
DOCUMENT RESUME

ED 150 549 CS OD3 914 %ft

AUTHOR , Mason, Jana M,; And Other's
TITLE A Consideratiow.of Skillopietarchy Approaches to the

Teaching of Reading.',Technical Reportqlo. 42.
INSTITUTION Bolt, Berariek and Newman, Inc., Cadbridge,. Mass.;

Illinois Univ., Urbana. Center for the Study of
Reading.

SPONS AGENCY .. Inst. of Education (DHEW), Washington,
..:..---

D.C.
PUB DATE Dec 77
CONTRACT 400-76-0116
NOTE 176p.; Some pages may not reproduce well due to light

type 1,'

EDRS PRICE MF-$0.83 HC-$10.03 Plus Postage.
DESCRIPTORS Basic Reading; *Decoding (Reading); Elementary

Education; Literature Reviews; *Reading
Cdmprehension; *Reading Instrpction; *Reading
Materials; '*Reading Research; *Readiig Skills;
Textbook Content

IDENTIFIERS . *Center for the, Study of Reading (Illinois)

ABSTRACT
This report contains three papers discussing skill

hierarchy approaches to reading instruction. Jana Mason presents an
historical and theoretical review of the notion ofra reading skills
hierarchy, relates it to three major types of reading programs' .

currently in use, and argues that it is instructionally advantageous
to construct a decoding hierarchy but not'acomprehension skills
hierarchy. Jean Osborn summarizes the programming, instructional, and
teaching strategies used for the presentation' of decoding skills in
fohr published reading series, and points out that, although each
program does teach a set of decoding skills, programs differ in the
skills taught and the order and rate at which they are introduced.
BaSak Rosenshine explores what is known about skill hierarchies in'
reading comprehension, identifying major reading' comprehension (kills,
but finding no evidence of a skills hierarchy in elementary reading
series. (AA)

*******.*******************************3******************************
* Reproductions supplied by EDRS are the best that can be made *

from the original document.
*********,**********1.*************************************************,



-CENTER FOR THE STUDY OF READING

Teahriical Report No. 42

A CONSIDERATION OF SKILL HIERARCHY APPROACHES
TO THE TEACHING OF READING

e.

Jana M. Mason, Jean H. Osborn,
and Barak V. Rosenshipe

University of Illinois at Urbana-Champaign

DeceMber 1977

Univer-s(ty of Illinois
at Urbana-Champaign

c '5r Gerty Drive.

Champaign, Illinois 6'1820

0
U 5 DEPARTMENT OF HEALTH

EDUCATION & WELFARE
NATIONAL INSTITUTE OF

EDUCATION

L'Jr BF
LAG. r, kE ' F vF

PF /, N
, P, N7' f rIPhIGNS

"4,1,7 NE-(E

E D n r
' PO. ,..

Bolt Beranek and Newman Inc.
50 Moulton Street
Cambridge, Masachusetts 02138

This report was prepared under Contract' No. US-141E-C-400-76-0116 from the
National Institute of -Education. The report was edited by Joseph Campione.
The'authocs wish to acknbwledge the help of the following people: Margaret

Steciensen, George Canney, Dean Radin, Larry.Shirey,"Judy Gunnison,
Johr! Surber, Robert Stephens,' and Bonnie Armbruster.

K



r-

4
/

4'
Skill Hierarchy Approaches

2

A Consideratiod of Skill R erarchy Approaches to the Teaching of Reading

I

Through the years, the term readin has had a number of different

meanings ascribed to it by various theorists:', For Thorndike (1917), reading

is a process of elaborating meaning in relation t6print;*for Vernon (1931),

it is the visual perception of word forms and their meanings; and according'

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

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

though each of these definitions contains the same essential ingredients,

rpirnt.and Meaning, the stress is different and connotes differences in
et-A,

interpretation: As these views on reading have varied, it is not surprising

that the preferred form of instruction would show corresponding variation.

Here we will attempt to deal.with a.class of instructional curricula--

skillhierarchy approaches--and present a description of a number of pro-

,grams, along with some general conclusions. The main questions which emerge

concern the extent to which distinctive, separable Aills have been Nenti-
.

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

model, and whether alternative reading programs have established similar

orderings of skills.
/

In the initial section, we place the skills hierarchy approach into

4 historical ,perspective, reviewing the trends in early reading instruction

and considering some of the factors which have led to the development of

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

programs and knowledge gleaned from the fields of linguistics and cognitive
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developmental psychology; among others, we prtsent a brief review of some

recent findings from these areas, along with the implicaxlns of those

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

general skill hierarchy approaches.

To facilitate the description of specific programs, we haVe divided

their content into aspects dealing with decoding and with comprehension.

.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

a fairly natural breakdown, and comparisons across programs can more easily

be made by considering the two sets successively 'rather., than simultaneously.

. An Historical Perspective

Initial instruction in the alphabet and in oral reading was "reportedly

the Prevailing instructional technique until the early part of the twentieth

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

out explicit instruction in the alphabet (Diederich, 1973). This whole \

word or "look say" approach wal then subscribed to, not ,because it was'

a better method, but because it seemed to be as successful as a letter

approach yet considdrably easier to teach. An important assumption 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-

IN
structed to favor high frequency printed words. Instruction consisted

primarily of drill and repetition. Contextual cues were emphasized as one

o.
means of recognizing. words, and in primers, piciures elaborated on the

A
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sparse and repetitive text. Children who were slow to learn by this

approach were }usually drilled on a set of 220 basic words (the DolCh, 1248,

list of the highest frequency words, the majority of which are fiction

P

words ),. Knowledge of these 220...words results in a 50+% recognition of a

running-count of words appearing in elementary texts. The4fact ttlat more

than half of the words in this list contain irregular or minor letter-sound
4

t,patterns was ignored. The abilinA to "read" a passage was emphasized in

this era rather than the ability 0 generalize letter-sound patterns to

new words.

So
Vernon's (1931) emphasis on the 'role of visual perception and eye

movement pikterns, along'with the importance of efficient silent reading

appears to have signaled a resurgence of phonics instruction. Because

A

A,

phonics instruction was eh extension of existing whole word oriented texts,

thts'approach is labeled "sight-phonics". According to Aukerman

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

and published during the 1940's and the 1950's. These were 14rgely a
1

-set of rules for uncoveling letter-to-sound relationships (e.g.,"ER, UR,'1R

are sisters and OY, 01 are brothers"; "When two vowels go a-walking, the

first one does'the talking"; "Each syllable has one vowel sound so find
A/

the vowel to sound out each syllable".) In general, an analytic procedure

was reliedlion for reading new words (e.g., "Find the little'words in the

big'word"; 'Hear the sound as you ,say my name [initial soundof a pictured

object] an6find some words that begin the same".)

Most (4 these guides were constructed by classroom teachers as



Skill Hierarchy Approaches.

5

readiness or supplemental materials for the basal reader programs. Gener-

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

long vowels, and then the con'sonent digraphs. However, these rules and

procedures varied considerably because each writer developed his own anal-

lysis of structure, (e.g., In Functional Phonetics, the vowel Is pronounced

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

360 treats the final of cluster as a word family to be separated- from the

initial letters).

Contemporary sight-phonics programs constructed under the sight word

rationale of word-frequency control (e.g., Ginn, Scott Foresman, Houghton

Mifflin) have adopted versions of these phonics 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 identify words. Phonic; instruction is relatively Independent

of the basal ten. As an example, in the phonics lessons in Ginn-360,

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

and 'practice those sounds in picture-matching workbool exercises. But

nearly all 29 words that are taught- in Level 2 are introduced by a sight-
...

memory approach and are not related.to the phonics 1.essons. Thus, sight-P
phonics programs provide phonics as a separate Curricular strand of reading.

Letter-pattern controlled programs, by contrast, embedded phonics into

.7rteXt materials themselves. The notion that decoding and comprehension reflect

different processeis*d language structures was hear)ded:by Bloomfield

(-1933; 1942) and late'i= by Fries (1963). Both regarded an organized restric-

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

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 habit of producing

#

the sounds-of one's language when dne sees the written marks which conve-

niently represent the - phonemes" (Bloomfield, 1942, page 128). Since common

English words are .notorioqs for their letter-sound i-creoularity, it was

presumed that an effective way to establish the habitas to allow beginning

.readers to read only texts containing letter-sound patterns which they had

previously learned. In that way they could identify words through gener-

alization of letter structure. This type of instruction ids called "11n-

guistic" by Aukerman; here it will be termed "letter-pattern control".

Reading programl restricted by letter-Oatternis followed the Bloomfield-

Bernhard Let's Read series (e.g., series published by Lippincott, SRA,

Merrill, Distar, Heath and Co., Holt, Sullivan 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 "regular" or 'major"

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

occurring patterns to foster a success-bound strategy of applying 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. In addition,,some words with .regular letter-sounds which have

not yet been taught will be presented as sight words (e.g., in Merrill, on

and nor are sight words because children had not learned the short o.sound

7
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when the words were needed for.stories). .Typically, these pr:ograms begin

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

7

three-letter words are 'cohstructed'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'

digraphs such as ai and sh, VCC patterns iike -alldr light, and other cluster

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

child has mastered the CVC-short vowel principle. 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 currentOnclination to pull apart the reading act into defin-

able and observable skills. ! In practice it diverges from the whole word and

sight-phonics programs essentially because of the shift to letter-contro11-ed

materials. Letter control makes it possible to completely'integrate

phonics activities with reading practice, to emphasize a sounding-out strat-

egy (blending); and to entertain questions about an effective ordering of

letter-sound patterns and the organization of decoding skills-skills hierarchy

questions. It is also possible to worry about creating a false sense of letter-

sound invariance or a loss of text meaning through an emphasis on decoding.

Chall (1967) arrived at a similar categorization of reading programs

using the terms "look say," "intrinsic phonics," and "systematic phonics"

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

"letter-pattern controlled." It is worth mentioning that a summary of four

I
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1

of Chall's tables based on a,total of 34
4
studies, indicates an overwhelming

superiority of letter - pattern controlled p/rograms.

Historically, then, three clearly discernable instructional programs ,

have dominated the reading field. The first is a whole word approach which Is

based on the tenet that repeated use of 9ommon words is the most critical

element fOr initial reading instruction. The secOnd'approach, sight- phonics,

has a strong phonics program embedded into whole Word type reading material

-4.-

and teaching technique. Letter-pattern control, which R the third approach,

flies On an rganization of all reading material according to the commonness

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

encourage a recognition of words on the basis of generalizable letter struc-

tures.'

One cOuld argue that there are other types of app&aches which have

not been separately classified. Many of these are actually variations of

a sight-phonics approach (e.g., Phonetic Keys to Reading). Language exper-

ience programs are initially different since children actually ,construct

their Own stories. However, in practice, this prcEedure appears to be used

as an introduction to reading and supplemented by a sight-phonics approach.
*

. ,

Programmed reading programs are similar to letter-pattern controlle'd approaches.

S

Modified alphabet programs (e.g., 1.T.A.) rely on a sight-phonics methodology.

Comparison of Programs in Terms of a Skill Hierarchy

Any skills hierarchy a ach rests on the assumption that essential

skills exist and can be taught. This in turn is a took' for study only if

the skills constitute observable and measurable behavior

9

ich can be viewed

I.
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/within the context of some terminal objective:, 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 lhat programs which

use letter-sound controlled texts may be the only ones that can readily be

discussed, in terms of a skills hierarchy. 'A whole word instructlonal'ap-

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 themin context. The whole.word approach is not analytic, then, and

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

the domain of a skills hierarchy.

Similarly, sight phonics reading programs also fail to conform easily,

to a notion of a skills hierarchy. The very relianfe 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 decoding when: 1) the

majority of words, childrIl leaf-n to read in the first two years of, instruc- ,

tion are not decodable but are .taught. by sight; and 2) the sight word

4.

vocabulary often contradicts the patterns being taught in the phonics lesson

(e.g., the child learns a short a for consonant-vowel-consonant,(CVC) words

butrtad:SS was in a story)? Memorizing words for later recognition in paint

Is easier than learning letter-sounds and combining theM into word's, but

treating words to be recognized as logographs results in children learning

by sight words that with letter-sound training could'bejdecoded. This

means that skills are loosely ordered (e.g., a child might memorize Sam,
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mat, sat but later learn t,m,Y,s; syllabication instruction lollows letter -!4

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

0-,

throe syllable ',fords). ."lsofteaching sight words like said, saw, or was

that violate letter-sound pattern regularity but which c.haracterizeS a sub-

stantial number of words found in a sight - phonics program, may eveninter-

\

fere with letter-sound rule generalization (Surber and Mason, io Prelss).

These arguments suggest that skills hierarchies for decodibg are not

a typical method of organization. Whole-word and sight-phonics progranitt

which make up the greater portion Of existing Sliroaches to reading, should

--not be classified in terms of skills hierarchies if precise definitions of

skills are intended,. 'The remarks thatifollow then, are aimed:at contrast-

ing a skills hierarchy approach, as exemplified by Jetter pattern control,

with other programs.
r

Linguistic Criticisms of a Skills Hierarchy for Reading

Linguists are concerned withformajizing what the ideal native speaker

knoWs about his language. This set of rules, which-will generate all posSj-

ble sentences of a language, mirrors the, nativ speaker's competence. H6w

the native speaker actually goys about producing a sentence is a matter of per-

formance, and while the set of generative rules will presumably be incorpo-

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

variablef involved, such as memory limits, attention, etc. The relationship_

between the generative rules (competence) and perfqsfiance has never been

explicitly stated and recent psycholinguistic research shows that it is far

from simple, although it is still assumed to exist.

4
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such asreading. -Haley.'pr,Thecause'linguisticSais concerned with.expllitly

-4 analyzing language, the findings produced do yield insights ,into the" system
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A linguist is likely to &onsider two
.

aspetts of- language: 1) the struc-,

tural characteristics of the language with respect to what the chIld'is.
..- I.

.
.A .

taught and the relationships between theories about'language development

'

G4and reading. -With respe to the first point, it is apparent that orthograph-

ic, phonological, morpholog al, syntatic, ernd semantic structuresneed to be

considered. Considering the second point.; the acquisition of language'not

only ,details what the cNild is likely to know and not know about language '

during initial reading instruction but also offers clues about the kinds of

implicit rules childr=en may-be using in learning to generalize (e.g., from
0

taught letter-sound rules for bound morphemes to the generalization of those.

rules to multisyllable words, or as in disambiguating words'and sentences

and seeking alternative meaniigs from metaphors)2-

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

substantial role in the construction of letter-pattern controlled reading
- A

programs, viewing this approach as the one which most effectively indca,tes

to-tbe child .the inherent regularity of the grapho-phonological system.

In this Way, the most regustructures are made available first, tharelly.

taking advantage of the gehralizAility of patterns to new words and elim-

plating reli.ancg onrote memorization of every word. Thus, letter-pattern
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cont;Iplled texts are likely to provide,a ,basis for' more effective acquisition

of decoding'Skillsthan can a whole word program. A letter-pattern control-

, .

led reading program is also more efficent than a sight-phonics program

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

//
rely on an abltity to decode new words by lette sound principles until much

later in-an instructional sequence .wh en both the le and u nique

patterns have been introduced.- Neither, whole word nor sight- phonics programs

make the, generalizable pattern obvious to the beginning reader. A typical

sentence-from a whole word approack,."Jill said,, ',Stop here." contains one

Irregular'vowel patterned word (said) and one r-infiLiked vowel word (here).

By contrast, a letter-pattern controlled sentence, "'Dan and DOn run" dii-

plays only geniralizable short vowefipattern of CVC words. Words such as

look, said, laugh, was, there, andone are delayed, or used sparingly in

letter-pattern'controlled programs until the reader has recognized and

extended, to new words the more regular patterns. 04

Developmental' studies of children's knowledge of letter and word
,1

boundaries demonstrate that before children receive reading instruction,

they have little cOnsciOus notion about word-ness and cannot distinguish

.
phonemov.i.e., they do not have certain metareading skills.m,HuttenTocher

(196) shdwed that, preschool children could not sepdrate an4ieverse words

which occur together -frequently in sentences, e.g., Man - runs'. Liberman

z 4
(1973), found that only 17% of five-year-olds but 70% of-six-yeah olds could

osegment spoken words into phonemes. Calfee, Chapman, acrd. enezky .(1972)

obtained chance level behavior in Identifying initial consonant sounds'of

I

y( 13

42°
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words from kindergarten,ehildren. Bruce (1964) found that seven-year old

chlfdren, but no six-year olds, could delete an inner consonant sound from

words, e.g., standsand. 'These studies suggest that-skills which experi-

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

beginning readers.

Another stt of studies suggests that phonemic segmentation and/or

letter-sound regularity need to be made more accessible fo.beginning readers

A

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

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

phonemic segmentation ability and reading ability was retained through grade
tA.

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

appreciable lower scores from grade two on. \enezky and aghnson (1973) r

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

words begineiTng with ce, cy as soft c and ca, cu, or co as hard c, also

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

ities were significantly related to age and reing skill. :.ascln 1(76)].

analyzing first through fourth graders' pronunciation errors, found that the-- #'

low ability readers, regardless of grade, gave a high proportion of short

_ .

vowel substitutions; e.g.,, sort was read sot, teem was tem. , The high'ability

117,

readers missed very few words containing one vowel, an with C""C words,

tended to-"regularize" the vowel pair, e.g., steak became steke.

Studies of generalization of letter patterns have placed more emphasis

on learning the regularities that exisrbetween the vowel sounds and their

written representation than on learning consonants. Generally, consonant
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//
graphemes, have a closer fit to the consonantal sounds and, most likely for

this "reason, generate fewer proounciation errors. Shankweiller and Liberman

(1972) 'found that good and poor readers alike made fewer consonant errors

than vowel errors. ,Lucas (1973), in looking for errors that would predicts

second graders' reading, found that a vowel drror accounted for 74% of the

variance on standardiZed re:ding test. It is clear that vowel generali:

zation has a major impact on beginning reading.

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

uncovering of vowel,regularity. The deliberate restraint in initial instruc-

tion 44) CVC words containing a short vowel has both structural validity

rt

(Vene'zky., 1970) and experimental validity. By contrast, frequency-controlled
4

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

regularity and ignore the opportunity for implicit generalization of regular

vowel-to-sound correspondences. Thus, a skUls hierarchy which makes ex-,

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

sound procedure for recognizing' unknown words.

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

instruction in blending--a strategy for learning to prOnounce new words by

"putting togethe-t" each letter sound and then "reading it fast." There is

some evidence that this procedure is extrAmely important. It appears to

enable children to transfer learned. patterns- to new words (Silberman,,1964,

Jeffrey & Samuel 1967; Marsh & Sherman, 1970). It is significantly

464
lated (about .60) with oral,and silent readingtability. In the Calfee et al

4.

(1973) study, recombining phonemes into sequences differentiated upper and'
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loWer ability readers, where ordering phonemes into sequences was equelly

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

in all five of the more successful programs In-a comparison of ten first-grade

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

relation between blending (or ecombining phonemes) and learning to read has

not been sufficiently document&d. On the basis of linguistic theory, blending

,6

should be a very,dificult task because firs. 'certain consonants cannot be
,

& .

/pronounced in :isolation, elg., the stopS' (b,d,g,p,t;k). When a child pis',

4.1

required to recitc titive letter soynds, he will insert a schwa and will often

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

"bad" /b.,9/+/ae/+/111=/?/. Furthermore, the phonetic environment will change

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

before a front vowel, "kiss",-is different, froR the /k/ preceding a back

vowel, "coop." This may be confusing to the beginning reader who is instruc-

ted' in the blending technique. 0

If some sort*of. phonemic recoding experience is an important component

in learning to read, as the above' studies suggest, much more research should'

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

sort IX variables influence it. For example, methods for segmenting words
1 ,

) ,

into phonemes, iddntifying phonemic clusters (e:g%, or -a4), and

ignoring minor phonemic differencis in the interest of lassify.kn larger

structures (e.g.', accepting a short o sound for the words songand dog)
...

, .--
, .

need. to be studied in the classroom before confidence about their paogogical
)

value is realized.

16
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Some linqui-sts consider the process of learning to read as "the process
g -

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

has already learned to the new visual signs for the ..-:ame signals" (Fries,

1963, p. 134). Mattingl/ (1972), howevcr, suggests' that listening and

reading are not directly analogous since a litener has to demodulate"

(separate_out essential phone.dic cues from irrelewnt detail) while a reader'
..-

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

listening, the phonemic properties of 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-

4'
erning the relationship between the orthography and the morphological system.

Emphasizing properties of orthographic economy, Klima demonstrates how

orthographic patterns that appebr ambiguous or irregular retain regularities

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, it a

slightly deeper (more abstract) level of analysis, both singer _and:reseat

contain bound mo mes (-er and re-) which is reflected bypthe pronuncia--
tion but not by the spelling., The\presence of apparent phonemic arblitrari-

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

t varies in the words Kantian and Egyptian. 1,ikewise, changes in phonemic

patterns of bound morphemes 'can be a=cribed to the phon c environment of

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

17
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consonantal feature of voicing:

tap+s=/taeps/ but pad+s=/ paedz/

rotate + ion = / rotasyon/ pu't delude + ion = /deluzyon /.

These analyses suggest to'this author four important points 'that are

related toa skills hierarchy for reading. The first is that it is the

orthographic and phonological systeMs together that enable,0 child to master

new words.' It is not sufficient t7 teach children to discriminate letters-

visually, that is, to teach them to recognize, name, and print better'.

There is now as strong an anguMeht for teaching beginning readers to dif-

ferentiate and articulate phonemes and reorganize them in word contexts as

there has been in the past to teach letter names and sight 'recogpition4Of

Words.

The second point concerns the apparent disassodiation between the

English morphological'structure and the methods.used to teach children

about it. instead of being' introdficed'to the morphophonemic properties of

orthographic or phonological changes, ch1'dren are taught an increasingly

longer list of syllabication rules in, each succeeding grade as exceptions to

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,morphological rules to the articulation and spelling of

.

. ;muriisyllable words.
I-

0 1
The third.poi'nt concerns the possible application of languar'e acquisi-

tion to readirn instruction.. Language competency is not arrived at princi-

pally through itnitatiod, repetitiOn, or deliberate instruction
,

Is
1
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(Wardhaugh, 1976). It is apparent that childr&I when they first begin to

speak, construct their own sysem of language structures (Bloom, 1970;

BTown, 1173; Nelion, 15731, which corresponds to.fha mature linguage system

of adult native,spuaker_ ire waWthatcan be explicitly characterized'.
. *4

Order of 6Cquiitioh'of word meapicigs/Ild gr,r:Raticai, structures is better

explained in terms ',of semantic tlian frequency ofusage or instruc-
si. ,

tiOn (Clark, 197.3: SIbbirr, Although .-read4ng,and language acquisition

are tluite,different somctof *_he actors ghown to be important in

,

..,speech development mignt be occuT.rjng in reaccing: The predominant use of
.

deliber4te repetition, e4ternal Centi:"-ol or printeclords, and correction of
.

,

.4k.

.

, . a
phonemic and syntactic, e-rror''Cle,serve,-to Ele 1,econsicrered, What do children

. V., lit
. i

%,
1 .

learn withbut-explisi1 t
' instruction?instructren? What roles does a skills hier-

.

! A .. ,

archy approach, play in the child.s,acguisi.tiOn.of.written language'principles?
t...

These areas have not been suffIciensGsexploeeetd. date.

.. .
,

, ,
The fir41 po0 int-x.elate%,,to Initial instruction and: differences

,
,

-.t.
. -

among the children. ,,A, Sti% dy toy Rear; (1971). sUggestS that. bright four-year-

it.

,
.

olds have an appreciable intili!trve sk;nse,:of.retter-sound correspondences. .

. Simqarly, an unpUbii.sheCstully by Nas.on shoWs that foUr-year-old children
. '

of middle-class Parents can rf,;cit.et1le alphabet), 'name, an print letters,

and read their dwn:namp, thaffic,signs, food labels, and store 'signs. They

pronounce Very few wordS, out of cdntext.but can be taught aodo
,,

lardy i-f the printed words are taught by sight 'in conjunction with mearlng-

related pictures. However, Rozin, Pori,tsky, & Sotsky (1971) found that older

inner cityichildren Seemed able to learn only by, a sight 'method?. The point

.1 9 ,
4
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to he made here is that the environmentlkhas an appreciable influence on the

child's knowledge -of letters and words. What is a appropriate starting
Jr

point of a skills hierarchy is,,a question,worth asking. Further, do the'

substahtial differences in preparation 'suggest radically different initial'

school instructions for_ diffeirent children? That is, beyond i docamentation

of a skills hierarchy lies the problem of defining the initial skills that

may be.prereguisite to reading.

Cognitive Learning Theory and Skills Hierarchies

Although there have been twhb perspective shifts in reading instruction

since'Thocndike, major aspects of his learning model have never been
104-

abandoned, in particular:, the notion of learning by association. For example,

it is still true that children practice oral 'responses to lists of printed

words. They memorize rules for pronouncing words and their instruction is

organized into, repetitive cycles. Yet, cognitive'psychplogjsts no longer

rely on association ,theories and stimulus-response models. This point is sug-

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

To date, the change in orientation has not had an impact in.any substantial

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

means that this section of the, paper will explore potential applications of a

cognitive learning model on reading instruction. This model replaces the

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

determines what is rememberled.

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
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oe learned, rated These chains are weakened by disuse and strength-
. u

1.:.

.. tined by repetition, response-Shaping, cue-fading, and reinforcement of

20

desired responses. Contextualists (the term coined by Jenkins to desci-ibe

tht currerrt view to be *described here) have drawn from philosdphers iriclud-

'41N6J1. James, J. Dewey, L. Wittgenstein, and J. AuseinA., What memory is

depehds on the task, one's past knowledge and experience, and the schematic

representatibn of that knowledge. In some contexts, and with some tasks, .

then, associationist procedures will still be effective but these can no

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

sive charactei-istics must be considered: what the learner uhde440e1Ilds about

the nature of the task as, well as his organization of knowledge pertaining

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

strategies the learner brings to bear on carrying out the task. rt-ri ap=

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

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

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-

,Sion which must be influenced Lly'the reader's framework'cannot be defined in

terms of ordered skills- (2) programs which emphasize background informa-

'M .

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

tualist view; and (3) it isOnot 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 contain a hierarchy

21
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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 revie0 by Chi (1976) pro-

vrdes an enlightening introduction to the change in outlook being explored

by, psychologists: ,She demonstrates that apparent capacity differences of

4

adults and children in short term memory can be attributed to differences

in'jprocessing. 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 4 knowledge base

(or contents of long term memory) affects the ability to chunk (to group or

categorize) information, the size of a chunk, and the accessibility Of a

chunk (such as the length of time ta.ken to recognize or retrieVea chunk).

