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L Abstract
Final Report - :
NiE<C-74-0140:" Reading Comprehen51on Programs- Theoretical
' Bases of Readlng Comprehension Instruction
in the Middle Grades

Co-Directors: Kenneth S. Goodman, William D. Page, Center
; for the Expansion of Language and Thinking
' 5649 E. 10th St., Tucson, Arizona, 85711.
This study scught insight into the relationship of theories
of comprehension and reading instruction to reading practice.
Attention was on comprehension in the middle-grades, considered
to be a transitional period between beginning reading and*
mature proficiency. In this study, it was assumed that’
reading programs involve a series of decisions made by their
" developers, either consciously or implicitly. The theoretical."
bases for designing reading programs were divided into three
major areas: Reading, Language, Learning and Teachirg.
Within each major theoretical area, conflicting positions
exist; any published reading program will relate to those
positions in some way, whether or not.the authors and
editors have explicitly considered thé relationship. A
. program rating instrument was developed to assess the
relationship of the reading programs to these theoretical
p051t10ns

The results indicate that current programs do not reflect
consistent coherent theoretical bases: what differences
theéy have. are obscured by their internal inconsistencies
° and their large areas of overlap. The differences between
reading programs are sharpest at their beginning points. In.
the middle grade components of the programs, they become more
similar. All provide some kind of connected texts to be
comprehended. Analyses. of the program ratings did not yeild
any slgnlflcant dlfferences “among _ the 7 reading programs
studied. However, four majcr dlmens1ons of theoretical
positions were found. i These may be useful in thinking about
reading instruction. f -
Factor I: the aAnti- Eplstemologlcal Approach ' Treats-language
‘as observable speech and writing,-avoid$ knowledge construction.
Factor II: Anti-Spoken Analogue Approach. Emphasizes know-
ledge construction, avoids oral reedlng, mentalistic psychology.
Factor III: ' Reader Initiated Approach Factor IV: Message
Reconstruction Approach. Both III and IV see language as
rule governed, aGOpt'cognltlve v1e s of learning,-difﬁer in

.~ view of the purpose of reading.
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" PART. 1

Reading Comprehension Programs in the Middle Grades

CHAPTER 1-

Comprehension in Middle-Grade Reading Programs




Problem

Thls study seeks insight into the relatlonshlp of
theorles of comprehens1on and readlng.lnstructlon to readlng
practlce, and the potential effects of these programs on
student achievement. Attention in thls study is on compre-
}hension in middle grades, cons1dered to be a trans1t10nal
5uperlod between beginning develOpment of readlng and nature
proflclency. We are concerned with initial 1nstructfon only
as it'influences later focus on developing reading coﬁpre-
hens1on. |
A The state of m1ddle—grade comprehens1on instruction -and
" instruct;onal programs in the United States today is ambigu-
ous, and requires.re—analysis and reformulatioﬁ if our
children are to fully partake of tﬁose aspects of life that
rely heavily on insightful reading. This study seeks to
‘remedy this state of uncertainty to some.degree by reviewing
“the existiﬁg literature,'formulating a paradigm of models ofh
learﬁing to read, and“assessing programs in terms of the

. models..- It also makes recommendatlons for further study, for

proceedlng with 1nstructlon, for generatlng new programs, and
for structurlng crlterla for selection of materials and pro-
gram thrusts by school people. | |
In a real sense we begln where Corder (1971) leaves off.
He sought to evaluate programs for K—adult reading develop-
ment. ‘Corder documentsxln detaill -the great d1ff1culty of-

effectlvely surveylng or evaluatlng reading programs based on



available Titerature in the field.
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Problems w1th Identlflcatlon and Descrlptlon of Materlals
In an attempt to categorlze the research 1terature on
"w at methods, materlals, approaches, equipment 'nd proce—v
dures are. used to- teach reading in the United Sta es and to
what extent" (Corder, p. 61) "Corder used a code system draw-
ing on 1)~ Chall's’ (1967) class1flcat10n system of teachlng
methods, 2) methods most widely descrlbed 1n texts and pro-
: fess1onal llterature in the field, and 3) recommendatrons of
the progect 8 loglc ‘committee. Nine categorles were used
1. Meaning i | ‘ »l
2. Code emphasis | ”
| a. synthetic -
“ b. analytic
Linguistic _
. Modified alphabet o

Responsive environment

3

L

5

6. Programmed learnlng
NA7“ Ind1v1dua11zed readlng

8. Language experience

9

Eclectic or author's own»(Corder, p. 63)

R » | Corder then surveyed nrograms to see where they fit.

//, Unfortunately, he found the publlshers , critics“; and evalua—f

¢ * i

/
/

|

tors' uses of terminology 1nconS1stent and confus1ng Reports'



often failed to adequately descrihe methods used{ "The common .
failing of definitions at this level of generalization (refer-
ring t? many published sources) is their lack df enough speci-h
ficity. Without the'specification of attributes of these
global‘methods on a'nﬁmber of particular-dimensions, it is not
possible to conduct an intensive search‘for.knewledge " (Corder,
p. 133). Thus, it becomes_diffd(ult to determine what the
programs heing described actually contain. In'fact accordingﬁ
to Corder, "The only area of readlng 1nstruct10n where methods
are clearly specified is in the area of remedlal reading” /
(p.-65). S

Teacher behavior is also poorly‘specified (Corder, p.féj),

[

Al though Corder's categorization criteria are based on author
self—reports for determining the. class1flcat10n of materlals
(Chall, 196?, used this as her basis), and’ methods most wide-

1y described in the reading field, Corder is net satisfied——

e

with the results as. the "methods reprefent qulte dlfferent

1

‘concepts."

_Some._of.the methods represent emphases (or. perhaps
‘phllOSOphleS) some represent classroom organization
practices (e.g. individualized instruction)s; some.

. represent ways of s1mp11fy1ng the graphemic system

"~ (in i.t.a., the media seems to be the method); and i
still others refer primarily to the kinds of mate— '
rlaég)used (e.g. programmed 1earn1ng) (Corder, f
p.

b

———

In the teachlng of\beg;ggih§’readrng’gimggt—;i1 of the
methods were used for each program. Most of the higher grade
programs surveyed-also dealt primarily with decodihg skills,

s

)
Q




(Corder, p. 64), it is reasonable to assume that this overlap

existed in these\programs as well.

P
-
e

: . . . . . } ~Z .
The classification.criteria are not actually useful for
. - P

sorting_out'distinctions, as they do not in fgct/represént

different articulstrd points of view. Corder concludes:
o =\ . )
,‘\
Were we- to ‘\nave applied more rigorous criteria to
defining.methods and restricted articles reviewed
e : _ N to those which described the fteacher's recurrent
patterns of behav1or in any detail, we wguld have
virtually nothing_ to report. Most of the authors
of the research aftlcles surveyed labeled their
methods with terms that fit one or more of the
categories above, although some indicated only the
materials that were used.in the experiment. There
were few studies where tezching methods were ex-
plicitly described except for the projects which
program teacher responses (e.g.. the Southwest Re-
gional Laboratory's Basic Concepis and Tutorlng
Programs) and some of the language experience stud=—.

ies where suggested activities for the teacher were
carefully delineated (p. 63).

Problems in Attempting to Analyie the Effects of Programs on
Student Achievement Based on Evaluation Reports from the Lit-

.’n

erature.

Jean Chall found the body of research evaluating reading |

'““programs to be'"shocklngly 1nc0nclu51ve“1ﬁphall 1967, p. 88).

Corder strongly agrees. .Journal artlclesfohlch explalned and

descrlbeg;research investigations were especially sketchy.

Thus, }fl. regardless of the quality of the research actually
1/1~w~oonducted,.the'only sdrviving and accessihle report that can
be found withfreasonable dilligence is one that does not con-
tain sufficdent7%nformation so that the reader can judge for
hinself the quality‘of-the’information" (Corder; p. 136).

[

)



: Apparentiy; mosf of the réseérch‘sfudieé ex%minédqféiied to
vcléérly define their methods of operation and used labelé'
“which varied @;dely in their meaﬁing. Nor did they adequately
definé'fhe learner (sex, ability, SES, teacher characteristics,
«étc.) (Corder, pp. 118:9).

) .“Additiénal difficultieswinvolved~theJreféfibnship of
materials‘and teachers. vOne,wouldghaQe to monitor exacfly
what occurred within a classroom to determine how carefully

the teacher was adhering to the program,

e
-

Researchers investigating basal readers apparently
assumed that the feachers in.the study followed the
Teacher's Guide and rarely specified the actual

~activities thal were used in the classroom nor the

degree to which manuals were followed (Corder, .

(p. 64).

