, claps or motions with her hand.

Correction procedures have been devised for'thps; steps in a
task In which errors are most likely to occur. $ correction procedure

for a glven error appears for only two or three days, after which
the teacher is expected to have mastered the procedure and to use it

whenever needed In subsequent ta§5e.
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5 The teacher's guide emphaslzgs\the lmporténée tosthe teacher of prac- .
. A

-y

tlcing tasks, slignals, and ‘corrections. The autho}s pofn; out that the ,
. . .
succ;ssfﬁl teacher of the program is one who é;n: use clear slgna]s,aeva}-
uate when the chlydren have reached an acceptable crlterizn og-perﬁpémance %
and can then mov; on to the next- task, pace tasISuapproprlatély, reinforce K )

A

5

the children's good performance, .and correct errors skillfully and effigientr

]9. - They feel the ability to correct error$ marks the difference’ﬁetween

I

s a teacher who can teach all of his or her students or only some of them.

Ginn 360. The role of the teacher is broadly conceived in the

-3 .

Ginn prograﬁ. In the Introduction the authors state,

b}

T ' Meeting the tndividual needs of puptls s one of the greatest
. problems of classroom teachers. Reading 360 Is rich Qifh‘suégés- P

teﬁ'qctlvitles, procedures, and techniques for pupils who need ,
- . special belp3 yhenever possible, "children learn to do fgr them--
.sgivész'thusbfreejng the teacher to w?rk with individual p;plls. e :
The teachers' editions, organized for efficlient and effective

teaching; provides numerous,concrete suggestions’for the teaching

t . .
of reading. 'Reading 360 offers the teacher options for achieving

o

I " the g@gls of the program. !Level 2, p. 25)

-

The authors of thekferles have made an eipchlt effort to Introduce

)

. l reseagéh in linguistics, creativity,'qnd reading into the program. Research N

In language and word structure, in cfeative thinking and in strategies ' ’ .

for the rate and method of teachlng decoding skills Ras influenced the

‘ \ & “n

L

construction of the activitledvthat make up the lesson plans. ‘The activitles

-

. {
L 19, N
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in the lesson plans provide the teacher-with specific suggestions as to

4 ”

how to present the skills being taught i? the Tesson. The teacher is not
to use all &f the activities in each lesson, but rather to select those

activities which s/he antitipates are needed b& the children. A section

called YAdjusting to |ndlvldual Needs,' suggests different instructlona‘

-

prlnclples and procedures for pupils who have specual problems. ;
. .

There is no recommended amount of time to be-spent on each lesson.
"The rateat which studeh;s proceed will be partly determined by the number

of exercises needed by the students. Each lesson is divided into four

E] 5

parts Preparatlon for readnng, Readlng the story4\Developlng readlng

skilis, and Adjusting to}u'dIVldual needs }

) .Lippincott. Although the role of the teacher is only generelly
descr lbed infthe introduction to the teacher's editions, the lesson plans
themselves contain many instances of very SpeC|fIc directions for teaching
dlfferent parts of a lesson. There are other, less structured actlvities
suggested as well This range, from specific to .general, Is consistent

‘with the role of the teacher as conceived by the Lippincott authors, who
. say:‘
The suggestlons provided are usually more than the teacher has
time to use. Therefore, they should not be viewed as mandatory er
prescrlptlve instead, the teacher, with intimate knowledge\of

the abilities of her class, will be able to draw from the suggestions

those materials most suitable for her.class or teachlng group.

-~ - .
£y . - . -

Y
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- A

Materlals in the Teacher's Editions are carefully balanced to
v . . »

. provide for full utilization-of multisensory approaches to learning.
. . W F . . .

Exercises involving auditory discrimination are.balanced with .

eéxerclises involving visual discrimination so that close associa-

-

tions may be made., In.addition, there appear exercjses utillzing
. '
- kinesthetic activities for further reinforcement. -Suggestions

for motivating vocabulary building, word aﬁalysis, creative writing,

. - .
correlations of auxiliary materials, guidance of silent and oral

’ ~

read&ge are readily and approprlately placed. (p. xxii, Book A) : )
. The teaching suggestlons inm each lesson are organlzed into a sequence

which include all or some 6f the following: *Building Llngulstlc‘Skills _
. - . .
Procedure, Gulding Reading for Comprehension, and Suggestions for Further .
L K N
Activities and Enrichment. There are not soecific directions for)the amount

~
of. time to be spenx on any section, although in order for srudéézl to S

finish: the first year program in @ school, .t *would be necessary to do

-
. .
3 . - -

about one lesson a day.

[N

v * . T4 .
Wisconsin\ﬁééign. In Rationale and Guidelines, Otto and Askew

define the.‘ole of a teacher ﬁsing the Wisconsin Design: . -

’

Most importantly, teachers are diagnosticians as well as teachers. . .

ey aséesé skill development not only with WTRSD but also daily . "

HE observing children's work in class; or assignments, etc. They
* ’ . o
N /
are responsible for assessing skill development In all six areas-and

for providing instruction In “he skills that children Wacgs Teachers

N . 2
% !
.
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also have responsibility for teacHLng skill groups. They:report on

a regular basls to the pnit leadér which chlildren hdve passed assess-
» o <
ment durfng skill group Instruction. '

i -

.Flnally,.téachers should pértlclpate in comptling entries for the
‘ /
geacher's resource files. Materlals that teachers use in teachlng
skill groups should te filed in a central Yocation so that tﬁey\may

4 .
be used by other teachers at all levels. (5? 37 in Rationale and

"Guidelines) .

. k4

The needdfor schoolwide and distrlct organlzation,AIn-service‘;ralnlng,

the scheduling of work and planning sessions, and the coordination of the

~ services of the bullding principal, the read]ng consultant and unit leader

N
are all stressed as Important components of the Wisconsin Design. Unit

'

leaders serve as coordinators of & school's various reading groups, assume
responsibility for training the staff, coordinate the building's resource

files of activitles for teaching skills, and Help teachers and aldes main-

tain the records of student progress. .

The authors bé]leve that, 'Viable reading programs are best worked

’

out at the local level,' and havé not attempted to describe a total in-

structional program jin reading. Nor have they prescribed instructions for

L}

skill development. They stale, "Our assumption Is that skill development

A

Is best facilitated when teachers‘éccépi the responsibility for directing

s
A

learning experiences which sult their puplls' chatacteristics and needs.'

. (p. 3) Within the, classroom, the emphasis Is on i&%hnlng Instructlon so
) A )

" that each.child can learn In the way that Is most ggpropcléte for ,him as

N -~

-

an Individual. . v

4

-~

‘

(9]
oo

i
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k)

_The Treatment of Some Specific Skills Across Programs

‘e
.

To compare the instructional approaches to the teaching of béginning

reading skilis in these four“pfograms, we have selected a group of separate
ﬁ L

' ' . *

skills, ranging from the introduction of sound symbol relationships to

-

the teaching of punctuat®n. MWe have attempted, in a series of tables,
. . ‘ . . . s .
to show for each program-some of the specific skills that are intrioduced,

when they are intfoauced (in some instances, the rate at which they are

-~ '3, ‘ ;
prg§ented), and how they fit into related preceding and subsequent skills.
&~ ’ - :

¥ T - . y .
gqme of the similarities and d:ffereqceg that occur across programs become?

quite apparent in these tables.

" The sequence of" the prfhary teaching materials used in each of the

’ ¥ &

'prograﬁis displayed in Table 1, Di\'/isi'On of Lippincott, Ginn 360, Distar

Y

.and Wisconsin intoiqujters: in the left-hand column is the/name of each

. ' »

0r insert Table 1 about here
N e ————— bcee .

p% the programs. The three .remaining major column divisions are Year 1,
- Year 2, and Year 3. ‘Each.of these columns ‘is Jivided into qudrtérs’and
wiqhi:‘each quarter, is the prégr;m's desigﬁétioﬁ for the book or books -
that occur with[n that quarte;. By dividing the inéfrdctional matgriaI;

. v

into quarters and number.ing.the quarters sequentially through the third

year, it is easier to compare what is occurring and when it is occurring

.

"across programs raBher than having to refer to a confusing array of non-

- .
o —

parallel but specific book titles,.and .level designations. (The'd?visign
into quarters for each pfggram is approximate'ahd depends upon’ thé’ rate

?
f . L
L.

P

IR .58

£
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of progresé,being madé by the students and teachers in any given program.
. . ‘v - . :

1t shou!‘d be noted that ''grade level' is re]'ative.to the ability of stu-

!
. s ] o
C,) T dents being taught. For most children,,these twelve quarters Tequjre
o three school years of in;tructiop, typ‘ically__f'i;:st through third grades.

) - \ 3y ’ .
The authors of each af these programs, however, pgint out that different

o -
f .

children progress through th‘e program‘'at different rates; some will require

4
-

) R - less time and some more time. It is also to bé noted tp,at in some schools .
<. : -~ f ‘. .
i regular reading instructivn (as opposed to reading readifiess instruction)
2 n . d o .
°, begins in kindergarsen: andlshat .in these schools most ©f the children

who begin the Year | materials in kindergarten complete the Year 3 materials

at the end of seceond grade. g .
Pre-reading or’ reading readine®s programs are included in the table

<

7~

’ ” 4
o

if they are a'part of the pullished priram. The recommended readiness

porogram for the Lippincott series is, Beginnings; but since it is not a
- ' . & ’ .
part of Lippincott Basic Reading, it is not inclu?eg on the chart.‘ There

.

are, however, a number of readiness activities included in the first

’ ‘ ¢

<

: N .
quarter Lippincott book. Level 1 of the Ginn-series is the readiness,

N

* ’

e program. It appears 'in the first quarter, .along with' Level 2, alt@g'h

.
-

maQy. students begin instruction in Level,2 (which reviews most of what

is taugh't in Level l~). While there are no s,upplei‘n'entary -readiness

-

‘naterials used in the Distar program, readiness-activities are a part’
I's ’ -

hd >

- :
- of each of the first quarter's lessons. The Wisconsin Design rdadiness.

Level A, which is_ recommended to be used. in kindergarten, is included Lo

-

with. Level B in quarter 1. ‘ R -

]g‘ ﬂ . € ) '
ERIC | PEEEL

PAFuiTox provided by ERIC ‘ ‘
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‘ _ : L LN el .
., THe com’par'rsioﬁs of elements wt?jl/n(theSe four programs are d'rSplayed

Y s
‘ oo ﬁ& on a serles of  tables .which begin at page 90 prece&mg thls is a dIS“
b . & 5 N

. cussion of some of the maJor d'fferences acroé"s programs. A list of thos?

1

T . dedodlng and other related skills and t*fe tables in which they appear ’
oo foprs . - ‘ ' )

¥
N b
| ‘ ‘ ’

K T Dvis) Lippincott, Gi '60, Distar, and Wisconsin by
- %0 Ev" .

& quarters (see above). } - . ",
’ o * - - 4 a~: . o« h‘w\
T ' 2. Locatiori of the Ietter‘ and sound cfrrgspt)ndences that are , =~ -~
y e, R ' .
. - expl icitly taught Q%the f1rst twel ve quarters ‘
&g ‘ 3. Locatlon -of beglnmng letter- sound sk|ll |hstruct|on \% . ﬁ '
T e . . . 6 o
Tae ' T R \ ,
. “ L (a) Single -c.onsénan;s that recorg invari«ant or variant sounds .
T ) . . . e ) ' o & &
/ ) (b) Consonant clusters and.consonant digraphs that recqrd )
€ . ax t ‘ ¢ ’ ’ \ o °
' " P " .invatiant ar@ variant sounds \f, .
e , L g ‘ e
: . (c)- Single vowets that record long and shors sounds \‘
‘ .F - - B . » . - . ‘c R " . =
o . . (d)_ Vowel effect from the letters r, 1, w § :
.. T g (e Vowel" digraphs and%'iphthongs . ‘

IS g '

4. Location-of beglnnlng |nstructlon in some concomutant skills.

& . o
. .o L ' . ' o ;
N - (a) Plurals, prefixes, suffvx_es, past tense (ed)- .
. ' ’ . . ¢ ;d \¢ ’ . * .
L3 o~ {b) Blending, syllabication, compound words, contractions, “a
. ‘ 7 . ‘ - ) . . \‘ b\ s )
. © o possessivey .
\N . " ' -
" w? “ , « (c)- Synonyms, antonyms, homonyms .
“ ¢ . . . . 4 ’
. . : ‘
. , . “
- e
®s o\,fﬁ o
7 _ s ‘ . 4
¢ e e . R ;

- : - N - ) . o . yoa ’ :
“« Y - . . ‘ N
») T ‘. - . .
- i - N . . .
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. - <
v : . 5. Comparison of special types of words -te al’l. Words encountered /
: ’ _' . . N i . -
. - ' at the end of first and second'years. o s~ T ’ .

M - .
. . . “"‘ i e

6 Punctuation an apitaiizatibn skills. - .

- »

.: o 7 ’Yi:g/gouﬁf atathe endeof the fourgh and eighth graégs ) )

s e /B{ Analysis of storres. : . .
. - ) o . .. , - . L K
N, ,‘/‘ / ' ,&v’ . ” . ‘ ‘ { ¢
4 Decoding Instgiction:  What, When. and How | o c
,/ v 3

An examlnatton of tﬂb tabies will show that each of the programs

does |dentify a set of drscrete phonetic skills, (along witb other re- '

-~ Py . W ¥ il L

iated wdrd and structurai analysis skliis ) but that the sequence for

-

LY

“the preséghatlon of these skliis varies “across programs. .

-
.

*_ ’ v
LR . Although each program includes a set of 5kiiis, and a sequence »
’ Cy .
£§’ for teaching them separately asqweTW as In combination, there ‘is very

.J’ T tittle simliarrty @Cross programs in what skilWare taught, when R
" . ,

' skiiis are taught, and how they are eguenced Examination of the

. . . P ] . .

teacher's guides and -of the student materials also'r ais,that there
’ . C i N

K , .
is a wide range of tasks and materiais'that have been created for the
r g_iseachlpg of these skills, and that these too vary enormousiy across
‘ »
I3 .
. . . ~ F
® -programs thi's examlnation also reveals .a sngnlflcant difference in

’ 5§
: @ach program 3 conceptlon of the rale the teacher fuifoiis in the -

teaching of the skliis///

v
.

> : Whatjﬂiiiis are taught and how? What Is of primary- interest is

e 2

e .

T,
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- Ginn makes very Jlttfe provision for the teachihg of either sounding
< &

- ) out or blending skills and Wisconsin does not'ihcfude these words to .

) .o ] o v .
describe the skills on any of Its lists. Even though both Lippincott
€ - . ¢ .

and Distar teach blending skills explicitly, how the skills are taught

and the recommended-amounx of tfme devoted to them varies significantly.

L3
- - . -

.ﬁ
In Dlstar a lot of Instructional time is givenato teachgng children

- .

5

the skills of first sounding ou %hen blendlng together the sounds

-

“in both spoken and written words?t “ln Lippincott the teacher Is cautioned,

¢

) PO . ) v
, "af no time do you have children 'sound out' the word." Instead the

ot
<

teacher is told to say a word, and then to say its sounds for the

¢

chlldren. The Lippincott authors believe that the correct procedure

i% to teach-words as whole units and. to lead children to see how the

»
" sounds they know occur in words and are represented by the letters in~
them. On the other hand, the Distar authors_believe that practice in
n's .
sounding out words is critical to the children's abillty to sound out -
[ . ) M . -
\§} new words and to correct mlsread words ¢ '
«* - M

2hwnher example of a skill that is a major elgment of one program
and not found in the others is the use of graphemngnBa

ses. Children in

Ginne 360 .are explucutly taught and expected to remember and build words -

A . -~ i

- "frgh a sgries of graphemlc bases (vowel and consonant combnnatlons : "
- P 2
which ard _jojned with beglnnlng SIngle consonants and consonant clusters
L d
"to form words) _ None of the other three programs &ecifically teaches

graphemic, bases, although the rhymlng word sequences that are found

! '

frequently In Distar, and less frequently In Lippincott, could be




’
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considered 3 use of this principle. C g

.

How'what s taqoht is used. Each of the:programs teaches the
. ros

K . ' .

. L ' 1 .
principles of sound-symbol correspondence;'tﬂ?t ‘is, the childrén are - /
. L4 C
taught the sounds that are assocnated with 5pecuf|€ letters amd letter /

)

§§somb!na.tlipns. It must be added hohever, that the appllcatlon of ‘these /

g
) A PO

significantly, across programs.

principles to the total instructional strategy of the program‘vi;}gs ;

r . [

Essentﬂally all the words used In the first eight quarters-of the 2

Distar and Lippincott programs are decodable accordlhé to the correspon-

- 0
- \

dences that have Been taught. In the Ginn and Wisconsin programé,
‘ 4

A Y ¢

. however, a large number of words that §rérnot de¢odable are Iintroduced

-

starting from the  first day. In Ginn the children begin by:learning

@ -&; / | ] h . - "

basic (or sight) words which do not adhere to the sound symbot»dbrres- ., @

I A
pondences they are also being tdught. The sound-symbol correspondences

they are Jearnfng are not crithcal to. the words the children read In

.

_ the first three quarters. It can be assumed from the large number of

sight words that are a Bart of the WFgconsfn Design word, attack skill

L]

list and tﬁ% ordering of the consonant and vowel sound symbol correspon-
s 4 !

dences prescrlbed in the skill lists that this approach to the parallel
-9 . o

teaching of slght words and sound*symbol cdrrespondence is a st?ategy of that

: program as well, : . ’ -

)

[ 7

. v

'*A ’ |hls "'sound- symbol g‘ys basic or s!ght-word“ strategy contrasts .
dlrectly with the use of sound- symbollcorrespondenCe in Lippincott an

Distar. 1in these programs the use of sound-symbol correspondences forms
-

L)
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. T——— . " ot .
the principle strategy for identifying most of thﬁ;words the children®

read in at least the first eight quarters’ of thé prdgraﬁé. The

A ) . \ .
. vocabulary is/controlled so that the children regd words which contain
¢ o n" \ * :

only thoselsoun s‘théy have been"tadght.n

However, even Lippinﬁott and Djstar differ radically’in the number

- E )
LY i

’

of correspondences introduced, as well as the rate and sequence of . .

- .
>

thelr presentation; the:r2 a-2 103 taughe in the first fou}.qﬁarters'"

of .Lippincott. While all of these ate reviewed in quarters five throuéh

- . . .
twelve, no new ones are presented. In Distar3’5~rty sound-symbol
correspondences are taught in the firstvfour quarters, and only five

'S , . i
more are introduced'ﬁn the next three quafters.

¢

'Conéomitan; skills (for giaﬁble, rhyming, blending, left o
. . . . “

-r[ghg seduenc fhg,. and structugal analysis,) whl¢h permit the students N

‘to Use the sound-symbol correspondences they.are being taught al’so
L . .
vary--in kind, in number, in embhasis, and In the rate ang order of

-

presentation.

Order of presentation.  The order of: presentation af the sound-
f , A4 - R . ~
symbol, correspondences and the concomitant skills_is definitely control-

. ~
led by thshinstructional strategy of”a program. Jf, as In Lippincott
T . . . . o

and Distar, the correspondences beiné”taught form ghe primary basis
. ” w g ’ T : .1
for the students' ability to-read the words they see, this principle
; . ¥ . .
naturally influences 'the initial ordd® in which sounds and vowels are

taught. . e ' _ .