The review supports the notion that what subjects know, how knowledge is

organized, and what processing strategies they use account for data which

had been interpreted previo.isly by mechanistic capacity limitations.

Studies by Craik (Craik & Lockhart,. 1972; Moscbvitch & Craik, 1976)

and Jenkins (Hyde & Jenkins, 1969; Johnston & Jenkins, 1971), demonstrate

the power of the task on memory. Espousing a4'notion of depth of processingi,

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

semantic encoding task, which can be m lated by asking subjects to

%

place stimuli into meaning-related categories,, encourages deep level pro-
.

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

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

noting 'the presence or abStnce of letter information). Actually, with young

c) 0
4, ti

OD.
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children, tasks which force semantic processing result in more recall

than do specific instructions to memorize (Murphy and Frown, 1975)

.How ,tke material is structured plays a role also in memory. This was

o
illustrated by Bransford and Franks (1971). lobjects were asked to listen

. to and hold in memory.a.set of 24 sentences. The sentences, in a mixed order, 1

4

described elements of four unrelated-scenes. .Following this, subjects

Judged whether they had heard a sentence before and how sure they were.

Results were similar to clustering experiments in free recall studies that

used randomly-ordered but conceptually relatep words. Subject's grouped to-

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

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

a scene. They accurately judged as "new," sentences4tHat, confused elements '

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

variety of situations with children as young as preschool age (Brown, 1976;

Paris & Carter, 1973)

Investigations related to comprehension skills. Text level. analyses in-'

dicate effects on text"recall or on text verification of conceptual organi=

zation of text (Bower, Clark, Lesgold, & WinzenZ, 1969), categorica1\441te-

gration ,(Bransford & Franks, 1971), spatial integr'atIon (Bransford, Barclay,

S Franks, 1972), text structure (Frederiksen, 1973), verb-based conceptual

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

1174), repetition of propositional arguments (Manelis Yekovich, 1976),

k instantiated sentence cues (Anderson & Ortony, 1975;, Anderson, Pichert, Goetz,

SchOlert, Stevens, & Trollip, 1976), identification of narrative elements of

2?
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plot ofTanization.(Thorndyke, 1975), and generation,of plausible inferences

(Thorndyke, 1976). All but Oiq'last four mentioned studies dealt with text

organization. The Anderson et al. and Thorndyke studies measured the subjects'

inferential activity.

The studies of inferential activity need to be described in somewhat

' greVter detail'to be'understood. Anderson and Ortony (1975) showed that word

cues which are good .instantiations of sentences facilitate sentence retr,iev-

:al
.
(e.g., odds can inst"tiateCoinscansbe flipped but not Pancakes can be

flipped-or Coins are difficult, to forge). AnderSon et al. (1976) determined

that particular terms are better retrieval cues for the sentences than are

the general noun cues which appear in the sentence so long as the sent nce

implieS the particular term (e.g., shark is a better cue than fish in T e

fish attacked the swimmer but not The fish avoided the swimmer). Thornd ke

(1976) showed that verification of sentences in a text can4be/manipulated by

the presence or absence of sentences which disambiguate earlier constructe

. . .

plausible inferences. ,For exampl ," sentence (1) suggests inferences (2), (3

Irand (4):

0
(0 The hamburger chain owner was afraid his love for french fries

would ruin his marriage.

(2) The hamburger chain owner got his french fries for free.

(3) The hamburger chain owner's wife'didn't like french fries.

' (4) The hamburger chain owner was very fat.

9

(5) The hargburger 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

4
2 4
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chain back to (1), reinforce the prdbably validity of (4), redube (3).4and

leave.(2) unchanged'in plausibility. Thorndyke-showed this to occur 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'

structure encoding the situation described by a slries of related proposi- ,

-tiOns and their requisite inferences. Within such an organizing frame the

inferences become indistinguisale from explicitly stated information "
F

(Thorndyke, 1976, p. 444). They clearly demonstrate the importance of the

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

Developmental aspects and skills hierarchy approaches. As the fore-

going discussion illustrates, th) view of memory currently popular differs

considerably from that of the associationjsts. Concurrent with this change

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

addressed to higher-levelvskills and the comprehension process itself.

Similar trends are apparent in the developmenta4 literature, and an inspec-

tion of these trends leads to some clear parallels with the discusSion of

comprehension skills Hierarchy' approaches.

The most interesting point is a simple one. While the work of4cogni-

tive,developmental-ists has proceeded independently of refinements in the area

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

of skills. That whether the aim has been to build a model of the cam-

prehension, process or to develop a curriculum, the same activittes'have

been highlighted, To illustrate, a list of eight comprehension skills Which

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

.44
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Of these, six are most strongly represented
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the actual instructional Ek

materials: responding'to questions about detail identifying the-main

idea; regenerating sequences of item* or ideas; drawing conclusions; re-
,. k

sponding to words in context; and forang inferences. Developmental psychol-
,

-

ogists interested in comprehension hpve recently begun investigating

childreni.s ability to abstract the main idea of a story (e.g., Brown &

Smiley, 1977) and to "regenerate it in proper seque'nce (Brown, 1976a; Stein

& Glenn, (1975). In addition, there has been considerable interest in the

l'ability of children to "go beyond the information given" and in the role

this ability plays in comprehension and subsequent recall of discourse

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

drawing necessary conclusi/ons.following logically from prergise information

(Brown, 1976b; Paris & Carter, 1973) to making probabilistic inferences,

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

in press). Finally5 there has been work addressed to the role of crit.e,xt"

in affecting the interpretations of words and/or sentences.

In our view, these correspondences between theoriSts and practitioners

suggest that'the skills are.in fact reasonable ones on which to concen-

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

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

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

the main idea; whereas others, like the. tendency to integrate infprmation

from separate statements into a single holistic representation, appear to
111.

A

;
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be present very early. If various skills appeared spontaneously at dif-i

ferent points in development, some implications regarding the distinctive

ness of the "different skills might follow, and some inferences about

hierarchies might be drawn. However, it'is not obvious that a clear dev-
.

elopmental progression could ever be documented. The problem is that the

likelihood thatthat chifdren will demonstrate "mastery" of any particular skill

depends upon the general ciplexIty of the task environment. For example,

children unable to identify the main ideas of a story using the Brown and

Smiley procedure of crossing Out unessential sentences, thus leaving the

main ideas as the remaining sentences, can perform adequately with plcto-

rial representations of simple stories and scenes.
, 0

Since such Age A Task. intei-action effects can be obtained with any
,..

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

which certain Piagetian tasks can be solved, it becomes difficult to dei-
. ,

crilie a clear developmental progression. if, with a given set of mate-,
0.

rials and tasks, skill A is present but B,ii absent for some age group, it-
.

may be that the task demands surrounding assessment of A are "simpler"

than those Of B. Unless the circumatanEs can be,equat# for diffkulty, Of

no clear conclusion can be drawn. Thii 171 turn would require a "diffiqrty"

0
metricapplicable across a wide variety of Circumstances.

In we way, this feature may be represented in,the skills. hierarchies

curricula. One property of a.hiea chy should be the termination of

.inat1/44,ction (or practice) on,a skil, after it IS. presume4 to be Mastered'.

An'faCts, the instructional materi continue representing all skill's for

27.
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the duration of the program.. What happens is that the skills (e.g., ,

identifying the main idea), are practiced in successively more difficult

slituations. Essentially, the skill is not considered to be peresent or

absent, but the sophistication and flexibility with which the skill

is applied are'Presumed.tct be developing over a' long period of time.

Reiterating, there appears to be some genuine agreement among cog-

nitive developmentalists and curriculum desig'ners concerning skills in-
.

volved in comprehension. If we were to outline any suggestions cog itive

researchers would make to curriculum designers it would be in the ar as

of coTprehension monitoring and reacting to comprehension failures. There

r
are data available indicating that children do not necessarily monitor

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

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

cannot). Such monitoring appears to be an.importaie comprehensTon-related

skill and one which. could be emphasized instruction. A related set

of skills would then be thOse engaged whep a comprehension failure has

been detected.-

Word Perception Studies and Skills Hierarchies

Word perception studies have represented a classic way of simplify-

,:ing one .aspect of the reading act in,order to investigate the.process.

r ' .

eattell (1885)4 by showing that words could be recognized as rapidly as
P

.

single letters, concluded that meaningfulness plays a crucial r%le in

reading. Since then, this effect and the advantage of high frequency

28
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wordt over low frequency words (or wy,eas over nonwords) has been attrib-

uted to'orthographic familiar!, (Gibson, Shurcliff & Yonas, 1970; Baron

& Thurston, 1973), phonemic recoding (Rubenstein, Lewis & Rubenstein, 1971),

a lexical search (Forster & Chambers, 1973) or phonemic recoding and a

lexical search (Meyer, Schvaneveldt & Ruddy, 1974). One study compared

word frequency effects between adults and fifth graders (Mason, 1.976).

. The facilitative effects of high frequency words was attributed to their

-

greater accessibility in a lexical search operation. Similar processing

by both groups was found, though there was more apparent phonemic recoding

by children.

In general, word recognition studies have shown that common words
/ , .

(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,

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

accessible, are processed in less time. The extention of this research

to children-suggests that processing is no different for unskilled readers

and that, in terms of instruction, extensive reading practice shoUld

facilitate reading speed.
4

Word recognition studies on children indicate that an instructional.

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

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

and Lucas (1973) found age-relatO,differences in elementary school children's

ability to generalize orthographic and phonological information. By

)ate first or early second app ropr i ate general izaiens of consonant
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and sh9rt'vowel sounds had occucked. Errors in pronunciation of isolated

words have been investigated to identify the kind of word that the child,

V
mispronounces, the type of error made, and the relation between pronuncia-

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

sytlable words, 'uncommon words, and words containing two vowels and vowels

with an iiregular sougd were the more diffLcult to pronounce (e.g., p4ant

as a high frequency word containing one vowel with a regular, short vowel

sound was- pronoanced orrectly more often than were words like volt, caiOri,

or bread). Pronun ation ability was correlated more highly with reading in

de two than in grade five (+.67 with grade two reading achievement, + .43

with grade five vocabulary and + .18 with grade five paragraph meaning).

Shankweller and Liberman (1972) found that the correlation between word

pronunciation performance and paragraph fluency varied from .53 to .77.

Pronunciation errors of words in context have shown that predic-

tion also plays a role in word recognition. Goodman (19F,5, 1976) dem-

onstrates t at a substantial number of apparent mistakes "point to a'

selective, tentative, anticipatory process" of reading (p. 501), that

readers are using grammatical and syntactic information as well as

graphic inforfttLon to reach oral pronunciation decisions. Weber anal-

*
yzed rst grade oral reading errors finding that about 90% of all

errors ere word substitutions (as compared with omissio'n5, Insertions,

C 30
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and sdrambled order). Biemillex'seied first graders' errors over the

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

errors, particularly an increase Ln-,the number of errors that were both

grammatically and graphically constrained. He also observed that children

who earlier in the year avoided guessing were the better readers jr1...iune.

t

Goodman (1976) argues that grammatical error constraint refutes

the notion that reading "involves exact, detailed, sequential,perception

and identification of letter-s, words, yelling patterns, and large langu-

age units' (p.497). He says that "Reading, is a selective process. It

involves partial use of available minimal language cues gelected from per-
%

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

.
.

.

information is pr essed, tentative decisions are made to be confirmed,
,--,

rejected, or refined as reading progresses. (p.498).

In this author's opinion, Goodman's argument for a notion of selec-

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

graphophonological structure of the language. That is, the disagreement

sUrrouRds sequencing Ostruction to foster a selective reading strategy,

An analogy may clarit=y the point. Cihildren are not taught to play the

piano by handing them a recording of a -15iano, sonata. Instead, they are

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

Later as they become more skilled in reading the score, they will ldok

'less frequently at individual notes and, in chunking notes into chocds

Or phrases,}twd and play the music faster, and with more meaning. In

that later process, plausible substitutions are not uncommon. The point

31
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40 A
to be made here is that teaching a child to "break'the code" is common

practice ',nd need not lead to unnatural note-by-note (or letter-by-letter)

reading. if the instruction moves-the chit,d beyond the small unit to the

,
larger-, more meaningful units, a reader will, by,this process, use strat-

egies of selectivity and chunking.

, .
. 5

0
,

11

Experimenter evidence also casts doubt on Goodman's thesis: there
,

. ' . , i
.

... ere high correlations at%the lower grade levels between reedit-IQ ability and'
4

rct .17 t A
pronunciation e*rrors (see note, Shankweiler & tiberman,-ITN: p.T98);

v. 0

Biemdjler found an early use of graphically constrained erre-ipet*:mared the

,better readers; and Mason (1976) shoved that an effective way to differ-
.

entiate good, and poor readers was by determining whether, Lin mispronounc-

ing a

...,.
. ..

a.word, a child followed vowel -sound pattern regularity. In n impor-

tant seAse, learning to decdde appears to be a phonological guessing game.

Instructiorhich makes the qbcfri9lOgical structure more apparent to the

Ghilori's likely to.havea facilitative effecttin reading. In terms of .a

skirls hierarchy, the yhesisjlere is that the phonological structure

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

Correlational evidence, suggests ,that an emphasis on decoding sh'ould pre-

cede en emphasis onyomprehension. Further, vowel-sound principles are

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

ant-sbunds in an instructione'l.sequence.

English iz.s a language where graphophonological structure is not

, .

readily apparent to the child but, when understood, Can be relied on in'de-

coding. A crucial functiOn of reading instruction N to make thdt struc-

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

comprehension.
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The adult wociPrecognitionstudies show that/reading practice itself

fosters rapid identification. Word recognition errors of isolated'.

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

regOarity of Ietter-sound correspondences. Finally, an analysis of

word errors in context reveals the child's reliance on text in ident-

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

question, but one which has not been addressed as yet by.researchers.

4
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Skill Hieraichies and Decoding

Jean H. Osborn

The Programs Selected

in this sectiOn we compare the type,,sequencing of and recommended

teachinig procedures for some beginning reading skills in four published

reading programs; Lippincott Basic Reading, Ginn 360, Distar and the

Wisconsin Design. 'These programs were selected prepresentative because

they specify a relatively clear set of reading skills and include a strong

tic component in their beginninig instructional organization.

,I1 discussing the four pr# ograms, we first give an overview of each
4

of the programs which includes a description of the matecials, the kinds

of students for whom it is intended (and the provisions it makes for

varying instruction for slower and faster moving studehtq), the-authors'

description of the theoretical basis for' the reading program they have

developed (or their definition of reading), and some partic4larly salient

400
features of the instructional or organizational structure of the program,

We then compare-the recommended iristructiA9,41 settings, the role of, the

teacher across these progrims, and the way selected'elements are present-
-,

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

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

it is 'taught.

Overview of the programs. Tfie first edition of Lippincott Basic

Readinq was published in 1963, the first edition of Ginn 360 in 1969.

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

311
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in many clas6roOMs. Distar was first published in 1969 and has been

known as a program created especially for difficult to teath or "high'

risk".children. WisConsin Design, published in 1970, is a skill teaching

and management system created to provide a framework to accompany any

published program a: schocil is using.

Lippincott Basic Reading (1975, 1964). Glenn McCracken and

Charles Walcutt are the senior authors for the primary levels of the

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

taining instructions to the teacher about how to teach the lessons),
. A

student readers, workbooks, supplementary ditto masters, and text films,

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 contain0

in the first grade progre to keep bright pupils well occupied. They

advise Ahat the slower learning pupils need not master all of the words

in the.word lists because not all of the words are necessary for successful

reading of the accompanying stories.

McCracken and Walcutt propose three meanings of reading. They stress
1

that the meanipgs do not exclude one another but must be Seen. as coexist-

ing. Reading-1 is decoding printed visual symbols into the spoken sounds

they.epresent, reading-2 is understanding language both spoken and writ-

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

is accessible only through the printed page.
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They 'believe &reading program should begin byoteachi,ng reading1,

and that a prbgrim 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 skids of reading-1 are taught, the

more quickly the..child will be able to lead all of the spoken language

he uses (reading-2), and be ready to enter reading -3, whiCh "becomes the
P-

. prime source of growth in vocabulary, in langu,age, and in intellect."

In the beginning reading program, children are taught to.hgar, 'see, .

say,and write the graphemic elements as tiey learn to read. This ap-

proach to the teaching of these beginning reading skill's encourages the

7
learning of words as meaningful units, while leading children to recog-

Mize that sounds. they already know are represented by the letters in the
0,

words being read. The sounds represented by letters are taught as they

. ' soundia ppwn words. This procedure permits the development.of an asso-

ciation between the sounds and.the symbols whjcH represent thoSe sounds,

All of the major consonant and vowel sounds are presented in the first

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

sented, the students read words containing them. With 'the exception of

a few "speclar words, the students read only words for which they haye

been taught the component sound-symbol correspondences.

By the end of the first year of instruction, the children have been'

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

a're being taught) spelled words. Spelling and creative writing

are also taught as a part of the daily lessons."

I 36
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Suggestion's f6r the teaching of language concepts are also .incor-

porated in the lesson plans. Examples: how to teach nevocabulary,

how to encourage oral expression, how to teach the words essential to

following written and oral instructions, and how to interpret pictures.

: The first half of the second and third grade materials 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 Clymer is the major

author of Ginn 360, and Roger W. Shuy and E. Paul Torrance are=the pro-

gramts linguistics and creativity consultants. The program includes

materials for grades one through six, along with a variety of materials

which can be used with the series: a teacher's edition for eaci? level

which-provides teaching suggestions for each lesson, student readers and

workbooks, skills handbooks, self-help activities (either in paper pads

or duplicating masters), achievement tests, and picture, letter, and

word card sets.

The program, intended for use with all elementary school students,

hWa special section in each of its lesson plans called, ('Adjusting to

Individual Needs," in which-QRtLonal activities are given for slower

students.

1n an introductory chapter Clyfier proposes a four -fold definition

of reading: (1) decoding, (2))understanding the author's message':

(3) critical evaluation of that message, and (4) Pncorporating the author's

3"
4.
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. ,

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

tional materials which are broad in ;cope, and which provide for system-

atic and sequential development of these four aspects of reading; he claims the.

Ginn program has been designed Co meet these criteria.

The-program is organized around ten skill strands that are developed,'

as the students progress through the-program levels. These are: decoding,

vocabulary, comprehension, creativity developmeht, literary understanding

and appreciation, language, study skills, sensitivity to social-moral

values, and acquisition of knoAedge and information. Also included as

part of the,program objectives are the development of a sound value system,

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

ist4c nature of American society.

Tpe beginning instructional strategy combines both a sight word and

a decoding approach. Thp studInts are taught basic words which are

.taught as sight .words: These are described as words that have high

utility bUt which the children have not as yet been taught the skillsw

to decode. The basic words that are introduced are repeated frequently

in,,the stories the students read. The ±udents are also'taught phonetic a

AP
and structurii analysis skills that they apply to words categorized as

decoding wori-ds. A third category is enrichmenit words whic h contain

words that are-necessary for a certain story, but of "low utlfty" for

the rest of the program. These are also taught as sight words. The .

.complete set of phonetic. and structural skills that are taught requires

three grade levels to teach, .implying that during the first three years

3S
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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 Tt

2 stressed is called the "'At of dieTsity,"Iwhich is defined as "a,_, di-

, r-
ness to seek a solution by diverse routes when blocked by not obtaining t-

A0
a- solution of a decoding problem, then try a different/tack." (p. 25)

At the' end of the first year.kogram the students 'Nave read 331 words,

225 basiC, 62 enrichment and 44 decoding. ,

The goal of the language activities, which are a part of many of the

lessons; is the understanding of language amd the application of this

understanding 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 broad range of

legends, ,folktales, and stories from tradittidnal children's. literature.
Pw

Distar Reading. Siegfried Engelmann, 'Elbine C. Br'uner, and

Susan Stearns are the authors of the Distal"Reading program which has

three levels and is typically used in the first, second, and third grades.

(The authors, however, strongly recommend beginning Level 1 in kindrgar-

ten classrgoms.) The program materials consist of teacher presentation

books, student workbooks, and re,ilder's and teacher guides. There are

spelling'programs for Levels 1 and II and a test booklet for Level 1.

. The teacher presentation books specify each parcof each lesson and tell

"1-
--

the teacher how, in"the form of a written script, to present the lesson.

39
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Although the program was first directed toward s"tudehes who might

have trouble learning to read, in the 1574 edition the'authors state that

the Program is appropriate for any child -- regardless of age--who has not

mastered basic decoding and Tmprehenpion skills. Included in thif edition,

are a placement test and a set of 'Mastery tests, the results of which

prelde the basis for the teacher's, decision to either skip lessons, pro-

.

gress at the one-lesson-a-day rate, or repeat lessons. As a result of

these'procedures, higher performing children can complete the program,at a 404.

i(ore rapid rate than lower performing children., .1n,addition, there is a

:ITastoCycle"book tontaining 70 lessons that'is a part of the Level 41

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

fo7 those children entering Level 11 who need all or part of such a review,

and also to be used as a complete,begnning readin§ program for very able

children.

4a,

authors of the program believe that reading instruction is riot an

- . ,

end' in itselrbut should beconsider0 a' process of achieving an end. They

N % ,

believe that "readers" are.children w o have rstered basic pei ding/and ,

comprehension skills., and furthermore know how--when reading in the content
... .t,

areas--to learn,, to find, and to concentrate on key parts of a veltben
y-, .-,-o

account. Such childrenlIre "reaays" In tket thdyilmow how toread to

learn new information. Decoding skills are Laugh; in the first level (althOugh

'''

comprehension skills are also. included), comprehelsion skills (as well as more

Ars /-

advanced decoding skills) in the second level. The third level, which i.

'

4 0
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titled, "Reading toLearn,') has as, its basic goal teaching children to
.

-
find 6nd,learn critical information in its science, Kistort, and social

science selections.

..111b
14.

In the introduction to, the Level 1 teacher's guide, the authoi-s sayL
4

- he to cept underlying Distar Reading 1 1s that virtually all children .

t
1- ..' ,

0

. cant ;if we teach them wefully: The program therefore attempts to

. , ,

provide the kind of careful instruction that isneeded to teack%kasit

A .
"0

. 61.

A
skills." (P.1) he Distar teacher presentation books,cpnsif. st of skill

teaching activities, called"tasks, that are4,organized into daily lessons.
. '

.

.

.

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

- , -----. - ,

teathpr presentation, book. -The intent is: (1) to program a set of skilis

that will enable children to decode and read words; and (2) tc-.1

6

provid'

-for the efficieni eaching'of ,

Beginning reIOng is taught by simultaneously introducing the Students

to sound-symbol 6orresponotences as isolated units-and ea:ellingtqem"the

'co . ,
. .

,,

4'
Mending and rhyming skills necessary, foOpmbining the correspondences

. . .
.

4Pnt%, o pokep. and writeen words. Although the program construction is

dependent upon the combining of pic elements, there has been an attempt

4
,i

"to include only those skiLfs Which are actualr/ essential for decoding'
e,

/ r k
% words, thereby reducing the amount that needs to be taught. Tasks are constructed

. ,

.6. ,
\

,

,
making provisions so that the childten will master everything that is taught. .

M-6 '
, -

The Odified alphabet used in all of the firSt level is an aid to-thls

kipd,of siMprification. iThe allffiabe6t uses only lowelPc se letters, and join
1\.

1--=

some ,letters that are frequently,wronoOnced as one sound (for example sh

,----

, ,
sq

%
. .

. l*,.
. I

t
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is written as sh: Letters making-1 ng vowel sounds are marked with a Mac ron

(for example, a appears as ii). Silent letter> in words are written smaller than
4 .

6..

the other letters and the children, are taught not include them in the
4 -

.
sounding out process (for example sick is printed SICk. In addition, only

the sounds'of 1etters are'taught, naz the letter names.' In the second level

Nall the speCTal erthogriPhic features become regular and capital lettrs

are ght asere letter names.

After eight sound symbol correspondences anda numbeof blending' and

rhyoing skills are taught, the stud

these-correspondences.-, As the? learn

egin,,King words containing

correspondences, they learnt

to read more words._ in the earl/ part of the program each word is sounded
., .

.

out before being'spoken as a word. pout half wt_through the progra'm the

,

$ ,1

children start reading words "thqfost,w4T and reserve sounding out for,
-.,,p

s
.

. -.
.4, ..'

unknown word and as a correction Procedure to rer ead words that have:
,i.

_ .

beeh misread. A
° A.

, 4 , ,

About:a third of' the way throughAhe tevelAbliprogram students-begin '

., -' .

t- # ,
a" ,.

-to read word phrases. it:is at this point thatcomprehension activities

begin. By tide end of the Level i program the students ha\/e Tead 440.

different words and are reading thesemords in two page storivs. 'Writirfg,
:andollinglvIcti!vities are, inptbded i.n the lessons.

7

(Language competency is considered as an essenti -al part,of reading

corrrehensi,on. ,There are.cOmpanioh Distar Lan ua e programs' Which inglweke

4.

trf

oral instrujtion in Language concepts and stat ments commonly used

4

42

AL'



1

Skill Hierarchy Approaches
0

43'

_,---1-riclatsrooms and textbooks. These programs .also provide for.t4e teaching
p

bf a large body of common informati9n, and of the language and processes
,

Ak

used to solve logical' problems).

The Level 1 stories and most of the Level 2-stvies are narratives

of increasing length:-' "Rule" stories which concentrate on logical and .

deductive-reasoning, and infOrthational"selections areointroduced in Level 2.

Most of the selections in Level 3'/re in three content areas: science,

social science, and history.
.

Wisconsin Design for Reading Skill Development (1974, 1973, 1972,

1970). 1111

Wayne 0tt.o4nd Eunice Askov are the major authors of the Wisconsin Design.

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

accompany an already established reading prograth in kindergarten through

I
sixth grade. The materials that have been developed inclUde lists of

essential skills (grouped into six yeas), criterion-referenced tests,

profile cards forlthe systematiC grouping and regrouping of pupils, resource

files of published materials, and teaching procedures keyed to sptcif

/implementation of t

/

tors and supervisors of the program Rat.ionfle and Guidelines (Otto &

e of the skill areas, along with a.book for administra-

` Askov, 1973).