Corder»regq;ﬁgwﬁhgjwwg;;fknqwn statisticians and re-

—— e .

searchers in the field of education have seriously guestioned
the validity of using experimental ressarch méthodology and
statistics for classroom investigations. Kosenshine (1970)

states:

The lack of information on classroom interaction

- hinders evaluation of a single curriculum or dif-
ferent curricula because without this information
one tends to assume that all classrcoms using the
same curriculum materials constitute a homogeneous

~"treatment variable." Such an assumption is ques-
tionable because teachers may vary widely in what
activit%es they select and how they implement them
(p. 280).

Normed tests are particularly cfiticized. Corder quotes

iy



Lennon (1969) as obsegylng "*'when we consider that to such

_ dlfferences/from test to test, there must be dlfferences

// -

assoc;gted<w1th varying content ... the issue of comparabi-

/lif&. op'lack of it, dmong~the results of the various tests

may begin to be seen in proper perspective'" (Corder, P. 36).

See also Roger Farfﬁ(1969){ Jaap Tuinman (1973), and Ralph

_Tyler (1974). As the editor.of a large publishing house

teaching?"

recently asked: "Areiﬁhe\tests testing what .the programs are

In,sunming up the Qé;;ﬁﬁs.kinds_of research‘studies”
examined, Corder»notes thét."ail of the.studies assume that-a
child's reading grewth'is a functionupf what is tsught to him
in the neading class. Other school and extra-curricular
expe;ienees are assumed to be.equivalent-fdr all of "the
students” (p. 12). »

P. Kenneth Komoski, Pre51dent of Education Products
- Information Exchange Instltute (a "consumers union" for school
systems and educatoys) says that asrof 1971 well over 200,000

materials were being marketed to schools. Less than,io% of

these educational materials on the market has been field-

 tested or empirically validated and only about 1% has been

o~ .'1 .
subjecjed to learner verification tests (Corder, p. 115). A

e
~_
-~

most important question then becqmes, "What are students

being asked to read?"

In thls study we've assumed that readlng programs
1nvolve a series of de0151ons made by their developers, elther
consciously or implicitly. We have developed a paradigm that

divides the theoretical bases for designing reading programs

12
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into four magor areas: Reading, Language, Learning.-and
Teaohing “ Under these we have been able to subsume areas of
decision making. \ |

We define theory asda synthesis of knowledge of pheﬁomefi
na based on research designed to try to predict and explain \
as well as gather, organize, and analyze data. We have de-
lineated areas of theory that have direct logical bearing. on
reading instructiont Within each major theoretical area;
conflictiné positions exist; any published reading programs
will relate to those positions in some way even if the rela-
tlonship is unexamined by the authors and ed1tors.

Logically, reading programs should be created by carerl—iv:
ly‘considering all relevant theoretlcal bases, creating crite—;
ria for dealing with all decisions, and then construoting a
consistent’and articulated-reading program. Logically also,
if this method of creating reading programs were consistently'
,used;.one shouid be able easily to a) classify extant reading
programs, and b) infer from the pupil'and teacher material
,the,theoretieal base.

In fact, reading programs seem to be constructed by a
process that reflects response to tradition, imitation of
aspects of programs of successful competitors, author and
editor intuition, marketing constraints, current fads, public
pressures, and disjointed teamwork. Furthermore, self-
?descriptiohs of programs by publishers are not always moti-
vated by a desire to frankly state the key positions the‘

program represents.
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| We had hoped tovdelinéate clear alternatives by showing

|
1

rhat cons1stent coherent theoreticalnchoices are possible-

a set of really useful categories that could serve as a basis = |

for comparlng the effectlveness of really contrasting pro-

grams for readlng cpmprenenslon.v We had hoped to designate

s examplars at least one cdrrent reading program for each

theoretical alternative.

What we have found is that current. programs do not re—'

B flect cons1stent coherent theoretical bases and that what
| dlfferences they have are gbscured by thelr 1nternal incon-

‘S1stenc1es and their large areas of overlap.

\

K Furthermore, the differencesbetween reading»programs'are

sharpest at their beginning points. They appéar to reflect

alternate.vleﬁs'of how instruction should begin more than
anything else They will focus initially on letter;SOUnd
relating schemes (phonlcs),or whole words, or children's
language. Some programs assume- a bottom up view of deve10p—
ment which goes from parts to whole ianguage. Others are
whole or mixed. 3But in the mlddle grade components of the
programs they become more 31mllar° A1l prov1de some klnd of
connected texts to be comprehended. ”Whatever else they
stress all must'give some.attention to comprehension of these
connected texts. . | |

e If“our paradigm can not separate'and neatly classify

entire reading programs. it can provide~the critical, dimen-

" sions for analyzing and comparlng~programs. It can'delineate

consistencies and inconsistenciés. It can bring some order

to the chaos Corder found.

H .
L

s
PYat1
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“The Paradigm

In developing the-cajegorﬁgs'Qf‘the'@aradigm_the_attemﬁt

is made to include a. wide range»of alternative pdsitiqns.,‘ln
one sense it is possible to generate a very 1arge'number of, 
coherent alternative programs by combining any possible posi-

tion on any theoretical issue in any of the four areas; read-

ing, language,*learning,-and teaching with any combination of

p0sitioné in the other areas. But in fact, the four areas
are related. A view of reading may be part of a wview of
language. A learning theory implies certain teacher roles

and may reguire a.structufing of redading and language tasks.

Still, in using this paradigm it is possible to consider

~which positions are compatible with which others and what
~decisions are required once otﬁers.have been made.

The plan‘of'this'report is to briefly present the para-
digm and then to use it £o ‘examine the middle grade compo-
nents of severél reading programs; That will make it pos--
siﬁlé‘jo offer'some conclusions ébouf how compreﬁension is'
beiné aéélt with in reading programs and  what some poteﬁtial

alternatives may be.
. In Part II we preseht a fuller discussion of each of ' our

N
s "1
theoretical areas.

I, Reading .
Every reading program must make some ,decisions based on
how it defines reading. This may involve an articulated
theory of reading as 1t relates to reading development or
it may not. In any case decisions are made in these sub-
areas. : : - :

[
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." A. Program focus: . A most common base point in instruc- -
tional programs is identifying a key unit and a form
- of response .to it. We identify. these possible focal
points. ‘ S -

1. Sounds, letters, and/or matching sounds and
: letters . e .

2. Word identification
3. Word’meaning matching to word shapeé
L. Syntactic reconstruction : - B
5. Meaning reconstruction

6. Knowledge construction

Programs may shift their focus in thé“EEddle grades
- or maintain it throughout the program. '

B. Comprehension tasks: Within programs, tasks are used
in instruction and/or in evaluation. Evaluation and
instruction ought to employ the same task.choices.
They don't always do so.

1. Subjective reporting
. .True or false questions N e

. Multiple-choice questions

5, Missing elements

2

3

L, Following'direcﬁioné

5

6. Questions about a<passége}
, .

. Message recognition

8. Message reproduction '

C. Levels of comprehension: Comprehension is usually
seen as moving from superficial to deéper insight.
Some programs may build this progression into a
hierarchical sequence; others integrate all from the
beginning. '

1. Literal
2. Inferential
3. Evaluatife |

L, Appreciative
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‘Purpose for reading: Instructional programs treat
~ reading, purpose as haylng one of three sources. ' Some

build a .progression from text-determined to self-
determined, others empha31ze self-selection from the
start, st111 others ignore the issue.

1. Determined by tgxt

2. Determlned by teacher

3. Determlned by student

_ Inqulry into print: Readlng programs direct learners

through the activities and expdriences they provide
to investigate-print at many lpvels. Programs will.
differ in how this inqulry is keyed to focal emphasis,

to planned sequence, and in degree of 1ntegrat10n :
within connected text.

Configuration.

Phonics B ‘ L

Structural-word analysis s
Synthetic-word approach

Dictionary skills

Syntactic context

Semantic cbnfext.

Pictures, diagrams, maps . _ : -

9. Environmental context

Language

Some,‘butmnot all - reading programslput readlng éxpllcltly
in a language context. A1l take at least implicit pOSl—'_
tlons on issues of linguistic comprehen81on.

A.

Unit of empha51s Readlng\programs choose thé units

of emphasis they deem necessary. The extent to which

bottom-up, top-down, or mixed views are chosen will

influence units of emphasis, as will learning theo-

ries. Sometimes these will overwhelm language consi-
derations.

1. Letters

2. Smaller than syllable



III.

..-‘:_.l .o :_. ' - - : (_/ ) ) . N

. Syllable o I T
. Word

. Phrase

. Sentence

3
L
5
6. Clause
7
8. Paragraph
9

. Story or passage /

" 10. Chapter or sectlon

B

11. Book

12. Content ares

B. View of language: Impllclt or expllclt examined or .

not, all programs choose a view or views of 1anguage
1. ;Language is innate
2. 1Language is speech and/or writing

. )
3. Language is.a process based on communlcatlon of
meaning o : P

C. .Meaning: -Meaning is con31dered to adhere to, be

represented, or be’ 1mp1101t 1n language at several
levels. ' :

1. Morphemic-

2 : Lexical .