»

» £
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- L

¥ .

Mccracken and Wolcott, the LiEpJncott’authors, exagain their cholce

of the beglnn]ng correspondences in“their introduction: e

"Why our particular letter oirder? . We iﬁtrddqce the five short vowels .
P- ol .

. . & '. -
* in Book A because they permit the construction of short wg(ds free

P -

from such complexities as digraphs (ea, ee,«el, ai, ay, etc.)

~

L) * * :

" and the silent or signal’ e of such words as late. Every word has
a vowel; so they ari particularly useful /and needed. We fol tow

: : ‘I!B . . :
the first vowel (a) with a consonant (nJ%o that we can immediately

LS

have a word to work with, in the manner we’ have "set ferth. With

the secend consonant (r), we have four words and a little story,;
‘ - - .

f e

and whe third consonant gives us fourwpore words. The 188t of’

{ these Is and, with the first blend. '(Book A, p. xIil)
? .

<

The first correspondences presented in Distar are chosen for.equaliy:
e — I -

functional rea{ons, but they are a smaller set. "There Is considerable

.overiap and the proportion of vowels and consonants |s about the same

for each program. Whereas Lippincott presents a, n, r,d,u,m,.p,
1 3 .‘».
; th,

i, s, o, t,e, g,¢ h, f: Distar choosesha, m, s, e, r, d, f, I

N e
»

‘The heed for the introduction of vowel sounds in these
. . g8 , . . -
obvious. It ig\of interest that conthuous consohants are presented
. ~ n . * * ,‘ o
first, pnq that there are ggre continueus sQunds than stop sounds-in
. ' . /

each set, ‘ .

two programs Is

[y

+ Across these four programs, it Is easy to cdnclude that the.strong
-y \ . N

reliance upon easily decodable wogds does affect the cholce of sound-

-

, . P

-

BN

...EK

Aruitoxt provided by Eic:
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~

symbol cofrespond taught. For programs which“use basic or sight

- .

words, “the choice of which sounds arid symbols arec taught and in what . .~
. . o 1

) order they are presented does not_have to be strongly controlled.
b , — .

.. Teaching the skills. qu only does the use of sound-symbol cor-

A 4

‘respondence as a strategy fdn1&eaching children to read words differ )
o b . . ‘ .

aczéss programs (as.do the kind, number, rate, afd sequence of corre- ) . oo
¥ i, AN . "y -

spondences, taught), the instructional tasks created for teaching %hose .

s ] . . ¢ ht

- correspandences also differ widel . . -
- "Thére‘is‘s[gnfficant variation in what the teacher does to teach
. 1 : - *

. the relatiénship between sounds and letters, and in whether the childrgn
, » ' : . . ’
) are tdught to identify the letters by letter names, by, sounds, or by L.
N . ‘e * . . . A ¢

- . S ‘ I
.ouqu'aqd letter )names. In Distar'thechildren are introduced to sounds-
’

- . +

- -
.

~ symbél-correspondenqes by being taught' to identify a letter as an indi-
" -" R . = . ’ ‘ﬁ
*vidual element’ (in isolation) and. not fs a part of & word, ” They are

\

e

0 " * 3 ‘ -

| taught, to Identify letters by the sound the letter represents, and not .
. P .

+ by the fame of the letter. During the first six quarters, they see

Y ¥

v { + - -~
oniy lower case letters. Lletter pnames and.capital letters are not

.

taught untilzthe sixth-and seventh quarters.®

L4 4 'S
In Lippincott the students identify the letter and sound of a R
beginning letter in a word the teacher says. The teacher then says

other words that begin with that sound. The children repeat each word.

]

The teacher” then presents discrimlnation exerci8es in both the visual

X ~

and auditory modes. Lower and upper case letters are introduced In

the same lesson.
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7

] ‘ -

L]

Both Gine.and.Lipg§ncott introZce sounds as they occur 1n words,

But-kﬁe programs differ as to when they t?ach children Jette}F that

correspond to the sounds that appear in the beginning, meaiai, or final = :
N

positions of words., Lippincott introduces words with the target sounds . .

e at the beginning and in the fina} position in the same lesson. Sound's

fl

in the medial‘eosiﬁion are introduced ‘about half way thréugh the first

quarter. Ginn has children identify sounds hea%& at the beglnnlﬁé:gf

wbrdg/jn thd%first quarter and introduces sounds in the medial and finaij

position at widely separated points in the serond ang third quarters.

«Thus in threé of the programs, the instructional strategy for
’ - / ,
introducing sound-symbg] correspondences Involves sounds being presented .

- " as elements of wordsithe stugentg hear, Furthermore, the pof;ts,at N

- »

- which the children have to listen for sounds in words (befinning, medial ~

and final) differ across these three pfograms. in the rema]nlqg'brogram

-
.

y (pistar), the sounds are not introduced as elements of words but as .

) 4 P *

E Y
separate entities to be later combined_igéo words, -
' . * L 4
« ’ . : - ) ‘ :
] L

Specific Skills: A Detailed Comparison of Preograms E . ‘

&

The tables which delineate selected skilVs appear below. They

document some of the previously discussed simflaritles.anq differences -

s -

.

# ‘ ' - :
across prograps and present sonme new comparisons. In addition; examples |
]

1 . 12 .
of instructions to teachers are ‘sometimes included. . . ]

Letter and sound correspondences in the first twefve quarters (Table 2).

) The nature of the phonetic embhasis an4 the instructional strategy of \ ’ :
,\ . N ~ , ’
(each of these programs ié'berhaps best revealed in Table.2, which \
i . . -

-
/ I3 .
— . N -
. v 't ) -
e V-
.
. ,
. -
- .

¢

M
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. summarizes the letter and sound correspordences ¢aught in the first . .
’ \ . N
twelve .quarters. - - . :
’ Insert Table 2 about here S -
'/ . I el R e i R B L ,
-~

Lippincott. Thers are 103 sound-symbols taught in the first

four quarters and systematically reviewed in quarters five through, twelve.
¢ &

In the first four quarters the students are introduced to the sound

correspondences for all of the words they learn to mgad with the excep-

7

tion of thirty ''Special" words that are presented before their linguistic

. ? . :
~ elements are taught. In the first quarter the sound-syqpol correspon=-

v

dences for the five.short @wel sounds and for eleven consonants are _
presented. Of these consonant sounds nine are invariant, two are variang,

five are continuous soundg, and six are stop sounds. By. the enq of the

> < ' Q3 N

< firgt quarter these sounds have beeQ combined inte 194 words. |In the
T ’ ' a ’ ‘ »
second, third, and fourth dquarters, the sound-symbol correspondences o

-

%

for the remaining Yggglﬁ, consonants, and vowel and consonant digraphs

are presented ﬁn'rapid’sequence. 3y the end of the fourth quarter the

students have been exposed to all of the soun;zsymbql qorrespondences'

-
L]

- ¢ .
> " essential to the reading of most ‘English Words. If they have successfully
read (all of the word lists and stories that are in the student books, . 4 &

. ) - B . .

tﬁey have comb]ned'these sounds tq read over' 2,000 different yo}dst A

Zﬁ » Ginh 360. One huddréd'thirty eight sound-Symbo] correspon-
¥ dences used in Ehglish words afe taught over twelve &uar%ers. However,
the sgund-SymbolICOrrespoéaences tzét are being ta;ght are hot the onlyA' '

o - &p - ) '63 i : .':
" o I
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-~

basis for‘?électing the words. the children leaﬂ@ te read. The initial

set.of words. includes some basic words which are presented as sight words.

-
+ . . ]

After students have read some basic words .and have been taught a number

"~ !

of sound-symbol cokrespondences, some decodable words do appgan/in their ¢

g I
v

. ) ®
*pe third quarter.

7

stories, although not until )

9

A1l of the 32 words the children Jea?n in thg book used in the first-

& P \ _
quarter are learned by‘sight and are not decdgabl . This is not surprising,

——

since vowel sounds have not as yet been introduced.

» .

By the time the students have completed the foucth qua?teF materials,

.

The rest

of the 331
- 7 -

they have encountered 41 words that they can decode.
words they have read are 2ither basic or enr{shment words. “Following the

vocabulary list, which appears at the end”qf the fifth quarter book, is

anN\additional list qivwords-tﬁat have not éppeared in the stories the :
) e r

students have read, but which they should be able—to decode on the basis

of the phonetic skills they have been taught.

)
all of 'which 3re consonants. Of these consongnt sounds,’ all ‘but three are -

In the first quarter 20 sound-symbol jcorrespondences are taugii, s,

’
-

’

The first seven sounds taught are stop sounds; of thesmmemaining -

invariant.

sounds, efeven are continuous sounds and three are, stop, sounds.
/"

Part of the strategy for teaching decoding involves instruction in'
graphemit~bases, described-in the Level 2 teacher's .guide as 'ta vowel A
. T 3 -

letter or letters, with a consonant letter or letters following, such

ag at'"' (p. 14). Four graphemic bases are taught in the first quarter of

the program, and others are introduced in subsequent quarfers. As the -
) N 3 .

&~

- . . . 64 . - .
. - - ‘!l
' E ] ‘ . ' -
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_are not introduced until the fifth quarter, whereas in Lippincott,

&
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N -

~
children learn these bases, they comb(ne them with beginning consonant

s

sounds,” digraphs, and clusters. By the end of the twalfth'qusrter, thé‘

students haye been taught 83 graphemic, bases. . v

' Distar. There are 40 sound-symbol correspondences taught in

the first four quarters and five additional ones in the next three quarters.

. . T .
As in Lippincott, t%ﬁ students read only words that.contain the correspon-
4
dences they have been taught. e . 7

In the first quarter nine correspondences, three' vowels (two short and

Iy . R y )
gne tong), and six consonants are introduced. Of these consonant sounds

- ’

"five are invariant, one®ls a consonant digraph, one is a stop sound, and the
. f

.

rest are cqntjnuous §bunas. By the end of the first qua:ter; the students

have read;only 35 words. By the end oflthe fourth ‘quarter, thé correspon-

dences tag?ht p;rmit tﬁz\?eading of the b215w6rd5 ;hat appear in the teacher

presentation book and in the student materials. . % /
With the exceptién gf upper case 1.téught in the third quarfbr, all

of the symbois presented are Iower‘ﬁase. The macrons over long sounds

v

of the vowel symbols'that appear on the chart above also appear in the
Sy

words the children read duriné the first six quarters of the program.

Wisconsin Désign. Al though the list of word attack skills does

»

not specify wh}ch‘consonant sounds should be taught in the first quarter,-

.
-

it does indicate the consonant bleqﬁs and the short vowel sounds that should

be introduced in the second and third quarters. Long vowel sounds

Ginn, and Distar varying numbers of |Ong/VOWe] sounds are presented during
2 .

.
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R ' :
the first\four duarteré. (Iﬁ‘is assumed that, if these sounds have
. 9 . .

already been presented'in the basic reading program the Wisconsin Design
! ' <

Is acéompanying, fhey will be reviewed when they apﬁéa; in the skills list.)

4

- N
Location of beginning letter-sound instruction (Tables 3a - 3f).

a. Consonants that record Invariant vs. varliant sounds. . -

‘
. v

Both the number and order of appearance of single consonénts differ

¥

markedly in Lippincott, Ginn, and Distar.( (The .order of the ®aoynds ..

considered invariant is not specified in the Wisconsin Design skill list.)

[

‘Lippincott_teaches 8, Ginn 13, and Distar 4. (it should be noted that

=

although s, g,,aﬁd t can record other sounds, in the first four quarters

.

of the program they are treated as invariant i Distar and are t Rght

.as representing one sound each.) Table 3a allowd a comparison [of the.

programs.

.

[ T . » R
£ .
.

* Lippincott. The first two invariant consonant sound-symbol -

- -

# » -
correspondences taught are for the. letters n and r, (n/n is the second @

correspondence taught, the short vowel /a/a is the first.)
g

The procedures recommended in.the teacher's manuals for the teach- *
4 .

ing pf the first correspondence are fyplcgl‘o? those for teaching many
of the sound-symbol correspondences in the first four quarters. The

exercises for the -teaching of /n/n incluap having students:

’

1. Associate’the word nest with a picture of a nest, and listgn

- for the beginhﬁng sound,of that word-as the teacher Pys it
- '

66 .« :
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(Audltory/visual'assoc}ation of picture, word, beginning sound).
’4 ~ . v ,

"2, Hold up cards with lower case'n printed.on one side, upper case
. - —

»
«

. . ~ . . . I " .
¢ ' N on the other whi1e'th9 teacher reads from a dist of words that

begin with n and with i,.thé éorrespondence that ‘has been taught

_in the previous Iesson,(Auditory,discriminétign anatéssooiatfng‘

-

the letter n with words that begin with /n/n).

~ ' i R i
3. ldentify which one of a set of .three words begins with n and re-
. ' . - . B
peat that word--five sets are presented Egyditory discrimination’
and verbal practice). ' " . e S

4. Hold up cards with a, A, and p; N, printed on them for words that
. .

begin with a or n (Audito?y~djscrimfnation~and associating the -

letters a and n with Words that begin with a and n).

* 5. Identify ‘all the a's and n's in a display containing lower and.
) NS . )

upper case forms of fhose letters and other letters matching

2

letters in another display, and crossing out letters which don't

-

N\ belong in a third display (Tisual discrimination). . .

y o

6. Stand, when they hear ‘a word that ends in /n/, stoop or sit ‘when
\ v’ ot - v -
they hear a word that does not end in_/n/ (Auditory discrimination).

£ ‘

7. Practice writing Q_ahd N; saylng /n/ and"nest while writing

- \d .
the sound {Writing practice and soundn‘letter, and word associatio#%.

. o
¢ . - ) N
There are variations and extenshons of thgse exercises used to present

S

‘the other consonang souﬁd-symbol corréspondences taught in the first

N * ' 4
three quarters. _-™~ . X
[3 = ¢ M
. < *
< . -
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T ] The two invarlant consonant sound-symbol correspOndences
< lnitddUCed are Lb/g_and /1/1. As in Llppincott, theré are a vanfety
~ .. of exercises involving auditory and visual discriminatJons, auaitogy-

* visual asspciations, and w1lt|pg pﬂactlcc fn these exercises the studepfgt/
J

- L CJ .
- ' 1. look at a word. card wi éh Bi rh‘ten on |L, read it, listen to

-~

-

" the teacher read it, look at a picture of a boy named BIll in

“their text, talk about hﬁ§4ldentifying features, and answer

~ 0 .
«

other questlbns about the picture (Basic word identififation -

- o " " » . :’

2. ldentify pictures of objects beginning with /b/, and Jisten .

. - L
for the beginning sound of each of thefobjects (Audlitory diss-

. crlmlnataton) " i . :
v o 3. decide if a 1ist of n.nérwords the teacher says (beglnnlng

. »
with bl begin with the same beginning sounds they heard In

the previous exercise (Auditory discrlminatlon)‘ Y

3 v

. L. listen to sets of two words, on2 af each beginning with /b/.

. - ~and repeat the vords that begin With the same.sound as t::
e ‘ *word Bill (Audfto;f-d{scriminathn and verbat repetition).
S. practice writing the letter §_in front of the letters iLL in

their books (wrlting practiéc and word completion).

I3

. 6. listen and watch the teacher as she reads the word Bill, and
- - .

passes K5 hand under it‘%rom left to right; ideatify that

-~ f K

the caplital letter at the beginning of the word stands for the

-~

and word. meaning 4uestions).. T oA ' 4

bl




»

« go to the board and underline the beglnniug letter of the proper

I
-

3

» :
e o
o 1 (‘1.
; I ‘;
nouns (Aud:_tory “dlscrlm’lnation, ‘verba) repetition, upper g,nd- ‘
*" » N . ) 2 f“{;‘ s
- 1ower case dlscrimlnatlon 4 - ‘ \
PR .. . s
10, - ldentlfy objects l\y@the classroom that begln wlth /b/ and-namék’ ~ o
C ek chlldren in the class’ that begun wtth /b/ . Dlscuss wh{ch L b
-~ . . ] N
begin with »cgpltal 8 (Auditory dlsmrl'nlnatlon, Ipwer and upper
case discrimination) S e L .
[} a
S 63 #
‘ g i .

I -~ - - ! . * 47 ¢
» . Y TN * ' s .
M o
T '
7 s . < A~ R . < - . -
i - X ~N. 0 . N -
- ' -t » 7' .skill Hierarchy Approaches | W
R ,/ L * N ’ v "\
" ‘ — ) % ' ‘J69 *t - ‘\1 v
. * - B “ N . . i
¥ ’ \ ‘ ' - ' T oa © )
' .« sound heard at, th‘e beginning.of BI11: (Word Identiflcation, =~ |
, ’ v, ° ‘ » ’i_ ’ - * . y A ”
e Teft to.clght sequence, lettg{" and .sound,~d@ssoclation) j S
. S 7. lcﬁ at létter card BSand llsten for /b/ beglnnlng proper, m,mes,lw WA A
. (ﬁ' - ...x‘ ”
as the teacher reads sei’tences;'@ﬂatch-as the teacher wrltes \ T
,’ . N . N ’ 4 \.
: .eatt’ name that B¥gins with /b/ on the chalkboard and under-" . ?
- o .~ ‘. s ’ q e o \\ P
. lines tﬁ apltal B ln edch word (Letter and *sourid 'assoc!at'l«on) |
. 8. identlfy plctures of obJects and compare the mltlal soundsgof~ 3
AN
R - ‘( 13 .t . ', f,g
., their Jabel& wnth the sound at the beglnnlng of "l (Plcture }
-, . «
J?V ) " M |
ldentlficatfon and aud’itory dlscrlmlnatlon) ' N
9. *Iisten to sentences the teacher reads and repeat fhe child‘ren s - « .
. v % 4
1. names that begln with the. sound they hear at the beglnnlng . A
o 9 b \
of Blll's name, listen agaln tythe séntences and repeat afi * ‘ .
b' ’ A \ ) :/
the" words t,hat begin with /b/; Jook at B at the, beginning of ‘\ !
s e O
the proper nouns the teacher has written on the . board amat A \
.o . ’ 5 . R
v.og a” Hst of" nbuns not caplfallzed; Igﬁtlfy the Ietter*per = \ B
g ’ case or lower case)'that stands for the begmntng sound oF
- féph word; repeat ‘each \,&d af,ter the teacher fas r«ead It
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. . . ., M & ) - 70 o - P
v N ¢ N . . ’ . * _‘“ -~

S

‘e

Yo
=

$ . I
) 11. play a game with the-sentence 'When Bill went to Boston he
. A . R ' ‘ :

Ve

. . boudht a"balloon;”‘substlthe different objects beginning-°
. . , ‘. Y

. Lo ' * +

- .+ % with the sound /b/ for balloon (Vggbal pfactice and auditory

’

a v 3 .-
e o ' //dlscrl_mination)., ; : ‘ . -7
. . vl . ] . . ' - ‘ .
These and other simjlar exercises are used _tQ present con§3hant.soundé. ' )
* R - N *
.- i . .