The program is- ''designed to be used with all elementary stidents. It's

assessment-and evaluation procedures have been developed so that children

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

tof,the skill being taught. The chart in Rationale and Guidelines (p. 15)

which matchesos4cill area levels with grade levelfindicates that slower

4:3
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children All move Fess rapiolly through the skill levels. In'the overview

of the program (p. 1), the authors'have identified four fundamental pur-

poses fothe Wisconsin Design:

1. To identify and describe behaviorally the s ills'which appear

to be essential to competence in readin

2. To assess individual pupil's skill development status.

. 3'. To mangy instruction of children with different skill develop-

, ment neens

4 4. To mdnitor each pupil's progress.

They. feel '11 development is essential to success in reading, that

teachers should have' an organized approach to the teaching of readin,), and

that this approach 'Should include identification of essential content.
p

statement of object ives, assessment, identification of appropriate 4,,,Lhing/

learning activit-ies, and evaluati.on, They fit' these elements in}(, 1 ,

f`54.

framework of the Wkdonsin Design and add a management system which

for the systematic monitori

.program.t
a

The skill, areas the %have'identlf are:

-study skills, self-direcTei reading,, interpretive reading, end creative

reading. In three' of the skill areas (word attack, comprehensinn, ,o)d

of individual en t progress throLiqh the

,

w6i p attack, .compr hen.10n,

study skills),, specific bp.havioralOobjeetives have been writtep for o(h .

skill. Descriptive object4ves have been wripen for each,skill in the

.
.

,

.

.

.

,
.

remaining ar464_ The sills contained in each-Of the six areas arr

arranged so ih'at they correspond to traditional grade -levels.

eAlain that, because f the traditionalk# grade-level basis of SO Md1,y
MP

APP. a, is 9

44
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schof&s they have arranged the skills by grade level*, but that within a

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

hieFarchical.

Oral language skills. included in the comprehension skills list for

"' the first year program are: identifying a topic from a picture,,,terminqng

.
.

the first or.last event it 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

selection in the active voice. Other more advanced logical concepts appear

in the second and third year lists',

-
As the students' advance through the levels of the Wisconsin Desi-913,,

the type of reading materials they encounter is dependent upon the reading

OP
series used in their classrooms .and upon their teachers use of supplementary

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

4010 The instructional procedure. The explicit instructional procedures

presented to'the teacher by the Lippincott, Ginn, Distar, and Wisconsin

teacher'l guides vary from highly specific to semi-specific, to

eral to none.

The Distar pro ,qram gives the most detailed 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 'for teacher.vinstruction of

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

day for Work check period, and 10 minutes a day for spelling), the physical

etup of.the instructional setting (including wheresto seat the most'

difficult to teach children), and optimal sizes. for different abiA.,irty groups

4 5
rr
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(the most able'children should be combined into the biggest group, the lkast

able into a group of no more than five or six).

The Wisconsin Design recommends a specific method for identifying` skill

development grobps2 The procedure involves giving the WTRSD (Wisconsin Tests

of Reading Skill Devil and ecording the results on profile cards kept

for ranch student. The WTRSD is used to find the ability level of the student,

the profile card is summary o the WTRSD, Teachers sort the profile:cards

with sorting skewers (the profile cards are coded with open and closed holes

punched around the edges) to find the pupils'that haye mastered the grade level

New

skills, and the rest of the pupils are sorted again to find specific difficulties.

The child is 'paced into a ,specific skill subgroup along with other children

having the same problems. The teacher. is advised to spend two hours per week

working on the Design's word attack skills, two hours per week on study

skills, and two hours on comprehension skills. The Design recommends that a

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

thus individualizing the student's progress as much as possible. Three plans

for time allotmen nts are suggested: daily, three times a week, and 'tv/i_pe(a

week. Each 4,a'a total of six hours per week. The 'teacher decides what to

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

specified as precisely as in,the Distar program.

`The-Lippincott program is designed to work with whole class instruction,

small group instruction, partner; or'indivduilized patterns. The teacher is

advised to,organize the class according to the requirements.of local administra-

0

tive policies, as well as the basis of his or her evaluation of the abilities

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

begin the year with whole group instruction, and change to small grouNvd

individualized i

.

truction as pupil abilities are identified.

4-6
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The Ginn 360 does.not, in its introductory chapters or in its teacher's
, ,"

guides, make any recommendatiOns for instructional settings in which to

teach the reading program.

"The role of the teacher. Not surprisingly, the role of the teacher

) ,.

i s very specifically described in Distar and more generally described in

Wthe Wisconsin Design, Lippincott, and Ginn 360.

A
Distar. In th4lntroduction to the Level 1 program, the authors

explain and Justify the kind of program the teacher control tikzatt.in the

Distar program.

... A final aspect of the program control used in Distar Reading has

to do with the teacher's behSVior. What the teacher does and says

is specified. The teacher is' not giveirgeneral instrpetions; rather,

she is provided with the exact words that she is to use when present-

ing each,of the tasks. Her other behaviors--pointing, 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.

The reason for'the attention to dedil in the design of the prograM

is that details.make a difference. Well-intentioned teachers fre-

0

quently confuse children, particularly lower-performing children, with

explanations that are beyond the children's understanding. Poorly,

sequenced task may further confuse the children, delay their learning,

and perhaps result in their losing interest in reading.

4
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The Distar Reading 1 program prevents these problems from de-

developing. If the teacher follows the program carefully,-she will be

able'to teach children who would be likely to fail if she _used less

cares (p.1)

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

the children answer at,oncSOne reason for this strategy Is so the

teacher will be able to find out'', all the students can respond correctly

and not be confinT1 to an assessment of the group's mastery by the

answer of the student who happens to speak first. another reason is,

with group responses, (as compared to a series of Individual responses,)
411

all of the children in the group get a lot of practice, and are actively

engaged in thelearning'Orocess. Individual turns are used to test

individual students at the end of the tasksAnd also for reading',

stories. The word "signal" in the tasks indicates when the teacher

is to prompt the gryp's response. . To signal, the teacher either

touches an appropriate letter or' word in. the'teac,her presentation book,

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

Correction procedures have been devised forthpse steps in a

tapk in which errors are most likely to occur. $ correction procedure

for a given 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 tasie.

48
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The teacher's guide emphasizes, the importance toNte teacher of pfac-

ticing tasks, signals, and 'corrections. The authors point out that the ,

successful teacher of the program is one who can: use clear signals, eval-

uate when the children have reached an acceptable criterion of performance

c.

and can then move on to the next task, pace tasks...appropriately, reinforce

the children's good performance, and correct errors skillfully and efficient-

ly. They feel the ability to correct errors -marks the differenceitetween
r

a teacher will° 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

Ginn program. In the Introduction the Authors state,

Meeting the Individual needs of pupils is one of the greatest

problems of classroom teachers. Reading 360 is rich with sugges-

ted activities, procedures, and techniques for pupils who needs

special help'.r Whenever possible, "children learn to do for themr.

'selvhs, thus freejng the teacher to work with individual pupils.

The teachers' editions, Organized for efficient and effective

teaching; provides numerous,concrete suggestions for the teaching ,

of reading, 'Reading 360 offers the teacher options for achieving

the ggls of the program. (Level 2, p. 25)

The authors of the series have made an explicit effort to introduce

research 14-1 linguistics, creativity, and reading into the program. Research

In languAge and-word structure, in creative thinking and in strategies

for the rate and method of teaching decoding skills has influenced the
'

4

Construction of the activities -that make up the lesson plans. The activities
4
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in ene'lesson plans provide the specific spggestions as to

how to present the skills being taught in the lesson. The teacher is not
6

to use all df the activities in each lesson, but rather to select those

activities which s/he anticipates are needed by the children. A section

called, "Adjusting to Individual Needs," suggests different instructional

principles and procedures for pupils who have special problems.
t.

0

There is no recommended amount of time to be-spent on each lesson.

The ratelat which students proceed will be partly determined by the number

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

,

parts: Preparation for trading, Reading the story.f.Developing reading

4
skills, and Adjusting ioiiidividual needs.

,Lippincott. Although the role of the teacher is only generally

described in the introduction to the teacher's editions, the lesson plans

themselves contain many instances of very specific directions for teaching

different parts of a lesson. There are other, less structured activities

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 suggestions provided are usually more than the teacher has

time to use. Therefore, they should not be viewed as mandatory or

prescriptive. 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 teaching group.

5
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Materials in the Teacher's Editions are carefully balanced to

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

Exercises involving auditory discrimination are.balanced with .

'exercises involving visual discrimination so that close associa7

tions may be made. In addition, there appear exercises utilizing

kinesthetic activities for further reinfordement. 'Suggestions

for motivating vocabulary bu;lding, word analysis, creative writing,

correlations of auxiliary materials, guidance of silent and oral

are readily and appropriately placed. (p. xxii, Book A)

The teaching suggestions in each lesson are organized into a sequence

which include all or some bf the following: -Building Linguistic Skills

Procedure, Guiding Reading for Comprehension, and SuggestiOns for Further
Ny\./

Activities and Enrichment. There are not specific directions for the amount

of.time to be spent on any section, although in order for s ents tb

finish: the first year. program in a' school, .itiwould be necessa?y to do

about one lesson a day.
4

Wisconsin Bbsign. In Rationale and Guidelines, Otto and Askew

define thelole Of a teacher using the Wi-sdornsin Design:

Most importantly, teachers are diagnosticians as well as teachers.

:C.ey assess skill development not only with WTRSD lout also daily

e observing children's work in class; or assignments, etc. They

are respons.ible for assessing skill development in all six areasand

for providing instruction in 'the skills that children )ack, Teachers

r1
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also have responsibility for teaching skill groups. They report on

a regular basis to the unit leaddr which children hiVe passed assess-

ment during skill group instruction.

Finally, .teachers should participate in compiling entries for the

teacher's resource files. Materials that teachers use in teaching

skill groups should be filed in a central Vocation so that they may

be used by other teachers at all levels. (p. 37 in Rationale and

Guidelines)

The need for schoolwide and district organization, in-service training,

the scheduling of work and planning sessions, and the cooiqilnation of the

- services of the building principal, the reading consultant and unit leader

are all stressed as important components of the Wisconsin Design. Unit

leaders serve as coordinators of a' schoOl's various, reading groups, assume

responsibility for training the staff, coordinate the building's resource

files of activities for teaching skillS, and help teachers and aide's main-

tain the records of student progress.

The authors believe that, "Viable reading programs are best worked

out at the local level," and havd not-attempted to describe a total in-
.

structional program jn reading. Nor have they prescribed instructions for

skill devlopment. They state, "Our a§sumption Is that skill development

is best facilitated when teachers accept the responsibility for directing

learning experiences which suit their pupils' chatacteristics anneeds."

(p. 3) Within the classroom, the emphasis is on jOrining instruction so

that each.child can learn in the way that is most appropriate for,him as

an individual.

Jti
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To compare the instructional approaches to the teaching of beginning

reading skills in these four-pi=ograms, we have selected a group of separate
Ai

skills, ranging, from the introduction Of sound symbol relationships tb

the teaching of punctuatlin. ,We have attempted, in a series of tables,

to show for each program-soMe of the specific skills that are intr'pducedi

when they'are introduced (in some instances, the rate at which they are

presented), and how they fit into related preceding and subsequent skills.

Some
0
of the similarities and differences, that occur across programs become":

quite apparent in these tables.

The sequence of-the primary teaching materials used in each of the

'progra is di,splayed in Table 1, DiVision of Lippincott, Ginn 360, Distar

and Wisconsin into,Quarters. In the left=hand'column is the came of each

.0 Insert Table 1 about here

of the progr=ams. The three<emaining major column divisions are Year 1,
/0 .

.Year 2, and Year 3. 'Each of these columns'is divided into quarters and

within each quarter is the program's designation for the book or bookS

that occur within that quarter. By dividing the instructional materials

into qparters and numberjng4he quarters sequentially through the third

year, it is easier -to compare whbt is occurring' and when it is occurring

across programs rathtr than having to refer to a confusing array of non-
.

parallel but specific book fitles_and .level designations. (The'dt'visi,on

into quarters for each prggram is approximate and depends upon the rate

9
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).
I.

if.

of progress being made by the students and teachers in
t
any given program.

it should be noted that "grade level" is relative to she ability of stu-

dents being taught. For most children,fthese twelve quarters require

three school years of instruction, typically_first through third grades.

The authors of each of tlie5e programs, however, pqint out'that differ'ent

children progress through the program'at different rates; some will require

less time and some more time. It is also to be noted tat in some schools

regular reading instructitn (as opposed to reading readiriess instruction)

fk

begiris in kindergarten; anci'llhat,in these schools mostv,of the children

who begin the Year'l materials in kindergarten complete the Year 3 materials

at the end of second grade.

Pre-reading orsreading readinets programs. are included in the table

if they are apart of the pu4lished program. The recommended readiness

,program for the Lippincott series is, eginnings; but since it is not a

part of Lippincott Basic Reading, it is not included on the chart. There
I '

are, however, a number, of readiness activities included in the first

quarter Lippincott-book. Level 1 of the Ginn.:Series is the readiness,

program. lt"appearS- In the first quarter,, along with" Level 2, altiougyi

mvy. students begin instruction in Leve1,2 (which reviews most of what

is taught in Level 1). While there' are no suppleffientary -readiness

materials used in the Distar program, readiness.activities area part°

of each of the first quarter's lessons. The Wisconsin Design rJadiness.

Level A, which isrecommended to be used.i6 kindergarter, is included

with.LeveA in quarter I.

54
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in these four programs are displayed ,

.
., 40.41wv.

,

,

*
-...-'.O-n a series' of,tables,which begin at page 90; preceding this is a dis-

! .
,.

. . .

:. .

4
cussion ot"some of the major differences acrofs programs. A 11-st of

dedodjngand other related skills and4.4e tables in which they appear

04visi Lippincott, 0, Dis ar, and Wisconsin' by

V9 quiarters se above). 1e
.., '

o

..: .

2. Location of tile letter and sound cVrespondences th1<it are
,

explicit1.41* taught 4Lthe first twelve quarters.

Location-of beginning letter-sOund skill ihstructiOn \tic .

(a) Single ,c,onsonants th't record invariant or yarian sounds

.(b) Consonant clusters and.consonant digraphs that rec rd
/

.iniatiant aril-variant sounds

(.c. 'Single vowels that record long and short.sounds

(d) Vowel effect from the letters r, 1, w

Vowei:4 digraphs andqiphthongs

Location:pf beginning instruction in some concomitant skills

Me

4s

(a) Plurals, prefixes, suffixes, past tense (ed),

kb) Blending, syllabication, compound Words, contractions,

possessi-v*

, (c.) Synonyms, antonyrig, homonyms

zr

.3-
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5. Comparison of special pes of words -to A aP l:l. rd*04 encountered /

at the end of first and second'years.
i

It
N .

6. Punctuatio'n'an apitalizatibn skills.

7. Word c nt atithe enaof the four0 and eighth ;rages.,

.

.

IL---Analysis of stories.

Decoding instiffttion:: What, When, and How
--

An examination of tRe tables will show that each of the prbgrams

../
. .

does identify a set of ditscrete phonetic skills, (along with other re-
4

)

lated w8rd and structural analysis skills;) but that the Aequence for

the preslation of these skills varies across programs.

4 Although each program includes a set of.skills, and a sequence

for teaching them separately as,we't as In combination, there 'is very

'Ap little sfmilarity:across programs In what skilfilare taught, when

)

skills are taught, and how they are sequenced. Examination of the

tir JSv

teacher's guides and-of the student materials also rg als,that there

Is a wide range of tasks andmaterialsthat have been created for the

...SeachiDg of these skills, and that the'too vary enormously across

.programs . 'Nit examination also reveals .a significant difference in

V

_each program's conception of the role the teacher fulfills in the

teaching of the skills/.,/i
-

WhaiAllitills are taught and how? What is of primary'inter'est Is

teat some skills that are &Insidered essential:in one ir-ogram,are barely

emphasIted.or riot taught at all lo another. ample, Both Lippincott

ti

and Distar krovide:for the.teaching-Of blend4 n contrast,

to
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Ginn makes very little provision for the teaching of either sounding

out or blending skills and Wisconsin does not'incfude these words to ,

describe theskills on any of its lists'. Even though both Lippincott

and Distar teach blending skills explicitly, how the skills are taught

and the recommended -arount of time devoted to them varies significantly.

In Distar a lot of instructional time.is-given. to teaching children

the skills of first sounding ou then blending together the sounds

in both spoken and written words n Lippincott the teacher is cautioned,

'to

"at nb time do you have children 'sound out' the word." Instead the

,teacher told to say a word, and then to say its sounds for the

children". The Lippincott authors believe that'the correct procedure

i to teach words as whole units and, to lead children to see ')ow 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

,,sounding out words is critical to the,children's ability to sound out

new words and to'correct misread words(

mother example Of a skill that Is a major erment of one program

and not found in the others is the use of graphemi ses. Children in

Ginn360,are explicitly taught and expected to remember an0 build words

f77411 a s les of graphemic,bases (vowel and consonant combinations
2P

which ar joined with beginning single consonants and consonant clusters

to form words)._ None of the other three programs Aoecifically teaches

graphemic, bases.. although the rhyming word sequences that are found

frequently in Distar, and less frequently in Lippincott, could be
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considered S use of this principle.

Howwhat is taught is used. Each of the, programs teaches the
A c - '-

principles of ound-symbol correspondence; ,t1ipt,is, the childrdn are
0

taught the sounds that are associated with specifie retters and letter

41

1/4''t1119inatilpirl5. It must be added, hO'Wever, that the Application of these
lb

principles to the total instructional strategy of the program vari
. ,

significan'tlylacross programs. .

Essentially all the words used in the first eight quartersof the

Distar and Lippincott programs are decodable according to the correspon-

dencei that have been taught. In the Ginn and-Wisconsin programs,

.

. however, a large number of words that arenot decodable are introduced

starting from theftrst day. In Ginn the children begin by-learning
. 4

1

basic (or sight) words which do not adhere to the sound symboCOrres- '

pondences they are also being taught. The sound-symbol correspondences

they are -learn14ing are not critkal to,the words the children read in

the first three quarters. It can be assumed from the large number of
4

sight words that are a 'dart of the Wirsconsin Desigh,word,attack skill

list and the
0

ordering of the consonant and vowel sound symbol correspon-
1

dences prescribed in the skill lists that this approach to the parallel
' CA

teaching of sight words and sound-symbol correspondence is a-sitategy of that

program as well.

This "sound-symbol plus basic or sight-word" strategy contrasts

directly with the use of sound-symbol 'correspondence in Lippincott aid

Distar. in these programs the use of sound-symbol correspondences forms



1

the principle strategy for identifying most of tht.,words the children'

read in at leas the first eight quarters' of the' progr#1-. The

vocabulary controlled so that the children,Le0 words which, contain

only those soun s thdy have been-taught.

Skill Hierarchy Approaches

59

However, even Lippincott and DJstar differ radicalry'in the number

of correspondences introduced, as well as the rate and 'sequence of

their presentation; aB 103 taught: in the first four quarters"

of.Lippincott. While all of these al-e reviewed in quarters five through

twel've, no new ones are presented. In Distar,j-rty sound-symbol

correspondences are taught in the firstfour quarters, and only five

more are introduced In the next three quarters.

-Concomitant skills (for example, rhyming, blending, left t.o

right seciuenchlg, and structural analySis,) whldh permit the studer*-s

to Use the sound-symbol correspondences they.a're being taught also
4.,

vary--in kind, in number, in emphasis, and In the rate and-order of

presentation.

Order of presentation. ,The Or'cler of presentation of the sound-

, symbol, correspondences and the concomitant skills is definitely control-

. led by th:4instructional strategy of-a program. )f, as In L4ppincott

and Distar, the correspondences beinetaught form the primary basis

MP wir , 9
,

for the students' ability to-read the words they see, this principle

1
naturally influences 'the initial ord4, in which sounds and vowels are

taught.

E

5 :)



A.

4111P7

p6

Skill Hierarchy Approaches

60

NI
McCracken and Woli

t
cott, the Lippincott authors, explain their choice

.,

of the begiInQ correspondences in'their introduction:

Why our particular letter oreer? , We introduce the five short vowels.

in Book A because they permit the construction of short words free

from such complexities as digraphs (ea, ee,..ei, ai, ay, etc.) .

. .
., .

and the silent or signal' e of such words as late. Every wort has

a vowel., so they ar particularly useful/ant needed. We follow

4 ,

the first vowel (a) (n o at we'can immediately) vath a consonant 0 1 that

,

have a word to work with., in_ the manner we'have-set forth. With

the secrd consonant (r),
e

, we have four word's and a little story;

and he third oonsonant'gives us four more words. The lakf-or
VA

f these is and, with the first blend. (Book A, p.

The first correS'pondences presented in Distar are chosen for equally'''

functional reasons, but they are a'smalfer set. 'There is considerable

:overlap and the proportion of vowel's and consonants Is about the same

for each program. Whereas Lippincott presents a, n, d, u,

1, s, o, t, e,, g, c, h, f. Di` star choosesNa, m, s, e, r, d, f, i, th.

'The'beed for the introduction of vowel sounds in these two programs is

0 .

obvious, It is of interest that continuous consohapts are presented'
#

first, and that there are sore continuous sounds than stop sounds-in'

each set,

0 Across these four programs, it is easy to cdnclude that the.strong
A

reliance upon easily decodable words. does affect the choice of sbuna-

6

t, 0
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r

taught. For programs which`use basic or sight

words,-the choice of which sounds arid symbols are taught and in what

order they are presented does not,have to be strongTy controlled.

Teaching the skins. Not only does the use of sound-symbol cor-,

'respondence as a strategy for teaching children to read words differ
`It

.._,,,

c ss programs (asdo the'kind, number, rate, arid sequence of corre- )

spondences,taught), the instructional tasks created for teaching those
., .

-it

corr.espondences also differ wide]

There is significant variation,in what the teacher does to teach

the relationship between sounds and letters, and in whether the children
,r

are taught to id n'tif'y the letters by letter names, by, sounds, or by

lloonds-and letter names. In Distarthe-children ire introduced to sound-

- symbol-correspondences by being taught'to identify a lever as an indi*-

. 'vidual element"(in isolation) and, not as a part of a word, 'They are

taught, to idenlify letters by the sound the letter represents, and not

by the fame of the lettpr. During the first six quarters, they see

oniy lower ease letters. Letter names andcapital letters are not

taught untithe sixthand seventh quarters.6

In Lippincott the students identify the letter and sound of a

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 discrimination exercrtes in both the visual

and auditory modes. Lower and upper case letters are introduced in

the same lesson:

Vs.

0t,

4
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4

Both Gilt and.Lippincott intro-j-cesouds as they occur in words,

butlhe programs differ as to when they tiach children letters that

correspond to the sounds that appear in the beginning, medial, or final

positions of words. Lippincott introduces words with the target sounds

at the beginning and in the fina) position in the same levon- Sounds

in the medial.fosition are introduced 'about half way through the first

quarter. Ginn has children identify sounds heard AS the beginnirig,.pf

words in the iirst quarter and introduces sounds in the medial and final

position at widely separated points in the sotond and third quarters.

.Thus in three of the programs, the instructional strategy for

introducing sound -symb7 correspondences involves sounds being presented

as elements of words the students hear. Furthermore, the polnts.at

which the children have
a
to listen for sounds in words (be1nning, medial

and final) differ. across these three programs. in the remaining' program

(Distar), the sounds are not introduced as elements of words but as

4
separate entities to be later combined

4
into wordS,-

Specific Skills: A Detailed Comparison of 'Programs e

4
The tables which- delineate selected skill's appear below. They

document some of the previously discussed similarities and differences

across programs and present some new comp4isons. in addition; examples
,

of instructions to teachers are'sometimes included.

Letter and sound correspondences in the first twelve quarters (Table 2).

The nature of the phonetic emphasis ant the instructional strategy of

reach Of these programs (sperhaps best revealed in Table.2, which

I+

1114()
I .
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- summarizes the'letter and sound correspohdences taught in the first

twelve. quarters.

Insert Table about here

Lippincott. Th'er* 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 tht sound

correspondences for all of the words they learn to Itad with the excep-

tion of thirty "special" words that ar.e presented before their linguistic

elements are taught. In the fIrst quarter the sound-symbol correspon-
.

dences for the five short sounds'and for eleven consonants are

presented. Of these consonant' sounds nine are invariant, two are varian4,

five are continuous sounds, and six are stop sounds. By, the end of the

first quarter these sounds have been combined into 194 words.- In the

second, third, and .fourth quarters, the sound-symbol correspondences

for the remaining v it, consonants, and vowel and consonant digraphs

are presented fin. rapid sequence. 3y the end of the fourth quarter the
.

,

s tudents have been exposed sto all of the soun7symbql correspondences
.

,
.

essential to the reading of mo-,t'English 7.b.rds. If they have successfully

read(all of the word lists and stories that are in the stpdent books,
. 1 4

. .

they have conbined'these sounds to read over'2,000 different words.

4
Ginty 360. One huhdred thirty eight sound-symbol correspon-,

dences used in Ehglish words are taught over twelve quarters. However,

the soynd-sythbol correspondences that are being taught are not the only.

ego
. 6'3
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basis forlecting the words; the children ieatsn to read. The initial

set,of words. includes some basic words which are presented as sight words.

After Students have read some basic wor'ds.and have been taught a number
P

.

of sound-symbol correspondences, some decodable words do app9ar/in their
1

stories, although not until e third quarter.

All of the 32 words the children. )earn in th book used in the first,
4 .

quarter are learned by sight and are not deco abl. This is not surprising,

since vowel sounds have not as yet been introduced.

By the time the students have completed the fourth quat1ter materials,

they have encountered 41 words that they can decode. The rest of the 331

words they have read are either basic or enrichment words. 'Following the

vocabulary list, which appears at the enc0If the fifth quarter book, is

adcaldditional list of words -that have not 'appeared in the stories the
ft!,

students have-read, but -which they should be able-to decode on the basis

of the phonetic skills they have been taught. ' I

I
In the first quarter 20 sound-symbol/correspondences are tal,

1.

.

all of 'which bre consonants. Of these consonant sounds, all iDiut three are
.... ,

e

invariant. The first seven sounds taught are stop. sounds; of theemaining -

sounds, eleven are continuous sounds and three are, stop, sounds. 1
Y''''

''''

Part,of the.stratepy for teaching decoding involves instruction in'

graphemitNbays, described in the Level 2 teacher's .guide as 'le vowel %%,.../N

letter or letters, with a consonant letterl or letters following, such

aa at" (p. 14). Pour graphemic bases are taught in the first quarter of

the program, and others are introduced in subsequent quariers. As the

1

6 4
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/N
children lea rn these bases, they comb(ne them with beginning consonant

,

sounds,' digraphs, and clusters. By the end of the twelfth quarter, the

students have been taught 83 graphemic, bases.