3. 'Synthetic,quion
L

Contextual o

Learning: The third decision area derives from theories.
of learning, partlcularly of language learning and of

cognition.

A, Vlew of learnlﬁg A key aspect of any readlng pro-
gram i1s how learning is conceptuallzed

L T

1. Mentalistic
2. Behavioristic

‘3. “Cognitive and field

17
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B; View of the learner: Equally 1mportant is whether the
learner is a passive rec1p1ent an active participant,
or 1nteract1ve. The relationship of explicit teaching
to learning is reflected in assumptlons about the learn-
er and the learner s involvement in attemptlng to read
1. Active ‘

/
2. Passive
3; Interactive
Teaching

We focus here on the school program, curriculum, and
pedagogy all as part of--the prOgram plan to help learning
take place.

A.

Bedagoglcalaapproaches: By tradition,‘inventidn or
careful design, all programs followed these pedagogi-
cal approaches. '
1. Directed reading lessen in basai text

- 2. 'Directed reading lessen in content areas
3. Content units. -

T, Literature“approaches-
5. Technlcal ‘and 1nformat10nal approachesg

6. Language experlence k

_ 7.: Phonlcs. |
8.-_Word recegnition
9. Total 1nd1v1duallzat10n i

10. Partial 1nd1v1duallzat10n'

11. Programmedfmaterlals

--12. Structural linguistic approaches

[v]

Approachee to reading problems. Programs make'
choices about how to: deal with problems in readlng
1nvolvement '

~

1. _leferentiation of instruction

w2 .Imprevement of self.concept of student



C.. Teaching role: All programs assign roles to the. '

- 9. Diagnostic: ‘Assess language for deficit

16

3. Promotion of social and-psycholpgical,adjustment_

L, Reorganization of the'curricﬁlum and/or instruc-

tion

5. Reorganization of personnel of the classroom,
school, .or district - ' '

6. Diagnostic: Test skills prerequisiteto reading
| _ _ 2

for deficits .
. . '\‘.
7. Diagnostic: Test reading skills for deficits

8. Diagnostic: Test pérceptual; motor, and néurolo-

gical characteristics for deficits (Dyslexia)
. - N ) "« \\
\

10. Search for technological sblutibns to problems\a

teacher; some by implication, some by script, some
by prescription.

l. Teacherless programs

2. " The ﬁeacher as a scripted performer

3. ;The teacher as a technician

4. The teacher as a source of wisdom B —
.5._ fhe teacher as a guide and monitor : "/// :
6. The teacher.aé a<clinicallinformétion.processgf'
Z.V'The teachér_as a judge and policeman )

Curriculum thrusts: Every instructional program .
relates to one or more curricular views. These are
the broad guiding concepts of how curriculum is de-
termined. )

1. Cognitive process

2. Technology
3. Academic rationalism

L,  Social reconstruction

5. Self-actualization

- 19
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The'Prégram PrOfile:.' | |

The categoricél system creates a program préfile instru-
ment which can-be ﬁséd to analyze programs. In the instru-
ment; we sé;arate pupil and teacher maférials; Then we goﬁ-
sider Tylgr's four daspects of curriculum (Tyler3“l950):;”
Objectives, experiences, organizatidﬁ of expériences, ahd
evaluation for both student and teacher materials. In pilot
usefﬁ% found objectives, experiences, and organization, can
be ffeatéd as a unit. Ea;h paradigm sub-category is checked

fof'that unit and evaluation in pupii“ﬁnd»in;ﬁeacher materi-

e

.als. | : T



CHAPTER 2 L

Instructlonal Episodes
Presented here are instances of readlng 1nstructlon

/‘

Each ethblts characterlstlcs that represented ch01ces in

i

theoretlcal areas of the Paradigm. We use the eprsodes here

~to demonstrate how the Paradlgm relates to programs in the
reallty of the classroom. They are touchstones'between the-
ory and practice, and the medlatlng,01rcumstance that con-
nects them is the teacher's decisions within a program to
_earry-out various procedures. The underlyiqg theeries may be
tacitly assumed; casually aceepted by ueingfspecific materi- ‘/
als, or critically selected as means to i&entified, deeireq /'
ends. | | | | _

-The episodes we present here represent descriptions of
instruction conceived by euccesstl teaehereuﬁﬁen aékedmtO“
put their minds to the task of descrlblng a few minutes of

'readlng instruction. Following each episode is a brlef/ana-

;lysie of the characteristics of the instruction based:on the

'AHPeradigm_ | :
Episode - - ; « ,/

The teaqher-of a foﬁrth grade class introducee the topic
of homonyms. Pupils are told to add one page to/their word
booke? and to entitle the page "Homqnyms." Below the title,
pupils areadireeted to copy a definition from'the chalkboard.

The definition says: “ﬁomonyms*,are different erds tHat

sound the same. They mean different thingsJ' Hombnyms are

*Llngulsts would be more llﬁely to call these homophones

- The source of information in instruction and instructional
materials may sometimes reveal the formatlve process of the
program.
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used in different ways and are spelled in different ways.";

The teacher puts the following pairs of homonyms on an
overhead projector: ‘"principle" and "princ1pa1 " "stationery"
and "stationary;" "capitol" and "capital." The teacher.
states the. definitions of the words, discusses the defini-
tions, and then puts an overlay on the overhead projector
that displays the definitions. The homonyms are designated
either noun or adjective, consistent with the definitionwon
"the overhead proﬁector; The teacher tells the pupilsﬁthat
.they know the difference between nouns and adjectives, but
to. look at prev1ous notebook sheets entitled "Nouns and
Ad jectives." The teacher directs the puplils to copy the
definitions“of the words on stheir page about "homonyms." The -
"pupiIS“are told to add the homonyms to their "Bank of Word
Cards," a pack of.3X5_cards with a-word printed by the stu-
dent on one side of the card, and a definition of the-word
_written in cursive on the other side of the card.

The teacher passes out dittoed sheets. Puplls are told
that: the sheet is a "Word Exercise." .Each sheet contains six .
sentences, each with a nissing word. -Pupils are directedlto

select one of the presented homonyms and write it in the "

RS

blank in the appropriate sentence. ' The words are paired -
beneath the appropriate sentence and designated "noun" or
"adjective." ’Each sentence in a pair requires a noun or an
~adjective in the hlank. | .

The dittoed sheet is self corrected when the teacher

presents the correct responses on the overhead projector.

2
- K
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Pupils W1th all correct answers are directed to write a sen;‘
tence of thelr own using each homonym’ in preparation for
readlng_the sentences orally 1nto a conventlonalktape record-
er. After tape recording thelr sentences, these pupils are
directed to work in small grcups with dictionaries to find
additional homonym pairs, and to write and fape record their
sentences. N N

Pupils with one to fourdwrong on the ditfoed exercise
are assigned to work with a tape recordlng machine” that uses
cards with strlps of tape attached. ©Each card has on it two
pre-recorded sentences for each of the six words studled

The teacher glves specific dlrectlons for operating both the

conventional tape recorder and the card and tape machine.

,-ﬁ

Pupils w1th five or six errors.on the dittoed sheet are iden-

tified and dlrected to 301n the teacher at the table with two

machines on it. A progector with a tachlstosc0p1c attachment
is used in a variety of ways to test these pupils. Included by
ir: the tests is the use of a seﬁ of vision screening slides.
Another machine is used to produce sound and assess hearing.

From a box of materials, the teacher gets a series of tests

:which includessome drawing, copying of figures,.arranging

blocks, tapping out rhythmswith blocks, and repeating digits,
among other things. The teacher records the results of this
worklandasome pupils are referred.for clinical assessment to

determine the cause of their misperceptions.

Anslysis of Episode 1

The focus of this lesson is on word-meaning recognition.

23
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The thrust of the presentation of "homonyms" leads to a task
of supplying missing elements. The level of comprehension is

literal. Pupils use syntactical inquiry into print to fill

'in the missing elements in the exercise. Throughout the

lesson the teacher determines the purpose for every activity.
The emphasis on the word and its definition puts meaning into
a lexical orientation, suggesting the view that language is

speechforvwriting;ia product. The words in this lesson are

&
.

treated as tangible entities to be associated with  ingle,

specific definitions, suggesting a behavioristic view of

'learning; This view 'is reinforced by the pPredominantly pas-

sive role of the students. The teacher is a source of wisdom

- throughout the lesson;'providing words, definitions, techndc-

alfinstructions for the operation of the machines. The use
of machines isha partlof each activity. The teacher is tech-

nologlcally dependent in Ris cor her rellance on the percept-

.ual tests.

Episode-IIa :Qf\lllm.