- . ~e
v It should be noted that whereds im Lippincott the children: are to

ldentkfy sounds only at the Beginning of words, in Ginn they &b not
L \ t———

identify consonant sound$ at the end of words until Sbe second quarter. . f

’

. " R ’ R h N
& . Bﬂth programs introduce Jower and upper case.letfers gin the same lessons.

‘(Althougg\the rule that capital letters are used for people's names Is

ko +

B : a ’ ‘
not discussed In th@ Lippincott /n/n correspondence exercises, it was " .
) . M — ) i ~! .
. Introduced in the ggavious lesson, which taught /a/a). D L
.. Lo @ . L
. ~ Distar. The first two consonant sound-symbol correspondences

-
o
.

taught -are the coqtlinuous sounds, /m/m and /s/s. .(Although’the lefter
e 2 T =

.« 3

. . J [N

E.'S a varilant sound, it is treated as an invhriant sound--words l@ N

’ ‘? "which It takes the /%/ sound are treated 35 wrregular words). The /m/m ' _ N
* ." ) . .\\ o ]

cqrresgbpdepce i§ the second one taught (ghe:iaort'%ound of a first).

L

in Lippincotf and Ginn 360 sounds afe‘intr@%uced gs.éaey occur Ip, - .
> . . ' - ‘ . '
v - .spoken and written words. In Distar sounds are introduced-as individual
‘% uhi;s, not as parts of words, and are Identified as_sounds, .not by
. :' - e e - * » ‘e . \ ’ A
' ~ letter names, ‘- s

» ’

>

* 1A .the exertise In which the sound-symbol correspondence for /m/m
v 4 ) - . ] .
Is taught, the students:
, .
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oo, ,

. ./
£ ‘ - . - /
1. watch the teacher point to and touch the letter m and llsten/’
.. s ,
to her say’''mmmmmmmmmmm’' (Letter and sound association).
) " ]

2. in response to the instruction, 'When ] touch it [pointing .
. e

&0 the letter], you sav it. Keep.on saying it as long as |

touch it," say "mmmmmmmmmmy'' and repeat saylng the sound each

£

otim he teacher touches the letter (Letter and sound aSSOC|at|on)

4 T~

3. |dent|fy ghq,letters a (taught in the prevlous exercnsep) and m

s/
in the same way as lp the above exercuse (Letter and" sound assocla-

L : g

tion, and discrimination). Lo ' p

v
+

. Yo . - N
L. identify the ]etters /a/+6nd-/m/ and indicate that a picture

of a baby Is neither [a/ nor /m/’(Auditoru and” visual discrimina~

s tion). - * .

. -

5. write and'say’the‘sound in.a workbook (Writing practlce}.

»

The teifher Is |nstructed to hold contlnuous sounds for two seconds)

and “to requure the students to say 3 sound for as long as the letter is

.« N .
» AN

being touchedw also two seconds. This Is done so thé students’ will
be able to hear and say.the sound fo?/; long time, and'so~that.when

they sound out wdrds, lendfng the sound|itogether will be easler.

Stop sounds auarwld for only an 1nstant & ) *

.

, . “ ” -
* _ These are.baqu_procedures used for all sound-symbol corresgondences

~ ] .

taught in Distar. .later sound-symbol teaching activitles include:
. 1.7 .

. ‘e " . } . .
cross out games, In which a student crosses out a letter after it has

begn correctly ldentifled; races, in which the teacher and the.gHoup
see who can identify a letter first; flrm-up tasks, where sounds that
) . - ‘ -




-

—

and ii-thz; are treaved as variant. .
o0 oy . >
@ ¢ .- Har@ and c are Intryfﬁged in the first quarter of bath Ginh a(i“

e ‘ Skill Hierarchy Approalhes
. : Co- ‘e . " R g b v - . 72 ‘ '

.. * .
. . .

- [N . A ’. X X ’ .
- are eésnly.confused are paire¥, and practiced,. and review pages, oOn which , .
& . aq . v \ o
& seund's taught before a given lesson are displayed. -
¢ I : : t o
C WIsconan Design. ’ There is no suggested order for the' intro-
. ¥

L]

duction of invariant Eounds in the'WisconsLn Deslign, although the list -

hd ‘ -
.

.k ‘ VPP o3 : : .
does®indicate that"the begunn|ng a‘b ending consonants are tgfbe taught v
. ’c ‘. 6‘

“in Q‘rfjrst quarter. Ngr are there any recommended teachlng procedures. e,

.

How the teachers would ach these sounds and in what orde’r ‘'would. be

‘- N

»

determlned by the program being used in.the clasirdom

-

Y iMe no turn to snngle consonants that record varlant sounds (Indl*

. .y ~
-

cated b‘ba clrc?e on  the chart).' ExampleS'pf such consonants anlude

L]
¢ 4 - *
e .

the letters ¢ and g whict can take on'”soft“ r’hard"” sounds. The

> -
. .

¢ dlscusglon légirganIZed around ahfre and how these tounds are taughi,
4

~ - »

~
. Lo . o

! \
N ! P

Lkggincott.\.They are\introduced in exercises very);lmilar to those

used fo® introducing invariant sounds. The soft sound of c and g are

.

_ introduced in the .third quarter in Lippincott; in Cind‘tﬁbﬂtoft sound- )

r - N < .
of ¢ is taught in the fifth quarter and that of hard g in-the sixth
- . R . . = )
quarter.“ Y N \ ) R : - :

-ERIC

Aruntoxt provided by Eic:

I

‘y. ) 9f Interest 1s when ana how the soft sounds are, présented;/ |n these ° ° /' .

‘ t
two Programs 4n Li Ep!ncott the soft’ sounds of < §nd g*are.kntfoduc

A

in the third quarter, and it cis explalned that < can spell the samé S

sound as the ‘Ietter K (hard g) or the Tetter s (soft g) The cmldren !

-
mmme gaemad
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/9.

then study wotds wifﬁJsoft E'and‘léarn that ce and ci +and El_usua]fy
S|gnlfy a soft c. Finally*they do some soft ¢, hard ¢ discrimination

3 . , N .‘_gil » ' X . '

" exercises. (uhen soft g is introduced in a set of slmllar exerclses,

3 . s

it is: related to soft c) Ginn presents soft ¢,  hard ¢ word discrimina=
e ! . - ’
tion ex&rcises when it |ntroduces the soft“c but does not pa|r the

' s VY A

- soft ¢ wuth the vBuels, wuth.whnch it is Frequently assocmated
v ¢ Wt 2! !

v

Thege relatuonshlps are |ntroduced almost a quarter later, when soft g,

hard\3§a:e taught and .the pa|r|ng ‘of soft g with the vowels i, ep and y.

.
1 4

(Hard and’ soft g is not related to hard and soft ¢ _)
Distar explicitly teaches only thc hard SOUnds of ¢ and 9 and ’
- * v
;treats words " in which the soft sounds of these Jetters oceur, as ir-
. . . . .’ . . - “

regular’ In the Wisconsin Design hard.and soft g and ¢ occur in the

) ) . . s\ ' . ] ,
. o . - . .
-, fl??é<§uarter. : ' ‘ . - .

- 2 7/ .
b. Consonant ¢lusters and blcnds {Table 3b). The numbers df“con-

‘sonant‘;¥usters and glgraphs thatzare explaclééy taught la 1 he programs
3 - - S

range from the four digraphs and no ctusters in Dtstar to the 9 'digraphs

’ and 38 clusters in Ginn: Obvnously, the attltudes of program authors

. . » L. ‘ )
towatd the need for the exp||c1t teachlng of GOnsonant glus'ters and con-

. X . 'Y ¥ v
sonant’)dugraphs dtffer markidly In Distar the glgraphs ;re represented &

~ 7 4 ¢

by Jolneo‘ietters. Onells taughtieach quarter. Lippincott teaches
"-@ . , 4 N o :' . R
fourteen digraphs, and'presents them a% soynds represented by two letters.’

B

AruiToxt Provided by ERIC
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o . . @, . -
. . . - ‘ i
» : ' L ' R
oL Nelther Dlstar nor,;lpgnncott explncntly teaches consonantaclusters . *
- 'The Dis®ar authors feel that the regulaf soundnng out process taught ‘-
—_— ’ .

. ‘in the programs permuts chlldren to deal with consanant clusters as

»
o théy ‘do with consonant vowel sequenoes * They do, however, recognlze

>~ . e 2 . "

" .the dlfflculty some children have with these letter combinations, and
) - - A o .

*  starting in theififth quartep include many words .containing a variety

' U of consonant clusters In wotd practice exercises‘e\The Lippincott authors
state, "'since a child an Bear a blend as eaS|ly as a syllable, we dp

"" .
np\approach Qlends spetial problem,s or as* ttems that have to be gre-

-

* sented jndividually as blends." (p.%xiii) In‘this program clusters are"

’ a
taught as they oqcur in words: the word is said, the sounds are said,

-® - and then the letters are BSSOC|atQ§,W|th the 'sounds: ~ ‘ ,

[ [ ~

P .
! Tha varlant th sound is taughv ‘as volced uwtﬂstar, and treated as

- irregular when st occurs in words in the unvouced form. In Llppinéott, ' .
T 1t s explicitly taught in botblthe voiced and unvoiced forms in;ywe.” I '
, w L2 : .

on at th inning of the third ter. Ginn introduces the un-
lesson th beginning of t e t rd quarte n i rodu

voiged th early i®% the fqutth quarter and associates the voiced th with

- % a « . . .
s ) .

it at the end of the quérter. .
. 7 .
. 4 o ‘ 2. .
Ginn, which tcaches’ the largest fiurber &F ¢lusters and digraphs, does g:
. e T . 7 b . e
s e N c. - . . . .
\ not introduce them (with the .exgeption of 11 and ;EE'” the third'quanterv

P : . " »

until the fourth quarter, where tr is the first clus{eg*iﬁ?rgdhced.

‘s ’ N . & N ‘s .
@‘ Those that follow in that quarter are for a variety of fL{st and second
- e e ' &
by ’ . S o ) .
letthr comblnations whereas the clusters introduced ik the segond quarter,

LYS

P

-

~

-
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] - ' ’
N y . - W N
N c. Single vowels that gecord long and short sounds (Table 3c). *
. ~ ) .
a Lippincott, .the first five vowel sounds taught in the first quarters . -
- . & . - !
are the short counds of a, u, i, o, and e. Long sounds are taught in
- . ’ 4 -
the second and third quarters. Tne fitst correspondcnce taught is that
¢ . ‘ €3 M
of /a/a. The exercises are similar to those used for teaching consonants.
The‘stu¢énts listen to and say words that be&igéwith a, discriminate a =™ . ’
beginning sgsken words from other b»g(hning sound Epoken words, associate AN

e written fcttér~§_with spoken words that begin with a and pick out a
ginning written words frcm other beginding, let-cr written words. They

, . . \\ . »>

also practice writing a and A. ' .

/ % . l N ) xf}

- :& -
’ , s "o piniedebeleideb-idededind Sl )
J Insert’ Table 3c about here - , .
d————— e m i m i v LN
< k9 * .o
N Ginn. The graphemic bases ill, ide, and ides are presented in ,
ALK == —c2

<
the first quarter and vowels as separate entities are not introduced

P - P , 4

until the second quarter when the leng agd short sounds of 1 are pre- ;

*sented. Short i +is taught as.a sound to b%heard in the me'adial and
- - v .

’

] a - .' ’ ¢ ) .
., the beginning positions of a list of words .read by the teacher. Then . -
“ - ' I - . ;
. § ' . 5
, e : . ) ;
-®  the word ride is’read and the terms unglided Tor the.short sound/ and ”
S . T L
_+ glided for the long. sound are introduced and exercises whigh (teach thé
v .4 o . & ) . .o .
distinction follow. This is the lesson from the teacher's guide: .
’ . .. .
‘1 EstablTsh the fact ‘that the-v&@él sound in the word Bill )
- * : ‘ - ’ * / n EE
~. ‘N is stable and doec not glide from pne sound tn apot*ur. Demon-
. siéate this fact by ésking'the~children to hold their ching as
.. . ' * e O ~
. . .. . R ¢ Lo
T « they repeat.a series offvords, some with the glided vowel <gund
’ ' AU ) ’ oo

' . SESS .

ERIC
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-

. *
/ay/ and some with the unglided vowel sound /f?. Through

° .

this experjencé, the children should obscrve tgat the chin

- hardly moves when a word containing an unglided vowel sound Is
N

spcken. The following words are suggested for this purpose: e
my _ tick o 3
kind " nine
bright fly : ,
bit - chip '

(Level 3, p. 84)
Distar. The vowel sounds taught in the first quarter are-

. . . .
sghort a, long e, and short i These sounds are introduced in the same

way consonant sounds are: the teacher points to the letters and says

the sound; then the children imitate the teaches. In this program' long »

-

. _ ' .
vowel sounds are dlst&nguished.by matrons (which are removed during

%, 4 N
the fifth and sixth anrteag). Vowel sounds, which are not as disg&nct
. 3 LI
from each ottar as are consonant, sounds, are considered more diffiqult
. ‘ ‘ ’ ' d
for the children to learn. Therefore, letters representing vowel sounds .
. - | : .

appear éwch more ofterd on §ounds review pages.
. - o

v r

Wisconsin Design. -Th~ praseantation of the short and the long

sounds of oné]s are yidely separated, the short sounds appearing in the
A ¥ Y, Sses

- .

first qua}ter skills lists, tha long sounds In the fifth quarter lists.

d. Vowel rffect from™the ldtters r%r | (Table 3d). One procedure

. : . YA ' P - .
used at varieus points in-all of the programs, but to a‘widely varying V, 7

N -

degree,. is to teach the combination of vowels with r or 1.
a2 ]
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_— s P
When .these patterns are .taught, many more words become regular and do

. ‘ * ~
not have to'be treated as exceptional words. Only Lippincott presents

these ‘special combinations in the first four quarters. Nine combina-

*
A

tlons are taught. Distar introduces one In the“abrth quarter and two

more In"the fifth quarter.” Ginn teaches eleven in quarters”five through

d

eight. Wisconsin presents vowels S®th rand 1 in the fifth quarter.
. - v,

- .

<

e. Vowel digraphs and dipthongs (Table-}e}.* Knowledge of commonly

occurring vowel digraphs also makes' more wclds regular. All four of

.

the prpgraﬁs present vowel digraphs, but again the difference in when

and how many is notable. There are 24 vowel higraphs taught in Lippincott,

29 in Glinn, four in.Distar and five in Wisconsin.

- s - e " —--‘---:\ ------ y - -
InSert Table 3e aboyt here

s

.Some' concomitant skills. Each of the programs teaches a host of

skills other=than those disdussed,above. Some of theze are outlined
L 4 : - .

. in the dext thtee tables. As In the previous tables, it Is notable
) :

=4

that, although almost all of the skills are taught in all of the pro-

grams, they are pr;sentﬁd at widely divergent points. Table ba indi- . »

3

cates when plurals, prefixes, suffixes and the past tense ‘ed are Intro-
duced; Table 4b shows when blending, syllabication, compaund words,

“and contractions are introduced; Table 4c indicates when the concepts

. . . K - ‘ 4 .
of antonyms; syponyms 1;?/ﬂ652nyms<ére tntroduced. .
» - " , - ~ - .
. - .

\ by reg
. / LY .
S . ‘ )

r
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LI rreqular words. The term irregular word i typically used to Y

describe words whése phonetic elementg do not conform to a group of

a

regular spelling patterns recurring in many Englisk words. Alé words,

3

however, whose spellings do not conform to the phonetic rules the

o

F {
. children have been taught can in a sense be thought of as ”irreguﬁar” A
.. @ . . .

for Ehe chilgﬁen reading them. 'The four programs vary widely in their

.
treatment of 1rreqular words--from what they call them in the teachers . ’
h 4 e .

1

guides (“speoial,” “pasic,' "enrichment,'" ''sight,' and "irregular')

when they introduce them, to what words are considered irregular, to

how many are taught in the firat year, to how they are t§ught to Phe

a . M -

children et *e,
- r

< The term ght word is sometimes used to nndicate an irregular

word. Thé Wisconsin Design ?ngludes, in its sight word &jsts for each

s Kl . A .
Ievel, portions of the Dolch Baslic Word List. Many of these words are

+ » -

o
|rregu‘ar i the more gene@gl use of the term; sunce, however, the Design
N
= 4."“ !

L
T i's used wuth programs Thcluding varying phonetic componentsr It is N

o

-'likely that manx;of the worqsaon the 1ist would be irregular to many

"

.

\
\
A
C ~ . :‘ .
- . '6f the children reading thém. (lt.should be noted that sight word does //
' . . S Lo : :

+ -

. - T . " [4
‘have a«moré general meaning,wwhich is that -any word that. can be read

bt}

© s a- ”whple {iord" by, the reader is indeed a sight word the goal of any
- \

‘reading program is that the students will be ablé to read most all the

[ . -
- A P 4
.V

words they encounter by sight). . .
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.

A few of the major:variations among the four programs are apparent

in q\éonsideration of. the treatment of irregular words in each prdgram.
. s

-\ <. ! . s . e s .
This discussion includes some description of the manner in which ir-

regular words are introduced tQ'the children in each of the programs,

»

as well, as when they are introduced and how many are'taugﬁt. Table -5
~—— ‘ ‘

4 is a comparison of special types of words to all words, encountered at

the end of the first and.second years. LN ) :

‘ ~

......... U
Insert Table 5 about here PR 7

P L L I P - -
1

L4

-

Lippincott. 'The first 7irregular or "special’' word, the, occurs:
) _aboug 1/3 of’the;way through thelfirst éuarter. On the day it is intro- L.
duced thfhword is, in the title of the story, appears sgveral times-dn . SN
the story and is in a pink box at the bottém of fhei%age. The‘phildren

.are asked to lqpk carefully at the word and are told they wlll need to

Y . ’

memorize it. The first three words :taught in the first quarter are the, .

r}

Sy and puts. 5 ‘ ; . _ -~ s

’

Ginn. Since basic words do not contain all of the sound-symbol .

= .

¢, . " "
correspondences the students have previously been taught, each of the
. M ( * .
' basic words can be considered irregular to the childrén. The first

1
i

three wprds tau@hi are Bill, Lad, and runs. ¥ he two wdrdsn here and

) . & .
said, irregular in the more general sense, are taught -in the first quarter.

’-

Q | o P N
ERIC - . S

s ya
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© - .
- vy
- oy

.

- These words are presented as are the basic words, first on word cards

»
. . \

The students then write the words in thedr workbooks, and ther read the

oL . ‘ ! . Skill Hierarchy #eproaches ' »
- ‘ A 80 ...