Distar. There are 40 sound-symbol correspondences taught in

the first four quarters and five additional ones in the next three quarters.

As in Lippincott, tl-el students read only words that,contain the correspon-

dences they have been taught.

In 'the first quarter nine correspondences, three vowels (two short and

one long), and six consonants are introduced. Of these consonant sounds

. five are invariant, one1s a consonant digraph, one is a stop sound, and the

rest are continuous ?bunds. By the end of the first quarter, the students
r

have read only 35 words. By the end of the fourth 'quarter, the correspon-

dences taught permit the reading of the 421-words that appear in the teacher

presentation book and in the student materials.

With the exception of upper case I taught in the third quarter, all

of the symbols presented are lower iase. The macrons over long sounds

of the vowel symbols that appear on the chart above also appear in the

words the children read during the first six quarters of the program.

Wisconsin Design. Althougli the list of word attack skills does

not specify which4consonant sounds should be taught in the first quarter,-

it does indicate the consonant blends and the short vowel- sounds that should

be introduced in the second and third quarters. Long vowel sounds

,are not introduced until the fifth quarter, whereas in Lippincott,

Ginn, and Distar varying numbers of lone vowel sounds are presented during

a
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the first four quarters. (11illisassumed that, if these sounds have

Approaches.

already been presented in the basic reading program the Wisconsin Design

is accompanying, they will be reviewed when they appear in the skills lis.t.)

Location of beginning letter-sound instruction (Tables 3a 3f).

a. Consonants that record invariant vs.. variant sounds.

Both the number and order of appearance of single consonants differ

markedly in Lippincott, Ginn, and Distar. (The order of the.Olgovnds,

considered invariant is not specified in the Wisconsin Design skill list.),

Lippincott, teaches 8, Ginn 13, and Distar 4. (It shoUld 6e noted that

although s, t can record other sounds, in the first four quarters

of the program they are treated as, invariant in Wstarand are t i1 ht

.as representing one sound each.) Table 3aallowt a comparison of the.

programs.

Lippincott.

correspondences taught

Inser able 3a about here

The

are

first -two Invariant consonant sound-symbol

for the. letters n and r, (n/n is the second

correspondence taught, the short vowel /a/a is the first.)

The procedures recommended in,the teacher's mar)uals 'for the teach-
,

iTIg,f the first correspondence are typical -(Di those for teaching many

of the sound-symbol correspondences i,p the firlt.four quarters, The

exercises for the teaching of /n/n include having students:

1. Associate the word nest with a picture of a nest, and listen

- for the beginning sound,of that word'as the teacher Spys it

4

I
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(Auditory/visual association of picture, word, beginning sound)

2. Hold up cards with tower casen prinfed,dn one side,, upper case

0 N on the other while the' teacher reads from a Hst of words that

begin with n and with a, the correspondence that has been taught
7

in the previous lesson,,(Auditory,discriminetgn aridassociatIng-

the letter n with words that begin with /n/n).
,. , .. .

3 Identify which one of a set of ,three words begins with a and re-

peat that word--five sets are presented Muditory discrimlnation

and verbal practice).

4 . Hold up cards with a, A, and 2; N, printed oh fhem,for wordsthat

begin with a or n (Auditcirydiscrimfnation-and associating the'

letters a and n with 'words that begin with a and n).

5. Identify all the a's and n' in a display containing lower and

upper case forms of those letters and other letters matching

letters i another display, and crossing out letters which 'don't

J

belong in a third display (fisual discrimination).

6. Stand, when they hear'a word that ends in /n/, stoop or sit'when

they hear a word that does not end in
.
/n/ (Auditory discrimination)

7. Practice writing n and N; saying /n/ anenest while writing

the sound (Writing practice and sound, letter, and word association).

ii

.

. ---,

There are variations and exteni-Ions of thqse exercises used to present
......,

`the other consonant sound-symbol correspondences taught in the first

three quarters.
A

67
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GL. The two Invariant consonant sound-symbol correspondences

introduced are /b/b and /1/1. As in Lippincott, there are a vaiety

of exercises involving auditory and visual discriminatOcns, auditory-
;

° visual associations, and writigg practice. In these exercises the stude :

tr

1. look at a word. card with Bill wriven on it, read it, listen to
..

the teacher read it, look at a picture of a boy named Bill in

their text, talk about his identifying features, and answer

other questions about the picture (Basic word identifieation

and word meaning cluestions)...

2. identify pictu.res of objects beginning with /b/, and Jister)

for the beginning sound of each of theflohlects (Auditory-disr

crimination).01,

3. decide if a list of ninj,,words the teacher says (beginning

with 14 begin with the same beginning sounds they heard in

the previous exercise (Auditory discrimination)* 4

4. listen to sets of two words, 'on' af each beginning with /b/

and repeat the words that begin kith the same .sound as the

-WCAJ Bill (Auditory discrimination and verbal, repetition).

5. practice writing the letter B in front of the etter's ill in

their books (Writing practice and word completion).

6. listen and watch the teacher as she reads the word Bill, and

paSses Atr hand under it'from left rlght;'identify that
1

the capital letter at the beginiling of tOe word stands for the

1
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" -,

.
.

.

sound heard at, the beg inning.of Bill (Word
',.

idemtification, -'

r, tp
:#

left, to_rilh't sequence, lett.4 and,soundassoclatiOn),

at letter card 'tend liiten for /b/ beginning proper. fames -.

as the teacher reads settences;*atch.as the,teacher writes

0 .eaCh°name that 6Egins with /b/ on the chalkboard and Under-
,

. ,

.. .,
. lines tti*apital B in each word (Letter and.sourid 'associatIo'n).,

..--

,. . . ,C4,

8. identify pictures of objects and compare ttie initial, sounds,of-

. ,

.o,
their labelit with the sound at the beginning of Bill {picture

, .

.

_.),

4,
1-.,,

i den t i f I c a i f ()wand duditoryAiStriminatiOn).
,, , - ..

sr:

9. °listen to sentences the.teacher reads and repeat the childten's

names that beginwith the, sound they hear at the beginning

again
Ar 41,

of'Bill's name; listen .t the s_intinces.. and repg"at all
4

V 1
.-

the'words that begin with /b/i, Aook at B at the beginning of ,

,, <./ .

. 0 ,

,

. .

the proper nouns the teacher has written on, the.board algabet `

..,
.

(
.r a 11st of'nouns not capifalized; iiitify the letter40per

case or lOwer case)tthat stands for the beginntrig'sound

(

h word; 'repeat each wird .after the teacher as .mead ft;,/
J. /.

*4
0

letter of proper) go to the boAri d and underline the begiing lf th
.. ,

. .

.. . ----

nouns (Auditory A i scr iml nation , 'verbal' repetition; upper jail.
, . :

-'' I.. lower case discrimination). . 4 -*,
,

..- , . .

. o

- 10. identify objects he classroom that,begln with /b/ and-qamet---
. . .

c

. ,.

.4

N

.

0* children in the class that beg in vdtthqb/. Discuss which
, .

begin with-capit41 B (Auditory discrimination', 1pwer and upper

case discrimination).
S

6j

,

'4A_
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- ,

11. play a game with thesen tence "When Bill went to Boston he

.
.

-40,-,

b. oudt

a.balloo

on ; ' substitute diff erent1objects beginning-
V

.
A

.
with the sound /b/ for balloon ( bal actice and, auditory

' discrimination).-

These and other similar exercises are use 9 present coneRnant sounck.

It should be noted that whereas in- Lippincott the children'are to

identify sounds only at the beginning of words, in Ginn they do not
b.

identify consonant sounds at the end of words until 4he second quarter.

1:!h programs introduce sower and upper caselettersilin the,same lessons.

1 (Altfiougk the rule that capital letters are used for people's names is
45,

4
not discussed in the. Lippincott /n/n correspondence exercises, it was

..,.

introduced in theakevious lesson, which taught /a/a).
fa -,

.;:,

. Distar. The first two consonant sound-symbol correspondences
t,

i
taught are the coqtinuous sounds, /m/m and /s/s. .(Although'the letter

s Is a vaeiant sound, it is treated as an inAriant counfil"words in
$ /

,
- '. 40

.

which it takes the /z/ sound are treated is ilprregular words). The /m/m .

corr0s010pdepce the second one taught (thelort-ound of first)

In Lippin"cotc and Ginn 360 sounds are- intrAuced aseeley occur

, tOP'
,spoken and written words. In Distar sounds dare introduced,as individual

tintts, not as,parts of words, and are ide'ntified as,sounds,,not bY

letter names=

' In the exercise in which the sound-symbol correspondence for /m/m

is taught, the students:

4,

GM

tr

./
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4

1, watch the teacher point to and touch the letter m and listen
/

'

4 P

to her say'"mmmmmmmmmmm" (Letter and sound association).

2. in response to the instructiOn, "When I touch it pointing

to the letter], you `say it. Keep, on saying it as long as I

touch it," say "mmmmmmatimmM" and repeat saying the sound each

time he teacher touches the Letter (Letter and sound. association).!i
3. identify i4. )letters a (taught in the_prVious exercised) and m

.

in the same way as in the above exercise (Letter'and'aund associa-

#
tion, and discrimination).

,

4. identify the 1 t ers /a/And-/m/.and indiacate that a picture,

of a baby is neither /a/ nor /m/ (Auditory al4visual

4 tion).

5. write and say'the sound in.a workbook (Writing practice).

The teacher is instructed ro 11bld continuous sounds. for two secondsi

- and
-

to require. the students to say W sound for as long as the letter it

being touched, also two seconds. This is done so the students' will

be able to hear and say.the sound foera long time, and so-that, when

they sound out words, blending-the soundiltogether will
'A-

,Stop sounds aco o.held for only an instant'. 13"

N)

,These arejoaSprocedures used for all sound-symbol correspondences
- ,

. - .

o .

. _

taught in Distar. ,. Later sound - symbol teaching activities include:
,....

.

. I

across out games, in which a student crosses out letter after jt has

be easier.

begp correctly identified; races, in which the teacher and the group

see whp can identify a letter first; firm-up tasks, where sounds thatrr. ,

0.

4'

J

3
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are eastlyconfused a?'e pairet, and practiced,.and review pages., on whji
0 at;

4' sound's taught before a given lesson :are displayed.

Wisconsp DesiOn. There is no Suggested order for the' intro-
.

o

ducti041 of invariant sounds in the'Wisconsin Design, although the list

does*irldicate the'rthe beginning aI ending consonants are 6905.e taught

a

in e.efirst quarter. N5ir e there cry recommended teOching procedures.
.

r

How the teachers would ach these sounds and in wh'at order.'wouldbe

determined by the iirogram being used inthe class,adm.

' :41e no turn to 'single consonants fhai record variant sounds (indil

cat;d ba circle on.the chart).
...,

ExapMespf such' consonants include

, , it.

.the- letters c and g whicht- can take on "soTt'or'"hard" sounds. The

:disdunion i)Organized.around where and how these Sounds 'are .taught -,
,

44 0 r b
..

and if ;h a're treated aS variant.
t,,,

r48/

.

0 Ha° and c are intr ced in thefirst quarter orbqth Ginn a

Oppincott..They are ntroduced in exercises veryWmilar to those

used foil° introducing invariant sounds. The soft sound of c and q are

introduced in thethird quarter in Lippincott; in tin 'oft sound

or c is taught in the f-fifth quarter and that of hard g ipthe sixth

quarter. 6

./
1

.............._0 interest 1,s when an hOw the soft sounds are,pr6sented;in these
.

.

_
',.

tWojaro2rams_ an Lipp),ncott the.sofe sounds of c find g.-are, itnt*bduc -A,- .

.
.

, .

irrthe'thire 4uarter,,and At-is explained that c can spell the same/
.

, 0

A.

so i a

.sound as the letter li (hard c) or the retter s (soft c). The children

!

4

. . . .; ...\

., ....

.4 t

.0 .- . 4i, - V

4.
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.

then study wotds with soft' O and learn that ce and ci and: cy usually- -
I .

Signify a soft C. Finally they do some soft c,hard c discrimination

-4 exercises, (Whin soft g is introduced irt a set of similar exercises,
.

1

it is'related to soft c). Ginn presents soft c,hard p word discrimina-.

P
tipn exkrcises when it introduces the soft-..c, but does not pair the

soft c With the vtWelsswith.which it is frequently associated.

Thee relationships areintroduced-almost a quarter later, when soft 2.,

hard 2. re taught andthe pairing'of soft g with the vowels i,_ et and_
r-

(Hare end"soft g is not related to 'hard and soft' s)

Distar expl ici,tly teacheS only the hard "sounds of c and 9.. and
40

treats words' which the soft sounds of these jetters occur as tr-

r
.

ir-

regular: In the WI.. sconsin Design hard.and soft g and c-,oecur in the
.

fi quareer.

b. Consonant blusters and blends 4Table 3b). The numbers Ofton-
/ .

-t-sonant41u'Sters and digraphs Rhatiare explicitly taught; the programs
.

,
.

.

r-- i.
. 3 '',- 4. ...., '

'range from the four digraph4s and no clusters. in Distar to ,the 9 'digraphs
- .

and 3& clusters in Ginn: ObviOusly, the attitudes of prOgram authors.
. . .. A

toward the need for the explicit teaching of oonsoriant'q,lus'ters and con
Y 4r-

--,,

---,

sonantldigraphs dfffer markdly, In Distar' the digraphs are represented ,c7

/ .

0 40
( ya

.

.by joineofetters. One is taught-each quarter. Lippincott teaches
.

..- 0 ., .

fourteen digraphs, and' presents them .a sounds represented by two letters.. ft

'

.Insert Table 3b about here I

4

I w .

ti
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2.

Neither Distar nor .Lippincott explicitly teaches consoriant,clusters.

The Disfar authors feel that the regular sounding out process taught
...

.

in the programs permits children to'deal with consonant clusters as

they do with consonant vowel sequenbes.t They do, however, recognize

.the difficulty some children have with these letter combinations, and '

starting in the:fifth quartep include many words.containing a variety

of consonant clusters in word practice exercises ,.,The Lippincott authors

state, "since a child Jan 'sear a blend as easily as a syllable, we do
a

.

nolkapproach blends3I special problems or as-items Oat fiave to be_nre-e.
e

stinted jndividually as blends." (p.,xiii) In'this program clusters are'

taught as they occur in words: the word, is, said, the sounds are said,

and then the letters are asIociata with the s,ounds%
\\

'14 variant th sound is taught'as voiced ix Mester, and treated as

.

irregular when At occurs in words in the unvoited form. In Lippincott,
oa, 6

*14

it is explicitly taught in botbjthe voiced and unvoiced forms, in

r ..4

lesson at th9,beginning pf the third qua ter Ginn introduces the un-
--1W; 4"- ."-

voiced th early the fourth quarter and associates the voiced th with

. it at the end' of the guAl-tr.

Ginn, which teaches' the largest nuMber OTI7Usters and digraphs, does
.z
. s

k .

.

not introduce them (with the.excfptlon of 11 and ss-in the third 'quarter)/
4

.

.-- el: )

..

until the fourth quarter, whtre tr is the first cluster:tinIrodUced.
. .

,.. ..* 04'
..

Those that follow in that quarter are fo'r a variety of first and second*
I'

.

letthr combinations whereas the -clusters intrOduced-i4Ohe se ond quarter.

of the Wisconsin Design combine Initial oponsonants with 1 an r only. ,
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c. Single vowels that 4ecord long and short sounds (Table 3c).

In Lippincott, the first five vowel sounds taught in the first quarters

are the short sounds of a, u, i, o, and e. Long sounds are taught in

the second and third quarters. The first correspondence taught is that
CD

of /a/a. The exercises are similar to those used for teaching consonants.

The students listen to and say words that beg with a, discriminate a oa-_

beginning spcken words front othei. bAi,nning sound spoken words, associate

e written fetter-a with spoken words that -begin with aand pick out a

b ginning written words from other beginrlin,ler-.cr written words. They

also practice writing a and A.

lnserr Table 3c about here

Ginn-. The graphemic bases ill, ide, and ides are presented in

the first quarter and vowels as separate entities are not introduced

until the second quarter when the long .a9d short sounds of 1 are pre-_

sented. Short i is taught asa sound to Iheard ishe medial and

the beginning positions' of a list of wOrds.read by the teacher. Then
'10 ,

-° the word ride 'rs'read and the terms unglided `or theshort sodndi4nd

1
- 4:

_____

-ft 4

glided for the long.ypund are introduced and exercises which teach the

C

44
distipction follo. This il he lesson from the teacher's guide:

400

4 Est,ablth the fact'that the.voel sound ithe word Bill.vowel n,

is stable and does not glide from One sound to anotl%ur. Demon-

strate this fact by 'asking the chil.dren to-hold their chint as

. °

.

. they repeat.a series oPbt.,ord.-:, some with the 'glided vowel t1Rand

lJ
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/ay/ and some with the unglided vowel sound /N. Through

this experience, the chi Edren ,should obs,trve tat the chin

hardly moves when a word containing an unglided vowel sound is

spoken. The following words are suggested for this purpose:

my tick

kind nine

bright fly

bit chip

4

(Level 3, p. 84)

Distar. The vowel sounds taught in the first quarter are

short a, long e, and short i. These sounds are introduced in the same

way consonant sounds are: the teacher point's to the letters an=d says

the sound; then the children imitate the teachers. In this program'Iong

vowel sounds are distLguished.by ma6rons (which are removed during

the fifth and sixth qJartesi). Vowel sounds, whin) are not as distonct
a

from each other as are consonant.sofinds, are consNeted more difficult

4
for the children to .learn. Therefore, letters representing vowel sounds

appear ach more often` on sounds review rages.

Wisconsin Design. Th;" preser,tation of the short and the long

sounds of vowels are eldelyseparated, the short sounds appearing in the'

first quarter skills lits, the tong sounds in the fifth quarter lists.

d. Vowel effect t.roml"the 'letters r'br 1 ,(Table 3d),. One procedure

used at various points 'in all of the programs, but to widely varying

degree, is to teach the combinationtmof vowels with r or 1.

76

4
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When Ahese 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 combine-
,

tlons are taught. Distor introduces one in the.4016rth quater and two

more in'the fifth quarter.' Ginn teaches eleven in quarters-five through

eight. Wisconsin presents vowels'Oth r and l in the fifth quarter.

Insert Table 3d about here

e. Vowel digraphs and dipthongs (Table3e),I Knowledge of commonly

occurring vowel digraphs also Makes' more weads regular. All four of

the prograrris present vowel digraphs, but again the difference in when

and, how many is notable. There are 24 vowel digraphs taught in Lippincott',

29 in Ginn, four inDisar and five in Wisconsin.

Insert Table 3e about here

.Some' concomitant skills. Each of the programs teaches a host of

skills other-than those disbussed above. Some of these are outline0
r

in the next theree tables. As in the previous tables, it is notable

that, although almost all of the skills are taught in all of the pro-

grams, they are presented at widely divergent points. Table 4a indi-

dates when pliurals, prefixes, suffixes and the past tense ed are intro-

duced; Table 4b shows when bl'ending, syllabication, compound words,

,'and contractions are introduced; Table 4c indicate; when the concepts

othonyms<re Fntroduced.of antonyms-, synonyms n 1-

e

.11
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Irregular words. The term irregular word is typically used to

describe Words whose phonetic element4 do not conform to a group of

regular spelling patterns recurring in many English Words. A14 words,

however, whose spellings do not conform to the phonetic rules the

children have been taught can in a sense be thought of as "irregular"

for the childpen reading them. 'The four programs vary widely in their

treatment of Irregular words--from what they call them in the teachers'
-re

guides ( "special," "basic," "enrichment," "sight," and "irregular")

when they introduce them, to what words are considered irregular, to 1

how mony are taught in the firu year, to how they are taught to fhe

chYdren.

The term sight word is sometimes used tp indicate an irregular

word. The Wisconsin Design Includes, in its sight word lists for each

u
,

level,
e
portions of the Dolch Basic Word List. Many of these words- are

....-
,, .4.*

irregular iii the more genecAl use of Oe term; since, however, the Design
,.,

. k., ...

i's used with progransAbeluding varying phonetic components; (t is ...--------N

, \

...likely that may_of the words,.ion the IisC would be irregular to many

)
'of the children

i
reading them. (lt.shOuld be noted that sight word does /....

,,..
.

4. .

,!..'.
f.

.'have a, more general meaning,which is that any word thatcan be read

. ,

as a,-"whole
.

fiord by, the reader is indeed a sight.word; the goal of, any
.),

'reading program is that the-students will be able to read most all the

words they "encounter by:sighf).

' .61

jr
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A few of the major'variations among the four programs are apparent
4

in a consideration of. the treatment of irregular words in each program.

This discussion includes some description of the manner in which irk

regular words are introduced to-the children in each of the programs,

as well,\as when they are introduced and how many are-taught. Table-5
.L.1

4 is a comparison of special types of words to all words, encountered at

the end of the first and,second years.

Insert Table 5 about here

Lippincott. The first irregular or "special." word, the, occurs''

about 4/3 orthe.way through the first quarter. On the day it is intro-

duced the word is, in the title of the story, appears sfverel times-4n
0

thethe story and is in a pink box at the bottom of tne page. The children

:are asked to look Carefully at the word and are told they will need to

memorize' it. The first three words aught in the first quarter arg the,

a; and puts. 4%-
V A

Gihn. Since basic words do not contain all of the sound-symbol

,

correspondences the students have previoUsly been taught, each of the

basic words can be considered irregular to the childrdn. The first

three words tau§ht are Bill, Lad, and runs. The two wdrdt, here and

0- *

said, irregular in the more general sense, are taught n the first quarter.

e

;

-4
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- These words are presented as are the baSic words, first on word cards

The students then write the words in thpir workbooks, and then. read the

words in different'contexts in their books-

Distar. The goal of the irregular word instructn is to

teach children to discriminate between the way a word that does not u
.

conform to the sound-tYmbol relationships they are learning is sounded'

out and the way it is said. The authors' view is that it is very im-

portant for children to learn that irregular wore can be sounded out

and that there is some similarity between the sounding out and the pro-

nunciationof the word. To accomplish this, the,progam tasks direct

the teacher to have the children sound out an irregular wordas if it

were regular, after which the teacher says, -"That's the way we soun,d.oj

he word. Here's the way we say the ward," and then says, the word. The

children then say the word, The first three irregular words taught are,:
ti

.

kaid, was, and to.'

A second strategy created to`14eal with irregular words is to make

. many words "regular" by printing the silent letters smaller than the,

other letters (e.g., (7),:at, il(0 and jnforming the ChIldren,that the

Ibor

small letters are not to be sounded out. These ;letters are pr"

. full size only after the word has been read many times. Use Qf this.

weprocedure also reduces the number.of vowel digraphs that we taught.

Wisconsin Design. There is no meOle-d prescribed for the teach--
4"

ing of irregular words, althoUgh many of the digraphs and-spel,ling rules

that make words more regular are included.on the list.

4

**

4



-"N

1

Skill Hierarchy Approaches

81

Table 5 is a comparison of, irregular words to 01 words encounter-

ed at the end of the first and second years. .We see in this table at in

Lippincott and Distar a 1arge-percantage of the words that children

read are regular (above 80%). In Ginn

aS'basic r enrichment Words resulting in a percentage of decodable

Ns4,
ever, many,words are presented

wordl,:of only 13%.

Punctuation Skills ifable 6). 'Each'program teaches a different

number of skills and 46t different quarters of the year. The Wisconsin

Design does not include capitalization or punctuation in any of its

skill lists.; Lippincott introduces epitafization, periods, commas,

-

.exclamation points, and que'stionioparks all in the first quarter; Ginn

presents commas, periods, que'stion marks, quotation marks, exclamation

points, and capitalization in the first quarter; and Distar introduces
I 4

periods, quotations, and question marks 4nthe third quarter but doe's

not,explicitly'reach commas and contractions (athough they are used in4

the stories"the students read) until punctuation and capitalization

rules.are taught in tAe Janguacte program in the ninth and tenth quarters.

Insert Table 6 about here
. .

Distar is the only program thai separates, the presentation:of upper

SY .

.mese letters from lower case'letters. Only slower case-letters are

taught in the first year. Upper case are taught in; the second year.
.

(Ginn and Lippineott both lower and upper case lettersare taught as

sound-symbol correspondences are ,presented:- In Distar no capital letter

is taught uh il'the seventh quarter.

Si

V
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Word count at the end of the fourth and eighth (Table 7).

ios

This table shows the number of new word's presented to the student'from

the first to fourth quarters, and the fifth to eighth quarters. The'

total number of new words are in'he total column, repres'enting the

dumber of words presented in the Lippincott program. More words a're

presented in th)Ifirst 'year with Lippincott than in two years with

G.i.nn and Distar.

irisert Table? about her?

AnSalysis of stori (Table 8).41ye-have selected stories from gear,

,the-'end of the third, sixth, and tenth quarters of the three'programs

which include storiesiond.havqkpreqared a table containing the following.

4nformation:

Insert Table 8 a6out here 4,
r

I. Total wo48 count (the number of tokens).

2. Number of different words--(the number of types).

The The proportion of types to tokens.

4, A comparison.of decodable words to irregular words forthe

stories at the end of the third and sixth quarters.

5. /he proportion of high frequency words (greater than 50) in

.the fi.rst 50 words of each story.

9
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, , 4
..'

4 . ,

In'determining the future usefulnesS of the words that the children'
. .

Pare milking, we eamined the American Heritage Word Frequency Book and
.

.

decided,that a frequency of 50 or more constituted or defined a common*

:--!: ,

-- word: In the stcOtirs we 'examined the number of.word types (woq0s.from '::-4
.

, ci
4 ,..,

- c c

- the.same'root word) whichAmIpt thii frequen0 criterion compared to the (14

12. ..,

'
.total number df -tokens (wordS) Oresente4.

t
4 to the. student. Ln determining

.-.
..

the frequency ore wqrcip, tense, number, possessives;and Upper and. lower
, .

,J

case distinctions werg'ignored. Wthe ble,the numbers in parentheses,

in the total' types" rows ate .th
. NI

tion iLiotal 'types tototal tokebs. ,,--.
.

P .

° The type breakdown jntO4 i .e4ular 8nd decodable words uses the
. 4.4"

lei* irrevlar,for any word which is not deCod.4ble,(accotOng to what rs
. . r

.

r.
. ,

4.' ( -.