A fifth-grade class enters\a;portion ofla media center
with a small sign on a table that says, "Readlng Center." A
teacher 31ts at a desk working.with library catalogue cards_ N

in another portion of the media center. The children proceed

'h“nW1th almost no conversation to secure dittoed sheets from a

pile on a table, cards from one colorful box, small notebooks

from another colorful. box, and 1n some cases small books from
another There are many.more boxes neatly‘stored in the area,

A

24
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each containing notebooks, cards, and small bocklets. We
 examine one of the cards. |

The card has a mimeograpﬁed sheet stapled to it which
contains the following: -Box CL4, Card 73, Book C4, Inferencée
Sentences. Directicné: Write your name, book, and card
number in the spécés proviaeds on-your answer sheet. Now l@ok
at the examples on this ceri. Look at the words;in the sen-
- tence. Look at each word one at a time. Then join the words
toéether to get the meaning of the total —sentence. Now look
@t the multiple-choice statement below the sentence), again
considering each word. ‘Choose the best sentence to answer
the question. Write the letter of the sentence you chose in

the blank provided on your answer sheet.

EXamples

1. The old man shook in his boots when he heard
"the sudden noise.

The. 0ld man felt angry.

The o0ld- man-felt afraid.

The o0ld man felt happy.

c'p

e

2. The boys and girls clapped loudly as they
watched the clown perform.

a. The boys and girls thought the clown was
entertaining.

b. The boys and glrls thought the clown was
borlng.

c. The boys and glrls thought the clown was
sleeping.
The énswethofexample number 1 is b. The answer to
example number 2 is a. Turn to Page 20 of book C4. Do all

of the exercises on;Pages 20 and 21. Write your answers on :

<
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your answer'sheet When you have f1n1shed replace your book .

and turn this card over, Correct your answer. sheet and write

the number correct in the answer box in the upper right-hand

corner. If you have a score of 8 or morse correct, you have

the necessary skills to go on. 1If you have less than 8 cor-
rect, get card number 73R from the C4R box and continue work
on Inferences Sentences. You must get 8 or more correct

before you go on to card number 74.

Analysis of Episode I1

The exercises the youngsters face in Episode II“empha—

size semantic reconstruction as a program focus. The compre-

hension task involves a multiple-choice question and infer-

ence is emphasized as a level of comprehension. The under-

lying assumption is that the purpose for reading is initiated

T

by-the text. ~The category of inquiry into prinf'that-is

emphasized is semantic context, but thé sentence is the lan-

>

guage unit emphasi’zed.
.The erphasis on written answers suggests the v1ew that
language is writing, a product of thinking. The approach to
meahing'is synthetic fusion as indicated in directions in the
text. The view of learning is predominantly'behaviofisfic in
that the desired written" reSponses are all the teacher seeks
to promote.-. Note the directions to use the bank of flash
cards. Theﬁieafﬁefs are v1ewed as pa331ve and neutral fUr-.

ther supportlng the idea that the teacher's concept of learn-

1ng is behavioristic.

Y
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The pedago%lcal approacH is predomlnantly a’ rellance on -
B gAY
programmed materlals. Apparently the student 1s not expeﬂted

-

0 to make 1ndependent dec131ons,\ A dlagnostlc concept relatlng
i to reading skills seems "to underlie the instruction to work

.\ - on inference skills if a sufficient number of qﬁeStions are .

e

b ‘not answered correctly The prototype may be con31dered

»

AR teacherless in terms of the teacher’ s role, and the currlcu-_

<

lum thrust emphasized appears to be technology

‘; Episode III .
| - A.eixth—grade plass'completee,a‘social—studies4unit on“
community livinét Several students ask the teacher to help
them do further studyr%ith maps. They identify_an exercise
in their textbook ent1 led "Our Toﬁn Faces a Problem;‘includ;

"ed under "Suggestlons For Further Study." A map representing'

a community, a key to[the cartographlc symbols, and a para-
_graph explalnlng/ ‘problem appear on-:%the page.' The paragraph

reads as follows. -

A-Community Faces a Problem :
: The community shown on the map is- grow1ng
fast. ©Shaded areas show where new houses will be built.
Find the largest area of new houses. In miles, how far from
the fire station will the center of this area Be? In case of
fire, the new homes will be in more danger than the other
"homes. The people of the communlty vote to build a second
fire station. A committee is chosen to pick the best site
for the new fire station. .Two sites or .places are p*cked
Some people want the new fire station to be near the village
hall where the city officials have offices. See."Site A" on
the map. Some people want the new fire station to be near
- the sports arena. See "Site.B" on the map. Which site do
you think is best? Why is the site you chose best?  Wiere is
the fire station in your community? Is your fire station in
the best place? What does "best" mean in this paragraph°
What does "site" mean. in this paragraph°

27
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The teacher agrees that'class tlme canrbe used to work
on the problem. The teacher suggests that the”students know
how‘to identify and solve the problem in the paragraph, indi-
cating that this kind‘of work can strengthen the students’
problem-solving ability. The_students’ask-what the best way
_to solve the problem is. The teacher replies that they |
'should use their god-glven ability to understand the para-
- graph by thlnklng darefully about it. The students are en-
couraged to pursue the problem and ask for help only 1f they
Vneed it. The teacher comments that it is good for the stu-
dents to struggle a b1t with the problem and suggests that |
they be certalngthatﬁthey really need»help before they ask -
for it. o t.\ o R ’ L
After the problem is solved, the students ask if they
‘can make a map -of thelr community and locate a fire station
‘site on it where they\think it.ought to be. The teacher

agrees At one" p01nt” paint is spllled on the map, the table,

- ‘and the floor. The teacher settles the anxiety of the stu- -

\
dents by helping them to clean it up, gettlng them started on

‘a new map, and commentlng that everybody spills palnt some-
times and we must all egpect ourselves to make such mlstakes.
In starting the new mapt the'teacher remembers a map symbol
template. another teacher~owns,.borrows 1t and shows :the
students how to use it. 1 One student s mother seeks a;confer-
ence and complalns that the spllled red palnt stained her
'}tglrl s new dress. Later, the teacher comments to the prlncl--‘

pal that ~the chlldren need to try out the1r own 1deas and

T \

¢
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that the experience the girl had was worth more than the

dress.

Analysis of Episode IIT
The hind of reading that Episode III focusses on is
_predodinantl& knowledge construction,gbut both ‘syntactic and
- 'semantic reconistruction of the author's message is inVolvedf
The-level of comprehension is evaluative, and the text pro-
vides questions about the passage ‘and the map. The_purpose
for reading is set by the text because the problem“directs’
the reading, but the students théﬁselves elected to do}fur-
ther study thereby sett1ng their own- overarchlng purpose. -~
_Both of these purposes were encouraged by the teacher. In-
qulry into print focusses on the category of plctures, maps, .
and dlagrams, althOugh other areas are 1nvolved.

'Many language -units requ1re~process1ng by students'in

this work, but the questlons requlre deallng w1th the infor-. =

matlon from the paragraph which is the unit of emphas1s. The

teacher s reference to the student's "god-glven ablllty,to.
understahd" suggests thatghe or she may harbor thehview that .

ianguage is innate. The approach to'meandng is contextual.
The paragraph develops the meaning of "site" and the term is
used on. the map. o . |

The view of 1earn1ng suggested by th1s prototype appears

. to be mentalistic: The children are active in- the1r 1n1t1a—
'tlon of further study . The teacher encourages the1r active-

ta

'ness, apparently Operatlng on the assumptlon that they are

-
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basicallyfdriven=by good intentions.‘-A_reference is made to
'strengthening their already existent.problem-solving_ability,
.-suggeSting’a concept of facult&~psychology. This view is _
also apparent in the teacher's comment suggesting:that the -
children will benefit by struggling a bit with'the problem.
The pedagoglcal approach involved here 1nvolves a tech-_
nical 1nformatlonal approach in that the cartOgraphlc symbols
are a major focus of the lesson. Further, the map 1tself
| seems to have captured the 1nterest of the students and the
teacher encourages it. The content unit approach is involved
to some/degree because the lesson is an outgrowth of a-unltr
on - commﬁnlty living in the soclal stud1es area. The téacherfs
comments on the way the students worked on the problem and
the incident involving spilled palnt,.suggest that the promo-_
tion'of social and psychological ad justment is a key_approach
to'reading problems. 'The role of thevteacher throughout thel
prototype is clearly a gulde and monltor.“‘The curriculum
thrus+ focusses predomlnantly on self actuallzatlon because _
the students are encouraged to pursue a task they set for
thlemselves. However, overtones of-social reconstruction are
evident in the problem itself; .Locating the best site for a -
fire station is a concern of a good citizen. ”Similarly;»

- aspects of cogn1t1ve processing are ev1dent in the teacher’'s -

/v1ew of learn1ng and sklll development

Conclusion 4 o '
These episodes-have been included here to put the pro-

grams we, will now review into.perspective; No published



program short of a teacherless one can controi.completely
what happens in the:classrboms in whicﬂvit is used. That
means that the classroom realities'cén't easily be predicted
from“thé program'and'that classropm_ekperienéés will differ
greatly within prdgréms; _¢ _
Teachers.can'conSiderably alter progfams by stressiﬁg or

not_stressing aspects of them.