_words in different’ contexts in their books.. o - . . j

’ . ¥ ’ ) ’ /A .-
Distar, The goal of the irregular word instruct?gn is to -, , Ti
— ) . . \ . Y

¢

. ‘ s . . - &
teach children to discriminate between the way a word that does not ¢
. -

" conform to the sound-&ymbol relationships they are learning is sounded

out; and the way it is said. The authors' view is that if Is very im- N

£

portant for children to légrn that irregular wori’ can be sounded out

and that there is some similarity bé}weec the soundingﬁout and the ng-x &
nunciation of the word. To accomplish this, the program ta§ks direct L\

.

the teacher to have the children sound out an irregular word-as if it
- N -Q

were' Fégular, after which the teacher says, "'That's the way we'souﬁd'oJ¥ .
. . . , ) 4

the word. Here's the way/we say the ward,' and then says the word. The T
\ . . | - . P
. - ’ : L

children then say the word. The firs; three jrfegular words taught are |
Eald, was, and tof « * T .. ,
. _'~ : @ . k - .‘ .
- A second strategy created to'deal with irregular words Is to make ,1‘

) . '\ » , * R 0 * -

. many words ''regular' by printing the silent letters smaller than the-

. other letters (e.g., mcat, like) and informing the children that the . e

.

small letters are not to be souqifd oyt. These Jetters are igigx!iii ’
K ) * ) « (3
full slzq only after the word has been read many times. Use of this:

procedure also reduces the numbeﬁ_of vowe d}graphs that ‘D% taught.
\ ” - R 4 -

Wiscansin Design. There is no me;be& prescribed for .the teach-- ;,‘ -
2 " L

ing of irregular words, althouigh many of’the digraphs and ‘spelling rules -

) ' S %

v ) . ’
that make words more regular are included .on the list. . .

.
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T Table 5 i a_comparison ofsv irreqular words to 3]l words encounter-
,.‘ . Y ) ,' I3 * ©

ed at the end of the first and second years. We see in this tabﬁs\&hat in

~ 4 -

L . o . : : .
Lippincott and Distar a large ‘percantage of the words that children

read are regular (abcve 80%). In Ginn, ever, many,words are presented

* N ! .
aS‘bas::\Br enrichment words resulting in a percentage of decodable

wordg of- only 13%. . '
- i . ' . L ’ N
_Punctuation Skills {Table 6). 'Each'programifeaches a different

aumber of skills and &t différent quarters of the year. The Wisconsin

v

Design‘doesvnot include capitalization or punctuation in any of its

-

. ’ :
skill Tists; Lippincott introduces ecapitalization, pgriods, commas,

exclamation points, and questiongmarks all in Ehp first quarter; Ginn

. -
= LY

presents commas, periods, question marks, quotation marks, exclamation

-~

. . .
points, and capitalization in the first quarter; and Distar introduces
o © . - ¢
. $ . . NN ]
periods, quotations, and question marks 4n_the third quarter but doe’s
o

not-explicitly’ teach

Al N * . . . . Q
commas and contractions (a&thpugh they are used in

the stor{es‘the students-fead) until punctuation and capL;aiizagion

» . » - . t . . . -
: R ® ! . - ‘

rules.,are taught in the anguaqg program in the ninth and ten

th quarters.
-® M

- 3

Distar is the only program that separates, the pfesentagion;of upper

-
1~

tcase letters from lower case'letters. Only Yower case letters are

taught in the first year. Upper case are taught fhftﬁe sécond year.
- . ' o -y . :
la'Ginn and Uippincott both lower dnd upper case letters are taught as
< - - N

. sound-symbol correspondences &re presented.: In Distar no capital letter

-

is taught uh(il "the seventh quarter.

-1
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~

Word ca;g; at the end of the fourth and eighth rters (Table 7).
E : N : j -

This table shows the number of new words presented to the student” from

the first to fourth quarters, and the fifth toveighth QUarters. The”
‘ . s
total number of:new words are in'sthe total column, representing the

-. pumber of words presented in the Lippincott program. More‘words are

presenfed in ths.first‘year with Lipplncott than in two years with

1

Ginn and Distar.

v

Insert Table 7 about herq

_--——--—-.___._..-.—-.—------

.
.

-

Ahalysis of storm (Table 8). g&we'have selected storles from pear '

’ « . » 3
y -

_theYend of the thurd sixth, and tenth quartérs ef the three‘progréms .'
* A\

which include storues’and havqprepared a table contamlng the followung

- . x ‘ ’
stnformation: . . -

1. Total woéd count (the number of tokens).

.2. Number of dffferent"yordsf(tﬁe ndmber of types).
_~ . .
3. The proportion of types to tokens.

-

L. A cdmparisonﬁof decodable words to irregular‘words for~the

"

~

stortes at® the end of the third and suxth quarters-
f 4
"5, the proportion of hlgh frequency words (greater than 50) in
, ,

A

-ethe first 50 words of each story.

P
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. cen B on 0 : - ) o
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] P . Lt B kR ‘o, - " . et — -
. o . y . oLl . .~ Skill'Hierarchy Approaches
"4; . .. v -v K . . ‘Tw - R L 8 . } P A ,
t B ’ ‘ o ’ P B N ' ;3 a S v ¥
, : In determlnxng the future usefulnes?of the words that the chlldren R -
A N
~ : ¢
are reéd ng, we examlned the American Her‘ltage WOrd Frequengy Béok and .

50 . ) declded that a frequency of 50 or more constltuted or defined a common#

¥ -
) - g . . f - ) r
L - word.” In the sto’?'l'es we examlned the number of word types (wovys from -7+
. , R ‘9 - . . L . -
E P the. same'root word) whichimgt this freque’ncf/ criterion Compared to the %® -
. ‘n <
o total numper df tokens (words) preqs‘enteg; to the. student , In determining )
. g X - N v ~ . * - ’ ¢ g
- - the frequency of a wor@, tense, number, possesslvesQ}and upper ‘and. lower’ . ”
. . o - s . -
K case dlstlnctlons were‘lgnored. In the ble, .the numbers in parentheses i 2 ’
. " - ' B v ;': . 4 P
in the "\total types“‘ rpws are .vth tion %%total types to total tokeps., Vo e
' Lop Jh . : 2 .
“y ¢ The type breakdown int irredular 3nd decodable words uses the ’
‘ M N r ’ ‘s » )
'&?"’ } term irreqular, for any word whieh is not decodable (accordlng to what Es
P * N . N r &.) \ . 'p ( . . ’
VA Kbeing tagght in- a, program) to the ch«ld readlng ﬁ Manyzof the basic*

] a«ords are not l.isted as »déc‘odable,'in Ginn because Al of their.component oy ’
- . - . ) - - ) . :.% ) ‘.-
ph0netic elements h,ave not ,Q‘as Yet been taught,. . oL :

\l
) ’ Different program? allow dvfferent numb &5 of lnstructmnal -day4 . .
. ”, for the readmgéoF a‘stary, so the length of a story doese nbt reveal . A
. s, . N : - 5 ' .ot .
‘T A what‘ it is expected a student w:ll read in a day s lesSon -
: T v ® ’
. + . . . , - R
p Th4s tal’le presents only a few of the varla’blés that could be ¢ . '
P - - a ~ a4
- N -
w: . ,analyzed and does not nnclude .3 su,fflclently wide sample of stories .
: from each program to be truly representatuve It is intehded slmply
* R Y s e . . «'.
B as an mdlcatnc}n of the k|nd oﬁ analysls that could be made A more ‘ ' ”‘.
. - > @, N - - * "
3 . thorough aualysls of more - storues could revkal some i tems of pedagoglcal . .
~ . s cme - 1. -
N |nterest for example, how man& word ‘types are repeated from 8tory to
. L0 » ’ . X . ’
2 . story, and what is tJGc rate “ lrntr—od.u‘c'tion of new word types? - . . L~
5 ’ » ' B k o PN St R A :? * &
N - - . - . .
.‘-‘ N ¢ ' “~ - * . o ’
5 * ’ N ‘ P o ¢ B . \ -
Lo P .e , - ) .
,(' . . ] # R v - . ) . v . .
n s % < 7 .'8‘3 SR | -~ -
- 5 - . . : N . "‘ _‘“ -

Emc% o« . e T

2 .
oy e e . . AR ‘ ' . W
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k]

Such data wduld v’*ef'lect the ~amount of pr,‘actice thi childyren receive in ,

Al

- , ,

“ . reading new wordé that are in the sequence of storles-inm a program ¢

,"

, Other ‘measures cou1d inciude the ratio’of words that have been d:rectly

. ‘ ] ﬁ s » \- 9 3 Y " ‘e

. . taught ‘In the skflls part of lessons to those that appear in storues
L . i P
wlmout havnng,, been directly t@ught ai considerisg those which have »

Cen

not been djfectly taught, the ratio of decodable .to |rregular words

on

- ‘ o

’

, & ,
- -They high' nwnbe/\of |rregular words in the ear‘y 1evels of Ginn.- = ) -

e

~ PR ! )

N ref!ects that program“‘s relnance upon the’use of 5|gh{wprds anhd the
i y . " . .

. gradual teachlng of phonetlc elements, whereas the Iarge number of
régular ‘words at the fourth quarter of L:ppmcott reflects |ts app(oach .

>~ of rapidlyw,»teachlng a grge number of funct"‘bnal phonetic elements.

? . ‘
o - ”

The table: s_ho\q’ the clear incréase' in the number of types (d1f-

. 7 ~ 14 -
" s ferent “words) that are preseptéd to the students aver the t,hird to ‘.g ST
L] s ‘

5 tw,elfth quarters as-.compared to the relat'ive'ly constant (aSo&t‘ 33) pro- -

portionaﬁ types to tokens {all..words). This mea’hs:_that students aref

> . .
expected to learn new words at the same ra,“te {about sne out of three
. N ‘ )
' words ;ncountered %hrouqhout their fitst three years of schofbl.

¢

. ' Thes ratio of high frequency types to total types lndtcates that 1S

- P LN 2 @ A . )
all ,stories examuned containm a«lmost ex,clusxvely‘hugh frequency words .
. . * » . +0
‘ : This Implies that the words“th-: children read in ‘these stories jN|‘] .

- N -

. -appear agaln in other ‘gritten material ~they will ‘encounter ., . » .
‘ | . " v.

t v
- ) - " N 7 .
. . « N . . . ’
Ce ~wnclus.ion \\r : % LN . v . " -
. ’ ~ + ! » T N v . ‘e : M

' v The instructional and teaching strategies that have been gombined s
. - . . " L4 . oo .

"into each of these programs aré being successfully used by many teachers
R AN o . . - . . o L
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Aruitoxt provided by Eic:
.

-+ % teaching procedures. There should ‘also

P

. . ‘ N rs
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-

- -

to teach beginning reading to'many children., lt.shiyké/be recal?ed,
. . N % b .
however:, that.many children &re hot being ‘successfully taught begihning

\

readingwsﬂ‘lls & teachers using either these or dther programs. Because
. o P .

s

therevare guch 3@ large number of children in Amerjcan classrooms who .

3

are not adequate[y’taught‘bas}c‘reading 'skills, there remdins a crﬁskggl

. .

PR . .
need fQ; the analysis and eval fton of the programs being-used in
s g '
C o
Y
An analysis of programs should not'only include an examination of
. &

those classrooms. ;

the decoding and other skills that appear in the programs, along‘witﬁ

the sequencing of those skills, but should also iovolve an examination

S

I3 o N s . A}
of the relevadce to reading of the skills being taught. Are all 'lgssential
& . Lo T j . .

skills™ ésséntiall. Given—that ;laéeyq&m instruct}onalulimp 15 limited, -

¥
-

* ‘ . . ‘ '
it is important to knésrwhich skills within a system Brﬁgreally necessa&y

-and which ones are peripheral: It is equally important}?o eviluate th#

[ . PR
kK

clafity of instruction manuals to ascertainvff thHey can be, followed by
1 ] ‘ * <

9 . o ' ) .
the teacher, and if .follawable ®td determine their effectiveness as
be an analysis of student mat- °

L} b

< . . .
N : N
erials, imcluding readers, workbooks aﬂd'workégeet&.to determine if they
- ’

e y

provide an appropriate amount of opportunity for the pF:ctigc and app]l;

a
-

.catioen.of the skills being taughti il

» v

The consideration of these four progfama<gives rise 1o ma%yw#gre

P

N oW ; .

. questioné,hgﬁich range from those 6?lprogr§m détaih‘to those that relate

~
»

! to classroom implementation. Some of these questions are> . ° ]
- 1. Are all of the correspondences, \including the consonant clusters

.*Q}, - 4

o . . ™ Lo .
and wowel and consondnt dié}aéhs, sélected to be taught necessaty?

.
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A
‘e

P

.

ERIC

A 170x Providsa by ERic:

*e

-

' N i

’ v S

-+
2 What effect does the rate 6f introduction of. sound- symbol corres-
N A8 o

: pondences have on the chlld's acquusnilon of.ghe%e correspondences?

. ‘ hd -
. Does‘the rapidwrate used in Lippincort cqnstntute an overload NQiF
PR c - - s

for §ome children? s the rate In Dnatar too slow?

Qs‘ '
3 Are continuoys sounds casier. for studenir-to handle, or can - )

‘ .

Y

. thez deé 7 stop soundsas readlly? , .
L. {Are the rutes that are given for ‘the appllcatLon of phonetic ’

«

princnp]es functlonal? Canqﬁi ch;ldren remember them? when

-taught, do they pertain to a sufficuent number of words? .

”

5. What is xhe effect of the vary|ng order in the teaching of §k|||s?

Does the gradual ‘ntroductlon of phonetlc elements In Gdnn and N
ﬂNISConSIn make the use of sound-symbol correspondenCe and other °

. -

s disfunctional? Have the students worked oii other
) .

of

phonetic ski
C

'readnng strateg.es by thewtlﬂe the Iast e1ements are taught?

1 ¥d <

]e Are the reduced number of correspOndences, the mgdifled aIphabet
AL

and the special prompts used In Distar too “glm]cky,” does Such |

3]
atsumpl|ficat|on beccme |neffect|ve when the prompts are removed?

%} N P 3 . sl

~ 8. sts it more efficient to teach sounds.as pgrts of words,.ECcurrnng

. ?

-~ ",

at the beglnnlngq middle and end of ¥he words or to present saunds
. .

1nr|so|at|on and S|multaneously teach blending skllls? ,The first

\

»

approach may entail teachlng the children the meanlngs of be gln-'

ﬁ'f'nq, mlddle, and end and tra!nlng them t} hear sound?‘ in de—

] ' T
-ferent parts of the ~word. . .t .

]
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e W e e B
. s 9. 1s lt dangerous to téach sognds in isolation? [t is true that

*
—-M("N—m—} . ‘

) . .o ¥, y ' .
' ot uy - +ina structssense:naqg t0nsonant sounds g:f;ﬁe pronounceJQOnly j

- with a vowel wqund félt begins or ends the” consonant sound e
w‘/‘" .1 ~

Is also true that each VOwe4 1nd|cates a varlety of sounds. Does

AN . ’ oLy ]
.

: , ' sepé?at!pgﬂthese-sounds from the context ‘of the surrou dcng

-~

aounhg:lnké Q&rd,provide a firm basis for teach[ng usefd] sound-°
. ' symbo relations‘hipg?\ . . ‘{, o ,

10. [s the diffieulty'that some'teacher§ have In hearing and pré— \D.

5
s

. ) ' * . . .
- g ) ;%nC|ng sounds In isolation a deterrent to their ability ta

¢ +

,' o . . t@&ach those spunde to ‘thelr: students?

11. Is it better tha; storles in the furst four quarters conta’in many .

.
different words so that the chlldren can get varled practige,

‘ . . h t
applying.what they are be|ng taught to dnfferent words, or is it
LA '”better that the chilnren read fewer words but read them more time;a

practice~on a limited set of words?

"i .o so they get more i

. S .d2. 1s there an optimu ber~oT’1esséps needed for teaching specifli¢
skills; how carefully must review and skill Integration tasks -
'be'proﬁrammed into a‘sequence? ‘ a -
it - .
Ly ) . :

- . . . . . . ’ '
13. What'is the effect of careful control of task presentatiq%;as

P

:: - ‘tontrasted.to rellance upon teacher judgement to sefect appro-
. . ' N
- 4
'. priate tasks? That is, g it more effeCtiVe that a teacher
oy .
) : teach speciflc skills in a highly organlzed framework or -tg select &

1

“ from a number&f instru‘ctl‘onal suggesttons and develop uhls'éher |

¢

'@. . , . ‘.t% n ways to tedch them? " ’ ' | -y
LR = & -
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) Y., 4. How much tlme should be §pent |nstructlng children in basi ”
" \ . ', ol
o : decodlng skills?.' g twen{y minutes per day for each enoug
or is an hour and twgnty minutes for each chiid necessary? ;-
. "How much prattice do ¢children need? » <0 ) :
‘ . . ‘ . .
S : o . . 7 .
. o 15. What reading achievement data are available for the kinds of
* . . ‘, “ ~ R ’ . \ -
Instructionat and teaching ;trategies that these programs
¢ . . A . 1Y : * . . t
. s v . N b . .
répresent? How do the data compare to.each other? How do-the \
® . 4 : . ) s" .
.'data f rom these programs ccmpare to otyér less skill speciflc
n » .- . /0
SN programs? For what klnds of chﬁdrenﬁ . ' .
P Y . % '\. x5
6 . The answers to these and other questldns may lead us to some declslons .
~ 4 ’ th/uﬂl enable teachers to have access .td progr‘s that work, progra.ms . -
. \ . ¥ ’ » , .
o Lha\wull provide the successful bamsd"or teaching the decodlng akills . - .
- P had 3 = N
" ‘that essatlally every (h.ld Ls capable of belng taught. .
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Marter ) ) ’ .
N © . . 41
| Total Tokens 7 A T 503
* L]
Hi—Frequenéy '{'\,7‘1»&:.; ' ) )
,» [ Total Types (For lst S0 words, 0 Bb/ p 1.00 1.00
* | A .
) g . i ,
1 / .\
> N ® .
4 ~ 119 e
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. . : - Skill Hierarchies in Reading Lomprehension " *, )
\ SR K

Lgarak Rosenshine

AR

. ) This paper explorés what is known about skil4 hierarchiés‘in
reading compreheosion. It begins with an attempt to identify major
skills and then looks at possible,eyidence for the distinctiveness

.and/or'sequencing of these skills,wdraﬁing upon.three sources ™ L

A

£

. - -
correlatlonal studies;ykextbooks for elementary teachers, and instruc-

tional materials for primary grade children,

Jo ant|C|pate xhe maJor outcomes, no clear evndence was found

-

— 5
,goncernlng the dvstlnctivenea?rof different readlng skll1§“7*Whlle
- N

. SOme evidence polnted to a possible dustinctlon between ger|VIng expllc;

-

-

Jdtly and implicitly stated meanlng, another interpretatlon wh|ch is

“‘ e

dlscussed is .that the dichotomy is actually between readlng and reason-

Ed « = » -

. » .
’ -Jng. Reading may involve extracting‘ydrbatim information from the pas-, ////

.

sages whereas reasoning may involve combining information across sen-

. ¢ g . ‘
tences or drawing conclusions or making inferences. Regardless of how

réading comprehenéion is broken down ne evidence or discussion of op- v

: tlmal or preferred sequencing of |nstruct|on in readlng combrehension
3 was fouoé\~ Even the major advocate of the disttnctlveness of réad:ng .

comprehenslon skills, Frederick Davls, wnote“that4|nspect|on of his

data-did-not indicate a clear-cut order of simple skills leading to

, . . more comglig skills (Davis, 1972, -p. 172). Similarly, the major pro-

. -

b o 8 ‘ L. - - ; ~ L .