Jpeing taught in'a:program) to the child reading 0. Manytof the
,

basic'
.

cords are not Listed a.cleCodable.'in( Ginn because all of their:component

. .
, .

phonetic element have notAves yet, been taught,

Different program/ allow different numbs of instructional ay-4

.
,.

P, _for the, reading;or a'storY, so the length of, a story doe)nbt. reveal
. ,.

,

.

what-it is expected a student will read in a dax's lesson.
A

.

, % . 41
coThis tabole presents only a few of the variables that ould be

N -

r

. AnalYzed and,does not' include_ sufficiently wide sample of stories
$0 0

.
.

. ...

from each program to be truly representative.. It is intended simply

El an indication of the kind of analysis that could-be,made. A'mord
.i.

...),thorou,gh amalysit of more stories could -rev'eil- some item of pedagogical
0

,

interest, for gxample,,how mar24.word types are repeated from Story to

I... ,
.

story, and what iS tie rate li introduction of new word types?
, r

b

4.

,A
4
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.

.

Such data would reflect the amount of practice thb' chil4ren receive in-
.,

.

,..
reading riew words that are in the sequence of storiesin a program.

,

p ,,,
If

.
. '

.

Other measures could include the ratioof words that have been directly
% % 9 ti. ..

taught 'in the skills part of lessons to those that aAear in stories
. 4

4

wisifiout having been directly tAvgl ti consider4rg those which have

s.
.not been djlectly taught, the ratio of decodable to irregular words.

.11i.

,Thcyhighrnumbery.of irregular words in the early levels of Ginn,

reflects that progr'am's reliance upon the/use of sightewprds and the

gradual teaching of phonetic elements, whereas the large number of

regular words at the fourth quarter pf Lippincott reflects its ap'proach
,

.

&to, 4-, . . .

. .
.

of rapidlywteachin'g a idrge number of functional phonetic elements.
. ,

, . .

0

The table, 06\s/1 ehe ,clear increase' in the number of types (dif-
,

fer,ent words) that are presnted to the students over the third to .1i,

tw,elfth quarters as,coMpared to the relavively constant (aBoti".33) pro-

portion apf to,tokens (all-words). This medhsthat students aro4

r#
expected to learn new words at the same rate (about one out of. three

. ..

words encouptered) throughoqt their fitst t'Sree years of schObl.

The ratio of high frequency types.to total types indicates that
,

all stories examined contain almost excluely,Jligh frequenCy wor=ds.

This implies that the words'th.! children read in "these stores will

.applar again in other rittep materialthey will' encounter.,
IMP&

.... 4

.,,,riclusion )c)4
..

. .
1.

.

''le instructional and teaching strategies that have been
ioMb,

ined

.
.

Into each of these programs are being successfully used by many teachers

%

46

j

. 0
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to teach beginning reading to many children., It shou d be recalled,

.
,

'4,3,

however, that.many children -5re bot being 'successfully taught beginning

readingas0411s 45 teacherusing either these or other programs. Because

ther -are ,such a large number of children in AMerican classrooms who

are not adequately Taught bask reading skills, there rem,iihs a critiStai

.

,

need fizr the analysis and eval iton of the programs being'used in

those cfassrooms.
. j7

An analysis of programs should notonly include an examination of

the decoding and other skills that appear in the programs, along with

the sequencing of those skills, but should also involve' an examination

of the relevaAce to reading of the'skills being taught. Are all "kssential

..tr ;1,-"'

0 skills" essential ?. Giversthat OaS6ropm instructional time 4s- limited-,

.
:-.' ,

pit is important to kncLhich skills within a system
.

are really necessaoly
* .

.
. 0 *

and which ones are peripheral;_ It is'equally important:te,ho ev'luaie th4

, ....
.

i

..,,.
ff

crai'ity of instruction manuals to ascertainllf .thly cah.bOollOwed by
. .

.

q ,-

the teacher, iand f.followabletd determine their effectiveness as
,

.,
, ). '.." .

1 teaching procedures. There Should'also be an analysis Of student mat-
.. , , , .

erials, including readers, workbooks and'worktheets, to determine if they
r . .

t
forprovide an appebpriate amount of opportunity o the pr',:ctice and applit -

.cition.of the skills' being taught:
....0*--
.

. 4.

The consideration of these four progeartm!gives ris-e /o mAy-.4rec

,,-"'

questions, vhich range from those or program detaih to those that. relate
. .

-
to classroom implementation. Some of these questions are' -

1: Are all of the correspondences, ,including the consonant clusters

'xi,
.

and Vowel and consonant digraphs, selected to be taught necessaW



s,

J.

0-

.

4

Skill Hierarthy Approaches

86

.

2., What effect does the .,'ate introdOcOon of,sound-symbol corres
4-

pondences have on the child's ,acquisi-tion of4fheise correspondences,?

, Does the rapid -rate used in Lippincotl ctintitute -an overload

,

.for some children? Is the rote In 6istar too ;low?

. 3. Are, continuous sounds easier. for st...ude s to handle, or can

, theY de n stop soundi:as readily?,

4. re' rifles that are given for'the aoplicetl:on of phonetic

principles functional? Can a children remenber'theM? When

.taught, do they pertain to a sufficient number of ,words?

.
.....

5. What is the effect of the varying order in the teaching of V(ills?'

I

,,6. Does the-gradual introduction of phonetic elements,In CA nn and
. .

Wisconsin make the use of sound-symbbl correspondence and other

,

phoneti.c skills disfunc,tional? Have the students
r
wOrked of other,

-N.

reading strategies by the,..tirriethe last elements are taught?

'7, Are the reduCed number.of corresRondences, the mptiified alphabet

and the special promptS used In.DIstar too "glmIcky;" does such

ti)
'4f ',

1

a simplification tiecome.ineffective. when the prompts Sre removed?

0 : .
. -*

- 8. js it mote efficient to teach sounds,as Orts of words,)oCcurring
ii fe

.

11

at the beginringq middle and'end Of the words' or to present sclunds.,

Os I (

it

-in-isolation and 'simultaneously teach blending skill,s? The first

approach may entail teaching the children the meanings of begin-

rung, middle; and end and training them to hear sound' in dif-

-ferent parts of t-hcword.

I.

41 S.
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9.. Is it dangerous. to teach'sords in isolation? rt is true that

. 4
---:-,--------%), , cf,_ .

,' in a stridtes.ensenatv eon-sonant sound
. i

pronouncedkonly
.--.

41

with a vowel 6pund
'...

ttpt begins or ends t consonant sound. Itk

is also true that each Vowel indicates p variety of sounds. Does

. . ,

6

'
sesiir.ating;thesesounds from the contexeof the surrou ding

sounCit' in, a'vOrd, provide a firm basis fOr teaching usef' 1 sound-'
jr,.

symbol relations'hipsIA 40V

10. Is the difficulty that some teachers have in hearing and pro-
. .)

n"o2ur;cing sounds in isolation a deterrent to.thir ability to

teach those sounds to 'thelr.students?

11. Is it better that stories, in the first four quarters contain many

different words so that the children can get varied practice,

applying what they are being taught to different words, or is it

better that the children read fewer words but read them. more times,.

so they .get more

.32. Is there an opt it

skills; how carefully' must review and skill I.ntegrationtasks

-

practice-on a limited set of words?

ber-orlessons needed for teaching specific

sit , be programmed into, a sequence?

.

13. What:is the effect of careful control of task presentati n as
, . .

a !,

tontrasted.to reliance upon teacher judgement to select ap ro-
ti #.

priate tasks? That is, tg it more effective that a teacher

teach specific ,skills in a highly organized framework or .tv select

from a,numberlIK instructronal suggestions and develop histher

n ways to teach them? 44'

6 -
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14. How Auch time shou)d be kpent instructing childreryiri basi
; .

decoding

Or is an

skilist., 140 twenty minutes per day for each enoug

,hour end twwity minutes for each child necessary?

'How much prattice do children need?...

15. Whet reading achievement data are SVailabl%for the kinds
3IP

instructional. and'teaching,?trategies that these programs

of

reOreent? Howtlo the data compare to.eac other? How do-the,
A

ata from these programs compare to

programs?

fit

For

ot,1;Ar

what kind's of chrIldren1

and,Other clilestidns may

to have access .t3 peogrWs that

The answers to, these

that 11 enable teachrs

, 0

thaiwil1 provide the sucdesful UasisAir teaching the decoding-91(11.1s.

fo*
that essAtially every ihild is capable of being taught:.

less skill specific

.

lead us to some decisions

work, programs
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Table 3a A

Single Consonants that Record Invariant find Variant Sounds

YE \a,1 .43rE.'kliZ'

_1 Quarter , 1
,

3 4 5 6 7 8' 9 lo

--,i
1

r-
1 1., 12

i.)
f ,

I..,S4.

1

t..,

:

. TI,r, d ,0 1,i, :,. C:::),C)1
r

Co" .:- .... ?:\

'

.

.

.

..

.

t

.

'

...

IINA

Cal& v 1

,

t,, -

I

.c.,
...-

c.- \-12'

b, 1, r,

Y CD-CD

w' rl'
v, f

rn,? .
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.

.

,
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e

.

lur
AV

..Y
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.
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i

,
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I

1

,

e

i

1

'
r."'

d, f Cj. dr -:''''r.M.

11, -, 4.
-2, z,

.

, .

OTORIO .
. .

i F.

i ' C

. '..

C

.,,,

bez,1r.ng

-and r.-i!,
consonants

'
,s ..

'' 4

'

soft -
oft g
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.-
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Table3b
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Table '3c

Sing Vowels That Record Long and :1-1.,,rt Sounds

LEVEL YEAR 1 . YEAR 2 _

-

YEAR 3 . .
7

Quarter ,...._____1 2 3 4 5 6 ,7 8 9 10. 1 1 1 12

.

..
4.J

0
u
a''a.
a...-.

-a
)

-short t
short ut
short ).,
short o
short e

_long a
long e
long i
long f'De

Y
19g tz

.

'

.

,

.

e

. .

,c,t,
. .,c

c
- .

f.:..- .
.

short 5.

long 7.
short e-long e

.

-long a
short a

.

long. o
short '6

.

-long a

.

y

.

.

.

.

long

.

.1

1.
a
4.,
If,

.4.4

CI .

short 'a

lOng ..e
short i

.
.
#

short o
long a
short -u

7long i
long o
short e

,I:

long i
y
long u

.
1
.

/
.

.
...

t

.

C-
o z- e.,5
o - .
U t4
v, 0

,
short
vowels

. long
vowels

.

.
.

4 .

..,

,

,

>

.
.

9 /

lD

0
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7-
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w
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TaLl. 3d

Effect from the Letters r, or

.tk

r
1 EVEL '

s.
YEAR 1 YEAR 2 - YEAR 3

C' ,:ar te r 1 2 3 4 5 6
It

7 8 11 9 10 11 12

....

.

._
....

....

c

....:

c-.

c
-

.

.

sr, er,

sre( ref

ore, or,

le

,

TT
ed

ar, r,_r

ar1-2.-e'arr)
,

.

.

.

. ,- ..... . -- -_,-

.

.. . - ,

=

I ' L:

-
r

.

.

ar,,

al (walk)

:r(fur) b

er(her)
or(color)
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r(fir)
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j

i

1 %

or..

ar, al
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.
,

/

1 ,

1 ,,

t t
=

..:.

s4
'

.

...

.

'

.

vowel + r

al

A
,

. .

1

9:)

1

Table

Vowel Ligra;-,hs and Dipthongs

4

1,EVii, . YEAR 1 YEAR 2 YEAR 3

.

Quarter 1 2 3 4
,
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6
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7 8 9 10 ' 11
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0
,-,

c
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el(either)
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ei(they)
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ea(bread)

------ ..."
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.

.
.

...

.

' c
.c.

,.,

c
c
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.
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.
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^ea(bread)
ew(few)

ew(mew)

.
au.
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J
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Tall, ,

Plurals, Prefixes, :.,,,ffixes, F,asl: Tense (ed. )

1,4

.--

LLVEL
.

.----

YFAR-1 ., ' .

.

YEAR 2
. .

.

.

YEAR 3
,

Quarter 1 3 4 5 6 7 8 9 1,0 i) *12
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c.
c .
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Table 410

Blending, Syllabication; Compound Wos, on'.-ractions, Possessives

LEVEL
. .

YEAR 1
. YEAR 2

.

,4

Quarter 1 2 3 4 5 6 7 .8 9 io 11 12

....

...

o
u

a

Blending
--N

Syllabication

'

.

.

.

\1

.

-
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o
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1
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m
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=
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u
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=
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Table 4c

Synonyms;-"Anl:onyms, homonyms

e

LEVEL YAR 1 , YEAR 2
4.

.
t YEAR 3

Quarter
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.
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4 Table 5

Comparison of Special Types,Of Words to
/

:11 "ords Encountered at End of/iirst and second Years_
/

in (7.inn, Distar/and Lippincott

.

. ,

End First Year End Second Year

,---

Ginn

Basic

Enri.chment
Ifrregular

becodable
.

4
0.68

0.19'

0,13

4

.

t

0.343 ,..

. 0.423
. 0.234

.

Distar

. .

Decodab e

. Irregul.
,

.

i

'0.82.
0.18

"
0.917
0.083

.

r
Lippincott . ,

Decodable
Irregular "Spec al"

.

0.85

0.15 ,

, 0

.

.

not available

(

tl I

1

1

A
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Word -Count the End of the Fourtip.rand Eighth Quarters
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101

I
S

.

End 4th Quarter., End 8th Quarter Total

i6Lippincott
. ,

. . 233 not available
.

Ginn if.

.

....410

'

331
,-

'

(Levels 6 alid

769
7)*.

. 1100

Distar , s

,

421-

-

t- 1285.

44

P
The seconcir'year of the Ginn program canconsist of Levels 6, 7, and
Eie or Levels 6 and 7, depending-on the abilities of-the -Stur'.ents.
Therefore, the Word'cOunt for the second year may be a somewhatlqw

.estimate.

O
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Table 8

Analysis of Stories

LIPPINCOTT

102

GINN DISTAR

3rcl
Quat'ter

,

--- ,

,

.Total Types 1 137 (.36 )

.

45 (.19 ) 33 (.40'

0

4 '

Total Tokens

1

'377 - 234 '82

Decodabre Types , .134 .2 32

Irregular :ipes .

3 43 v-...

lit---'

Hi--,Prequency Types

Total Types (For 1,t
0.08

50 words)
0.92

;
1.00

r

.

.
'6th. ,

Quarter,

,.- .
total Types 437 (.26 )

.

4
1.13

.

(.31 ) . 102 (.38 )

.

Tor31 Tokens ,

,

.

1673 364
a

270

.

Decodeble Types
-

18
"

,.(. -,,l r.

n 'l
86 .-

.
,

Irregular Types
(Basic, Lijichment,
Silent)

"

.

.

,,pecial, 95

,. .

16 .

-Iii-Pr6quency Types

Total Types- (p or 1st ', word' )
0.94.

0
2.00

,

0..94

10th

Ouarter
.

Total Tyl)e5

.

°, 536 (%.33 ) 128 (.36 ) 155 (.31 )

-
.

.

'Total Tokens 1 +7

...

35'/
.

503
f

Hi-Fregency 1Wes
TotillT ype's (For lst,

:

4

S-0 owor,N 0 .8 6I/
1.00 , 1.00

o
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Skill Hierarchies in Reading Comprehension

jprak Rosenshine

This paper explores what is known about sk114 hierarchies in

reading comprehension. It begins with an attempt to identify major '4

skills and then looks at possible,evidence for the AistInctivertess

and/or-sequencing of these skills, draWing upon three sources:'

correlational studies,itextbooks for elementary teachers, and instruc-
)

tional materials for primary grade children.

To antici,pite the major outcomes, no clear evidence was found,

. ,

concerning the didstinctivenestof different reading skill.

-0

`some evidence pointed to a possible distinction between deriving explic-

itly and implicitly' stated meaning, another interpretation which is

discussed is .that the dichotomy is actually between reading and reason-

'

-ing. Reading may involve extracting Orbatim information from the pas-, ,/

sages whereas reasoning may involve combining information across sen-
,

tences or drawing conclusions or making inferences. Regardless of how

rAding comprgheniion is broken down, no evidence or discussion of op-
_

timal or preferred sequencing of instruction in reading comprehension

was' fou4:- Even the major advocate of the distinctiveness,of reading

.

comprehension skilYs, Frederick Davis, wrote-that4nspection of his

.

data did.not indicate a clear -cut order of simple skills leading to
...

.
.

more complli skills (Davis, 1972,p. 172). Similarly, the Major pro-
1.

0 . , -
ponent of learning hierarchies,' Robert Gagne rioted that the principles

, .., p

of reading comprehensionA. ce quite complex and are tYpically learned

:'by a prdcesS of discovery froM the act offading" (Gagne, 1970, p. 273)
''..

111
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7' . . /
The, issue of,whetheT reading comprehension involves reading'or

. t

reasoning appeared in a humber0f reportt. Liftle was written, however,
k i

. . -N.

. OPiiistrustio;1 In reasoning, i.e. deriving implicitly stated meaning,
.

.

as.oppOsed to ATistr'uction'In reading.

.
.

ro

r °
Lists cif Comprehension Skills

, . .;
1

:

,The first step was an inspectLark of lists of - reading skills from

4
.P,'

_-

-0. a wide range of ourdes to see if there was substantial agreement on a
't.,

. .

, ,.

number of common reading skills. If so, one could then explore whether
. i'l be

..

these-skills are bdst learned in a hierarchial fashion.' The result, as
I

'we shalol tee,
t
was the finding of a Small numbe'r of.common skills' across

>
.

sources, a larger number of skills1 unique to 4jfferent source's, and

a large aumber of subskills which may be prerequisite for the larger
4

skills. In general, there was, at best, mixed evidence for agreement

-on a group of common skills in reading comprehension.

-Table.) liSts both common and uni-queskills across four fairly
ae 4

authoritative listsi 'The first, from Science!Research Associates, wasp

1 A

developed by the Center for the Study of Evaluation at,UCLA. Thfe second

0

is the list used by the National Assessment SurVey to develop test Item's.
., -.. .

,The thiL)is'from-Stott Foresmari's cripe.and sdquence Chart for_their

readers% The fourth was developed by Wayne Otto, t rime developer of

I i
the Wisconsin Reading Program at the Wisconsin Research andrDevelopment

Center. The sam0e represents -both a broad range ofurces and some of

the best thinking in this area.:
.

4
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insert Table 1 about here
r

(
Several` skills are com mon to all five sources:

locating deiails

understanding words in context

recognizing the sequence of events

recognizing cause and effect,. relationships

com are and contrast

fec gnizing*the main idea/title/topic

dra ing conclusions /predicting oftcomes.

107

.

One mig t add fact and opinion, author's purpose, and paraphrasing.

to the list, although, these tree are not as pervasive. ,

one of the above sources cknowledged discuOel a hierarchy

of th se skills. However, there does appear to be a rough implicit
.

'-distinction between "detail" and the remaining skills. Locating detaifs

, s.

seem to be on the simplest lever in thatuit often involves a recogni-

.t-ion or matching task; one does not have tb search very far in written

mate 4Is or process -very much inforder toanswer this type of question's

The'elloining skills are more difftcuit to rant. One, might ten-

ely label them as'seahing and synthesizing Skflls, sinte they

all involve integrating meaning from connected sentences, or one might

dif erentiate these skills on the bagi3 of length of text searched/ For, is

ex ple, the "meaning of "'swords in context" can bably be derived fromN`

sho t segments of a passage,;' whereas "main idea" and "sequence" require _

a

113
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'searching and synthesizing larger hunks of material. However, there

are many exceptions to a class' Ication based on length of text pro-

cessed. The difficulty in distinguishing among these "searching" skills,.

is recognized 141 the taxonomy developed by Barrett (cited in Clymer, -

f

1968). In that taxonomy all of the searching skills were placed on the

sameAevel: that of inferential comprehension;

Unique comprehension skips. Beyond the comprehension skills comb

by the above five sources, most of them also listed 1,

number of "unique" skills hqi mentioned by. the others (see Table 10).

For example, 49 fairly separate skills are listed' by Ginn for their

primary grade 360 reading series (see Table 11). These lists are no t

frivoloLis;:g each is reasonable and sensible. One can argue that,some
a

skills can be combined, but even then-the list of ueque skills wquld

.

probably be over 30. One can also argue that some skill-s should

misr
Insert Tables,2'and 3 about here

be,split. For example, Tom Anderson and, his associates at t he

UnivETsPty of Illinois'.Center for the Study of Reading argue that

the skill of finding the main 'idep in science or nonfiction materjal
.

..u. .

/

'It. : is, fairly simple, whereas finding the main:idea in a narrative is a

... c
differenctype of skill. While isolating the main idea may be regarded' ,

as a "unique" skill, it is not one which is simply present or absent;
. .

4, .
_

F :

rather, the skill is progressively refined over a long period of time. With some
. _ a

,

'-'1%.

114'
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,

bpt with others, cons' ably older children may still experience
p ,.

f . -
difficulty. . . /.

Comprehension ,dubsid 1 I s. ,', In addition, to the 1,,ipt imary" ski I ls. d iv
. / ' r , -,\[

cussed.above, )other autharit have Identified certain subski 1 Is.. For ,

,

Kinds of, 'tests and tasks, veoy young child,ren can.do

I
109

extremely well,

1

exampl.e, in an ,,unpubl i shed paper, Valerie Ander-sa-Oh,(of- the Ontario
6

f
Ie ,

f I .... - e) 'N

10.. Ot
. .. :
I nst i t4,1 for Studi,es in. Eduoat ion) tugges.ts: tha't learning from eohtext

.
.
0..

, - ,., , , .. .

1 . ...
, inVotves rec oght, z tngt.knd' uS i, ,

.

the fo l loIw ing clues : _ ._
-s.._

-..,

,corterst clues stuch 'at those proVided by "Rut" and '"a'lsso"
i

i -
o' .5

.. .... - .

, descr 1 pt ion..F1 yes ' st Las "iS",', 'Ns- l i e" and "was"
. , . - . . - 4., 7 \
synonym o* aheonymit 1 uei '
. , .

- . s .

- , ..... - ' '.:,,
sucnma ry. ci uek' ...-

, , ". , , st .. , . "-,
0-18,, th-ov i ded by storiel: setti.hg , 'and mod%,

e V- CIPet der i ved-fr' om. the;.ma fr? idea and supppreing deta 1.1 s
,

-. ; , ' - "
. . ,:, , .% . ) q .I TreOPitiOnai clues

'

i .0clues der4v0\,'from cause ,and, effect pattern, of sentence-meaning.
., ' , .- :1 .e. ' t 0 , .

, :, ../ 41 ./ ,.. 7,

he 1 ist-of:yeacli tig. comt5rehetisdn subs10 I ls. can be expanded another
..- . - - "-, - . ,,

way. TWeitty-s.foPr ss-ubkii 1 sWrere, I i s i e d I n ,the' U h , i v r s i ty of I 1 1 i no i s
,

. . . .

and Bolt Beranek 'arid Newnia'n'proOosai .for 'as Center for the Study of Reading.
, , .

, , ,
b

t .

These^ ' '
I

word mean i n1g I P t

.

deeper syntactic-semantic 'relations,

eritailmept (e.g., if the unicorn Is,-taller than

, s

boy s -shorter' than -'the unicorn)
'

boy, then the

S.
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,, .
3 '

/
4

1 1 0 "

. )
1$

ec.. .
\- O.": 1 ' I4

affect meaning 41
. ,

:

,

direct speech acts .
1

e - . .

metaphor
'''',

. .'

r

metonymy (e.g., "I ,drank thy whole bottleumeahs- the speaker drank
.-

.
1

,
. .

r

the liquid n the bottle) , .0
..

.

.

xert
s,*

I

knowledge based! ,anamoly,
ike r

....--. .s
. ,

.4 N.,

.21

e
knowledge-bised :Pragmat ic implidation.

.

. The relevance, importance, di inctivenesS,.and pervasiveness of ,theV ,

above postulated subskill/s remains to be ,deterMined. If the subskills ..- 1)
are d'istict and produce, differential effects on Outcomes, the result's

,
,..

1

of existing studies of reading cdmprefrension that treat skills globally,

are confounded; futuce research will need to control for specific skills.

I t. .

'SIMmary. Across several sources, there is consensus that read-,

ing comprehension entails about seven skins such as recognizing sequence,

.
.

.

/...--,_
.

r
.

ecogn ng words in co7text, identifying the main idea, decoding detai1,,

. I
drawing inferences, recogni.ping cause and effect, and comparing and

contrasting. Some sources propose a larger member of unique skills

and subskills. (Regardless of its classificatiOn syste0; no source

attempted to organize skills into a hieearchy.

Correlational Studies of Reading Skills

We now turn.to correlational studies df reading' skills in an, attempt

to seg,whether there is empirical support, for the dstihctiveness of '

different comprehension skills. The major empirical work on-identifying

unique or distinct reeding skills has teen done by Davis (1968, 197,2).

4
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ft.

Consider Thorndike's descriptiOn of Davis' research:

By all odds, ta most thobghtfulfy planned and meticulously

gathered set of data. is that reported by Davis (1968, 1972),

and described Ln his Psychometric Research on CothprehensiOn

aY

in Reading.
4I"`

FolloWing up,bphis early (1941) rational and

Statistical analysis of'reading skills, Davis selected from

a Very large itempool, test.items X° measure eight hypothe-
,

t

sized reading skills. The experimental Independence of thee
4

items was-assured by basing each item on a,separate bit of

reading. Preliminary item analysis was carried out to identify

and retain subsets of items that were homogeneous and distinct

in the sense that each item correlated more highly with total

scores of, the group of jtemsfdesigned to 1-e0resent

than it did with total score for any of the' seven other. skills.

Thus, both editorial, and statistical efforts were concentrated

on differentiating the several' skills. Estimates of the relia-

bility of each of the'subtests were obtained with great care.

(ThOrRdike, 1973, pp. 178,-179).

I
.

.

Two forms were used in the.study, each form containing 12 items measuring
,...... r .

each of the eight ski-lls: (The eight skills are presented and illus-
.

...
.. 4""i''

i .

1
s

trated in liable 4, taken from Davis' 1968 a'rticle).
I.

ifo

Insert Table 4 about here

7
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1

The orienal treatment of thesedat0Davis; 1968), emplOying

"uniqueness 'analysis," identified five uniqUe skills, as illustrated in

Table '5. Theie were:

'recalling word meanings

findingxanswers to questions asked explicitly or in paraphrase ,

drowihginferences from content

,

recognizing a writer's purpose, attitude, tone, or mood
*

following the structure of a passage. vZ

The factor analysis (Davis, 102) yielded four,clear factors which 7
Were consistent across the two forms (see Table 13). These were:

word'meaning

'determining meaning from context ti

finding answers to questions answered explicitly or in paraphrase

in the passage'and weaving togelther ideas in the content

skill in drawing inference from the content.