]
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CHAPTER 3

Profiles . ’ NN
LU= E8 | . \\\a

Seven basal - readlng programs are. examined here to demOn-

. strate the applicability of the theoretical classifications .

discussed in this report. (See Appendix B for titles)._ The-

Program Profile instrumentJ(Appendix A) is'applied'to these

series to determine the- theoretical categories represented in’

the different programs , Profiles of the programs are pre-

'sented in the Program Profiles (Appendix c). The numbers"ﬁ

in the Profiles represent degrees of presence of the charac—n

teristics in the teacher's and pupils' materials.. "3" indi- '

‘catss that a characteristic is predominant in- the materials.

"2" indicates regular occurrences of the characteristic. "1"

indicates the: characteristic is present to a minimaI'degree'

'"O" 1ndicates that- there is 1itt1e or no occurrence of this
characteristic ‘J

The ‘teacher's materials are rated_separately from the
pupils{'materials permitting a comparison The teacher re- "
'ceives a. separate set of materials to which the pupils have\
. no access. The pupils perform tasks which the teacher as-
\ signs _ The profiles reveal that some series give teachers a

description of their role which differs from the .actual lm—*

plementation of the program ‘This is especially significantg

when it is realized that the teacher's guide may be the only;m

source of information about reading instruction avallable to.

R
& 5

the teacherf

Findings based on the réview of the seéries are discussed

in this,section-of.the;report. This'section of the manu-

script'provides insights intO'thefapplfcation of the profile



instrument’ to a_readingfprogram as well as into the indivi-
dual programs reviewed. It also provides a- 3uxtapos1tlon of .

',the‘series' presuppos1tlons 1n the four theoretlcal areas:

Q

reading, language, eachlng, learnlng

The pro s represent varlous comblnatlons of under—

lylng c 'structs footed in theoretlcal pos1tlons The pro- 5/

- v /,

grams may have been created without conscious reallzatlon of/

.//
‘the fact that as act1v1ties and questlons were included -/

assumptions about reading, language, teaching, learnlng were

being made._ The program planners may have been 'aware of/thls
'relatlonshlp between the spe01f1c elements and general fea-_
tures of their program. They may have -intended that thelr ;
program be eclectic,ta comblnatlon of constructs. Or they .

may have planned to follow one theoretlcal 1dea thrdéghout

materials Wthh would represent one phllosophy of curr;culum.

We cannot determine the basis on which these mate/ials were. .

‘prepared. We can however examine the'materials. o- identify.

the ‘constructs within them. This is what the”féllowing PrQ'.

,files accomplish
Combine the findlngs in’ any of the four theoretlcal

categories and a pattern emerges.' If the "b-categorxes

g,

it. the.larger pro-

file of the series, then the program lS.lnCOHSlStent “This

L 'demonstrate.presuppos1tions which do not

profiling process makes no ‘Judgment about the inconsistenCies,A
which are revealed; it only indicates- he features within the

theoretical framework of each,progr,'. Potentialiusers of
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" their instruction.

In the follow1ng d1scuss1on of the reading programs, the
four theoret1cal areas are d1v1ded into two sets of 1nter—
related constructs. ) Readlng and language are related obv1ousf
ly in that the pr1nt read is a form of languaoe, and that

readlng is a language process. . Teachlng and learnlng are

: related in that the teacher deals w1th learners. ‘It the role

constructed for elther teacher or learner does not- complement
the role of the other partlclpant in learnlng, the program

w1ll contain inconsistencies. The féllowing sections should

be read to discover the consistencies and inconsistencies

within each of»the programs as well as the theoretical'diver—»
s1ty which the programs represent There are common-charac—
ter1st1cs among the series, but each serles 1s un1que in its

spe01f1c comblnatlon

Overview - N

[

The programs are used for the same purposeé the instruc-

tion of reading in the intermediate grades. Although pro-

/

grams‘reviewed may include materials for‘the'primary grades .

as well, the focus. of .this study is the intermediate grades.

Materials reviewed are those specified by company representa-
tives as the "basic". program. Supplemental materials are not

necessarily treated- but in some instances we comment Op;

‘tlons ‘within what a company des1gnates as the .basic program '

are. treated as part of the basic program Optlons suggested

34



1n the basic program but requlrlng/the purchase of SpelelC
supplemental materlals, other than tradebooks and writing

»

'materlals, are treated as supplemental rather than basic.

"Program I -
Program Iis organlzed into thematlc units Wthh are
“divided féto sub-units. Each unit contalns several sectlons.
Included are sections on 11terature, social. studles, mathe-

/

,matlc ’ and'sclence.v Plctures accompany almost every passage.
AOften these plctures are an 1ntegral part of a story. In
some/lnstances, plctures prov1de a basis for development of .
skllls in 1nterpret1ng plctorlal 1nformatlon Passages do~
not exceed four pages in 1ength | Each passage cons1sts of a
story with questlons about it. The questlons may refer to
Iother _basages within the unit, or to other units in.the book.
| ‘Both the act1v1t1es and the student's attentlon are
d1rected to a varlety of readlng Skllls requlred for readlng
“text 1npd1fferent subject areas, The program uses questions
to develop skills needed to deal with each of the subject
areas. .The focus or subject—mafter related skilis'appears to
be a unique focus. . The cons1stent use of SklllS related to
variations in reading dlfferent materlals is an outstandlng

‘characteristic of this series.

‘Program II

-

" Program II 1is organized into three levels for each of

grades 4,'5; and 6. The_selections are arranged into-a loose

[
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Program 111 o .f '.f
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“topical organization; The content_varies widely in form from

poetry to how-to-do-it articles. Studybook exercises that
accompany thefselections reinforce the skills emphasized in -

the 1essonror section.. The program uses a varlety of means

" to make the books visually interésting. Dlverse media ranging o

from cartoons to photographs are used in the text. A chart
listing the skiils, understandings, and attitudes‘which are

present at the particular.level appears in the front of the

Teacher's. Edition. An index gives the page location of key

words and the skills emphasized in the text.

The most-unique'characterisfic of Program II resides in
its philosophy. Reading is seen:as.an ekfension of natural
language development. keading‘;s.a.personal and a social
form of communicationf Reading 1is ekperience extended. The

1ast“phrase most closely encapsulates'the‘uniqUe‘phi1s0phy of"

Program IIT for the m1dd1e grades contains one {ext'and

one workbook for each grade level Teachersv-edlt;ons con-

—

‘
/

tain guldes d1v1ded 1nto six bookleté// Booklets are boxed - /}'

for each 1eve1. Two books of evalu? ion masters for dittoe- !

/
/

ing are provided for each level. One is a book of pre-tests.’
The second 1s ‘a book of post tests; and achlevement tests for

each unlt Supplementary paperbacks are prov1ded Study

.guldes are cons1stently prov1ded and : film strips are avall—

able.. A summary ofhlntroductory booklets is published under

’ \\4“ -
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a separate title. A booklet containing a detailed index of
skills and materials is provided for each level.

Program IIT is.unique in its total language approach,
and its structurlng of content materials to 1nclude examples

"of masterworks of art, literature, and non-flctlon.

Program IV

The pages and covers of Program 1V ‘are full of colorful
pictures. The materials for the student cons1stxof a basal
reader and a skills workbook. The skills handbook holds six
sections, each based on'one of the "strands" of skiils in the
program. The pupil is ekpected to complete these pages as
they relate to individual units of the reader. ; |

A correlation between Skllls handbook and reader is
elaborated in the teacher's edltlon of the handbook. The
teacher s gulde to the basal reader d1scusses use of the
skllls book, 1nd1cat1ng that the SklllS book 1= essential to
. the total program. But the 1esson plans in the- teacher s
guide to the basal. reader do not refer to the workbook pages.
1t seems poss1ble to. use the reader W1thout the skills hand-
book. A book-length story is anot. er feature of the program
Each level contains one book-length story at. the end.of the
studentdreader. Since this feamure_is part of the reader
itself, it iska'distinctive and'integral part of the program.

The maJOr characterlstlc of Program Iv 1s that it en-

compasses an enormous number of 0ptlons. So many skill

strands are part of this program that ﬁhe‘teacher might have
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to spend inordinate amounts of time to develop them all.
Another characterlstlc is the emphasis on words as vocabulary\”\\
1tems and structural analysis exer01ses. This emphasis on
isolated words limits the time spent in activities related to

the reading of stories and passages.