’ N ponent of learning hierarchies, Robert Gagné,.roted that the principles

“ . % . » ,
. . of reading cqmgrehension,are quite complex and are typicaltly Iearned' .

. » by a process -of discovery from the act offreading'' (Gagné, 1970, p. 273)2

., - ~
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* -on a group of common skills in reading eomprehension.
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, The issue oftwhether reading comprehensuon |nvolves readlng or LS
N v

'\

reasonlng appeared in a number of ‘reports. Little was written, however, o

S . L 4
of° instructjon ‘in reasoning, i.e. deriving implicit]y stated meaning,
. R

as .oppdsed to .instructjon ‘in reading.

s

Lists o’f Comprehens ign Skills

- The %lrst step was an |nspect5%n of l|sts of readung skulls from

(\9 -
a wide range of xougdes to see if there was substantial agreement on a

&

number 'of common reading skills. ’If so one could then explore whether

[ . 5.
these gkllls are best learned in a hlerarchlal fashlon > The result, as .

‘wé shall See, 'was the finding of a $mall number Qf.gommon skills across .,. .
: ) ‘ ; - . .

sources, a larger number of skills unique to & fferent sources, and

3
s

a‘large flumber of_subskills which may .be prereqdislte for the larger !
i R - . N M A
skllls. In general, there wés, at best, mixed evidence for agreement .

¢ o
€ - ’ N . ., - . . " -, y
- -Table_9?ll3ts both common and unique‘skills across four faurly
-t - N R Y B

authorltatlve l|stsa The flrst, from Scuence‘Research Associatés, was!

developed by the Center for the Study of Evaluatlon at. UCLA TH% second
a -
is the list used by the Nat‘onal“Assessment Survey to develop test‘items.

a

—Th:;thu)d}ls ‘from Scott Foresman's scope and séquence‘ahart for. .their

readerst The fdurth was developed by Wayne Otto, th%:érfhe developer of

ow"l

the Wisconsin Reading Program at the w:sconsln Research and Development
/

4

-Centbr The sample represents both a broad rangé oﬁ/g’hrces and “some of

the ‘best thlnklng in thls area. . L : e , &,
. ‘ R ) .
N vt $pa
) ’ - ' L3 . v
v f v . D
] A~ ' (4
‘ " DN - -
. - " . c -
] . *

L




’ fﬁsert Table 1 about here ’ ,
‘ e g e o

L] -
» . o < 3 -
. ' . v

Several skills are common te all five sources:

~ 7 _‘hﬂ? .. . »
locating details * _ . ' & '
. P i . <o
understanding words in context o : . , ‘ -

. N s - @ ¥ .
recognizing the sequence of events \ o "
recoynhzing cause and effect relationships %\ ]
compare and contrast - ' . ’ A v F
k. ‘ " ‘ . ’
vecognizingsthe main idea/title/topic ’ :
drawing conclusions/predicting ottcomes X e

. .
One might add fact and opinion, author's purpose, and parapqra5|ng -
- ~ \ N ”
to the/list, although these three are not as pervasive. , . s .,
& - ‘ by ) i
one of the above sources acknowledged or discqssei.a hlierarchy ‘ b
of th se skills. However, there daes abpear to be a rough implicit 2 i
./ -
~distinction between '‘detail" and the remaining skiiis Locating detaiis
seems to be on the simplest Iever in that it often involves a recogni- ’
tionjor matching task; one does not have to search very far in written - T,
o 1 ‘ . . . T,
matefials or process very much inorder tolanswer this ‘typé of question.’~ R
. il

The" r‘aining skills are more difchth to ranz One- mlght ten- .

- ’ .. . &
tativeiy iabei them as’ sea;ching and synthesizing skills, since they - - . %

’

all [involve |ntegrat|ng meanlmg from connected sentences, or one might

.

differentiate these skills on the basis of length of text searched. For_ ‘):

’ M

exanple, the ‘meaning of "words ln context' can ;babiy be derlved from\ W&o

¢ ' '~
shorft segments of a passage,” whereas 'main idea“ and “sequence” require .

)
+

’ , . .
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*searching and synthesnzlng larger,éﬁ;nks of material. However, thene .

- <

are many exceptlons to a classuﬁ{;atlon based on length of text pro-,
N \

ioessed. The ifficul}y in distingulshing among these ''searching" skillq,.

»

is recognizéd in the taxonomy developed by Barrett (cjted in Clymer,

» . . -

1968) . ln that taxonomy all of the searcning skills were placed on the
same,, Jevel, that of |nferent4al domprehensuon. v JUE S
vy v 4“ v - . -"_ ' '

' Unique comprehenS|on skllfs. Beyond the conprehension skills come

“

!

“hmonly cgted by the above flve sources, most of them also listed 5{
s number of ''unique’! skrlls ngt mentioned by the others (see Table 10). .

. ) _ . o
For exampfe, 49 fairly separate ski]lls are listed by Ginn for their

<™

”primary grade 360 reading series (see Table lT)., These lists are not

fruvoloqs,«each is reasonable and sensible., - One can aréue that ,some

- &

[ [N
- sk!lls can be comblned but even then-the list oF %2|que skiils would
\ hd +
probably be over 30 One can also argue that some skills should ’
; Lt LS
____________________ Lt :
Insert Tables ,2'and 3 about here ..
________________________________ K
. . : _-" / - h
be,split. For example, Tom Anderson and, his associates at the

Yy .
_‘UniVEFs?ty of Illinois'.Center for the Study of Reading argue that

the skil} o?-?inding the ma}n'idéa in science or nonfiction materjal
.‘4.«?1 » ., ) R Lt . . ' 7
,‘ is falrly simple, upereas f!ndfng the main idea in a narrative is a .

s ’ ) . )
dlfferent type of skill. Hhile isolating the main idea may be regarded

as a ”unlque“ skill, it is not one which is sumply present or absent;
- ¢

“rather, the skrll is progressnvely refined over a long pernod of time. With-some

- - L I -

.
¢ o i
] . ., Y LS ¢
. N -
. , . Yo -
- . Al

: L T t = :
. ; 114 | :
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v . . . [y R
’ AN . . ' Do, * ' SkilKHierarchy Approaches . x
> . ¢ [ * . ’ Vi ‘ . . R
i .. . .y . IOSI . Lo
i ."- ) ’ - . . b
NN kinds of. tests and tasks, vepy young chllaren can. do extreme]y wel? ’ .
* but with others, consi ably older chlldren may sttll experlenCe ’ ,." ,
SN ¢ : . o ST T
‘e dtfficqlty.r o L . " - : ,: ’ ’
. ! . ' . . 7
-~ . * AN . + .
o ' . gombrehension subskllls .,tn addltion to the ‘brimary” skl!ls q\f ’
. ° e ‘ . 9 B 0 ‘
' cusged above \other authers=have |dentifled certaln subskllls.. For 3 .
] i . N
‘2. . example, |n an unpubllshed paper, yalerlé Ander\Bh (of the Ontar!o .
. A o =~ \ “ "
v inst|tut for Studnes in Educatlon) $uggests that learning from ¢ohtext
'.‘ - + “t v, EE ~ G .
. ,/anOQVES recognlz|ng and using\ tha_ followvng clues I o .
1+ ‘y . . ~ o> * .
° ‘~’ \. - ,e" T ‘ ‘ ’ ' ' ~ !
fae e contrast clues such a8 ‘thse provnded by- ”but“ and “also” ¥
- T a -k Q i~ [ N
. < \ M ' " - , v s :\
oo descrlpt|on glues sigh as "lS“ WMis WIi ', and Ywas'! Lo~ \\\\\\\\
] ', " - T : | e a7 G ,’ 9;‘ ’ ::' *‘\: - . j ¢ . T
Tl . synonym 9& antonym‘tlues et N
I A4 . . ' Oh T -/"’ ", N .
e summany c#Ues-' . i_' LT T e, 'Q ‘ o . »
e 'clqe prov.ded by 'tones. settLﬂg, and modeh R ’ ) C
o AR SRR ) .
'9' -
- : ﬁ‘ clues der|ved From the mafn ldea and supbprtlng detalls / .
’ i A . > * ° » - .- . { -
. T oa, . - fl 3 -
‘ v ov re Sttlonal e g '3 M CoL ' o
N 4 p pﬂ Ues' ,. . .o ,}“ . .- ' . . r
b 1 ] @y
" ! o clues derqved\from cause . and effect pattern ‘of sentence<mean|ng. . ,
, . N . i ' o %, - " -
?he list of.réading comprehensrdn subskl]ls can be eXpanded another
. AS 0 ' . - @ ‘.
) ' wa Twenty four subsk;lls were lnsted in the Unoversnty of Mimis . -
L N - ’ * .
/ and éoit Beranek ‘ahd Newman proposai ﬁof a Center for the Study of Readlng i
- "’I‘ - u - . ¢ .
. o .. v ¢, .
. . The9¢ imcludedw e T s <L A ‘. ‘
v \ﬂ LI AN ‘. N ' ’ . . A [ a: ” : N ’ ' ! * . . ’
\ - word meaniny, ce o e P o — L i/
. , N .' . .o tt . T2 ! "~ ! .
: " ‘bureA§§nfax LT L S ¢ ;S
\J) . . e : AR * .
: . deeper syntactic semant1c relatlons - ' , I
. o ’ .
. ' -
.. , entailment (e.q., |f the unvcorn s~ taller than thL boy, then the
- . . .- -
T ' boy-is shorter than~the wanicorn) . Lo ' .
\ . . o - .
a ' '\ ’ -v ’-. ) . . L-
" ' g "D »IIO ' ‘ S L7
- . - . o . L oo : ’
ERIC™ ., " . - .
= e g . e ) .
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of existing studies of reading comprehension that treat skills globally,
. ’

.
- . LY
< A . s -

4 e .
) ,
. 1o L
. . .

affect meaning o R ) .
. .~ . 3 I . . .
- . - Al L'l - -
direct speech acts . o
‘. s . « & 9 :
. f o ' | ‘ . \ ‘.’
metaonr ; :Q o o . .

metonymy (e.g.., ''l.drank the yhole bottle" meahs‘the speaker drank

“ the 1iquid Jn the bottle) ) - ‘ . L,

© . . e 2 : . .
knowledge-based; anamoly, A = 7€ -
- Ll . N . N . Y . - R R ‘ . ’
knowledge-bdsed;brégmatic implic¢ation.’ ; ’ . '
importance, disfinctiveness,.and pervasiveness of the
. . / . . ) p

above postulated subskilys remains to be determined. 1€ the subskills
M. . - o

The . rel evance,

’ "\\ ) . ) ' * 1
are distinct and produce d|ffeventlal effects on outcomes, the results

-~

are confounded future research w1|| need to control for speclflc skllls
. e e

“Qufimary.

Acrocss severél sources, there is consensus that read-,

T
-

E

|ng comprehensnon entarls about seven skilts such as recognizlng sequence,

%
\

recogngggng words in coxt text, tdentufylng the maln |dea, decoding detatl,.

IS

drawing |nferenCes, recognnwlng Gause and effect

¥

contrastlng.

a

and subskills.

attempted to organize skills into a hierarchy.
Co L. # .

4

CorTeIatlonal Studies of Readtnq Skills

and comparlng and .

Some sources propose a Iarger n/hber of unique sk||]s

ﬂegardless of its classuflcatlon syste& nq,source ‘

-~

14

~

. : [4 «

'We now turn.to correlatlonal y6d|es of readlng skills in an, attempt

to see;whether there is empirical support. for the dqstlhct!veness of

different. comprehension skills.

A

unique or distjinct reading-skills hes heen done

.
N . ,
.
) .

The major empirical work on- identifying

by Davis (1968, 1972).

3

§
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Consider Thorndike's description of Davis' research:- ' ¢
A .

3 . Ny
o . N .

. By all odds, the most thobéhtful}& planned and‘metlculously
gathered set ef data is that rencrted by Davis (1968, 1972),
- ,and descr!bed In h|s Psychometric Research on Compre;ensrcn ‘ ’
‘1n Read_ing’. F;no'wzng up.on his early (1941) rjtionaI:and
statistica! analysis ef\reading skills, Davis selegted trem:‘\ \

a very large item pool, test. items to measure eight hypothe-
.- N v -
» sized reading skills. The experlmental independence of the ’

items ‘was assured by - bassng each item on a, separate bit of

.
£

.

reading. Prellmlnary item analysis was carried out to identify

and retaln subsets 6f items that were homogeneous and distinct
. .. E ]
“in the sense that each item correlated fore highly with total

-

scores of ,the group of items designed to Feﬁresent its -owrskidl ¢ -

than it did with total score for any of the' séven other: skills. -

. ‘ . H

Thus, both editorial, and statistical efforts were concentrated

< -

on differentiatfng the several skills. Estimates of the relia-

-~

blltty of each of the'subtests were obtaqned with: great care.

|
' ~

(Thorndlke, 1973, pp. 178-179). .
. .
Two forms wefe used in theastudy, each‘form containing 12 items measuring
f N . . .

each of the ‘eight skllls {The eight skills are presented and illus-
‘w gy . * N

trated in Fab]e 4 taken from DaV|s' ]968 artlcle) : . ]

?.
3
M"«.\,‘,
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The original treatment of these“data;(Davis;'i968), émplbying.
> .

'uniqueness "analysis,' identified five unique skills, as Illustrated In
. ) . oo ' *

Table 5. These were:
. v

. recalling word meanings

-

finding‘answers to questions asked explicitly or in paraphrase’

drawing ‘inferences from content ~ . *

£

recognizing a writer's.purpose, attitude, tone, or mood
. s .

following the structure of a passage. ° ' "1

The factor analysls (pavis, 1952) yielded four.clear factors which

) 3
were consistent across the two forms (seg Table 13). These were:

-

word meaning

“determining meaning from context . ' s ) “

finding answers to quest(ons anghered explicitly or in paraphrase

. . s
in the passage and weaving together ideas in the content
. = N
skill in drawing inference-.from the content.

’

Thus, three skills emerged as distinct across the two analyses: word

~—
* \

meaning, explicit answers, and inferences.

- - — - on e G - G Wm 4P W -

’

Despite the discovery of sep’te factors or umique skills, Davis

does not believe that his research has produced evidence in favor of

¢

a hierarchical skills thzory. .First, he notes that hisy previous work

shows that ''tests measuring a‘'wide variety of skills involved in(;om-

prehension are posivively, and in most instances, closely correlated '

.

-

- e O £

Y

-

”

9
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(1972, p. 172). Further; he statesﬁ}hat:' . ) . \ I

\
- The hierarchical skills theory cannot be reconciled with ex: °

perimen&a+~£igdiﬁgs concerning the inteéfcorrelatidns of .skill
- tests in reading comprehension.... lﬂfpeétion of the intercor-

_relations in Davis' cross-day matrices (Davis, 1963, p. 524),

based on scores of 988. twelfth-grade students Tn academic high

schools shows' nb marked evidéncé that the eight skill test$
. © e

L} . \
, (whigh display approximately equal reliability coefficients)

can be afranged ‘in a clear-cut order of cumulative agglomeration

of simple skills in more complex skills. More systematic inves—

tigatiqn o??this point needs éo be made. (Davis, 1972, p. 1723 .

In sum, a major review and research study in reading comprehension”
e

v

revealed some unique reading skilts, but no evidence that these skills

vt

S 1 >
are hierarchical. =« °

. b4 :
In his suggeSt}ons' for futur"research Davis reaffirms this lack

M A ) s
of knowlédge of reading hierarchies. He suggests controlled experi-
ments, us?ng,speci%lly prepared workbooks for teaching purposes, to -,

determine the effect on comprehension of teaching the skills fdeqijfied'

in his research.’ He further discusses the need\zfo determine the effect
on overall comprehension of different ‘orders' (or hterarchies) in

-

which operational skills...are taught and practiced! (Davis, 1972,

v

-

p. 675). Surprisingly, thesesexperiments have not.been done, and
, the need for such work continues to exist.

~ ¢

&
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j*_ Additional analyses of Davis' data. The search for unique skilis

-

In readlng comprehenslop‘Was contlnued by Thorndlke (1973) and by
1

&

Spearrt%t (1972) in reanalyses of Davn; ’data. \()5"’:T‘\

Thorndike used ''reliability coefficients rather than unitles as
the diagonal entires' (1973, p. 139). Three factors ‘emerged, with .

¢

ibhe first: factor.accounting for 93 percent of the variance. Thorndike

-also factor enaJyzed four other.sets of data and found, In ea:h case,
that 80 90 percent'oF the meaningful v?rlance appeared in the first
factor and the remalnder was exhausted by two or possibly three factors
Thbsu he conglbded that the readlhg skills selected by Davis were hot

L]

dlstinguléﬁbble. Thorndike also claimed thdt even the distinction

which Davis made between 'word knowledge' and ”reasbning in reading'

(or inferring from the text) was not justified, because there was

Jlittle differentiation'between word knéwledge and parhgtaph comprehen-
. A ) <

”~
Pl
-

sion in the factor-analysis.

'_ Forthermore, Thorndike claimed that a measure of readjng ability

¢ * ’ » .
can be an international ndulture-free' measure. In a cross-national
. .
L] study. of thlrteen year- old children in eleven countries, the items i

having beéen franslated Irnto elght languages. There were nQ correlations
Yo

below .80, suggesting that thls general readung skill is the same .
\ » N
Whether in Engllih French Swsslsh or Serbo- Croatlan 9
> ~
- Spearritt applled maximum {kellhooq factor analyt|C'procedure§

(Joreskog et al., 1968, 1971) to \he same Davis data. The first analysis

’

led to the conclusion that Davis' griginal eight hypothesized skill's

could not be experimentally identifieb as separate skills.
. ) ’ A /

\

I 5
. . 120 .
! ’ \ - )
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Subsequent analyses yielded four separate readlns'skllls: ‘
! o, - - . ¥
recalllng word meanings P . o
. . A v . T
._'draWiﬁg inferences from the coéntent o, ‘
recognizing a writer's purpose, attitude, mood,-and.tohe ' .
" following the structure of a passage. y )
These four had been preViouslyklden%lfled:by Davis as distinct. A
) " l o T g
fifth skill, finding answers to.questions answered explicitly or~¥n
. * - - . X
paraphrase, did not emerge-as a separate skill. Lo
0f all the skills, vocabulary was best differentiated, as it was ) S
in the Davis. and in the\Thorndike‘analyses.' Spéarritt‘fdrthek con~ ' .
cluded that 'when the corrilattons between vocabulary and the other ) '%‘y '
\ P

3

"he noted that ”all such prlnclples are qunte complex and.are typlcally

Pactors are excluded from consnderatlon, the remalnlng correlations

are extraordinarily high.'" Thus, although certaig comprehenslon skills
N _ . o . .
can be &ifferentlated, present types of reading comprehension tests,

-

¢

as distinct from word knowledge tests, largely measure one basic abillty,
" 1 ) AW T

whlfh may well correspond to the’ label of ''reasoning in readlng“‘ ?
- K 4, W

e

(Spearritt; 1972; p. 110): s . Ty

\

Pobert Gagne, one of the orlginatoré of the ldea<of lea?ning hier-

LY

. ' X e
archles, .has shied away from discussing learning.hierarchies in reading.

comprehenslon even though he suggested the existence-of learning hier-

aré&}es in deCodlng When discussing prlnciples of reading comprehension, ’f

PO ——

-

learned not as formally stated rules but by a process of discovery from

the act of }eading“ (Gagne’, 1970, p.,273). . : ', ) . ;
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. Add'itjonal factor analytic’studies: The results of’ agdltidnal\
¢ » . ?: . .