Thus, three skills emerged as distinct across the two analyses: word

meaning, explicit answers, and inferences.

Insert Table 5 about here

Despite the discovery of see e factors or uniqup skills, Davis

does not believe that Ms research has produced evidence in favor of

a hierarchical skills theory. ,First, he notes that Ms.-previous work

shows that "tests measuring Wwide variety of skills involved in(Com-

prehension are positively, and in most instances, clOsely correlated "

V, 118
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(1972, p. 172). Further; he states,that:'

The hierarchical skills theory'cannot be reconciled with ex;

perimenZa-ff-idiAgs Concerning the intei'correl;tidns

tests in reading domprehension..:. Inspection of the intercor-
.

relations in Davis' cross7day matrices (Davis, 1963, p. 524),

based on scores' of 988_tWelfth-grade students /n academic high

schools shows' nb marked evidence that the eight skill tests

(which display approximately equal reliability coefficients)

can be afranged In a clear-cut order of cumulative agglomeration

of simple skills in more compleX skills. ifore systematic inves

tigation or*:this point needs to be made. (Davis, 1972, p. 172)

In sum, a major reView and research study in reading comprehension-
.

revealed some unique reading skills, but no evidence that these skills

I

are hierarchical. r

In his suggest)ont for futurWresearch Davis reaffirms this lack

of knowledge of reading hierarchies. He suggests tontrolled experi-

ments, using specially prepared workbooks for teaching purposes, to ,

-

determine the effect on comprehension of teaching the skills ideltified

in his research.' He further discusses the need Ito determine the effect

. ,

on overall comprehension of different 'orders' (or.hiZarchies) in

which operational skills...are taught and practiced" (Davis, 1972,'

. p. 615).. Surprisingly, thesegtexperimenfs have not.been done, and

the need for such work continues to exist.

119

(
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JAdditional analyses' of Davis' data. The search for unique aki)ls

in reading comprehensioci.Ns continued by'Thorndike (1973) and.by .

1

. Spearritt (1972) in reanalyses of Davis' data.

.1

Thorndike used "reliability coefficients rather than unities as

M

the diagonal entires" (1973, p. 139). Three factors'emerged, with

the first.factoe.accounting for 93 percent of the variance. Thorndike

also factor analyzed four other sets of data and found, in each case,
N

that 80-90 percent4of thepeaningful variance appeared in the first

factor and the remainder was exhausted by two or possibly three factors.

Thus, he concluded that the reading skills selected by Davis were hot

distinguishable. Thorndike also claimed that even the distinction

which Davis made between "word knowledge" and "reasoning in reading"

(or inferring from the text) was not justified, because there was

little differentiation between word knowledge and par"40aph comprehen-

sion in the factor analysis.

Furthermore, Thsorndike claimed that a measure of readjhg ability

can be an i

e
nternational "dlture-free" measure. In a cross-national

.

41 study:of.thirteen-year-old children in eleven countries,,the items

having been translated into eight languages. There were nq correlations

below .80,, suggesting that this general reading skill is the same

whether in Engli sh , French, SW dish, or Serbo-Croatian. 9

5

Spearritt applied maximum ikelihOod factor analytic procedures

(Jordskob et l.', 1968, 1971) to \he same Davis data. The first analysis

led to the conclusion that Davis' riginal eight hypothesized skill's

.

could not be experimentally identified\ as separate skills:

1 0
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. ;

k SUbsequent analyses yielded four separate readinp-skills:1--
o .

recalling word meanings ,,
, .

drawing inferences from the content

1

recognizing a writer's purpose, attitude, mood,- and. tone

following the structure of a passage.

These -four had been previouslyiderhified:by Davis as distinct.' A

fifth skill, finding Answers to questions answered explicitlY

ftqraptirase, did not emergees a separate skill.

Of all the skills, vocaliulary was best differentiated, as it was

in the Davis. and in the,Thorndike analyses.- Speerritt,fdrthe, con-

(

cluded that "when the correlations between vocabulary and the other fiv

4

factors are excluded from consideration, the remaining correlations
(

are extraordinarily high." Thus, although certain comprehension skills

can be differentiated, present types of reading comprehension tests,-.

as distinct from word knowledge tests, largely measure one basic ability,

AP-1 -

whiph may well correspond to the' label of "reasoning readirig,"'
A

(Spearritt; 1972; p. 110):

Pobert Gagne, one of the originators of the idea -of learning hier-

.,

archies,,has shied away from discussing learnIng.hierarchies in'reading

comprehension even though he suggested the existence-of learning hier7

arAjes in decoding. When discussing principles of reading_ comprehension,

he noted that "all such principles. are quite complex and.are typically, .

learned not as formally stated rules but by a process of discovery from

the act of reading" (Gagne, 1970; p.,273).

12.E 4 4
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'

.
. -..

,
. .

Additiona4 factor analyticigtudicsi The results of'a4diticioal
t .

. . ,
factor analytic studies, as summarized by Berg (1973) are shown in

, , . \ "-,.

Table 6. in these studies, there is, little evidence for separate
, 4,,

factors. In' the most, relevant study, by Schreiner,'Hiercpymus, and

Forsyth (1969), even the major subskilLs in reading comprehension

4
(e.g., cause and,effAct, main idea, and inferences) did not load on

separate factors.

Insert Table 6 'about here

,--

This review led Berg to the following'conclusions:7. . .

There are many more studies in the Jiterature'that add up

consistentthere are few consistent findings'to the same generalization:

4

relative to a large-amber of'statistically identifiable separate

reading abiVities.' A rough average of the number, of factors .

that researchers suggest (lies) somewhere between two and five,

Lemmon (1962) suggested Xhat only four factors can bemeasUred AO

1) a general verbal factor, 2) tomprefignsion of ex-

'plicitly stated material'. 3) .comprehtnsion of_implicit or latent

I

mean4ng, and 4) apprectatioR...' Yet, as already Stated, a/review

e 1

A ,t
of reapin9 tests'turns up 70 to 80 factors that various Pests

implicitly clim.to measure. L'

.._,, .
.

1n another review,
.

MacGintie (673rreached a similar xoncluSion.
,

,

Ht claimed that the most-promising distinction is between under,standing,,

--- ,--.
I'. , .. . : .

facts explicitly stated in a pass4ge and.niaking.infererices frOM what js.-
./'

22
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stated. "Even this distinction is not an easy one, and we should"

requird a clear demonstration that two'subtests are measuring this
A d

ItistInction before we pay much attention to comprehension subtest

scores. that claim to represent different aspects of comprehension.;" ..

. . k S'
9 . . 1. ...,

.,
.Readinq compcehension and' reasoning.: Carver (1973) has deve)oped

.

,

an interesting indictment of reading tests. Following Spache (1965),
.

he described four ie4Ps of comprehension:

1. Decoding of words'and determination of'their meaning in a

particular sentence.

.2. Cothbinirig meanings of, individual words into complete under-

standing of the sentence.
I

3. Undertanding'orthe paragraph and its implied main idea, as' '

well as cause and effect, hypothesis-pro5f, implications,

unstated conclusions, and ideas associated with,but tangefial.

to,the main jdea-of a paragraph. .

4, Evaluation of Ide'as,'Lncluding questions -of logic, proof,

authenticity, and value judgements.

-

. tarver believesthat levels 1 aner62 represent reading, whereas. levels,

3 and 4 represent reasoning. He arso believes' that most readihgesis'

brit heavily weighted with levels 3 and 4,, thus accounting-for the con-
.

clusiori'that read4ng is reasoning.
,1415

.
.

Almost Vi of the comprehePsion skills-,discussed abdve apd

' -'to be discussed in the,next section woulthus be coded as "reasoning"k

by Carver,_just as Barrett Clymer-., 1968) coded .the same.skills,as
-

.e iv.
.

123
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"Inferential comprehension." Thus; most of the skills listed under

9
reading'comprehension might; be also labeled as reasoning, and talk of

a hierarchy or optimal sequence of reasoning skills at this time takes

us Well beyond available research.. The topic simply has not been
0

studied':

I n" the 1968 NSSE yearbook on reading instruction, two authors noted

the lack of research on learning sequehces. Wittick,(1968) claimed,

that little research has been done to determine the most eff tive.

learning sequences, and that "sequences have been produced logically

rather than psychologically" Nittich, 1968, p. 75). Robinson (1968)

r
also called for more research and stated that "within the next ten

years, a large.amount of additional information of effective sequences

should be-available." (Robinson, 1968, p. 406). In reading 'compre-

. -

hension, at least, such research has not appeared.

1Substrata'-factor tudies. Stctiles by Holmes (1948), Singer (1965)

and Singer' (1966) were attempts tovidentifl,the !'sub-strata factors,"

speed of reading'and:reading comprehension. However, these studies

are not relevantcto this review; because reading comprehension itself

was a criterion measure, and the predictor variable did not include

comprehension skill or subskills. Rather, the.predictor variable

included: ,41. I

word discrimination
A

span Of recognition

number of fixatjons per 100 words 1

V

, 1

# ',.. S ,
... /

, .

'124- ,

i '"
I

.

r
% la \ . *,...,

-
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knowledge of word meanings .

rlf

accuracy of word perce 'on

speed ofword perception

visual verbal meaning

reasoving f a c i l i t y

,interest in literary rather tharf, computational activities

general informatio;i.

.

Thus, however valuable their specific multiple-regression procedures

may,be, because of the variables selected, the results the selves are

not partidularly relevant ,to this,review.

Summary. Several analyses of the best data available on reading
A

comprehension skills (Davis, 1958, 1972) have revealed at most four

distinct skills (aside from word meaning). However,Thorndike and

Spearritt noted that even thee four skills are hi'hly intercorrelated.

Whateverthe totat number of distinct skills, hOwever, they do not appear

Aohe hierarchically structured, nor have there'been studies of optional

\_
sequences for teaching or learning these skills. Even in the most limited

case--the di.stinction between, locating explicitly stated details, and

implicitly stated answersthe-results are not clear-cut.

There are .a number of possible explanWons for this lack.of distinct

factors. Davis' work was limited to twelfth grade students, and the

reanalyses by Thorndike apd by 5pearHtt were based on Davis' data.

No other studies were found in which the investigators limited

4
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,) themselves to specific comprehension skills as Davis did. It is

-possible that other investigations at foWer, grade levels might yield'

*),more distinci results.

t is also clear that factor analysis is not an appropriate

technique for identifying hierarchies.- Whether more sensitive tech-
.

niqUe's exist which could detect hierarchies is an open questiog One
-

suspects that experimental approaches might be or fruitful than

these a postdriori,procedures. Nonetheless, if faOcor'analytic Ich=

niques identify distinct and independent reading com-

prehension skills, it seems unlikely that other a posteriori tech-

,

niques would` locate both distinct skills and a hierarchical ordering.

The more persuasive explanation is Carver's suggestion that under=

standing of implied main ide
s

, cause 4nd effect, unstated conclus'ions,

and questions of logic and Proof represent reasoning, whereas read-

ing is limited to decoding, determining word meaning, and determining

sentence meaning. The study of reasoning, then, might involve quite

different approaches from those used in the study of reading.

Another possitillity.is that th'e way in which a question is asked

can a ect the type of processing required and change an apparently .

. .
,

explici item, into an implicit one. Consider the following passage:
..;

.Mary read.th'ree books last summer. Johnny said, I wish, I

a.
t

coul4 do as well.!'

the. queOtion, !'how many books did Mary read? is a detail question.

; 4

Nowever, even this level can become more complex through the US4 of

.12G
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t synomons (How many b'Ooks gidMarfinish? and 'still ma complex.re

through paraphrase (Who'read more books, Mary or John?). _This third
. i

queition, Ithough..ostensibly still a'deta,i1 question, involves more
/

transformations than the first. Thus, nominal labels for skills ma'y

"'',not always e 'representative of actual processes.

Textbook's fo Oementary'lleading Teachers

Four maj r textbooks for elementary reading teachers (Du-kin:1974;
e

..

Karlin, 1975; tto, McMenemy, &4e,,j,h, 1973; Tinker & McCullough, 1975)

were inspected to determine whether they utilized sequencing or hier-

,archical orderi r\ g,of reading comprehensicin skiills! No explicit mention

of hierarchy or sequence was found.
,

Therese s, hwever, a divisi4pn of comprehension intolltera1,.

4%.

.4

interpretative (or\inferential); and critical, reading. Li-teral.refers ,

C
to word meaning, co?Itext clues, sentence meaning, and paragraph cerga-

. ,

niz'ationthe ability t'o derive explicit meaning from text. Under

interpretative or inferential reading, the authors include: reaching

conclusions, dRawing inferences from wh t is read,-identifying purpose,

anticipating outcomes, miking.generalizations, and.recognizingthe main

idea., Cr:itical ,reading refers to recognizing the difference between

\

fact.1 opiWion, recognizig the logi'o of arguments, and judging the

appropriatenesS'of argyments\ari'd conclusions.

Thus, the distinction between literal and interpretative/reading

appe.0)45lo support the same rough hierarchy of explicit and implicit,

127
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..... studies._ The borders. between these two1, concepts are,.of.course, fuzzy.

,.. L
Skills such as grasping the meaning of rrlethphors and similies, or

. . 11

ideatifying sequence, or understanding c use and effect might be class,-
.

.

' Med as literal or as interpretative.by ifferent authors But the

general distinction between explicit and i Plici5t meaning is acknowl-

. * :

edged by most authors: (Recall, howevet, that in Spearrits reanalysis'

, ril.; ;fir
of the Davis data for2twelfth grade students, "undersii4dTngftplicit

v...

.0,0.

meaning"'did not emerge as a distinct

Analyses of Primary.Grade Readirtg Materials
4r

r.
The publishers' scope and sequencelcharts for the first three

semTers of five'primary grade reading curricUla'were inspected to

I,

determinewhetherthe publishers indicated 'they presented comprehension

k
,

sill's in eithera sequential or hierarchical manner. Thoie'five

,.

curricpla were:
. 1

.

1) Ginn and Company: Reading 360

-2) Harper and Row: Design for Reading

3) J.B. Lippincott Company:. Basic heading 1975

4) Scott.ForSman Systems: Reading Unlimited

5) Webster/McGraw-Hill: Programmed Reading

The time Of intrauctiop and subsequent appearance of eight read-
.

,/

-

.,

ing Comprehension skills were noted and graphed (see Tab)es 7, 8, And

, f

e

9j. The skills of interest were: ,---'

ar.
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.1)74Cating details
#

2) recogniting thq main Idea'

I

3) recognizing,the sequente of events

4) drawing conclusions

'5) recognizing cause and effect relationships
40

6) understanding words in context

7) making interpretations (judgments and, generalizations)

8) making inferences from the text.
-

Insert Tables 7, 8, and 9 about here
-4

Analyses across programs. Across the five programs, one notes

that all eight comprehension ski.11s were introduced early--within the

first two semesters of the first year. The exceptions to this statement

are,the Webstef'/McGraw-Hill Programed Readers (MH), which do not intro-

.

duce any comprehensioniskills until their sixth book (reading level
,

2.3), and Harper and Row (HR), which delays introduction of one

skill.-undersCanding words in context--until the second year.

Across the four programs (McGraw-Hill is excepted) there is ,no.

particulir order for` introducing practite in these skills. Recognizing

sequence, recognizing cause and effect, and making inferences are all

introduced in the first semester. The programs also iptroduce locatiKg

details and drawing conclusions in the first semester (with the exception

of Scott-Foresman, which delays these -two skills until the middle of

the secobd.semester), Similarly, locating words in context is usually

o

129
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introduced in the first semester (with the exceptidn of Harper'and Row,

which delays this until the middle of the third semester).
.

There are only twctecomprehension skills not generally introduced

'in,the first Semester,. The skill of recognizing the main Ldea is

usually delayed until the second semester ,and that of making interpretations

appear early in two programs (H r andRow and Scott Foresman) but

do, not appear in the first three semeste the other two prodTams

(Ginn andlippincott). Thus, with the exception of McGraw-Hill; 'or

4
isolated instances noted, above, the programs introduce most of the

skills in the first semester and the remainder in the secon4.seme4xer.

Analyses within programs. Within programs there is also little

evidence of a sequence for presenting skills. Lippincott, Gihn and'

Harper and Row introduce almost'all of their skill4 early in the first

semester. They do, however, show one slight common pattern: they

delay introducing locating the main idea, Harper and Row until the
4,1*

--middle of the first semester and Ginn and Lippincott until the second

--/
semester.. Scott'Foresman uses a two -step process, introdu'cinb half

the skills in the first semester and the other skills (detail, main

idea, and drawing conclusions) in the second semester.

Only MtGraw-Hill has any evidence of a sequencei As shown

Table 8, they delay introducing any skills until,tRe 2.3 reading level,

1
and usually introduce skills 'one at a time across three years of read-

log levels. Contrary to expeRtations, McGraw-Hill introduces'the infl-
,,-,

ential skills of drawing conclusions and recognizing cause and effect

. prior to the more liter91 skill of locating detaiLL7/

139
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with\the exception of a delay in introducing main

idea until the second semester, ,b particular sequence for the intro -

duction of reading comprehension skills was found either across or

Within programs. Also,Tables 7'and 8-show'ho evidence of the usual idea

ofchierarchy. in the common examples of hierarchies, such as Gagne's,

once a skill is mastered it is no longer taught. For example, if

simple addition is a prerequisite for learning division, once this

addition skill' is learned*it is no longer taught. But in reading

comprehension, once a skill is introduced it continues to be studi ed

t hroughout the first three semesters and,,indeed, throughout the first

, -
isixgrades, oThus, locating details r.recognizing sequence s never

considered as mastered, but rather these skills are continually,

studied at increasing levels of difficulty.

The Need for Experimental Studies on Comprehension Skills

Given the high intercorrelations which exist between diffbrent

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 question

is simple: does learning a particular skill increase reading compre-

hension scores for that skill more that) learning some other skill does?

For example, if one student spends a good deal of histrMe doing

exercises on "main idea" or "synthesis" and another does 'exercises on

"sequence", will the two studerits differ on tests of synthesis and

sequence? To the best of our knowledge, such studies have not been done.

1 3 1.
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The correlational research suggests that spending tImd on any bne

skill will be as effective as any other. That is, time spent doing

-synthesis exercises will' be as effective for gain. "in sequence as it

will be for Synthegrs. On the other hand, there Is a broad literature

on content covered or opportunity td. learn which suggests that one

primarily learns what one is taught.
-

A possible study is lllustr'ated in Figure 1.. In this study, students

would do progressive exercises, in only one skill and would be tested

on all four skills: 'Training in reading carefully and following dir-

,ections would take place for-all prior to instructio n to insure high

,

attention. Thy number in the diagonal represents the top of-a 5 point
.

,scale, the scores 146 assume students would achieve in tlApir own'area.

In addition, another factor could be iotroduded to see whether time

spen reacting itself is as effective as time spent on reading

exercises. We hope to conduct such a study soon.

.

'

Insert Figure 1 about here

132
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. Tahle 1

Categories in Common Acros's'Sources

SRA
(literal and inferential

comprehension)

National Assessment

(ages 9-13)

,

, _
Scott-Foresman

.

. .

Otto

1. main idea/title
..,,

24 detail

..

-. .

3. sequence
4

u. draw conclusions

.

,

5.'cause and effect

6. compare,and contrast

-,-...

7, iez4 and opinion

8. authos'purpose ,

,

9.

main idea / title

(a) recognizing facts

(b) retaining facts

organization "

<a) draw inference

from,macrial
iiiv'en

(h) draw inference
from material
given plus _pre-

vicus knowledge

fact and opinion '

author's purpose
-

words in context °

Main idea

datall

sequence'
. ,

predict outcomes and
conclusion

.

cause and effect

,

.

I

)
----

,

---- ,

----
.

topic/main idea ,,

detail ,e.
.

.

sequence

predict outcomes-

.4.

cause and effect
-

:.. ,

----

(

,

----
.

---
words in context

.

133
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4 Table 2

Unique Categories from Each.Source

.
.

.

SRA- ilationaliAssessMpnt Scott-Foresman Harris & Smith .

.

La

. .

classifying sets of recognizing and characterization . none synthesizing
, 1. ,

words, evaluating sources classification and information

paraphrase and literary,4evices, seriation . reason from a pl,emise

_ summarize mood and tone empathy interpret-negative

character's notion evaluation ' sentences
.

7and trait following directions interpret sentences

Xogical thinking foreshadowing with right branching
/ generalization interpret tentenceS

r :judgment in passive voice..

. literary style syllogistic'reasoning
mental'imagery inductive reasoning,

. .-

. -1.- previewing meaning of. prefixes

recall
. relatiOnships , '

.

analogous 0 '

.

part-whole _
.

. place-space ,

I-.

. size
.

; .
.

. .

.

timet IA ..,

\......
. .

,

_.

If
skamming

..
summariz ing

,
.

.
,
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Table 3

Comprehension Skills in the Ginn 360 Serie's.

129

The student

IDENTIFY elements of content by

matching activity to directions

classifying information as fact or opinion

matching characters with their traits, actions, speech

categorizing events in story.plots, facts in selections
v.

11114:

matching illustrations to te3X
4

°locating words, sentences, .or parts of the story that answer questions,' match
e

descriptions, on support points

matching details with their selections'

-classifying statements about the selection as accurate Or not

locating Untrue statement about a selectibn. 41144

classifying questions about a selection accorl4ng to wither they have,ben
answered or not

0.

view'
A

classiOing selections or partof selectioris according to point of i

reve4ed

matching,cause'and effect

.matching paragraph, -page, selec ion,.and main idea- or'tit4le.

matching main ide .4th detMils #

categorizing details as relevan-Cor not

,

matching statements with inferences 1
categorizing story elements into problem, climx, ancl,sOlution

Mb

1

1;3g

.4
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^-^

,
NAME.elements of 'content by

listing charactes Is

.risting.characters to match 'given aialoglie or actions' .

.

Ming objects or,charac-Wrs to fit deAriptlons or answer riddles
.. ^ o,

giving setting or time
4%.

listingstarll events, retelling stories read,identbifyipg sounds heard
4,,

listing paillicular facts or details

stating the main idea or theue'.
it 44.

stating the moral.

6

stating problem, climax, t-olution_-

, ,

stating point of view from which tqw.is told
.60 4 A

l
,

indicating the selection:-that contains specified details
, .

DESCRIBE elements.of content by

,

tecounting-character traits, qualities

, *Xelirijing 'the mOral.

.4
.skiving an account 3f PiCture details

p

providing literal inte r ation of.text,0

,givin& an account of peiisonal experience or knowle
,

e related to the selection

'\
.

44:giving an account.af Nkisualization of, the text
I. ....

redicting what his or her.reaptiOns would be to the story situation

givingani account of similarities or differences'in the content or plot of

. selections II: f0

explain the suitability qg titres or headings-

ft,

°9° . 13:x'
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Table 3 ',continued)

a
4k

CONSTRUCT elements of contentkby
.
.1ww

creating' illustrations to fit the text

.making inferences about events'before or after an episode on story, including

.anticipating story content. 1

making inferences about actions or feelings ... \
a ng.inferences about, reasons for actions or speech

.

dramatization; role-playin
4 '

puppeti,y, storytelling based on the seleetion 4

making inferences about w ouldNappen if circumstances were different

making, inBei,entes about con ent of selections frog; titiesc Iheadings,

evaluating ideas_in a selection

evaluating chacIers' acki.ons
ti

ORDEtelements of content by

,

playing evedts: in the orderof occurrence
.....1

. ) _
Mathing events to time 4. .

- ' 4411
. ' ' . ''''s....

t

.

A.

4.

d

So

SI 4

,

Si

136
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Table ,. -11

Sample Items Meawring,Eight:Skills of Comprehension ,'in Readin4

le Remembering word 'meanings

1. guffaw

A. make-fun of
B. sneeze
C. cough
D. laugh

'2. ;Inferring word meanings from context

. I felt pI.Irafied and had a strange apprehension of a' secret innocence and

spirituality in natilliv-a foreknowledge of some bourn, caloulably distant

perhaps;'to which we are all-.moving.

2. "Apprelihsion" (line 8) most nearly'means

A. fear,
' B. perception
.C.recollection
D. seizure

.

3. Understanding content stated explicitly

All program ctanges roust be recorded on blanks furnished by the Registrar
and filed with him after they hive been approved by the student's advisor.

.4 3. Prog-r-an-Ohangese filed.with the

/- A. Regi.otrar

B. Student's adviser 0
C. Dtrector of the School 8* Eddcatfon
D. Dean of the College of Liberal Arts

.

4. Weaving ideas in the content

One'eably April I visited a man whO had an outdoor swimming 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 said,

'You bet!" .
. -

. f

'b
"I'll call for you at seven, then, and we'll go out to the pool."

, .

- It was evidently his 'morning custom, and I wasn't going to have it said that

a middle -age 0 an could outdo me. My visit las1,0d five days, and I later learned
4

from one to whom my host confided that they wer the worst five days he had ever

.gone through. "But I couldn't be outdone by a mere stripling," he said, "and

the boy surely enjoyed it."
139. . ,.

.
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Table 4(continued)

' 4. The writer and his host .both

A. liked to swim
B. didliked swimming
C. were amused by the other's behavior

1 D. misunderstood the other's real feelings

1.

'5. Making inferences about the content
-... ..,

A

The 106ight Tad had felt during his long hours in the glen faded as he drew

' near the cabin. The sun was nearly gone and Tad's father was,at the woodpile.
He was wearing the broadcloth suit that he wore to church and to town sometimes.
.Tad saw_his father's hands, clOse.around a bindle of wood. He was doing Tad's

, .,
workand in has'good clothes. Tad ran to him. "I'll glt it, Pa."

. .

4 . *. 0

5. When Tad:saw hid fa the, he felt , 4. "

A: di4appointed
B. impaIier4

'0

12

C. angry 6

D. guilty .,

6. Reco03aing the authde,'s.tpnei mood, and purpose

The golf links,lie_so near tile mill

That almost-eve day
The laboring 01111 4, en can` look out""'

41. And she the:Vn:at play.
1

,
. .

. sit

This,verse wAs written about 1g15 andttefetts to a social problem of the
labor. 'The tong of the Arse is

,) '
4

A
A.Z-reSI.Elled A

B. beljgerent
C. bitterly ironic
D. mournful

. Identifying the author's literary techniqueS

T9mas Girard'once.remarced of George V: "King George.does not reign; he

merelceTprinkleg°."