'Program v
Program V is unlque in that 1t prescrlbes a literature

approach to reading. The stated purpose of the series is to.
teach children to read and write 1ndependently by flrst grade,
to provide selections of literary quality-and rewarding con-
tent, and to correlate a language arts program from grades_
one’ through six. The program is des1gnated for the average'
class and purports to-allow for individual differences,///ne
lessons are 1ntended to stlmulate the bright studeﬁfs and to
help the slower student develop more complex readlng and
writing skills. The foundatlon ‘program for the 1ntermed1ate
grades consists of one readlng text per student and one teach-
er's edition. The teacher s edition includes guided lessons
and materials to develop each‘story as well.as directiqns for

| developing a variety of language activities. _ i

l An outstandlng characterlstlc of Program A appears to be

1ts . use of llterature. The ser1es contalns numerous storles

about ancient cultures as well as modern classical literature.

J B
v

‘Program VI

Program VI readers are primarily for older students

5.
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reading bewa grade level.. Each book consists of ten thematic
units/ Provided in each unit are both literary forms and
informational articles. ‘Word attack, » Vvocabulary, comprehen-
sion /and study skills are provided for in a clearly v181ble,

splral develo

ént. Frequent assessment of progress of these
skll;s provided through evaluatlon materlals which are
ented for ereryftwo units. o o

The most oufstanding characterisfic of the prbgram is

N

\\1ts thematlc unit approach There is a balance maintained

f , -

among 11terary forms and a varlety of 1nformat10nal artlcles.

Program VII ' ) o | - : -
. Program VII is designed for studente liviﬁg in foday's
Pluralistic metropolitan society.. Materiali for.grades‘h; 5,
and 6 include provisions for review and remediation of_prinary—*,
grade.skills in a skill maintenanoe component The authors
state that they seek to meet four criteria with thls programh
They want the program to reflect 1) modern research in reada-
bility, and 2) the characterlstlcs of a pluralistic society.

- They seek to prcvide a 3) review of phonemic and struofural
analysis.ekills.in the intermediate-grades portion of the
program, and they seek +to L) differentiate instruction using
the materials of.the"prOgram.‘ ' ; , | .

. Each book is divided into six units. Each unit reflects
o " a different confen£ theéme.. Throughout, the skills areireQiewed
 in optional "extra" sections of the pupil text. There are

. Y
separate skills. workbooks and placement tests which are degi-

gnated supplementary components'of the program. - The student-

. . ) . SR
3 ‘:) : . “‘"?‘:‘ )



39

text and® the teacher's manual are designated as the basic

program. These contain no provisions for evaluation. A

skills book and mastery tests'cohtain prévisions”for~evalua—

2

tion, 5ut_they are supplementéry. If the basic progrém is
purchased, éxé;usive of supplementary ﬁatefiéls, teacher;
must make their own prbyisions for evaluationﬁ"

| Program V%I isAunique in two'Ways. First; the ébnfent’
of the stories reflects a modern; urban, pluralistic .society.
Second, readability;principleé'have been applied in éélécﬁing-'l

and writing the stories. o ! )
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Language and reading, as we ordlnarlly thlnk of 1t Tare
1nseparable. Here in thls\chapter, we. treat the areas of
language and readlng with respect to programs reviewed. The
program reviews under “Readlng" deal "’ with the focus of the
'program, comprehens1on tasks, levels of comprehens1on the
way the purpose is assumed to be determlned, and the mode of .
inquiry into print. The rev1ews under language focus on the

unit of 1anguage emphas1zed the underlylng view of language,

and the way meanlng 1s treated
. \'

 Program:I . o ' o

. ‘ ’ . /.’

/
!
;-
!

Reading _ : .

The authors stress the need for reading-skillsthat/éo
beyond the literal'level of meaning."They emphasize the
p01nt that Whlle the pup11 must be able to get 1nformatlon
from the page, 1t is most 1mportant to 1nterpret this meanlng,
to have the skills necessary for cr1t1ca1 and creatlve read-
ing. To some extent, the activities develop these skills.
However, the constraint of u51ng materaals from science,
SOClal studles, and mathematlcs on an elementary level seems
to requlre exten51ve use of meanlng reconstruction tasks.

All of the comprehension tasks 11sted in the Program

i,

Profile Instfdment»(See Appendix A) occur in Program I except -

_suhjective.reporting. Following directions, supplying miss-
ing elements, message recognition, and message reproduction
" are all represented extensively. The comprehension tasks

focus on the elements most common to specific kinds of content

~
4z
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:a;ea. For exaﬁple, the questlons about hlstory artlcles 1
.stress cause and effect relatlons, and the science- passage
questlons requlre problem solv1ng responses.

- In both the teacher's manual‘and the activities fofpthe

pup11 there is an almost equal empha51s on literal, inferen-

(
tial, and evaluatlve levels of comprehen51on. ‘The elemehtary-
.sclence, mathematlés, and _social- studles t0plcs of the pass-..
agés lend fhemselveé to factual questlons.- Factual questlons
in Progrém Iutend'to be literal questions in-eVaantion mate-
rials for the pupil. |

In Prograﬁ I, purpose for readlﬁg is almost exclu51vely
determlned by the text. Shortusectlons ‘which appear Just
. before a passage tell the pupil about the skills ‘that should
be applied in reading that passage. vThe qﬁestions affqr ap
passage usually reinforce these skills. The teacher general-
ly follows:directions; except in the case of a rémédiai réad%‘
er:. The teacher's manual gives géneral.procedupes'for'remed-
ial wdrk, but the details for hatdling each paséégé‘é¢ the
remedial level are - left to the discretion of the téacher.
Open-ended questionsAor topics for discussion follow most

passages,ﬁbut these are optional.

of the'nine categories in TE of the Program Profile:

-Iﬁstrument’(Sée‘Appendix A) only cqnfigurétion and environ-
' mental context are not represented. Phonics and étructural
word analysis are repeatedly uséd-to teach word-attack skills.
Dic%ionary skills are developéd,frequent1y=to introduce and

reinforce new vocabﬁiary rela%éd to the different subjecf'
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.'areas discussed in the passages; Skills involv1ng pictures,
diagrams, and maps are related to these subgect areas, and
Program I includes them.

| Language ]

The development of skills. for reading content area mate-
.rials is the maJor concern-of Program I. Four subJect areas;
Viiterature;'social,studies, science, and mathematics~ are
represented in passages in each unit. The units are based on
themes which .are general enough to include aspects of these
subject areas. In activities included with each passage, the
,pupil is directed to get informationﬁfrom each'paragraph._;
Once the main idea, supporting details, pronunciation and

" definition of vocabulary have been i:dentif'ied the pupil is
assumed to be ready for more complicated tasks of 1nference
or evaluation. '

There is no clear evidence indicating.a_definite view of
language;p There is some indication that language may be
viewed as speech and writing in that the student actiVitles
entail speech and writing activities. .

| There ‘is a'dual emphasis.on both lexical and contextual
meaning Frequent focus on diptionary skills and vocabulary
exercises give 1mportance to lexical meaning in materials for
both pupils and teachers. The questions after each passage
,are based on information which the pupil can.determine through
" the use of context"analysis; .Focus on smallerpunits of lan-

guage such as syllables are viewed as: a.necessary step, but

-




o
cne,which is not to be dwelt on.

Program If

- Reading

" The program focus of Program II.is Onsmeaning reccnstruc-R
tion-and knowiedge.ccnstrnction. The questions that the
students encounter 1n the text and from the teacher are de-
signed not only to develop the ability to answer 11tera1

questions but also to draw conclusions as an aid to get mean-

,ing from print. Sound or letter imitation, word identifica-

tion, and word'meaningvrecognition are used only to a minimal
degree.. | | |

The predominant task.used tc get at comprehension is
questions'about the passage. These questions arevproviaed in -
the teacher s guide. Multip1e~choice questions;'meSSage’
recognitlon, and message reproduction are used frequently in

the workbook exercises. Subjective reporting is used,to a

!.significant degree. True or false questions, following direc;”

ticns, and missing elements can be found in the lessons, but
they are not emphasized to a significant degree;

| The four levels of comprehension; literal, inferential,
evaluative,.and appreciative; are stressed strongly in this
program. The 1essons help the stndent develop the ability to
recall such literal items as facts, details, and’ sequence of

events. The lessons emphasize drawing conclusions from the’

-story, substantiating the conclusions, and making inferences.
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?EFognﬁ'throughout'the program_are'QuestiJhé requiring,judgmants.
igéglto whether the selection ia_fact’or'opinion, and realistic

vor fancifui. The author as an authority alSO'comes omder
_aorutiny as the‘studemt engages in a range of activities to
oritioally‘evaluaté the se}eotions._ The appreciative;level
is.also important for thé'studont e#amines the features of