., factor analytic studies, as'summarlzed by -Berg (1973) are_shown In.”

t

Table 6. In these studies, tiere is,[ittle euidence for separate

¢ v g,_ -’ - 1 ,
factors. In' the most,relevant study, by Schreiner, Hlerogymus, and :

P (L . . .

X
Forsyth (1969), even the major, subskllLs in readlng comprehension I

“ - .
y ~

/’ ' (e.g., cause and‘effect, main idea, and inferences) did got_]oad on -

separate factors. ' e T

» - - Insert Table 6 'about here . . ‘ T

. Thls review led Berg to the follownng concluslons N

1)
-

- There are many more studies in the ]Iterature’that add up
© e to the same geperallzatlon there are few consistent fondings‘
! ~
. ~ relatlve to a large nltmber of statlstlcally 1dentlftable separate
-t . reading abilities.. A rough average'of the number\of Tactors N
. A T .
that researchers suggest (Iles) somewhere between two and five., . =

- ‘e

Lemmon 1962) suggested that only four factors can be measured

~ ) . B _/\ o
& . . ) rellably: 1) a general verba] factorv 2) compr’/enslon of ex-
N N LY >
RPN “ ‘plicitly stated material. 3) comprehension of implicit or Iatent R
- . /” ﬁeaming, and L) appreclatlonﬂt.“ Yet, as already Stated arsreview

! 4
- - - /! N

© ., Cof readlng tests turns up 70 to 80 factors that varlous tests . ;-"

)

°

e - ,
- , "

.= . . Implicltly cl@lm.tc measure."~ - e Y t; :
ln another revlew "MacGintie (1973) reached a svmllar concluélon "

He' clalmed that the most promis.ing dtsglnctlon is between understandtng

« [
+ i - s Yo
» -

cfacts expl}citly stated in a passgge and making . Inferences from what is -

N . C ! . n N
. . hd

. i%:‘ '¢ .,‘ S - ) _/fi/ﬁtg; . | s A.. - ' - '/?\\'
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. ‘}(\ o Almost a_)l of the reading comprehensnon skll!s duscussed above and
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- - M

stated. '"Even this distinction is not an easy one, and we should”
o - - ) .
requiré a clear demonstration that two ‘subtests: are measuring this |
- i - - ’ » ﬂ.
A . A . . .
Bﬁst&nctlon hefore we pay much attention to compyehension subtest

- scorés that claim to represent different aspects of comprehension.' |

2 ‘ .
% ¢! R , | . v - . R .

" Reading comprehension and ‘reasoning.. Carver (1973) has 'developed

anmlnterestiné fndictment of reading tests. Follbwing Spache (1965)s,

&
. he described four Ie\.s of comprehénsuon

3

< . . L Decoding of words "and determtnatlon of ‘their meanlng in a

. . M . 4 ~
B v, 3

g o : ) particular sentence. . BN ; .
< . R . " ;-"

.2, Cbﬁbining meanings of individual words into complete under- v’
standlng of the sentence. y - T .o
- 3. Understand1ng ‘of " the paragraph and its Implled main idea, as ’

) well as cause ang effect, hypothesis-pro3f, 4mpl|cat|ons, ' o
t - t . - . 3 .

- . . " unstated conclusions, and ideas associated with,but tangetial.

et ° . . s , I T -
P to,the main idea-of a paragraph. . e o T v, '
¢ 4 . Evaluation of ideas, "including questions .of logic, proof, U

' , authentncnty, and va1ue Judgements. ™~ . ' o S

J)l

tarver belleves that levels 1 ande represent readlng, whereas levels " R
. 1 and L represent reasoning. He aTso believes that most readlng xests -

< 7+ are heavily weighted with levels 3 and 4, thus acqpunting-for the con-

= . ', N [ )
.clafioﬁ;that readLng is reasoning. ’ L . , -

v . . . .
*, -~ - .
‘
\ 4
.

o be discussed in the,next section would thus be goded as ”reasonlng'%

-

Co by Carver, JUSt as Barrett égE»Clymer, 1968) cgded the same skllls as .

.n % . . ‘

’ o . ' Con /
.
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o - ns

"inferential comprehension.' Thus; most of the skills listed ynder
5 N . -7 \

L

“reading comprehension might be also labeled as reasoning, and talk of

a hierarchy or optimal sequenge of reasoning skills at this time takes

. ‘.~
. us well beyond available research The topic simply has.ngf been

-

studled . -

Bl

.

* Ly

-,
- 4

" the lack of research on learning sequehces. Wittick.(1968) claimed.

that little research has been done to determine the most effé&{ive-

»

l:grnlng sequences, and that ”sequences have been produced Iog cally
rather than psychologlcqlly” §w1tt|ch, 1968 p. 75). RObIﬂSOﬂ (1968)
alsd cd¥}ed for éor: re%éarchvdnd stated tha? "within the next ten

. yeérsl a f;rg%.dmdunt of 9dditidna1 infdnmation of effective sequences
’ shouid beiavd;laple.“ (Robinson, 1968, p. L406). }nhreading'compre-

1 .

. ¥ - * ) .
..hension, at least, such research has not appeared. v . -
< “‘ -

<

<

- ,Substrata-factor studies. .St%?Ies by Holmes (1948), Singer (1965)
T . ] 5* . ‘ . . -
and Singer” (1966) were attempts ;q’idehtifi,thé 'sub-strata factors,'" .

v

.t . . b .~ i

speed of reading‘and‘QZadlng comprehension. However, these studies :
. ‘ -

are not relevant ‘to this review, because reading comprehension itself

was a criterion measure, and the predictor variable did not include

’

combrehensidn skills or'gybskills. Ra ther, the.predictor variable

fldd ’ v
include . L
: . . .. @
> . * . ,
word discriminatijon . . p : »
D . N . (Y *
& L]

’ . . . ’
span of recognition

-

number of fixations per 100 words

. In the 1968.NSSE yeafbook on reading instruction, two authors noted

3
.
//‘
[ 3 )
< .
-
.
<
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.

- knowledge of word.meanizjid///ﬁ . . .-
. = accuracy of word pers;ﬁ fon -
]
speed of "word perception

»

visual verbal meaning ‘ g

- reasopring facility . \

] ~
.interest in literary rather than computational activities 7
G-

g

. ) . B
general information.

Thus, however valuable their specific multip[e-?egression procedures
M r

Ay
may .be, because of the variables selected, the results themtfjves are

. not particularly releQant,to this.review. . ) pe
. Summary. Several anéﬁyses of the best data available on'reading : «
. comprehension skills (Davig, 1958, 1972) Hgve revealed at most ;:Lr
distinct skills (aside from word meaning). However,-Tho:ndike and ' “

Spearritt noted that even these four skills are highly intercorrélated.

Whatever ‘the total number of distinct skills, however, they do not appear
- - .2 ~ . f
. to.be hierarchically structured, nor have there been studies of optional :
-« . ' ) - ' .
sequences for teaching or learning these skills. Even in the most limited

. case--the distinction between locating explicitly stated details and
v -

*. }mplicitly stated answers--the: results are not clear-cut. ) . :
’ ¢ . .- . .

There are_a number of possible explanétﬁons for this jack-of distinct

’

. factors. Davis' work was limited to twelfth grade students, and the
reanalyses by Thorndike apd by Spearritt were based on Davis' data. <t

v . N

No other studies were found “in which the investigators limited . v

ki 4

s R : .
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2 ~ -
. . .

t

« " . -, themselves to specific comprehension skills as Davis did. It is

1
-~

~pd§sibfe that other'investigétions_at !dwet gradc levels might yield
) ~ .)J ) . 2

more distinet results.
. . . . .
. ’ v . v

At is also clear that factor analysis is not an appropriate o

technique for identifying hierarchies.- Whether more sensitive tech-

~ ‘ H . o -

‘ niques exist which could detect hierarchies Is an open question, ‘One
z A

- ¥

’ 2 -
suspects that experimental\approaches might be more frultful than
these a postériori -procedures. Nonetheless, if facgor analytlc tsch“ ) "y

«
N ‘

. nlques "have farvto identify distinct and- independent reading com-

prehension skills, it seems unlikely that other a posteriori tech-
B niques would locate both distinct skills and a hierarchical ordering.
\ . . . . -~
7 The more persuasive explanation is Carver's suggestion that under=

o .. , .' A . . - 4 o . .
: standing of implied maln |de5, cause 8nd effect, unstated conclusions, - .
] - -
% " and questions of logic and proof represent reasenvng, whereas read- - o

J‘" N .-

- _Ing is liqi€ed to decoding, determining “word meaning, and determlnung

// ' sentence meaning. The study of reasonlng, then, might involve quﬁte

- -

different approaches from those used in the study of reading.

N v

‘ s Another possib}lity,is that the way in which a question is asked

)

can‘aggect the type of process}ng required and change an apparently

explici iteﬁ\into an implicit one. Conslder the following passage:
LE “ . : ,
. Mary read.three bdoks'last summer. Johnny'said, | wish | -
! ‘ . - ) L4 -
’ . coulg 40 as well.! : . o

" ) The queﬂxlon, !how many books did Mary read?” Is a detail questlon.
2" R §
H0wever, even this level can become more complex through the usas of
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>

Y -

K a 3 Y \ L.
through p raphrase (who ‘read more books, Mary or Jokn?). _This third

"question, lthough“osten5|bly still a’'detail question, involves more ‘\o
o i e .

transformagions than the first. Thus, nominal labels for skitls ma}

4 %
L

' ¢ "~not always de' regpresentative of actual processes. . . .

’
-

ol Textﬁboks fo"Elementary’Reading Teachers - \

Four major textbooks for elementary reading teachers (Dutkin,” 1974;
¢ -t

Kariin, 1975; Otto, McMenemy, &Smith, 1973; Tinker & McCullough, 1975) ° .

Y -

we(e inspected fo determine whether, they utilized sequenclng or hier-

.
T2

1

,archical ordersAe ,of reading comprehensnon skliﬁs No expllCJt menhtion

B

\
’

o af hierarchy or gequence was found.

-
" - .

» There;«éﬁ, h&yéver, a dI;lS/pn of comprehen5|on |nto Iltera1 '.:
”——f-f\\] interpretatlve (or\;nfereagﬁal); and crltlcal readlng' theral.refers .-
q . .

to word meanlﬁg, coktext clues, senténce meaning, and paragraph d?ga- ’
M nlaatlon~-the ablllty to darlve expllélt‘meanlng from textj Under T

2 \

' interprétative or Inferential reading, the authors include: reaching

.
“

conc]usnons, dgawing |nferences frat/ﬁﬁa is read, "identifying burpose;

r
.

anticnpatnng 0utcomes, maklngggenerallzations, and recognlzing the matn R
|dea.‘ Critical readlng rakers to recognizing the ‘difference between
fact. Xd oplﬁf;n, recagnlzixg the logic of‘arguments, and Judglng the‘

~ . prroprlateness of arggments\and conclusuons ’

= - ) Thus, the‘distinction b;Xween lnteral and fnterpretative/reading

'appgg}%”%o support the same rough hierarchy of explicit and Implicit, -

d . . . .
-~y ' > P 4
- . - L .

. B
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\

:' Skills such as grasping the meaning of ethphors and similies, or

0y

|denttfytng sequence, or understanding cduse and effect mlght be class~

~

yifferent authors. But the

iﬁied as literal or as interpretative.by

1

L, . -
general distinction between explicit and i

‘e.

-

»

a

plicit meaning i$ acknowl-

. > . -
-
\ td ~

4 -
o~ ' edged by most authors\ (Recall, owever, thax tn Spearrlﬁéés reanalysis , -

. of the Davis data for twel fth grade students, “understandfng QXpiicit
L 2O

meaning“'did not emerge as a distinct skill). - :~ .
‘ ‘ . *‘w_ﬁ\

Rnaiyses of Primary.Grade Readirng Materials

/ , . - . e 7 * -

. « The puhiishers' scope and sequencéicHarts for the first three : . -
i - seme?ters of five: primary grade reading curricyla were inspected to

N I‘ h [ v

! determtne whether the pubiishers indicated they preSented comprehension v

r. . ° ’

' s%*lls in eithen a sequentiai or hierarchicai manner..

.

-
o>

*
o, -

0
-

Those ‘Five

curricula were:
’

-

- 2) Harper and Row:

‘ s i
1) Ginn ard Company:

Reading_360

pesign for Reading ’ "

3) J.B. Lippincott Companyr.‘Basic ﬁeading 1975 o 0 B

. 1 N
L) Scott.Forésman Systems: Reading Unlimited

. 5) Webster/McGraw-Hiii: Programmed Reading

~

The time of |ntroauctiop and subsequent appearance of eight read-

. ing COmprehension skills were noted and graphed (see Tables 7, 8, S ]
. R | - t‘
, 9. The skiiis of interest were: ~ ) J
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. .. ) } - a
- T '1);$gzating detajf§ . / -
. A ] ~ 7. ) . ‘ -}'r
s e == Y) tecogniZing the main ‘idea’ o o Lo

3) recognizing.the sequence of events

k) drawing concluslons Y : .
A\
w . ; & ;
e ’5) recognizing cause and effect relationships /
S P ) .
. N . 6) understanding words in context . :

Ly 4

7) making interpretations (judgments and'generé]fzations)

8) making inferepces from the text.

Analyses across programs. Across the five programs, one notes
Vd - 1

that all eight cohprehension skills were introduced early--within the

s.

. ¢ :
 first two semesters of the first year. The exceptions to this statement

- are,the Webstef/McGraw-Hill Programed Readers (MH) , which do not intro-

°

their sixth book (reading tevel

12 -

duce any pomprehéﬁéioﬁ-skills until
. ) . .

2.3), and Harper and Row (HR), which delays introduction of one N
,sklll~understbnding words in context--until the seccond yEar.

.
Across the four programs (McGraw-Hill is excepted) there is no.
~ . - . -

particular order for ‘introducing practite in these skills. Recognizing

- t . + ' .".“ .n . ~
= sequence, recognizing cause and. effect,, and making inferences are all
- ]

- N . -

introduced in the first semester. The programs also iptroduce locatirfg

“
b

© details and drawing conclusions in thewélrsg semester (with the excep@ioﬁ
“of Scott-Foresman, whigh Eeléys thase two skills until the midd}e of
éhe secdhq.semester). Similarly, locating words in context is usually

’
[} . ’

) .
2 ol “ . . g o s
. -

' o (- ’ . . ‘ _12\() “‘ - »
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Introduced in the fir§$ se@estér (with the excthISH of Harper‘and Row,

- . * - : . o " > ‘
. which delays this until the piddie of the third semester). v
There are only twggcomprehension'skills not generally introduced .

’ “In.the first Semester. The skill of recognizing tﬁe ma:in idea is

’
’ -

usually deLayed until the second semester,and that of maklng lnterpretatrons '1

‘

appear early in two programs (Hai}' and-Row and Scott Foresman) but

do. not appeer in the first three semeste?ﬁ”ﬁn the other two programs- . >,]
(Ginn and'Lippincott) Thus, with the exceptlon of McGraw-Hill, “or ’

E
isolated instances noted. above, the programs lntroduce most of the =~ 1
skills In the flrsé semester and the remainder In the second.semesger. : -1
Analyses within programs. Within programs %here is also little

eviderice of a sequence for presenting skills, Lipplncott, Ginn and ‘ 1

f" ' .
A
{ -

-

’ Harper and Row |ntroduce almost all of thelr skllls early in the first
L] r - ~ ! 1
semester. They do however, show one slight common pattern they ) <
1 ’
’ delay introducing locating the maln |dea, Harpe{ and R/; until the - 1

~middle of the first semester and G[nn and Lippincott until the second
- - . ~ . ,/ )

* semester. Scott Foresman uses a two-step'proceés, introddtlng half . ]

S

4
the skills in the first semester and the other skills (detall, main

. o
' , idea, and drawing concluglons) ip the second semester: ,
R P ) . )

-~

.Y Only McGrawLHill has any evidenee of a sequence, As shown in , .

T Table 8, they delay introducing any skills until tRe 2.3 reading level, _ - 1
. A , ng . .
N ‘/ ) . . .

, and usually introduce skills ‘one at a time across three years of read- RN

/lyg Ievels. Contrary to expegtations, McGraw-Hill Introduces’ the Lnfe?-
N, . ) ‘ “
ential skills of drawiné conclusions qna recognizing cause and effect

prior to the more literagl skill of locatirg details. ' - |

. . Lt
) - . |
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4

Qierall, Qith\fhe exception of a delay in introducing main
R ] . . s - .,

’

S hd . =

idea until the second semester, pno particular sequence for the intro-

4

v ductlon of reading comprehenSIon skills was £ound either across or )

within programs . Also Tables 7°and 8 “show ho evidence of the usual idea

. . X \- s 5

ey e -

- of shierarchy. ™ In the common examples of hierarchies, such as Gagne's,

'

once a skill is mastered it is no longer taught. For example, if .
f » . .

- . . . . . N .‘ . K] .
simple addition is a prerequisite for learning division, once this
addition skilt is learned it is no longer taught. But in reading

comprehension, once a skill is introduced it continues to be studied .

throughout the first three semesters and,.indeed, throughout the first
. 4

- v
* ~ f . s A e

six.grades, Thus, locating details or-recognizing sequence is never

considered as mastered, but rather these skills are continually,

studied at increasing levels of difficulty. . T .

P

The Need for éxperimental Studies on Comprehension Skills

L 4

Given the high intercorrelations which exist between different

learning ‘from text skills, it seems that .further correlational re-

. !

¢ . .
search will not yield anything new. Thus, it seems more reasonable
‘

]

to turn to exploratory experimental studies. The first major questYon'

[y v o 3
- a

. . . . o . ) .

is simple: does learning a particular skill lncrease reading compre= .
] <.

hension scgres for -that skill more thah learning some othef skill does? .

Iy

For example, if one student spends a good deal of his time doing . 1
exercises on ''main idea“ ot “synthesis” and another does exercises on
. 'sequence'', will the two studerts differ on tests of synthesis and .

- y . . .

seduence? To the best of our knowledge, such studies have not been done.

+ B ﬁ”’ ! ‘

ERIC A .

Aruitoxt provided by Eic:

@
x
e
o
—
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, - The correlational reseafch suggests that spending time on any one .

- skidl will be as effective as any other. That is, time spent doing *
synthesls exercises will be as effective for gain In sequence as it

.
.

) will be for’éyntheé?%n _0On the other hand,- there is a broad therapdre'
on content covered or opportunity td, learn which suggests thai}pae .
,primérily Iegrns what one is iaught. 1
6 possible study is illustrated in Figure 1. In this study, students

r's t

would do progressive exercises in only one ski1l'9nd,would be tested

- a

on all four skills. ‘Training in reading carefdlly"aqa following dir-

.ections would take place for.all g{for td instruction to insure hlg%
AT D

! / . .
- attention., The nd%ber_in the diagonal represents the top of-a § point

e

. S . [ .
. .scale, the scores we assume students woeuld achleve in their own area.