7. Girard was making use of

A. exagger ion

B. under temgnt

C. a pla on the Word
D. a pla .on the work

"reign"
"sprinkle

:44.

iS

1
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8. Following the structure of the content

Qnly the adult male- cricket chirps.
thousand in unison, so `thatthe forest
orchestra becomes its very voice.

V

8. "Its" (last line) reefers to

A. "adult male cricket"
B. -"summer 4a.ight".

C. "forest!'

D. "tiny unseen orchestra"

Ona'summer night, they sing by.the
seems to pulsate and the tiny unseen

Note:--( fromDavis; l968)

t.

2

;
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Table g

No,

Skill,,hierarchy Approaches

)35 1

Summary of Davis and Th9rndike Analyses of Davis' 1968 Reading Data

a,

Test

Davis-Uniqueness Analysis

Davis-Principle
Components Analysis Thorridike-Factor Analysis

7

Percentage of unique variance

in non-error variance

Cross-Vali-
'datibn by

Test Forms
and Days

cwithin days)

Cross-Vali-
dation by

'Test Forms
(across day 's)

Skills identifying
dptinguishable
factdrs in Davis'
component analysis

Rotated faRrr loadings
2

(R. L.'thorndi)l,e)

Factor ,Factor Factor

I 1Z III

Matrix} Matrix 2 M1 M2 M1 M2 M1 M2

1. Recalling-word meanings

2. Drawing inferences about
the Meaning of a word

from context

3. Finding answers to ques-

., tions answered explicit-
ly or .in paraphrase

4. Weaving"together ideas
in the content

5. Drawing infei.ences

from the content

6. Recognizing a writer's
purpose, attitude, /-

tone and mood

7. Ideniifying a,writer's
tFchniques

8. Following the structure

9 of a passage

Skills considered `to be

experimentally
'dist ingu ishable

a

O

35 29 X 76 74

8 X 74 72 22 28 21 --

13 7.

(xx

70 60 21 51 24: - -

5 5 xx 79 63 -- 49 22

:/
23

e
18 X 65 48 --- 54 44 25

14 8 X 62 21 39 N 35

8
71 70 38 44

'15. 12 XX -7
66 64 46 55

Nos. 1, 3, 5, 6,'8 Nos. 1, 2, (3, 4), 5 No. 1

laken from Spearritt, 2972.

2Decimal points omitted.

142
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Results of Additional Factorftnalyilic Studies a8.Summarized by Befg (1973)

Thurstone, 1956 (reanalysis
st,

single general .factor

. --

Hall and Robinson, 1945

ss

attitude of mprehensiori
rate of inductive reading
word meaning
rate of reading unrelated
chart reading skill

of Davis, 1944)

Stolurow and Newman, 1959

accuracy.

facts

semantic diffidulty (words)
syntactic difficulty (sentences)

Hunt, 1957

word knowledge
paragraph comprehension.

Schreiner, Hieronymus, and Forsyth, 1969

spaedof reading
listening comprehension
verbal reasoning (classification of words)
speed of noting tletails

'4\

4

Not separfate factors:

paragraph meaning
determining cause and effect
reading for.infetences
selecting the main idea

O

kit

me

4 ...
S

1 4'3
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Scope and Sequence(of Reading COmprehension Skills

7

AD.

to- .Ginn 360

Skill

M
Grade 1:1* Grade 1:2

Early Mid Late

Detail

Main idea

Sequence 4

Draw conclusion

Cause and effect

Words in context

Inteeta,tion

Inference

Early

Grade 2:

'Mid Late Early Mid LAt e

ow

1

scattered from 1:2 on, but not many exercises

II '

4.

144
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Table 7 (continued)

38.

Harper pd Row

Skill

1
,

Grade 1:1

,

Grade 1:2 Grade 2:1

"Early, Mid Late Early Mid Late Early Mid Late

.

Detail

Hain idea'

Sequence

Draw conclusion
c

,

Cause and. effect

Word§ in context
. I., .

-

Interpretatdon
(making judgmetts)

4

Inference

.

[

[

1

. .

,---

>

$

)

>

1

. .
%.

.._

.

.

I

.

.

r--70
)

.

1

.

.

.

,
1

_

)

1

.

.

.

>

.
. >

-of

145 40
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Lippincott Series

.

Skill

Grade'l:l
. ...

, Grade 1:2
6,

_

Grade 2:1

Early 4. Mid Late,' Early Mid Late tarly Mid Late

.

Detail

Main idea

Sequence

Draw conclusion

Cause and effect

,

Words in context
,"i -

Interpretation

Inference

0

..

I

.

.

not

not

I

.

I

,

).

indicated

.

I

indicated

.

I

146:
to.
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Table 7 (continued),

,

-140

Scott Foresman Series

0
Skill, .

.

Grade 1:1 Grade 1:2 Grade 2:1

Early Mid Late

li

Early
.

Mid Later Early Mid Late

4
.

Detill , ;

Main idea

.-
Sequence

..

braw conclusion

Cause and effect

Words in context
V

Interpretation

(generalizations
and judgments)

InferenceS

.

I

.

-...

-).

)

).

,

I

introduced
.

, 4 .

.

.

.

F 1 1

.
. .

).

.'
%

,

.

rer
)

} .

.

./.-
.

-

-
:

I

,)

,/
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Table 8

Scope and Sequence of Reading C(A..1prehension Skills'
.

in McGraw-Hill,Programmed Reading Series

Skill

Grade Level
£Book level is indicated in parentheses)

2.3 2.5 2.8 3.0 3.3 3.5 3.8 4.0 4.1 4.3' 4.5 4.g 5.1 5.3 5.5

(6), (8) (10) (12) ' (14) (16) (18) (20)

Detail

Main idea

Sequence 1-1, 1

Draw conclusion

Cause and effect
1

Words in context

Interpretation
4 *

(judgMents)

Inference

:A411...;414:;4446,...4.4.4.4.446.4.4A1".441.110.^4,
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Table 9

Time of Presentation of Comprehension Skills.,

V

Detail

Ginn 360
Harper-Row
Lippincott
Scott Foresman,

McGraw-Hill

:Main Idea

1:1 Early,

1:4Eaviy. .

1:1 Early,

'1:2 Middle
3.8 (Book 12)

w , .

Ginn 360 1:2 Early

Harper -Row 1:1 Middle,

Lippinco,t,t 1:2 Early

Scott Foresman f:2 Middle

McGraw -Hill .4/0 (Book 13
"r

$equen

Ginn 360
Harper-Row
Lippincott
Scott Foresman
McGraw-011i!

Draw Conclus'ion
.

Ginn 360
.Harper -Row

Iappincott
Scott Foresmalm

McGraw-Hill

a

Cause and Effect

Ginn 360' 1:1 Middle
Harper-Row 1:1 Early

Lippincott , (not indioned)
'Scott Foresman 111 Late

McGraw-Hill 2,5 ( :ok 7)

Words in Context

Ginn 360
Harper-Row

.Lippincott
Scott Foresman

McGraw-Hill

1:1 Earl

1:1 Middle
1:1 Early
3-.8 (Book 12)

Interpretation (judgment or

(generalization)

1:1 Early,

Early
,1:1 Middle

.1:1 Early
(Book 8)

(introdUced. 2.3lobk 6),

Ginn 360 scattered from 1:2 on
Harper7Row 1:1 Early

Lippincott (not indicated)

ScottForesman 1:1 Early

McGraw-Hill 5.1 (Book 18)

. Inference

1:1 E4r1y
1:1. Early

1:1 Middle
1:2 Middle
(introduced'1:1 late)
2.3 (Book;6)"

Ginn 860
Harper -Row

Lippincott
Scott Foresman
McGraw -Hill

1:1:Early
1:1 Early
1:T Late,

2:1 Middle
,2.3 (Book 6)

r

1
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C o n c l u s i o n

,

i- '..,
1

. To suMmarize,the main findings.of this review, we provide here .!.
. . 0,

our best answers to wh5t w e regard as the most importe;nuSquesticins'

° pertaining to skills hierarchies.

,.
,

.

1. What have-.been the main approaches' to reading instruction?'

0,

r

Skl 1 1 ill.erarchy Approached
'

..t 6
0

e 41044

.

4 I

.An. hisArical :overview of readlng_instruction in the' last 50v
.

,
, . %.

years suggested that t'ere ere three. major approaches to the teaching'

of beginning reading. 'A sight Approach was first advocated in which

:t. . .

- 4 C' 4 4
I .

wordsINere assumed to be learned by ,repetition. . This 1- earning Pro- .

cedurePlas underscored by providing -children with texts en which .
- : .4: ' st.

. freciuently_occurring printed wordS %were emphasized and 0 low 1 ini t wag'
-/ . . _

. placed on new words in stories. 'This was replaced by a. sight-phonics

.A1 approach in which sight-word text materials AirriAined essentially un=

-changed but were supplemented by a parallel.phonTcs rogram. Most
, , a' . ,.

recently, text materials' were completely reorient to favor particular

leper-sound correspondence patterns. Influenced by linguists, not .-

onlywwas the stress to use _common wohis rgpl aced by the use of words
qt.

9' obeying tAe 'most regular letter patterhs but also the,method of 'learning
* .

_9, new words shifted frbm a reliance on'repetition to a preference for
. .5 I o , ::.' Of

',1)1ending and letter-soufld generalization. Because Of the loosely -de-
.

fined C4Ot acter of the firSt two approaches- asserted that only .,
.

o?e most recen'approach'col.;1'd be descr,11%)-ed in of a skirls'

hierarchy.

.14

.15:2

4
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2. How has research'in linguistics and Cognitive psychology influenced

reading instruction?
8,

,

'Historical changes in reading instruction have, for the mospart,

followed research findings in linguistics and psychology.' Llnguists

have shown tWat pr,4nt does contain a regular structure but that the

I.

most common words of English are the least likely to have regular

letter-sound patterns.- opmental linguists have demonstrated how

-411

pborly beginning readers dentify or segment phonemes in words or

eyen-words in phrases. This work has been extended, showing that' later

9
reading success is closely tied to an ability to segment phonemes and

to pronounce unknown words. Current research indicates that morpho-

phonemic principles are complex, especially with regard to the rela-

tionship between spoken and written English. The research impries,that

the typical- method of instructing children to pronounce multisyllable

words is much too,;implistic. ,Speech acquisition research is providing

some suggestions about how children acquire decoding skills and, also,
.

.

l' .,..

what reading instructions are initially app opi-iate.

!qtr.

..

Early work in perception studies showed at printed words are not

recognized simply in terms of their length or letter complexity. The

faMiliarity of the word plays a major role in the recognition of.*at

word by the young reader: This phenomenon hai sparked,researchio ex-
/

plain the effect. An.instructional ramification of this effet is that

-'read&ng'practice itself.will facilitate word recognition skill and

sInWuctional extensions of word recognition work with children,

It,
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has ididated that abiiities to generalize letter-sound patterns arid

to use contextual cues also foster_koord recognition.

t- ,
*1

.Ciirrent work by cognitive psyclIolosisys has demonstrated the id-

portance of inference in comprehension. incl-udes'aneed for the

°

._ceader
t
to be knowledgeable aboutL-a tOpicbefore reading (to, possess a

framework) and to monitor whetherhe is undenstanding what is b ing

6.1

read. ltis apparent thaCchildren somettme lackthe realiz tion that
4 r

comprehension is concurrent to the physical- ant of reading. With re-
. N.: A .

gard to the issue of a skills hierarchy, the research has not uncovered
,

any semblance of an ordering. instead, children comprehend less than

adults because,of processing deficies'andunfamiliarity with the topic

or materials,liot because there is an instructional order or there

: . .1
are inherent capacitytdifferences. °

. ,

3. 'Are there-discrete decoding and comprehension skills?
. . - ,

,

a,Considering, the comprehension, area first, difficult to cOnfi-'

41 *

denty put forth any-set of discrete comprehension skills. Different

n

factor-analytic procgdurcs, applied to identical data which began with

eight no0minaily different skills,- have yielded one, two, or four inde-

, -
pendent ractors. To dramatize the situation, it is hot even cjearthaf

.10 te

the skill ,r4:N deriving explicit.meahning from texts is separate from,

skills of deriving implicit meaning. At this paint, there is simply

.1 'no clear evidence to lepport the naming of discrete skills.in reading,

, r:omprehens ion.

151'
4
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1

-1

Shifting our attention-to decoding aspjats, we are not aware of any

coliparabyie research addressed to questions regarOlbg the separability

of va ous decoding skills. Rather; 1..k.aqpeais that the fact that the

ski discrete has beerClenerally assumed. Reading programs. at

.

under that assumption ih theteaching'of phonics, fOr example, by
. . ,

teaching consonants separately from vowels,: single letter sounds-Tar-

Her than .letter cluster sounds, and one syllable,words before most

mUltisyliable words.

4: Do the skills appear, or are they t>mght, in a hierarchical order
,

that is consistent from program to program?
_

-14
Comprehension skills are simply'not taught in a hierarchical

,fashion In a typical hierarchy, once.te skill, has been 'aught, it is

. not retaught. Thus, ip decoding trainin students ere not Nplkcitly

.taught long owel sounds from first through fifth'grades: But reading
.

comprehensior11 skills are 'continuously taught fromrthe first through the

. .
,

fifth grade.
-

in addition, there is no hierarchy in the order in which

comprehension skills,are introduced. 'In,each program studied, almost
(.. . - .

,a11 skills,are introduced.in the first year r of school. It appears

.--

, -

..

tha11}t all the major comprehengion skills can be introduced., in a sim-
:.

plified form, in thp first yea4r of school.

AM 0
When decoding.campopents of the .programs are considered, the

411
.

picture is somewhat different, Within each p'rogram, the skills land

, -

subskills are ranged in a gen'rally hierarchical-schdme according to
. , .

, e

rules generated by each program'author. However, there is then con-

.-

h
, .

,...

15 :.).
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4.1

.siderable variation, among programs in both the number, of skills- taught
,

and the times at which they are introduced, 'This point can be illus- ,
4 -

trated by looking at specificointS of commonand unique practice.
. ,

There are some 'sound - symbol correspondences which are taugheby all

'programs in approximately the same number:' single consonants that're- -&

0

cord variant and invariant,sounds, and single vowels. Even heYe, -how-

.

.
ever, the time at whickt each ofthese is taught varies

'greatly 9cross.programs. There are other correspondences which.all
gs

programs teach, but with nOtable variation in the number taught. These

-4.

.
.

*Include coesopint'drgraphs, vower effect fromletters such as r, I, and
....

,-
, --o

w, and consonant-vowel rules (or spellim, patterns).' One set of cor-
. .

. .
.

pondences, however -- consonant clusters--simply are not taught in Some

.

-programs. As one summary measure, the, number of discrete soun4 which
.

were common across programs was about one -fifth of. the total number of

sounds taught across the four programs.

- All programs teach some concomitant skills such as rhyming, sylra-

bication, blending, compoungl words, AmPelements of structural anelyis

. as essential parts ofitheirdecoding instruction. the overall picture,

0 A

however, Is the same as with sound-dsymbol correspondence; the number of.,
A t

such.ikilis and the order in which they acre presented differ signifl-
,

cantly. Thus, although one can identify many discrete skirls and sub-

skills, the heber which are taught and when ti-ley are latght vary widely

across the programs.

'\
156 .
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pened after the exercises were completed and served more of 'a remedial

,r ...-

than a direct in4ructiOn end. e

. .

5., Are_the instructional and teaching Strategies for teaching skills

.5141f Hierarchy Approaches

.150

similar or dissimilar across programs?'

k In the programs examined there are two main strategies for teaching

-
beginning reading. One is to teach only those words that are formed by

/)

the sounds that are taut; the otheris -to introduce sight words along

wwith', irorne decoding instr,uction early in tlie first sememeer.
4

.

Thus, there.
-.

.

is no common strdtegy. ,Ev he two.progrems Which use words formed .

from previously taught se-^'s differ in. the sheer number of sounds which

they,.belleve need to be taught. Thus we did net fi clear, consistent,

cdtmon strategies4or teaching .these 'decoding.skr,lls
a

.

Strai des forteaching comprehension skills viere'common across

.1
.

. programs. All programs used a successiveapproxlmatibm exercise format .

in which student s began with simple exercises. Direct .instruction

'

how to do the exorcises seldoin &cut-red. When it did occur, it hap-
,

6. Are the skills that are labeled and taught in the programs all es-
.:

Sential to achieving the behaviors of reading accurately (decOding)and

understanding what is being reed (comprehension)?

-Ai discussed in the conclusion of the section on skills hierarchies

and decoding,' we do not know whether all the "essential skills" taught

in each program are truly essential. For example, how many of the

sound-Symbol correspondences which are taught are essential; how many of

the decoding rules taught are essential? We recommend further research

on this issue.
4WP

4
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itts not clear whether all, oreveh any, of the skilicexercises.;

.113 reading comprehension are essentitl or necessary, One is not sure

that a ttudent who only practiced-"finding-the main 'idea" would be

deficient on the skill of "determining sequence" even if he never had

exercises in that area. Although such studies havebeen,suggested by'

Davis (1.572), 'no evidence of such studies were found. Indeed, it is

possible that students who only read stories and never comprked Skill

.....9xercfhs might do just as well on comprehension tests as students. who

completed these exercises. We propose Ao study this duittion.

Ct.

04,

1

I

1 A

0

gr,



11.

A

I
Skill Hieraechy Approaches

,e 152

.References

- Anderson, J., & Bower, G. Human associative memory. New York:

John Wiley & Sons, 1973.

Anderson, R. C., & Orton', A. On putting applea into bottles--A

6

problem, of polyllemy. Coghitive Psychology, 1975, 7, 176-180

Anderson', R. C., Pichert, J. W., Goetz, E. T., Schallert, D. J..,

(

Stevens, K. V., &.Trollip, S. R. Instantiation of general terms

(Tech. Rep. No: 10). Urbana, Ill.: Ceniker for the Study of

Reading, University of Illinois; March 1976.

Aukerman, R. Approaches to beginning reading. Ngw York: John Wiley, 1971.

Baron, J., & Thurstce., I. Ain an6lYsis.of the word- superiority effect.

Cognitive Psychology, 1973,.4, 207-228% o

if

Berg; P. C. Evaluating reading abilities. In W..H. MacGinitie (Ed.),
4

Assessment problems in readings, Newark, Delaware:- Interna:)ciribl

Reading Association, 1973.

Biemiller, A 0 The devglopment of the use of graphic and contex-

tuA1' information as children learn to read. Reading Research

r,Quarterly, 19701,5, 75-96,'

Bleismer, E., & Yarborough, B. A abMparison of ten different begin
,-

nipg reading programs in first grade. Phi Delta Kappin, 1905,.

46; 500-5p4. 4
P

Bloom,'8. Taxonomy df educational objectives,' Handbook I: Cognitive

domain. New York: David McKay Co., 1956.

i`

-

15 r)

a

1



a

a S.

Skill Hierar-chy Approaches4 -
153'

BlookL. Language development: Form' at function in emerging

9rammers. Cambridge, Mass.: M.I.T. Press, 1970..'

Bloomfield, L. Language. New York:. Holt, 933.

Bloomfield, L% Linguistics and reading. 'Elementary EnIrsh Review,

1942, 19, 125-130
0. A

IP
Bohannon, J. Normal and scramb.ledirammer in discrimination, imita-,

tion, and .corpreheyslon. Child Development, 1976, 47c169481.

Bower, G., Clark, M., LesgoLd, A., & Winzenz, b.. Hierarchical

retrieval schedes in recall of categorized.word lists. Journal

of Verbal. Learning and Verbal Behavior, 1969, L 323-343..

Bransford, J., Barclay, Jr, & Fradks J. Sentence memory: A con-
,

sfructive versus. 1-nterpretive roach.' Cognitive Psychology,

1972, 3, 143-Z9:

Bransford, J., & Flanks, J. . The abstractiorPof linguistic ideas.

Cognitive Psychology, 1971% 2, 331-350.

Brown, A. L. The development of memory: Knowing, knowing aliut knowing,

ancikknowing how to knpw. In H. W. Reese (Ed.), Advances in

child development and behavior (Vol. 10). New York: Adiftlemic

Press, 1975. .Pp. 103-152.

Brown, A. L. Semantic integration in children's reconstruction of

r-larrative 'sequences. Cognitive Psychology, 1976, &c247-20''...")

7

Brown, A.. L. The construction of temporal succession by preopera-
.

42? tjonal children. In A. D. Pick (Ed.), Minnesota Symposia on Child

, Psychology (Vol.-10). Minneapolis: 'UniversityAof Minnesota, 1976.. (a)

160",

I.

1.



Skill ilier'archy Approache's

154

Brown, A. L., 6 Smiley, S. S. (Rating the importance of structural

units of prose passages: A problem of metacognitive developmerit.

Child Development, 1977, In press.

Brown, R. A first language: The early stages. Cambridge, Mass.:

Harvard University Press, 1973

Bruce, D. Analysis of word sounds by young Children. British Journal

of Educational Psychorogy, 1964, 34, 158-169

Calfee, R., Chapman, R., 6 Venezky,,R. How a:child needs to think to
ff

learn to read. In L. W. Gregg (Ed.), Cognition in learning and 1

memory. Nri York: John Wiley, 1972,,,,

Calfee, R., L'ndamood, P.; & L'ndamood, C. Acoystic-phonetic skills

and reading--kindergarten through twelfth grade. Journal of

.Educational Psychology, 1973, 64, 293-298.

Carroll, J. B. Theories of learning and instruction. Chicago:

University of,Chicago Press, 1964.

Carroll, J. B. Review of Holmes and Singer; .Speed and powei- of read-

ing in high school. Resea-ch on the Teaching o1= English, 1968,

2, 172-184.

Carver:, R. P. Reading as reasoning:',Implications for measurement. `4'

In W.4H. MacGinitie (Ed.), Assessment problems in reading. Newark,

Delaware: IntAnatiOnal Reading Association,, 1973.

Cattell, J. M. Ueber die Zelt der Erkennung und Benennung von

Schrift ichen, Bildern und Farben. Translated and reprinted in/
J. Cattell, Man of Science, 1860-1944. Lancaster, Pk.: Science Press, 1947. I

4

161



Skill Hierarchy Approache,

..155

Chall, J. Learning to re aC The great debate. New York: McGraw-Hill,

1967.

Chi, M. Short-term memory limitations in children: .Capacity or pro-
.-

cessing deficits? Memory and Cognition, 1976, 4, 559-572.

Chomsky, C. 'The acquisition'bf syntax in children from 5 to 10.

Cambridge. Mass,: MI.T. Press, 1969. .

Chomsky, N., & Halle, M. Thesoundpattern gf'English VeylsYorl

Harper & Row, 1968.

Clark, E. What's in a worp On the child's pc'qursitibn of semantics

in his...54rst language. In T.. Moore (Ed.), CognitLve.DevOrment.

New York: Academic Press, 1973.

Clymer. T- What is reading?: SOme_current concepts. , :In A M.

Robinson (Ed.), Innovation and.chan§e in reading instruc ion,

Chicago: University of. Chicago'Press, 1968.

,

Clymer, et Ginn 350 Reading Program: Levels 1-9, Teacher's

Editions, Boston, Mos.: Ginn &.Company, 1973.

Konrad, R. Speech and reading. In J. Kavanaugh arid I. Mattingly (Eds.),

Language by ear and by eye. Lambridge,-Masi.: Press, 197

Craik, F., & Lockhart, R. Levels of processing; A framework for memory

research. Journal, of Verbal,learning.and Verbal Behavior,

1972, 11, 671-684.-

Davis, F. B. Research in comprehension in'readinlj. Reading Research

Quarterly, 1968,.14, 499-545,

162
A

tp



ti

rt

Skill Hierarchy Api5roAChes

156

Davis, F. B. Psychometric research on comprehension in reading.

Reading Resea'rch Quarterly, 1972,7 , 628-678:

Diederch, P. RetearIV 1960-1570 on methods and materials in reading.

E%R.I.C, TM Report 22, January 1973.

Oolch, E, W. Problems in'reading. Champaign', 11.1-.: Garrard Press;

1948.

. Durkin, D. Teac ing them to'read (2nd e0.,.tloston, tiass.:4 Allyn

&.Bacon, 197 ,

Engelmann, S.,,Bruner,,E., & Stearns, S. Dis,tar _reading :14 Ilaand

III. Chicago, Science Research Associates, Inc,, 1975,
-

1974, 1972.

Engelmann, S., V Osborn, J. Distar language I, II, and 141. Chicagb,

SCrence Research Associates, Inc., 1976, 1973, 1970.

Erwin, S. Changes/with Age in theverbal determinants of word:

association. Ametican Journal of Psychology, 1961, 7'4, 361-172.

Forster, K., & Chambers, I% Lexical access and naming time. Journal

of Verbal Learning and Verbal Behavior, 1973, 12, 627.-635.

Foshay, A. W., et Educational achievements of thirteen-year olds .

in twelve countries. Hamburg, Germany:. UNESCO Institute for'

. ;

.

Education, 1962.
...

, ,-
.

.
,

.

'',Frederiksen, C. Representing logical-and semantic structure ofskri-O-W'r ..

ledge required .from discourse. Cognitive Psychology, 1975, 7,
-i-'

1

371-458..:, ....,

ow

1f3"3



6

'

Skill Hierarchy Approaches

157

r -

2 Fries, A 'Linguistics and 'reading. New Ark: Holt, 1963
CP,

Gagne, R. The conditions of learning. New York: Holt, Rinehart

& Winston, 1970.

Gibson, E..J., Shurcliff,
,4

II., &Yorjas, A. Utilization of spelling
1r

. . t.

patterns by deaf and hearing sublets. In H. Levin and J: P.
.

_
:

Williams (Eds.), Rosie studies on treading. New York:, Basic
,

'Books., 1970. yp. 57-730

Golinkoff,' R. Childrents discrimination of English spellinl:?atterns

with redundant eudqtory information. Paper presented at the meet,ng

4

of the Americari Educational Research 'ik'ssoCiation, ,Ckicago; Ill.,

IFebruary 1974: .

Goodman, K. S. A 1,inguiStic study of cues and miscues in reading.

Elementary English, 19656:21' 699-649.

k
.

1 '

-Goodman, 4. Reading: A psycholinguistic guessing gamei Journaik

of the Reading Specialist, 1967, 6, J26-195.