/ marrative writimg:ano the stylisfic olememfs oséd.by the
authors. | | o |

Program IT sgéks to have the student ‘set the purpose.
'_Freqoently found'in the teacher's matorials are suggestions

indicating pictures to set tﬁe purﬁosé. Implicit in this -
brogram is the idéa that the pupil should become an indepemd_
ent reader and read,fOr.individual purposes.. The text plays
an influential ‘role in setting purPQSe by the headnotésgcon-
"'taimed at ‘the begimnimg of tha'stories and by the gquestions
it suggests that teachers ask the stﬁdents'for-guided reading.
The. teacher plays a mlnlmal role 1n that the teacher is not
bound to the program -and may offer hlS or her own suggestlons
\The text's suggestlons are 0ptlons. The teacher's role 1s.‘
:do—empha31zed‘1n_sett1ng tpe purpose.for reading. _
Semantic. context and syntactic'context are tme predomi-
*nant mode of inguiry into print in Program IT. 'The program
treats them as one and refers to:them. not 1nd1v1dually, but
together as context cues. The studept is urged to_return to-
the story and use these COn%ext cues when unfamiliar words
are encountered. The use of pictures, diagrams, and maps are

. stressed but not to the same degree as the context cues.




chtlonary skllls are taught but they are to be used as the'
1ast resort if the context cues can't prov1de the 1nformatlon .
-needed.l Phonlcs,.structural word\analys;s, and ‘synthetic
._word approach:are minimally found in'the program. No direct_.

ev1dence was found for the use of configuration or env1ron-,

mental context,' " | .-

Language . _

Program II treats ianguage primarily as a probess.“ This,
_v1ew is cons1stent w1th its basically cognltlve thrust, The
ong01ng relatlonshlp between language and knowiedge ‘is evi-
dent. A strong emphasis is also given to 1anguage as speecy
: and‘writing.'.Language as a measurable and-observable entiﬁ&'
is glven stress in the workbook exercises.. The nativistic
view of language 1is occas1onally ev1dent but not domlnant
_.These conclus1ons are based on statements and act1v1t1es
presented 1n the’ teacher s guide and pup11 tests.

".The focus of Program II is on getting meanlng from. pr1nt
The language unlts that are emphas1zed to a significarit. degree'
to ald‘ln this task are the phrase, sentence, paragraph, story*
or passage, and the chapter or section..,Questions.in the
teacher's and student's materials probing the student's under-
;standlng are des1gned such that the student must return to a
part;aglar phrase,'sentence, paragraph or the entlre story
in ordsr to understand the author's message. - The chapter or

section is emphasized, for'example, by questions asking stu-

dents to synthesize their knowl’edge and compare and contrast



up.

'Vtwo.characters ih different sections. Letters, units thaf
.areismallef than a syllable}“syllables: and clausesaAre not
stressed as imporfant“uhits'fo'he utilized by ﬁhe stuqenf ih.
_extrapting meaning from print. The word is an isolated'uni%;
.It_isnot'used‘fo-any significant degree in this_program
”whicﬂlemphasizes contextﬁal meaning. éhe book'and eOnfeht
-area;appear mlnlmally 1n thls program Wthh 1s made up of

s%orles based upon toplcal organlzatlon,' 1
| p + Meaning is a dominant concern in Program II The
rapproach of this program towards meaning is contextual ~ The
'fthrustﬂls towards the 'full context of the author's writihg;
The units of emphas1s,_the phrase, sentence paragraph s%ory{
and chapter are all called upon to prov1de 1ns1ght 1nto the
author' s message. Morphemlc and_lex1cal meaning, therefore,.
'are only minimally used by the student. No eridence of |

‘synthetic fus1on was found.
Program ITI

Readinge
Described as a total lahguage approach, Program IIf
claims to relate reading to the whole of e)éperiehce° Texts
are organized around six pasic concepts comprising the
centent areas§4 children's llterature, classical literature,
fine arts, language, sc1ence and the social sciences.
Detailed lesson plans for teachers are organlzed around

systematlc questlonlng concernlng the text and children's

~

hea
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experience- and systematlc act1v1t1es us1ng six readlng S
skills based on language units labeled phonology. morphology,

syntax, semantlcs, and rhetor1cal L1teral and 1nterpret1ve

N
c}'c

comprehens1on are 1ncluded within’ these shlll areas._-

The- focus of Program IITI in the 'student. texts regardlng
_comprehens1on is on meaning reconstructlon and knowledge
’construction though only the former‘is evaluatedi Howeﬁer,
all six cdtegories. of the 1nstrument are represented in the
lesson plans of the teachers guldes The lessons are sa1d
to be built around the pr1nc1ples of phonology of sound struc-
.ture semantlcs or meaning ass1gned to 1anguage units; and ‘
rhetorlc:or analysis of literary forms. The skills exercises

and text and teacher questions-carry through with these prin-
—ciples. ; : o - B ) _.e

Comprehensionitask'emphasis is on Subjectite reporting
.;concerning-passages orﬁnessages. "What do yod think ..2"
and “Whyfdid ....2" dre the most_usual'reflective questions
in the text, and very common in the guided reading section of
the teachersf guldes. Multiple‘choice, folloWing‘directlons,
and nissing eleménts are question types obserﬁed on the eval-
uation tests. | 4 |

All levels of'comprehension are stressed in the system.:
Repeated-directions for_asking literal and interpretive ques- -
tions are given in the teachers'_guidesJ Reflective qdestions
at the end of erery selection in the student texts ask for
. evaluative interpretation. The evaluative and appreciative
levels do not appear to be evaluated however The appre-

A

ciative level is seen in teacher questlons in the lesson pIans
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and in_the generél format of the studenf.texts.

" lPurposes for reading are determined by the text almost .
exclusigely. The only leeway given the teacher is in the ’
selective decisiohsfmade regarding-the'mafefial to be present-

déd. Very detailed lesson plans with questions;ganswers, and
.directions are given the teachér in the guides. OCCasionally'
the gulde,iin~the guided roading section, diretts the.teaohef
to extend the. students’ experience bj asking for volunteers
to'research an aroa, Presumébly this would involvé studonts'
;formdlation of their own purpose. Extensi#e'enfichment acti-
vitios forjextendihg'students' experieﬁée are given for eaoh
~lesson plan. | A ‘ | |
| 'L Semantic context is the predomlnant mode Of'lanlry 1nto
v prlnt, with emphas1s also on structural analy81s, syntactlc 3
| context, and some attentlon paid to thnlCS and"’ dlctlonary
'skills and pPicture ouos. Reflectivo guestions-in the text
all ask for interpretation énd évaluation‘bf meahing, as do
teacher questions in tho guides. Skills aotivlties in each
lesson plan ask for morphological, syntactiecal, ‘and structur-

Y

al word analysis. o _ S .. A A

Language'

. Program III is descrlbed as a- total language approach

-

‘which explores wrltten English from the five vantage points

of phonology, morphology, syntax, semantics, and rhetoric.
: - ,

All units of language listed in the Program Profile

Instrument are.represented in the series to some degfée. The

reflective questions for the students deal with the story or

oU
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parts of it. Skill developmerit activities in the workbook

and largely in the teachers' guides deal with morphemes, °

wordsd.some\sentences, and phrases. The introduction to the-

»

material for -teachers and a summary of the system describe

' how selections revolve around themes in content areas. This

claim is not obVious anywhere else in the program though
there are many excerpts from: literature, and reproductions
from the world of art.

Language is viewed as a process based on meaning Rhe-
toric is produced by an interaction between the writer' S
thought sens1b111ty, command of 1anguage, and hlS or her
response to whatever leads to undertaking the writing task.

The predominant focus of meaning in Program I1T lS con- -
textual meaning. The full context-of the author's. message

and'its_implications"for the reader are stressed in the re-.

 flective questions in the student texts and in the teacher

guides. ‘But morphemic and lexical meanings are treated in
‘the skill development exerCisesof the lesson plans, and sur-
prisingly, the evaluations place at 1east as much emphas1s

on these meanings as on the contextual.
~ Program IV

Reading

There are two separate areas of program focus emphasis

in Program IV: +the determination of the meaning of words and

the detérmination of the meaning of‘paragraphs'and stories.

\

—————
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program reflect this emphasis. The majority of the activi- .

ties and test items deal with the comprehenéion:of either

individual words or whole stories. Four of the six program

fogus categofies in the-Program Profile Irnistrument (See
AppendiX'Aj are present. _The.dominant.feature isnmeaning
fécpnstrUction; Word meaning reqognitibn!and Enowledge con- -
struction are present to a high degree. There isllittie .
evidence of emphasis of syntactic reconstruction and no evi-
dence of sound or letter imitation or wbr& identification.