In addition, another factor could be introduced to see whether time . -

\ : :
N spen\t& reading itself is as effective as time spent on reading

. . -—
. f - .

exerclses. We hope to conduct such a study soon. . .

¥
v
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“ s Y . Table 1 ’
4. . e .
. Categories in Common Acrass®Sources . é} 5
V N -SNTY .
. ., v —_—
: SRA National Assessment Scott-Foresman . Otto
(literal and inferential (ages 9-13) ,
comprehension) _ ‘ ;
, .. . .
Al
{ 1. main idea/title main idea/title rain idea topic/main idea .-
L B N
l 24 détail (a) recognizing facts | destail detail .
' 3 ' ©
(b) retaining facts ’
- ) f:. -e ‘
3. sequence organization ° sequence ’ secuence
. ! ’ ’ .
4. draw conclusions (a) draw inference predict outcomes and predict outcomes-
. 3 (4
- from naterial conclusion -
. P
. given . .
5.  cause and effect (b) Zraw inference cause and effect cause and effect
from material -
) . given plus pre- R
6. compare-+and contrast |, vicus knowledge N - ————
Al - - ‘ -
. . . N \ . q -
-~ ' j B
™ fKék and opinien fact and opinion ‘ ———- ———— s
8. authog<51purpose . | author's purpose ¥ -——-- . --—- .
3 ' \ ) A ) —_—
. 9. -——= words in context o —--- words in context
— : ' - N
- M - >
1 L ' '
Vs
. N %
. ) .
. * -
/ L -~
. , ~ =
> vt 4 .
- - ’ h
~ Y r
[l{llC : o 133 , .
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L3S
.

literdry style
mental imagery
previewing
recall” .
relatidnships
analogous
part-whole
place-space .
size .
time’
skiﬁming
supmarizing .-

.

) v >~ / v -, & « N . - , . .
» -
é
i . ! ) .
: ) Table 2 ’ .
) Unique Categories from Each.Source - '
, . ) - . . . . 4 ’ (
® -~ ’ . ' .
. SRA - . National;Assgsshgnt Scott-Foresman Harris & Smith - .
- H ) Fs » L . . . . hd
. ra . . .
. . y [ [ . . . + 4 ~ ‘l s
- ‘classifying sets of regognizing and . |characterization . none synthesizing ‘
words, ' evaluating sources |classification and . information . ' ‘
paraphrase ard literary devices seriation reason from a premise
' _ summarize mood and tone empathy interpret-negative
- character's emotion evalyation * sentences
and trait , - following directions int?rpret sentences
/Iggical thinking foreshadowing : with right branching’
’ - . generalization . | interpret &entences
/ . ) ' |judgment ‘I in passive voice

‘Isyllogistic’reasoning
indugitive reaspn}ng
. |meaning of. prefixes

F 2 \ <

-
~ v
.

[
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. . . C -, * Table 3 .. " :
- Y X -~ - S - - - 4 e \» “ R ) .
« 7 . T el . . . - 5 ,
N Comprehension Skills in the Ginn 360 Series.. . \ -
S - T ] . - . -
L2 - . ¢
- ’ ——— - -y
‘ o ¥ N i : '\? M
/7 ' . . . a v
. The student will... . o .
: : - . : ~ y
p IDENTIFY elements of content by . s, ; . . - ..
. , ; . ’ .
m&tching activity. to directions ’ ' .
' Al N ., y o «
. ( — . . . . el . - '
: classifying information as fact or opinion . . . .
. * . « . M h
. n}atching'characters with their traits, actiors, speech N . el
5 ., ) = N
. . . . - ) -
categorizing events in .story.plots, facts in selections _ » .
’ * EY T~ °-. o N R .
- matching illustrations to tekt e .
. - > : = T, e
© . Jocatimg words, sentences, .or parts of the story that answer guestions, ‘match e
. descriptions, or. support points . o A
- s ’ Y R .
" matching details with their selections’ : ‘ o & .
- - * . J‘I: « ! o
- , Y R { - =’ . - R , * - N N > L,
", -‘classifying statements about the selection as accurate 6r not yd
. 2 : .
L locating untrue statehments about a selectidn, . - .
classifying questions®about a selection accor’dj(ng to whether they have been .
answered or not . SN § . ‘ . : v .
* i ° 2 . ¢ i : ' . ' l‘,
‘ ‘f i e e b, A
* classifying selections or partg-of selections according to point of view ®# - - .
reveated . g ﬁ N ‘ .
N v‘ s & R . “ "; . . ’
- - ‘“‘« - \' } - — N — k . - N v
« matching cause “and effect ) o . ‘e
: ——— r S . ’
matching paragraph, page, sele(,:};:.on, .and main idéa or'tl‘tﬁse" . [ ) .
SR - % i . w e T i |
b o . . . ot . . - » . <
} - matching main ideg with détails A B ‘ S )
; e l? g . ° /a?l ¥ ,\‘FL > ! - 1 A
' . . . f‘\);, . T ) - ‘ .
categorizing details as felgvant'or not. .. _ ‘e - Ce
. d L R . . - -
» - - 7 . Y
L . . . - R -
s matching statements with inférefces ¥ . 3\
- M N - - ~ . = - v i
o categorizing story elgments into problem, climax, and sblution - : ) -
. . - ~ N .
4{; » M N “"" N M ' . i ’ .
= - . , x X oo . : '\._: »~
-, . - - : > D ‘ '
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X ‘ . " Table 3 (co_r{tlpued) e . o !
.;/‘ ._ 3 . ‘\r ‘\_- - . * - L - ", N
’ x = = - .
. -~ .= . - . Ny
NAME: elements of -content by . P S PR :
] listing charfa_ctgys ‘ N “/ . . 0 - . .. ‘f — . 'ﬁ .
' _'~~-1"§.stiﬁg.characters to match ‘given dialogie or actions' B T R
// T : . - — = —F — )
. 34c_ing objects or .characters to fit desL'ri'pﬁons or answer riddles ) .
N T e =~ . = YTy
glvmg set‘cmg or ‘time - 4 . .
- ' - . 2 . ) S
T8 1lstmg_s*cor§ eyents, retelling sfories read,l'ldentblfylpg sounds heard P .
. ~ T ¥ . . N N £ P - . b . ,0
) -, listing par%.cular factf or details - '.m . Lo - -
'. . . ) * 4 ~ ' ' ‘ -
stating the main 1;1e§ or theme' . . . e e ) o .
P . stating the moral: i v : . . : )
R : N ~ T T E t
; stating problem, climak, Solution -- I ¢ .~
‘ e . ST :- . S * =R '
. Tooe . . . . . D e . ] -
. .stating point oqf view from wh1% stQuy.is told T .
at . PR . . * ’ - — . —
e T e ' . . e e s S ' . ! . s
- -indicating the sgl.ectlon that contains specif€ed details - H
" ) . » . P j
\ NI N - ] - - * . ?
. DESCRIBE elemer'x‘cs,of con‘cer;t bi{ ‘ ’ N . )
-“" . f’ecoumzmg character tralts, qualltles 7 . Y )
ﬁ an “the mOral _ . T . L ( : '
F .. — ) L 4 A X
tglvmg an account 3f picture dqtails i ) R .
providing 1itera~l mter;{z}tatlon of.-‘cext - e Coa : oo
e - Lo N « . 4
. ] - 4 g - . 7 T N . . .
! . " .giving,an at¢count of pexsonal experience or knoatpvledge related to the selection ’
« _""giy:i:ng an account of \Xis ual'iza‘c'ion_ of the text ., ' SN Ny
‘ ; “\-E redicting what his or her .rea_c‘ciéms would be to the story sit,ua‘cionJ - . ‘
. g\vmg amn, account: of sm:.lamt:tgs or differences’ in the content or ‘plot of . .
\ selectlons -y & : f{ ) .
. eXplainiﬁg the suitability qf titles or headings- ' \ _ ®
- * N o5 .
h ’. .‘/ . T . C "- ' ’\‘ ) ' -
L ' S ® \° Ca . Y . \/ -
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‘ i /3. 5 . . Py N . . . .
" CONSTRUCT elements of contentiby , @ .« .« ‘ .
° ! & - ¢ N . . s .
: creating ‘illustrations to fit the text ST .
-making inferences about events before or after an episode or story, including
.. ‘anticipating story content . Co ' '
. 2 -t . .
Q’ w— v = T
' e .making inferences about actions or feelings - . \ ot
« > . ‘ [ [T .
' ———,:.. T - T - - = - v
ma%ing inferences &bout, reasons for actions or speech .
. - - ‘)" - — — T 124 - 0 3 ,: " <
dramatization, role-playingg puppet?®y, storytelling based on the seledtion ~
nY *,—’ ! . u . -
¢ & * 'making inferences about w ould‘piappen if circumstances were different
¢ - ~ W N ¢ . N o P .
S, ’A“ 4 T - ) " O ; T
T making infierences about content of selections from titles- oM headings
. evaluating ideas dn a .selection CoL ) ' - .
X . L ) . A - ‘e :
‘ - s ' . . 7 . + A
X . . 'evaluating ch%acter's ackipns . L .
-~ . . N - e ’ . ) A L] ¢
) ’ ! . N R . T (’ — v > '
o ° - . ’ . . v . * 'ﬁ . ) A \\ v '
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! :) ’ . . ST - i
* ' . Table} - -
. . ' - . .
' Sample Items Measuring .Eight,Skills of Comprehension in Reading
7 . o :

R ’ s . " h P . - -
1, Remembering word meanings - . .
1. guffaw ' ‘ : ’

A. make- fun of B . 8
. B. sneeze N ' LB .
C. cough ' ) , - ,
, D. laugh ¢ ' ' :

n\

3

-~

/-

s

. . a middle-aged man could outdo me.

:Inferring word meanings from context

. Weaving ideas in the content

2

8

I felt purified and had a strange apprehension of a secret innocence and
spirituality in nat --a foreknowledge of some bourn, calculably distant

perhapsﬁ to whieh we are allrmov1ng . .
. :. . N
2. "Apprenénsion" (line 8) most nearly means £ .
. ° § ' N
A. fear. i -
' B. perception - :
L. recollection ) : 1 .
seizure ~ : . =

. D.

Understandlng content stated explicitly L
o ¢

All progpam changes mpust be recorded on blanks furnished by the Reglstrar

and filed with him after they hqve been approved by the student s adv1sor

’

3. Prog?am“changeshéEELEQqu flled.w1th the \
Reglstrar ) ﬁT;—h“—‘N"_‘&‘“"”*‘““~—#-mh_7-_mﬁﬂ
Student's adviser ® , -

Digector of the School of Eddcatibn
Dean of the College of Liberal ‘Ants
N

T TTTT—— ]

O OWw >

1 ‘s

One early April I v1s1ted a man whé had an outdoor sw1mm1ng pool. The first
night my host asked, "Are you a morning plunger”" ‘

Thinking he referred’ to a tub plunge in a warm bathroom, I glowed and $aid,
"You bet'" . .

"I'1l call for you at seven, then, and we'll £0 out to the pool. "

It was evidently his morning custom, and I wasn't going to have it said that
My visit lasted five days, and I later learned
from one to whom my host confided that they weré the worst five days he had ever

, gone through. "But I couldn t be outdone by a mere strlpllng," he said, "and
the boy surely enjoyed ir.! ;3

>
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*® .. Table 4 {cortinued) ‘ ' "
. . : v
c - 4 The writer and his host both - » )
P A. 11ked to swim S o .
N B. disliked swimming ) et L : ) .
) . C. were amused by the other's behawvior e
‘ * D. misunderstood the other's real feelings
- ’ ” . '
5. Making\fnferences about the content
- . . N N . If .
The deflight Tad had felt during his long hours in the glen faded as he drew

y near, the cabin. The sun was nearly gong and Tad's father was.at the woodpile..
" He was wearing the broadcloth $uyit that he wore to church and to town sometimes.
[ ] Tad saw his father's hands close around a bundle of wood. He was d01ng Tad'
' work—-and in h;s good clothes T4d ran to him. "It11 git 1t Pa.

- ‘ . . . .
.. é 5. When Taéjsaw his fatheg, he felt oA ! .
A. digappointed e T "
. B. impa;ien;‘ > , . o ' .
: C. angey L el *
) D. gualty ;;‘: .

M N .

. 6. Recogﬁi?lng the author“s tondﬁ mood, and purpose -

3 -

The golf IlnkS«lle so near, Yhe mill ) .

That almost- everif¢day - - - . ' ‘
L * The laboring childfen can’ Took out;)<;'“ A . ‘ ‘
. Qt And see the MQn at play v, . '
. \ o R

6. ThlS verse wg& wrltten about 1915 andtszfeﬁs to a social problem of the

per1qd~rch11d “1abor. The tone of the vRrse is \ N :
. c o "
-~ v . ‘
- Al res;gned e & S .
“B. bel%gerent , .
, C. bitterly ironic .
D. mournful . )
"o &b . s, ot -
*. £ N N .
7. Identifying the aurhor's literary techniques
‘ - o-._ . : . ‘ . . . .
O . Thohas Girardonce remarked of Geomge V: "King George-does mot reign; he
! merely Sprinkle® " “ L . /
‘~ ’ 7. Girard was‘making use Qf o ' . : ) '
9 i . , K v - B 4< ‘
v " A. exaggergtion 3 2 w
- ' B. undersfatemgnt - e _ (
’ C. a plagon the word ''reign" - o ' .
. D. a plajjon the work ”sprlnkle ’ ’ L
o t 3;& N e,
EMC <o . . “ i " ‘( - “~
¢ e . ‘ M . - 4
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Table 4 " (continued)

-0

8. Following the structure of the content

7

Only the adult male cricket chirps. On¢a summer night, they sing by the
thousand in unison, so ‘that -the forest seems to pulsate and the tiny unseen
orchestra becomes its very voice. ‘ '//4 '

V. .

. 8. "Its" (last line) rfefers to ® ’A\

e

A. "adult male cricket" ’ :
B.'"summerﬁgight"“ ) ‘. ..
C. "forest! .

D. "tiny unseen orcheéstra" ) *

' . . 3
< z -

Noté:--(from‘D%vis;.1968) - -

' ) * ‘
3 ! . ¢
. . .
Ed ‘7
\ o (SN .
\ - :
) A | ¢ v
Yoy -
-2 ~
’ .
o ” . ; ] .
.
N
7 N .
- 4 % . .
. 8 N
) & ’ .
r '
@ - -
v 1 . N “\f-
.
A . -
/ L
‘
A
. ' \
. v m— .
- /{p- - -
.
) ‘.‘, ,
.
Cut
{ 4 ]
<
3 ) . .
© -
_ , .
- v « -
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) * Table 5 . J ‘e
, Summary of Davis and Thorndike Analyses of Da¥is' 1968 Reading Data’ '
», = . ' * » ' )
. : * ! :
' ‘ ‘
) ) Davis-Principle - ® : :
Davis-Uniqueness Analysis Comporents Analysis Thornd ike-Factor 8palysis
- “{,‘é - 2 h _
: ‘ Percentaghé of unique variance  Skills identifying Ro;ated fai.-go" load*’xgs
B ' in non-ervor variance -° d}stmguzshable ’ (R. L jorndike)
Test i~ factdrs in Davis' y
; = © component analysis . ‘a‘
Cross-Vali- = -« . o -
. » . *dation by Cross-Vali- . ¥
Test Forms dation by 0 . Factor ,.Factor Factor
- and [ays ‘Test Forms . 1 1 111
. (wzthm days) (across days) Matrix 3 Matrix 2 M1 M2 M1 N2 M1 M2
. N - - ’
> . A -

1. Recalling "word meanings 35 29 X X 76 7w ---- =m T

2. Drawing inferences about ~ . R ) - oo ‘
the tidaning of a word . . * - °
from context . =1 8 X X 74 72 22 28 21 -~

3. Finding answers to ques-
tions answered explicit- . - !

ly or .in paraphrase 13 7. X X 70 60 21 51 24 ' --
4. Weaving together ideas . *
in the content 5 5 X X 79 83 -~ 43 22 --

S. Drawing inferences . o - r
from the content . 23 18 X X 65 W8 --* 54wy 25

6. Recognizlng a writer's ' . ’

*  purfose, attitude, .
tone and mood . U 8 - X o 7% 62 31 39 '-- 35

7. ldentifying a writer's ’ . ' -
tgchniques 8 3‘ X - 7170 38 W4 -- -y

8. Following the structure o - ¢ . *
of a passage 15 12 X - 66 64 46 557 == --

Skills considered to be sy ——— W .
experimentally . ~ T - ‘ <
‘distinguishable . Nos. 1, 3, 5, 6,"8 Mos. 1, 2, (3, 4}, 5 . No. 1 -

3 M -
‘1 . > . L4 . - .
Paken from Spearritt, 1972, v co .
- é -
2Decimal points omitted. » .
l . P : - ‘ . .
Lt c T - R
’ . ® . ) ) ' .
) o - . Y .
. . . . ~
- s s ' [ .
B ‘ . +
Vo 142 - .
~— " ! . ) -
" 'o ‘ ‘ < ' “ ‘ ' ‘ '
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., * . Table ' . , .
Results of Additional Factor Analy1hc Studles as Summarlzed by Befg (1973)

. r .
~ . r [

¢

Thurstone, 1956 (reanalysls of Dav1s, 19k4) . , ) ‘ .

T+ Y single general.factor : : ’ lﬁﬁ ' .
S ‘ ' : : ‘
‘Hall and Robinson, 1945 e - 4
i . o -
‘ ’ attitude off@gomprehension accuracy .
rate of inductive reading . “ - 3
word meaning ' : S, L.
rate of reading unrelated facts .

chart reading skill

9

’ '( ’ -
Stolurow and Newman, 1859 T . .

sgmaﬁ%ic difficulty (words) .
syntactic difficulty (sentences) ' : -~

- Hunt, 1957 : ..

word knowledge
paragraph comprehension, ) .
\ "5 ‘ . { . R ) . Y

‘Schreiner, Hieronymus, and Forsyth, 1969-° , Not separate factors:

speed, of neading . . " * paragraph meaning
- listening comprehen51on determining cause and effect
verbal reasoming (classification of words) -+ reading for.infepences - -
speed of'potlng details *",\ 55 sglectlng~the main didea e

M »
v w"
A

= - : % o oy - «




Scope and Sequence/of Reading Comprehension Skills

Skill} Hieratchy Approaches

.Ginn 360

. ) . =
Grade 1:1° Grade 1:2 Grade 2:1

Late

4
i Skill
Detail

Main idea

Sequence =

Draw conclusion
Cause and effect
Words in context

Inteﬁgfetation

Inference

AT_

=

scattered from 1:2

on, but not many

e

—~

v
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Skill Hierarchy Approaches

Table 7 (continued)

f
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14
B

Harper

Pl

and Row

Grade 1:1

Grade 1:2

Grade 2:1

‘Early~

Mid

Early

Mid

,Late

Eariy

¥id

Late

Detail

.