Hall, W. E., & Robinson, F. P. An'analytical approach to the study

Wreading,skills. Journal, of E,dficational Psychology, 1945,

36:42974424'
A

Holmes, J. A. Factors underlying major reading disabilities at the

collegt level. Uripublished, doctoral dissertation, University'

,e,

of California, Berkeley,1548.
'' 1,:,

,

...
,

Hunt, L. C4-Tr. -Can we.measure specific, aetors associated, with
0

.
-.:

. -::

. I,
.0---.

reading comprehension? Journal-of-Educ410nal Research, 1957,' .

.,

0,.f:

51, 161-171',

161



YS

b

, .

.Nierarchy'Approaches%

1 '
A

Nuttenlocher, 11.
.

Children's language: Word-phrage .relatisohl,h1rt,

. . CP ,

Oh, '
.4#

Science-, 1964,, 143, 264-65. ,- is'
.,

le, T. S., & Ji Differential *effects of-incittenta+.

. J.' 0 J

tasks pn recall Pf lists of Highly

0 wated words,' Journal.of )(Pertmntal Psychology, 1969,
7...

Air

Jeffreylk., & Samuels; 5. Effect of method 'of-reading training on.
fit

I.

i.r.,it4a1 learning .and transfer. JpyrnaT ot Verbal Leaming and
,

Verbal Behavior, 1967, 6; 354-158.
ft3

.

Jenkins, -J. Remember that old theory of-memory? ,Well, forget it! , IP-

t'll-,- SAmerican Psychologist, 1974,29, 785-795. .0 ' ,
.

.

s.: 1 *

^Johilsior6.C. D., & Jenkins, J.J. ,TWo mOre.incidental tasks that

f' ;differentially affect asscirativecrustering in reci10:
7 4*. 2 ,

1
.

U..
.

Jou:nal,
e

t

-''

pf 4peximental OsNhOlogy 1971, 891. 92-95. 4
e

/
Joreskbg; K. %..,'& LOwey, D.,N. New methods in: maximuMOIkelihood

'

4

factbranalXs. British Jou ea 1 of.Mathematicatid Statrstrta4

Psychology, 1948; 21, 85=96,
k

,

Areskog; IC. G., & Van 1.41{9,,,M. New rapid afgorAthms for factor
..)r\ o ...

,

analysis by ynweighted least stluares, generalized least __squares.
,4 ,

_

. , .

and maximliM likelihOod (Research.Mmcirandum,71L5); paaetorr,

..".Q.

N.J.: Educationaf'Testing Ser=vice, 97111.-4., :
, .

. . , ',..x-,

. ,

Karlin,'R. TeacAieleme,ntary reading ,(2nd ed.). New York: 1;PSre-Putt,

.

, ....- ,- _
. ..,,. .

Brace & Jovanovich, 1.975. .'
' .

,.

.:
--.. ',,

, _

,. si

Kessel, F. ...TheNTole of:syntax-in 9.1111dren'scomprehension,from!ages .51;

e 4 .
. c, , . ,...

.. ' to twelve. Monographs or.the Society dOor Research .jh Child
-.

.
- -

Development, 1970, 35, 6.
.

t

1 f 3)5

4. "t4



;

I

V 6

.s

KintschA W.

e

Skill Hierarchi, App-roaches

159

The representation of meaning of memor,. Potomac,

Maryland: .1Eritiaum%E. Associates, 1974.

.4

a, E. How alOabetsimigbt reflect fangua6e. In J. Kavanaugh

. Mattingly (Eds.), Language b r and by eye. Camb4ridge,
0

Miss.: :M.1:T. Pres1, 1972.
AP

.

Liberman, I, Segmentation of the s dand reading acqu isition.

' Paper presented at the-Societ or Research in Chilid:Development,
,

. Philadelphia, March 1973. , .

LuCas Mascin), J. A stage_procesOeng model of reading for elementary ,

, low

,school pupils. Unpublished doctdtal dissertatiOnb Stanford

Uiversity, 1973.
V

a

Manelis, L., & Yekovicb, F. Repetitions of proplasitional arguments,

-

in sentences: Journal of Verbal Learning and Verbal Behavior,

4011v

157.6, 15, lo-312.

,Markman, E. M. Realii4ng that you don't understand. Child Development,

1977, iO'press,.
4-

4

Marsh, G.; S Sherman, M. Transfer from and components to words and

41. *
_vice versa in beginning reading (SPRC Reptirt TR:23). M., 1970.

'10!
Mason, J. The

r
roles of orlhogi'whic, phonofggiCai andprd frequencyy

- . . CP
. , .... 0;

,
'4

,vai;iableson word-nonwOrd decisions., American Edu4Okional

Research Journal, 197&,, 13.
0 r

4.e . 1.4 e t a

. 'Mattingly, I. Readirivothe li-nguisticyrocess and linguistic awarenest-ftt--.0

,..1-,
4.

- .,

Kavanaugh and I. Mattingly (Eds.), ua ear and b e e

Cambridge,.Mass.: M.I.T: ress,-.1972.

4

,

1 66

.

rub



Hierarchy,-Approaches

,160

4
McCracken, G., ,& WOlcutt, C. Basic reading, books A-H, teacher's

editia6s. Philadelphia, Pa.: J. B. Lippincott Company, 1975.

'N-"
.

Meyer, D. E., SChvoneveldt, R. U., & :Ruddy, M. G.' Functions of

, -,/
graphemic and phonemic codes in visual word-rftcognition:
f

Memory and Cognition, 1974, 2 309-321.
,

. .

eMoscovitch, M., & Cralk, F.: Depth of processing, retrieval cues, -'`

%

A400

. ,

and ueness of encoding as 'factor's in recall. ,4purnal of \

, -......

Verbal Learning and Verbal Behavior, 1976, 1-5, 44-48.

'Murphy, M. D., & Brown, A. L. Incidental learning in preschool

, .,,

r
children Ss ajunctip,n,of level of pgnitive analysts. Journal

, .

, .

of Experimental Child Psychblogy,'19751.9, 509-52'.
.

4Nelson, K. Strutur& and 9.trategy in learhing to talk. Monograph.

..'s

of the Society for,Research in ghild Development, 1973, 38,

..

-0-2 Serial No. 149)
4,

.

.

_Olds, H. .An'expeTimental sTudy of syntactical factors influencing
,

..

$

children's comprehension of certain complex relationship (leport

No. 4). Harlard Univerely, 1968.
. 4

.

Otto, Wi, McMenemy, R.-A., & Smial., R, J. Corrective and remedial

-0- ' 1

.
.

. 1

tio,ch.fng (2nd ed.). Boston, Mass.: Houghton Mifflhn.Co.,119,73.

-
, Otto, V.: & Askoy, E'.

'41

.

IRationale and guidelines: The Wisconsin, design

,.

p .
.

. ,

for
.

rgading 'skill,development. Minneapolis, Minn. : National .

r

Computer Systems, 1974,
.

Otto,,W.tAskov, E. Teacher's.planning guide;' Word attack.

Minneapolis, Mihn.,: National Computer Systems, 1974.

R 4'

44'

a

.3-(1

0



i1 b

,

t! \°
Skill Hierarchy Approachesq.

N

. ,

Park,' S G., & Semantic and constructive aspects of.

161

/
senence_memgry in children. .Deve,lopmental Psychologli, 1973, 9, 09-113

t ,

c

G:, 'Childreh's_memory for infren.iial relationships

-in.prose. Chits' Development, 1576, 47, 660-668.
-c--

Pafis, B Otbx, G. The development oAinferentlal
` 7

it

, , .

comprehension. Cyld Development, 1977, in ,press

.

-Read, E. Preschool ch is knowledge of Engltsh Phonology. 'Harvard

Educational Review% 1971 41, 1-34'.

,.-

.Robinson, H. M. The next decade. In H. M.,RobinAon (rd.), Ihnoyation

ail change in reading instructon. Ghicago, Ill.: Univel-sity'
. .

of 'ChicagO Press', 6681
.

. .

,

Rotinskis 6 , &,Wheeler, K.44. Children' use of orthpgraphic %, .

4
.4.

gtr ctUrelin wa-d discrimination' -.P'sych000mic Science; 197i,26, 97,98# ,__-
,

ozin, Poits , S.

< '

otsky, R. American children with readin problems

can easily learn to read'English representedN)y Chinese characters.

Stlence, 1971, 171; 1264-267.

Rubenstein, H., Lewis, S. S., &Zubenstein, 1-., A. Evil rice for phonemic.

-recoding.in visual word recognition.' Journal of Verbal Learning

and Verbal,Behavi&,J971, 10, 645-657.
0:

*

Schreiner, R. L.%.Hieronymus, A. N., & Fprsytb, R. 'Differential measure-
, ,..

.
i ' ... . /-

llt of -rdadingabilitiet-atlhe elementary sthool level: Read
. u ,

'
.

a tieseaeCh Quarterly, 1969, $4-99.,,

, -

Nna

:A

. )4?
.%



.,-Skill Hierarch's/ Approaches

1, 0. ,

' ) j 6 2

.

4 1. . '..
Shank, J. Conceptual dependerfty.: A .theory of natural languae Linder-

..
1 .

-sipOing. 'CogniTive Psychology, 1972., 3,,552-631.

Sharikweiier, Ot Liberman, I.
,

Misreading: A 'search for causes. in

.

l
4,t -

- -- 'Ni .:

J. kavanaugh'and i. tattingly (Eds.),qanguage'hy Aar and by dye.

Cambr, idge, Mass.: M,I.T.Pr.is;-0972.

-
.-

Silberm-,An, 10:,-Experimental analysis of a beginning: reading .skill:t,

, . . --., vi..,° %,. -, .

Prpgrammed, Instruction,'1964, 3, 4-8.

.-, .." ..
6 p

Singer, H. A dgirelopmental model of speed of reading in grvies 3

.

throu gh 6. Reading Research Quarterly, 1965, 1,29-494.
,--

Singer, H. Repl'y ro John Carroll's'comMents on the Holmes-Singer
do

:.'n nograph and.on .the'substrata-factor theory of reading. Research

,inthe Teaching of English, 190, 3, 87-102.
,

SlobTh, G.:. Grammatical transfOrmaiionsand sentence comprehe nsion in

chiCdhood and aduri'hood. Journal of:tierbarLearning and Verbal

5-,,2-197227.
.

k °

-4

1, . . .

-NY
Spaahe, G.. D: Toward'Efetter 'reading Chamoaign,.111,- Garrard, 1963.

I

'.Spearritt, D. Identificalion of subskis of reading comprehension by

1,5. 1 '
. 1 5 4,

. ,/ 1°4
..., , riaimum 1 ikel i hood factOr analys i s .., Real 1 ng (Research Quarter.1 y,

a -, .,

. I 1972, 8, 92.--111. .
. ,

,. : - 117

.:- ,
. 0 4i

,,,

,

,

4 / , -Stein, N. L., ,L, Glenn, C: f,. The develOpmenW study of child'ren's
y. *

0 * . . I

'recall of 'story materfal . Pape-presented at the Society for - :...
,

r .

5.1

.5'

pr

I

Research'in Child Deyelopmene/meetlhg, Den3er4 1975,

.

5'

4

1

I



et
4

Skill ,Hierarchy Approaches
/ -

163

Stoltz, W.,' & Tiffany, J. Production' of-"chi)d-like' word associations:

byaadults to unfamiliar adjec.tives. Journal of Verbal Learning

and Verbal Behavior, '1971 11,.38-45.

Stallirow, L. M., & Newman, R. S: A. factorial analysis Itf objective
.

features of printedlanguage presumably eefated to reading Arf-

ficulty:, 16.urnat of Educational Research;.1555, '52, 243-251.

Surber, J., & Mason, J. Teaching preschool chi ren decoding skills

for'reading: Rul leArning :Old transfer. Journal of Readirig
. . T.

Behavior, in pre s. ..1
.

.-

4116 . It , ,
,.

0-

Thorndike, E, Reading as reasoningi A,stu8y.of Misiaes in paragraph

reading./ Journal of Educational Psychology, 1917, 8, 123=332.°
,

.
e - ' ' .

, . .

.

Thorndike, R. L.- Reading comprehrlon edUcation in fifteen tountries:'

. .
\.. .

irlernatioAl Studies in Evaluation lit. New lork:' Halsted Press, 1973-

. .-'

Thorndyke, P., Cognitive structures.in hsuman'sAory comprehension and. ,

P

0'

ow 4.

memory. Unpublished docto1a.l di'ssertatigki, Stanford University;.
f

Technt Report; p.5513, Rand ,Corporation, Santa Monica, 0(, 1975.; ,

..4."81S--
.t. Ot''

ThOrndyke, P. Pr able of'inferen.ces in discourse comprehension. Journal

of Verba4.1l
Learniagoand' Verbal Behavior, 1976, 15, 437-0.

':" -
. .

,

. i

Thurstone, L. L. Note or a reanalysis.of Da*Offt'reading.tests.

. \, $ '-)'

° PsychoperrkaSeptembeT'1946, 11% 186-188.,
,

-..-
- P

6. I

Tinker, 'M: A. & McCullough,,C. M. Teachrhg elementary breading (4th ed.k. '!

TurAer, E. A. & RommetIleit, R. The acquisition of sientence voice and

EnglewOod,Cliffs; N.J.: Prentice -Hall, 1975:

. ..

4
.

, ,
....

0
/..-

. ,reWilibitity, Child Decie1opment, 1967, 38; 649-66a.

.. ', ,5s. .

74;;
.

17 fi



Skill Hierarchy Approaches

164

Venezky, R. The structure of English orthogi-iphy. The Hague: Moutph, 1910.

Ve.neity, k., 6.Johnson, D. The development of to letter-sound patterns

in,grades i-3. Sournal'Of Educational Psychology, 1973, 64, 109-115.

Vernon, M. The experimental study of reading. Cambridge, Mass.:

Cambridge Univermsity Press,- 1931.

'Wardhaugh, R. Theories of language ac isition in relation to begin-

n,ing

,

i=eading ihstruction. In HAingeK.and R. Ruddell (Eds.),

Theoretical models and processes of reading. Newark: Inter-

national Reading Association,, 1976.

Weber, R. M. The study of oral reading errors: A'surveyNo the liter-

azure. fleadiimeeseerch Quartely, 1968, 4,796-1.19.

ep

Wittick, M. .. ,Inowiations in reading instruction: For beginhers

10-H. M. Robinson (Ed), Innovation and, charge in reading instruC-\--

iron. Chicago, University of Chicago Press, 1968.

\*.

AAV

4

,
t.'

1

A

1



9 CENTER FOR THE STUDY OF READING

"READING-EDUCATION REPORTS

_No. 1: ,Durkin, D. Comprehension Instruction - -Wher Are You?, October, 1977.

No. 2:- Asher, S. R. Sex Differences in Reading Achievement, Or.tob r 1977.

No. 3: Adams, M., Anderson, R. C., Durkin, D. BeTnning_Readi Theor

and Practice, October 1977.

a-

I

791

d

C

4

e

4

.r,

.4"



1

-CENTER P042 (ItE STUOY OF READING

TECHNICAL_EEPORTS

* Available On1),',through fRIC

*No. 1: , Halff, H. M. 6raphical Evaluation of Hierarchical Clustering Schemes,
October 1975. TRIC Document Reproduction- Service No. ED 134 926,
ilp., HC-$1.67, MF-$.83) .

*lo. 2: Spiro, R. J. nirential Reconstruction in Memory for Connected Discourse,
October 1975. (ERIC 66cument Rellpuction Service No. ED 136 187, .

81p., HC44.67, MF -$.83)

.*No. 3: Goe ,tz, E. T.. Sentences in Lists and in Connpcted Discourse, November 1975.
(ERIC Document Repr4pction Service No.,ED 134 927, 75p., HC-$3.50,
MF-$.83)

vg.

*No. 4: Alessi; S. M., Anderson, T. H., & Biddle, W. B. Hardware and Software
Considerations in Computer Based Course Management. November-FM.
(ERIC Document Reproduction Service No. ED 134 928, 21p.. HC-$1.67,
MF -$.83)

*No. 5: Schallert, D. L. Improving Memory for Prose: The Relationship Between
Depth of Processing and Conttit, November 1975. TETIC Document
Reproduction Service No. ED 114 929, 37p.,HC-$2.06, MF-$.83)

*No. 6.1 Anderson, R. C., Goetz, E. T., Pichert, J. W., .8( Hdlff, H. M. Two Faces

of the Conceptual' Peg Hypothesis, January 1976. (ERIC Document
Reproduction Service No. ED 134 930, 29p., HC-$2.06, MF-$.-83)

*No. 7: Ortony, A.' Names, Descriptions, and 'Pragmatics, February 1976. (ERIC

Document Reproduction Service No. ED;134 q31, 25p., HC41.67,
MF-$.83)

*No. 8: Mason, J? M. Questioning_ theNdltion of Independent'Processina,Stages
in Reading, February'1976-.. (Journal of Educational Psycholtgy,
'1977, 69, 288-297)

r-,

*No. 9: Siegel, M. A. Teacher 'Behaviors and Curriculum Packages: Implications
for Research andrTea,cher Education, April 1976, (ERrC Document

Reproduction Service No. ED 134 932, 42p., HC-$2.06, ,83)

*No. ld: Anderson, R. C., Pichert, J. W., GOetz, E. T., Sehallert, D. L., SteveAs,
0 K. V.., & Trollip, S. R. Instantiation of General Terms, March 1976. >.

(ERIEDocument Reproduction Service No. ED 134 933, 30p., HC-$2.06;
MF- $.83)1 .

*No!,11: Armbruster, B. B. 'Learning Principles from Prose: A Cognitive Approach -

Based on Schema,Theory, July 1976. (ERIC Document Reproduction "

Service No. ED 134 934, 48p., HC-$2.06, MF-$.0

g'!'*f1%. 12: Anderson, R. (. , Reynolds,
FramdWor f ompr

R. E., SchaUert, p. & Goetz, E. t
endAg_Discourse, July 1976. (ERIC Document

Roproducti n Service o. ED 134 'n5, 33p., H(-$2.06, MF-$:83)

.,



No. 131'

No. 14:

No. 15:

No. 16:

4p.

f

Rubin, A. D., Bruce, B. C., & Brown, J. S. A Process-orienteLangua e
for Desqribiu_Apec.ts_of Read)nlComprehension, November'1976.
(nItDocument Reproduction Service No. CD 136 188, 41p., HC-$2 (06,
MF-$.83)

PiChert, J. Wy, &_Anderson, R. C. Taking Different Perspectives o
Story, November 1976. (ERIC Document Reproduction Service No.

ED 134 936, 30p.HC-$2.06, MF-$.83Y

Schwartz, R. M. -Strategic Processes in Beginning Reading, November, 1976.

(ERIC Document Reproduction Service No. ED 34 937, 19p., HC-$1.67,

MF-$.83)

Jenkins, J. R.; & Pany, D. Curriculum Biases in Readirg Achievement

- Tests, November 1976. (ERIC Document Reproduction Service No.

ED 134 938, 24p., HC- $1.67, ME-$.83)

No. 17: Asher, S. R., Hymel, S., & Wieifield, A. Children's Comprehension of '

14gh- and Low-Interest Material and a Comparison of Two Cloze

Sgorinq Methods, NOv'ember 1976 (ERICDocument Reproduction
Service No. ED 134 939, 32p., HC-$2.06, MF-$.83)

No. 18: Brown, A. L Smiley, S. S., Day_, J. D., Townsend, PC. A. R., & Lawton,

S. C. Intrusion of a Thematic Idea in Children's Comprehension
and Retention of Stories, December 1976. (ERIC Document Reproduc-

tion Service Na. ED 1367189, 39p., HC-$2:06. MF-$,83)-
0

No. 19: Kleiman, G. M. The Prelinguistic Cognitive Basis of Children's Communi-

cative Intentions, February 1977. (ERIC Document Reproduction

Service No. ED 134 940, 51p., HC-$3.50, MF-$.83)

No. 2G: Kleiman, G. M. The Effect'of Previous Context on Reading individual

Words, February 1977. (ERIC Document Reproduction Service No

ED 134 941, 76p., HC-$4.67, MF-$.83)

No. 21: Kane, J.. H.,' & Anderson', . C. Depth of Processing and Interference
Effects In the Learn ng and Remembering of Sentences, February r977.

(ERIC Document Reproduction Service No. ED 134 942, 29p., HC7$2.06:

MF-$:83) .

1

No. 22: Brown,'A. L., &CamOione, J. C. Memory Strategies in ,Learning:

training Children to Study Strategically, March 1977. (ERIC

Document ReproduCtion Service No. ED 136 234, 54., HC-$3.50,

MF -$.83)
0

NO. 23: .Smiley, S. S Oakley, D. D., Worthen, D., Campione; J. C., & Brown,
A. L.' ReCallof Thematically Relevant Material by Adolescent ,

Mod and oor'Readers as a Function of Written Versus' Oral Pre-

.
sentattono March 1977. '(ERIC Document Reproduction SerVice No

ED 136 235, 23p.: HC-$1.67,'MF-$.83)

'No. 24: Anderson, R. C., Splro, R..J., & Anderson, M. C. hemata as Scaffoldf6g

Nr. the Representation of Information in Con ted Discourse,

-Marail-977. (EfftDocument Reproduction Sery ce No. ED n6236,

, 18p., MF-$.83)



t

$ .

No. 25: Pany, N, & Jenkins, ,J. R. Learning Word Meanings: A'Comparison of
Instructional Procedures and Effects on Measures of Reading
Comprehension with Learning Disabled Students, March,1977.
(ERIC Document Reproduction Service: No. ED 136 237, 34 p.,
HC-$2.06, MF-$.83)

No..26: Armbruster, B. 6., Stevens, R. J., & Rosenshine, B. AnalyzinglICOntent.

Coverage and Emphasis: A Study of Three Curricula and Two Tests,
March 1977. (ERIC Document Reproduction Service No. ED 136 238,
22 p., HC-$1.67, MF-$.83) 0

No..27: Ortony, A., Reynolds, R. E., & Arter, J. A. Metaphor: Theoretical--6-nd

Empirical Research, March 1977. (ERIC Document Reproduction
Service No. ED 137 752, 63 P., HC-$3.50, MF-$.83)

No. 28: Ortony, A. Remembering and Understanding Jabberwocky and Small-Talk',
4 March 1977. (ERIC Document Reproduction Serviccr No. ED 137-753,

36 p., HC-$2.06, MF-$.83)

No. 29: .'thallert, D. L., Kleiman, G.' M., & Rubin;''A. D. Analysis of Differences
Between Oral and Written Languag,:April 1177.

N . 31: Nash-Webber, B. Anaphora:

No.,32: Adams, M. J., & Collins, A.
hension, April 1977:

No". 33:

No. 54:

No. 36:

No 37:

No. 38:'

No.' 40:.

No.

A Ci-oss,Di sciplipary Survey, April 1977.

A 5chemarheoretic View oi'Realring_CoMpre7.

;

Huggins, A. W. F. Syntactic Aspects of Reatiu'Comprehension, April 1977.

Bruce, B. C. Plans and Social Actions, April

Nash-Webber,B., & Reiter, R, Anaphora and Logical Foam: n Formal
. Meaning Represehtations for Natural Language, April 1977 .
Adams, R. J. Failures to Comprehend and Leve s of Processing in Reading,411r

April1977.

Woods,.W., A. Multiple Theory Formation in High-Level Perception,
April 1977, -

Collins, A.,*Brown, J. S., & Larkin, M. , Inferencevin TeAUnder*-,
standing., December 1977.

,
"-

Anderson, R. C., & Pichert, Recall of, PrevibUsly UnrecallTa6le

inInformation'Followg a Shift in Persrpective,:April 1977.1- -

N , 42: Mason, J. M., Osborn, J. H., & Rosenshine,, B. A Cons.ideration-of_

kil. Hierarch A'.roaches to the Teachin ofReadin , December 1977.1

No. 43: -Collins, A., Brown, A. L., Morgan, J. L., & Brewer, W. The Analysis

of Reading Tasks and Texts, April' 1977.

A,

No. 44: McClure, E. Aspects of Code-Switching in the Discourse of Bilingual
Mexican-American Children, April 1977.



tt . /'

No. 45: :Schwartz, R. M. Relation of Conte 4 Utilization-and Orthographic
Automaticity in Word Identiflication, May. 1977., .

. ..

,No. 46: Anderson, R. C., Stevens, K. C.,.Shifrin, Z.,`&'Osborn, J. Iosfantia....

tion of Word Meanings in Childrl, May 1977.

.

No. 47: Brown, A. L. ...Knowing When, Where, and flow-to Remember! A Problem of :

Metacognition, June 1977. .

,

. .
,

No. 48: Brown, A. L.,'DeLoache',,J. S. Skills,'Plans, andgelf-Regulationd
July ,1977.._

. \° . . "
No. lb: Anderson, R. C. Schema-Directed Processes in'language Comprehention,

'July 1971'

No. 51: Brown, A. L, Theories Of Memory and the Problems of Development:

..c ' Activity, Growth, and-Knowledge, July 1977. t ,
.. -,

No. 52: MOrgan, J. L. Tv",,o Types of Convention 14/Indirect Speech Acts,

. July 1977.

.
.

No, 53: Brown, A. L., Smiley, S. S:, % Lawton, S. C. The Effects of Experience
on the Selection of Suitable Retrieval Cues forStudying from
Prose Passages, July 1977.

No..54: Fleisher, L., S., & Jenkins, J. R. Effects of ContextualiAd aniir
Decontextualized Practice Conditions on'Word RecognitiOn, Aly 1977.

. 56: Anderson, T. H., Standiford, S. 4N.,& Alessi, S, M. Computer Assisted. $ .

\, Problem Solving in an Introductory Statistics Course,. August 1977,x11..0,,44

No. 58. Mason, J'. M. The Role of,Strategy in 'Reading in the'Mentally Retarded, '

September 1977.
, ..

.
.

. :
.... , * . ..

.1

. 1.

No. '5 : Mason, J. M. Reading Readleess: A Definittbn and Skills hierarchy
from Preschoolers' DeveIoping.Conceptions of Print, September 1977..*

No, 60: Spiro, R. J., & Esposito, J. Superficial Processing of Explicit
Inferences in Text, December 177.

No, 6 Brewer, W. F. Memory for the Pragmatic Implications o tences,

October. 1977.
. .

, .

No. 66! Br:own, A. L., & Smiley, S. S..' The, Development of Strategie9.fOr'

Studying Prose Passages, October 1977.,
,

'IN& 78:, Gentner, D. On Relational Meaning:. The Acquisition of Verb,Meading,

1

December 1977. -''
. .

.

,
1

0