Main idea
Sequence

Draw cpnclusion'
4

E
Cause and. effect

1
ﬂorgﬁf;p context .
‘Interpretatdon ]
(making judgments)

v

L]
Inference

v

.

¥

-
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. - Table 7 (continued) : =
v % i [}
B s B p— - B
. Lippincott Series
. .
Grade-<1:1 . ‘ , Grade 1:2 Grade 2:1
Skill - A
y Early [s. Mid Late’ || Early Mid | “late || Early Mid Late
. . . , . s
Detail IL - o R
Main idea - = —
Sequence g 2 -
Braw conclusion } — >
: Ly .
Cause and effect not indicated
Words in’ cortext } - >
’s‘ .
Interpretation not indicated , 3,
Inference } -
[ 4
. ¢ - K
) .
, -~
- 4
¥
~ - ' /.
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. Table 7 (continued) !
‘ 3
Scott Foresman Series =
,’. - .
e. Grade 1:1 Grade 1:2 Grade 2:1
© Skill . . .
. Early Mid Late Early Mid Later|| Ear ly' 1 mid Late
: ) .
Detéil ~ 5 } N . >
0 . < h
) .
Main idea - \ Al >~ -~
~.
« N
' . - \/ \

Seguence }- - . < - e

U C introduced . 4 . ;

braw conclusion ; b } < -+

Cause and effect N — s

= ’ \N
. P
Wopds in context { F - r >
- » -

Interpretation . . . - -
(generalizations } v >
and judgments) : . -

’ x
Inferences } R
. Iy v ’
. ' . ;
% - - . ! . ‘
. , ‘ }
- ' s . 1
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i : Table 8 ) )
. . - Scope and Sequence of R-e‘ad'ingfohprehension Skills - .
in McGraw-Hill Programmed Readirng Series ) .
2 ) ..
’ L.
— . Grade Level
‘ {Book level is indicated in parentheses) .
skill : - ,
- 2,3 2.5 2.8 3.0 3.3 3.5 3.8 4.0 4.1 4.3 4,5 4.9 5.1 5.3 5.5
(6). (8) - (10) (12) " (1) (16) (18) - (20)
Detail : S — — —
"\*$ ¥ L4 - ’
Main idea . . } ~
Sequence . | . } - : >
Draw conclusion — _ = - —
Cause and effect . f - — . P o
Words in context ST | ’ —

Interpretation . - , ’ . . e

(judgments) ) -

Inference = - — ; >

~7

wy

%v
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Table 9

4 . .

Time of Presentation of Comprehension Skilis_’

142 .8

£

Detail =
' «° Ginn 360 "
Harper-Row
Lippincott

2" McGranyill
. i idea -

L4
Ginn 360
Harper-Row
I - Lippincott *~
Scott Foresman
"+ . McGraw-Hill

. Y,
Sequengé, R

-
Ginp 360
. Harper-Row
. ., Lippincott
- .Scott Foresman
McGraw Hlll?

-

v ”

Draw Conclusion
— ‘
Ginn 360
) Harper-Row
& ; [Lippincott -
. Scott Foresmarr

>

McGraw-Hill

- Scott Foresman.’

.

T . Cause'and Effect\
1:1 Early - Ginn 360°
1: I'Eaply. Harper-Row
1:1 Early: ) Lippincott.
1:2 Middle Scott Foresman
3.8 (Book 12) oo McGraw-Hill
- Words in Context
—
1:2 Early - Ginn 360
1:1 Middle . T Harper-Row
1:2 Early ‘ - Lippincott
12 Middle Scott Foresman
4,0 (Book 13 - McGraw-Hill
T T -~ Interpretation
Lt B (generalization)
1:1 Eérly‘ - . '
1:1 Early et
J1:1 Middle ) . Hdrper-Row
-1:1 Early Lippincojt
2.8 (Book 8) Scott -Foresman
. (1ntroduced 2. 3,.§bbk 6), McGraw-Hill
' 1:1 Edrly Ginn 860
1:1 Early -~ “ . . Harper-Row
+ 1:1 Middle . . . ALippincqtt
1:2 Middle~ ‘ *  Scptt Foresman
(introduced '1:1 late) + McGraw-Hill

2.3 (Books 6)

7

_(not indicated)

(judgmenf or

Ginn 360 scattered from 1:2 on

1:1 Middle
1:1 Early

121 Late
2,5 (B&ok 7)

~
W
Q
o)
=
[N
N
~—
3

, -

1:1 Early

(not indicated)
1:1 Early

5.1 (Book 18)

irigEarly .
1:1 Early =~
1:1 Late.

1:1 Middle

2.3 (Book 6)




. .
N
N Figure Caption ‘g - L : - )
e ) : . a, . ’ ’ ¢ - -7
udy ‘on comprehension skilfls, . . - :

oL Figure 1. Desigff for "a st
, S ‘ N AR
: a9

E




. = s . Y . o . e
. | : B . C ;
* o 4 v ° . * . . 3
C .o : . ¢ . - S .
R , . ~ .y
- . .~ . » - v
. PR . * ;- Skill Hierarchy Approaches
. o < L. A s, S - W,

P ! . - C Wy . - )

s

r . .
N
3 > )
o
°
:/ o
' 2
E
¥
Wy | SYNTHESIS . - %
. < 9 . -'
PARAPHRASE
- f
CONTEXT e
L - *| LOGATING THE ANSWER
, 4
[ T '
SEmSS: . BEmmm $  SmEm Samme wmlesms

>

A} N M F
. L ‘ N P—'_ )
- f-roseoWING || SYNWIS o =
: pIRECTIONS [ !'» = ‘ .| )
. ) SRR PARAPHRASE . : ' :
tol ‘ T a2 _ 1.5+
v.‘-/“-‘\'- . v @ . . . r X ) =
‘ ) . - 4 | cowText :
. - I LOCATING THE ANSWER . & |
- T S R =
% .. B ot " .’ | REGULAR READER ~ - . .
NGRS I 1 SRR R : ‘
e | . ] 1 HIGH INTEREST READER? I
¢ NN te g2 - / - .,".
. PO A . b -' °
/l s ?: ’ "‘: : , . . . . .
.. . 5"’ ‘ ] l; N Q_ !- ¢ N
‘;‘ [N ‘ - ’ .
/ - -&"‘ , . . - \ - '
s ’. ““ l N ) - . 4 ) ' v

b
~ o N s
,"“4 L PR N . ' “
,
. . -« B . o
B
)
’ . ) s . N
" - ’ . P
. - A ~
. N . 5 -
q 2 .
e 4 ’

O “l'v e @ ! oo

P . : N ‘ * 1/ . ’ ‘
.. L . . .
R E ha . o . 4 . <
R - ‘ .
, _~%h . » / % \




P

’

. ' L ", T 145

s

. To suhmarlze.the main flndlngs of this revliew, we provnde here

’
-l

~our best answers to whdt we regard as the most :mportanwfquestlons

. 4% & 1 ST '.,'

s

« pertaining to skills h?erarchles. . . . <

]‘

-~

.

i . A

What have been the ma in approaches to readnng instruction?’
\ L4

An hlafbrlcal overvlew of readlng,lnstructlon in the last 50

v -,

. years suggested tbat {Fere are three.major approaches to the teachong

of beginning reading. ‘A sight,approach was first advocated in which
- ~ ¥ { P .

- v ~ - /

wordd?were assoumed to be.learned by nepetition. ,Thls Learning orq- '

Ly ' .
ceduregaas underscored by provndlng chnldren with texts in whlch ‘.

frequently occurrlng pnlnted wordSsmere emphasized and a low llmlt was
N

approach in which signt-word text materials Pghained essentialli un=-

I X » .

*

. placed on new words In stories. his was replaced by a-sught-phonnqs

”
Al

<changed but we;e supplemented by a parallel phonics grogram, Most «

létter-sound correspondence patterns:

3

recently, text materials were completely reorient

o= I3 - o
Influenced by linguists, not

N

q__ﬁ?,only,was the stress to use common wofds replaced by the use of words

v [-2d

-

.
s

— AN & . } et -

.
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tor

to favor particular

. 4

obeylng the most-regular Ietter patterns but also the method of ° learning
|

- ,

o4 e .

‘new words shifted from a reliance on repetltlon to a preference for

Q’Pblending and lette{-souﬁd generalization. Because df the loosely de~

. o e . T 8
' ‘%be most recent approach could be described In t

7

i A . -
fined chﬁSECter of the first two approaches,™

.t
v . P

'né:of a skills

"’
] R ; L]

\
2 . . <A
_hierarchy. - . . : .
L} - > ’.
< .lr- e
) i
[ ¢ » J~ - .‘
’o, N -
¢ M —4 . ‘ ' X - .
. . ‘ . ¥\ B
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LE°was asserted that only .,
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2. How has research’in Iinggist?cs and cognitive psychology influenced

P 'y ’ -
reading instruction? N - .
.., - € v, T
" *Historical changes in reading instruction have, for the most part, g -J

followed research fin&lhgs in linguistics and pstholody.' Linguists )

have shown that print does contain a regular structure but that the

’ : 1 . ’ J ’ ) g L]

most common words of English are the least Ilkely to have regular

Ie&er-soun'd patterns.~ D
. 2

. .
5 ' . .
opmental linguists have demonstrated how 1

poorly beginning readers fdentify or segment phonemes in words er
even . words in phrases. This work ﬁas‘been extended, showing thdt later
readlhé success is closely tied to an ability to segment phonemes and

to pronounce unknown words. Current research indicates that morpho-

phonemic principles are complex, eépecially with regard to the rela-

tlonship between spoken .and wrltten Engllsh The research implles that

the typical -method of |nstruct|ng children to pronounce multlsyllable

&

words Is much too-;lmpllstlc .Speech acqunsntlon reseerch ls providing

.
M

some 5uggest|ons about how chlld?en acqulre decoding skills and, also,

4

-

what reading instructions are iInitlally appjopriate.
" Early work in perception studies ‘showed !Fat printed words are not
N . >\/\

recognlzed simply In terms of thEIr length or Ietten complexity. The

famillarity of the word plays a maJor role In the recogpltion of Chat
[ «
word by the young reader.

plain the effect.

This phenomenan has Sparked,research.to ex~
An.instruct?onal famlfica?[on of this effert Is that %~

~ ' ) ! 5
- readjng practice itself.will facilitate word recognition skill and

‘-speed. , Insgructional extensicns of word recognition work with children,

-~ ¥ * .
. . )
t
. 4
- -~ ]

o ‘ ’ % : g

» o
» v
v . .
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has Ind»dated that abllltles to generallze letter sound patterns ghd

v Te < . ~ .
. s

@ . to use contextua! cues also foster.yord recognition. .,
. v . - R
Cﬂrrent work by\cognlt|Ve psychoiongfs has demonstrated the jm-
& \
oortance of |nference in comorehensuon. ,This |ncludes a need for the

- s a ’ > -

§§~\‘£eader to be knowledgeable aboutba topic- before read1ng (to posSess a

‘\.-

framework) and to monitor whether-he{if undenstandlng what Is being
v 3 s . . .

k) * R

read. ﬂt ls apparent "that- chnldren somettmes lack ‘the reallz tion that

-¥ v -

.

comprehenslon i's concurrent to the physncal act of reading. W|th re-
. -v~ ’ ARy r~ i’l
‘gard to the {ssue of a skolls hierarchy, the research has not uncovered

"
. > . ’

any semblance of an orderlng. lnstead, chlldren comprehend less than

‘

. . adults becausepofﬁprocessing deficiﬁs‘and-unfamiliarlty with the toplc

or materials, fot because there is an instructional order or there
- . R S . r/." y

I are Inherent capacity dlfferenEEs. e, e

‘ ¢ a

' 3. ‘Are there dlscrete decodlng and comprehenslon skllls?

-
. *

. -
.

Consl!ertng the comprehensuon area flrst lt s d(fflcult to confl-
.. dently put forth any-set of discrete comprehensnon skills. leferent
. . ’ % R - ’ ‘
factor-analytic procé&dures, appliEd to dentical data which began with -

Ed

‘ ' 8. LT S )
Lo elght nominally different skills,” have ylelded one, two, or four inder
. ‘ t, . - % ’ .- . W
pendent factors. To dramatize the situation, it is not even c)ear that
- . - o ' C e '

’ the skill 6? deriving'expliclt.meanﬁng from texts is separawe frog

. ) skills of deriving Implicit meaning. At this bqint, there I's simply

» A

*v “ho clear evidence to ggoport the naming of discrete skills in reading,

= ¢
, romprehension. . ’ . /

ERIC - . o o '

Aruitoxt provided by Eic:

'

e

’e
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. taught long&yowel sounds from first through Fifth'grades’

Skill Hierarchy Approaches
. S X!
— ‘. ’ . N 0' |

Shifting our attention ~to decédrng asggcés, we are not aware of an&

cofiparabte research addressed to q&estiqﬁ% rebarﬂThg the separaBilJty
e \

‘of varfous decodfng skills. Rather, yg;aqbqars that the fSCt~ihat the

~ 7o -

skit e discrete has Béehfdﬁherally assumed. Readling programs act

»

under that assumption in the- teaching of phonics,'fbr example, by ';’\\
B . v . . : . , ;
. teachling consdnants separately from vowels, single letter sounds gar-

» ' ‘. .. > ’

17er than Jetter cluster sounds, and one syllable words before most -

»
’‘

multisyllable words.

. [ 3 . . - ’ '
k. Do the skllls appear, or are they Esyght, in a hlerarchical order
that is consistent from program %o program? '
’
- Comprehensnon skills are slmply not taught in a hlerarchlcal

‘
T—

in a typical hieFarchy, once:a sklll,has been faught, it is
4 . " T ] ’

not re?aught. Thus, ip decoding traininy students are not a%pl[citly

comprehensiom skills are continuously taught from the first through the

v

fifth gréde: in additlon,'there is no hierarchy in the order in which

comprehension skills,are 3n£roduced. "In each pragram studied, almost

" 3 ~

all skills are |ntroduced in the flrst year of school. It qbpears

tgbt a]l the major comprehen?lon skllls can be introduced; in a sim-,
X

pllfled form, in thg flrs; year of school.
' » o 4 ) : .
When decoding compopents of the programs are considered,
*
picture Is samewhat dlfferent.’ \»hthm each program the sk{lls 'and

-

ranged in a gedbrally hlerarchlcal schéme accordlng to

the

subskills- ate @

- .
E] ., 2

rules generated by ‘each prograﬂﬁauthor.. However, there is then con-

A

\)
But reading

k.

-
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~
¢

. .- . , - , -

‘ \ Cthe
- - ~ . e
. . .

. L : LR §
- . siderable varlation, among programs In jpoth the numbe‘,of skills. taught

and the timeg¢ at which they are introduced. Yhis point can be i1 lus- v
trated by looking at spécjflc‘gplnté of common: and unique practice.

. . : N LS

There are some $ound-symbol correspondences which are taught(by all
’ - . .

-

" programs in approximately the same number: - slﬁgle consonants that're- %
Py * % N .

- . .
- “w . ’

. < ~
. cord varlant and invariant.sounds, and-single vowels. Even here, "how-

£

4 L)

ever, the time at whick each of'these’corrﬁndesc,es Is taught varies

‘greatly across.programs. There are other corresponden&es which.all
programs teach, but with notable variation in the number taught. These

iinclude cdpsongnt dPgraphs, vowel® effect from. letters such ‘as r, l) and

L

4 L ?-"&.
W, and consonant- vowe | rules (or spelllmg patterns) One set of cor-

' . A2 ‘ >

pOndences, howeve r~-consonant clusters--slmply are not taught ln somé

— v »

, -programs. AS One summary measure, tha number of dlscrete sounds whtch ¥
- ‘e ’ /
[ a (‘." - .
were common across programs was about ‘one-fifth of.the total number of

sounds taught across the four programs. ' . . vt

. A1} programs teach some concomitant skills such as rhymiﬁg, sylla-
o 3

- blcatlon blending, compound words, and’elements of structura! analysls

-«

as essential parts of their‘decoding Instruction. ?he overall picture, .
[ ] PR "
’ howeVer, Is the same as with sound-symbol correspondenCe, the number of.
12 the, | n s i
such.$kj11s and the ordé% in which they are presented dlffer slgnrf!-

14

. ' cantly. Thus, although one can ldentify many dlscrete sklfds and sub-

. skills, the hgmber which are taught and when théy are ¢aﬁghx vary widqu
e - ‘o \ LN ) A. ! ' ) “
across the programs. - s :

~
s
'~
‘
s
AY
.

;7;
¢

e
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> ” ~

'Jgre_the instructional” and teaching strategies for teaching skilis

-7 oY i RN S i s
simiiar or disgimilar across programs?’
’ P * -
X "In the programs examlned ‘the ‘e are two main strategies for teachung
. ? T beginning reading One is to teach only those words that are formed by *

the sounds that are ;adﬂﬁt, the other- ls.Lo introduce sight words along .
- . - ) [} * - N
with dome decodlng |nstruction early in the f.rst semem{er.{ Thus, there‘ “

Tl

. is no common strétegy Eve*he two programs Which use words formed . .
. " from preVIousiy taughtsc”“ ‘s differ in. the sheer number of sounds which *!A

they . belyeve need to be taught Thus we did net flggvciear, conglstent,'
. K ~ cdmmon strategles -for teacHing these decodlng skglls " ) . e . l
. '%" Strat |es foroteanhlng comprehenslon skulls were common across‘ ’ ;:w

. ‘ = 2 M
. . pfograms. All programs used a success+ve approximatlon.exercise format .

ape

.

in which studen,ts‘began wi-th S,lmp;ﬁ‘.’- exercises. Dlrect Jinstruction W
\] ° - . ‘s 4

how to do the exercises seldom atcunred. When it did occur, it hap-
‘ ’ . . ' : ’ i * - .
V- pened after the exarcises were completed and served more of :a remedizl

v - ’ .
than a direct fnsgructlon end. : .

6. Are the skills that are labeled and taught in the programs all es- " ‘1
- - .« . N

' Sential to achuevung.the behavuors of readlng accurately (decoding)and 3

~

understanding what is being recd (comprehensuon)?

. As discussed in the conclusion of the section on skills hierarchjes

e
.

* and decoding,'we do not know whether all thé ”essentlal skills' taught C

¥

in each program are truly ersentlal For example, how many of the

séund-dymbo| correspendences which are taught are essentlal; how many of

"' the decodipg rules taught are essential? We recommend further ‘research

* on this issue. N ' ‘ 7 .
, * N L. 4 ‘ S
v 4 - .
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3 \! \ i .(-
- ltils not clear whether all, or evenh any, of the skillrexerclseS'-

3

fn reading comprehenslon are, essent:'l or necessarly. One s not sure

[N

' that a student who only practiced'“findipgwthe main idea' would be

. deflcient on the skill of ''determining sequence' éven if he never had

. exerci'ses in that area. Although such studies have been, suggested by’
' Davis (1972), no evidence of such studies were founh. Indeed, It is
possib%e that students who only read stor}éﬁﬂgnd’never comﬁfégéd skill

/gxercu?‘s might do just as well on comprehens&on tests as stud;nts who

~

completed theseﬂexercises. We propose #0 study this questlon

. v . .
.
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