- The eight theoretigal catégorigs of comprehenéiqn tésks
_are pfeseht. Quesfions aﬁdut a passage, message récognition,
-and ﬁessage reproduétion are the dominant features in'thé
four catégories for teachers and students. ﬁost ofxthe,eoﬁ-
?rehehsion tasks in Program IV aré in the form of ques%ions_
about a story. In a&ditionrto pfovidiné information based on
reading a passage,rétudents are required to summarize and
restate stories. Multiplé-éhoice items aré'%;principél meas-
ure of:bomprehension. | ) — \

| Althbﬁgh all four categories of éomprehension ieveis are
present, Program IV emphasizes three;l 1iteral, inferential,'.
and appreciative.f There is a greater emphasis on what Program
IV terms "literary understénding and appreciation” in the
-teacher's guidebook than there is in the pupil's book or in
the test items.  |
The concept 6f reading in Prdgram IV is that it is a
_ combination of skills. The+index to the program indicates

the extent to which the program defines the spec¢ific skills
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inVolveo in reading. The abilities measured by the. Program
_IV mastery tests indicate ,the areas which the program empha-
S1zes._ An appralsal of t;e_abllltles measured in the maste;y'
tests indicates an emphas1s on structural word analy31s as
the pr;nc1pal means of decoding words, Other areas of ‘empha-
sis include iiteral and inferentialfcomprehension of stories.
Althoogh "creativity" is a "strand" with many references in
the index, it is not an extensively measured mastery task.
The text is assumed;to.be the determiner of the purpose
for reading;‘both.for the teacher and theipupil; A statement
,of purpose for reading precedes each s%ory The text also
states a purpose for d01ng each of the Skllls deve10pment
act1v1t1es in the pup11 skill book., There are few instances
in’which’the teacher or pupil have an opportunity to deter-
- mine-a purpose for reading. |
Program IV stresses the structural analysis of words. .
Prefixes, affixes, and root morphemes are topics of'activi—
ties and test items in every ﬁnitﬁ Occasionally this study
of morphemes provides for a synthetic approach to words.
Although.the pupils'aiso learn to use thefdictiohary, fhe
use of the dictionary is not part of most'of the evaluation
‘materials.
.Language .
- Program IV emphasizes three language units: the affix
or root morpheme, the word,_and_the story. A voqapulary’lisf

~and the reading of a story are part of every lesson plan.
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; The structural analysis of words is also part of the SklllS
development in every unit. ZFEach level ;n Program IV ends
with a "book-length" story, and the series'refers the teacher
and pnpils to other books they could.include in their reading
program. Therefore, the . book is part of the program, although
it.is not an essential act1v1ty in each unit.

Program Iv presents the view that language is wr1t1ng.

This v1ew is evident in the program's emphas1s on pr1nted

1anguage.< Emphas1s is no%t on preparlng pupils to speakhor

11sten more effectlvely. The serles focusses on determining
 the meaning of printed words. which are treated as;objects to
be decoded accoraing to rulesvand'patterns. Al though intro-
ductony material in the teacher's edition suggests that lan-
guage 1is 1nnate,nth1s theory is not eV1dent in any of the

teacher lesson plans or .pupil materials. 7

ln Program IV, the pupils learn to determine the’meaning
of words orimarily in three ways: l).fromrstructuralvanaly-v
sis of their'morphemic structureg.z) from dictionary defini-

-, ) -tions emphasizing lexical meaning; and 3)‘from the contekt'in

.which-Words ar® used. The focus on morphemes is evident in ”
skills>activities in every unit. Every story lesson intro-
duces words which the students look up in the dictionary or

".° glossary. The eﬁphasis on context is evident only in the ~

evaluation materials in which pnpils'nust'determine the cor-'ﬁ
rect word to ﬁse; |
‘ Morphemes are proninent“in the view of language in Pro-

gram. IV, Structural analysis is the major thrust of vocabulary

L
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.fand decoding activities. The other maJor form of language
'encountered is the story or passage. However,-even in read-
ing a story or passage the students are alerted to the use of
‘affixes. PreView and reView actiVities for many of the SLlec-'

tions in the reader emphasize +the affixeS'used.
Program V. e -

Reading

Program V emphaSizes word identification and word mean- -
ing'recognition. The student regularly participates in exer-
‘cises which deal W1th irregular phonemic graphemic correspon-

u

dences, and also frequently practices related vocabulary (
drills. ConSiderable attention is also given to”sound—symbol
_correspondences which are useful in decoding whole:families
'of'words. | | | |

| Syntactic reconstruction is evident, 'but'not extenSively

implemented Meaning reconstruction as well as knowledge o

construction is more clearly observed and is Significant to

o the program. Each lesson-deals with numerous evaluative

. A
questions deSigned to assist the. student in, draWing conclu—

sions about the author J message ’

‘The text primarily'determines the purpose for reading.

" The teacher's'edition contains a prepared paragraph designed
to stimulate discuSSion and add incentives for reading a
fstory. The purposes forureading are determined to some

extent by the teacher. . The teacher has the option of reading

-



a story to the class if the content proves too difficult Jr

to provide an example of fluency or to. stress a particular\
intonation pattern. The pupils'’ _purpose appears tc be based'»

‘on suggestions fron the lesson itself. Occasionaly,  the te't'
contains 5ust a section of a story,‘andvthe self-directed_ |
s%udent can continue the reading in another source. ‘
The major’emphasis of Program V with respect;to compre-x'

f

hension tasks is on subjective reporting,iquestions about a
; passage, and message reproduction True or false questions,f“
| - message recognition and those stres31ng follow1ng directions
are utilized, but not consistently. There is 1ittle evidence

of any multiple-choice or missing eiements throughout_the'

5 series. | | |

Each of the four levels of comprehens1on appears to have ]
an equal anc 1ntegra1 part in the student s text. The lessons -
examined all contain.several questions on a_particuiar-level.
In addition, the-teacher's manual contains additional ques-
tions. to probe further understanding and depth of meaning
. Phonics is an important concernlof Program V. Much

emphasis is ‘given to structural"word énalysis, the synthetic
‘word approach and syntactic context. These areas areitreated'
in the correiatedllanguage,arts section. iThe_class.practices
these reading~skillsﬁthrouéh a dictation activity Six .sen-
tences from the story, are dictated and then c0p1ed on the.
board for the class to correct and review. The sentences-are
examined as to word structure and syntax.’

. Some dictionary SkllLS, pictures, maps, and diagrams are

incorporated in the teacher's manual. .Semantic context is

oy
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"not a. maaor concern in either the teacher s edltlon or the

student text. There is little eV1dence of focus on - configura-

tlon in the program._

Language
Program V includes a focus on the learnlng of a pr1nted
code for the spoken word, but: 1ts maaor emphas1s is upon the

unit of meaning. This unit is contextual, and it may 1nclude

* many aspects of language which pupils will‘use,to‘determine‘

meaning through context.

ProgramaV maintains the view that language is speech and

writing. = The language arts;program provides daily exper;

1ences of both within each lesson. The dally wr1t1ng exercl—

(=

ses strengthen the student s language acquisition. Group &,
dlscuss1ons generated by the text improve the student's%abill-
ty to generallze and . d1scr1m1nate. ' |
Lexical and synthet1c fusion are highly character1st1c
of th1s series. Much emphasis 1s‘glven in assoc1at1ng a word -
-and 1ts meaning. Vocabulary exerclses of the program dlrect
the studéent to the d1ctlonary deflnltlon and usage. The
learner then must d1st1ngu1sh 1ts meanlng W1th1n a sentence.‘
Program V's correlated language arts program prov1des

strong emphas1s on the word phrase, sentence, paragraph ‘and -

" passage. Bi-< weekly, students view sentences taken from their

own wr1tten work and analyze spelllng and grammar.,;Thls

,process all ows the_students_to see_thelr_errors, correct'them

as a group andfthen apply their knowledge by'recénstructing
S v
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qthe ‘sentences correctly

-

Syllables and units smaller than syllables are treated

“1n the weekly spellirig 11st The 1ntermed1ate spelllng lists .

focus on a partlcular 1rregular sound symbol arrangement

These llsts and guided lessons are present only in the’ teach-

er's edltlon.

Program VI

Readingd

Reading, as"viewed in Program VI, is'a:process which
inyolves the mastery‘of sequentially structured_skills such

as word ‘attack and- comprehenslon. Skills are’to be applied .

) to all types of readlng in various subgect areas.A‘

The prlmary focus is on meanlng reconstructlon or llter-_

al comprehension of the author S meanlng.v Thene is emphasls

. on knowledge construction or inference. However, this is

found‘primarily-in the teacher's material. ;The tasks through-

out all. three of the students' texts basicalfy require liter-

“al responses. Inference is stressed in the teacher's manuals

'-by‘the;questions suggested -from before'and‘after each story’

-

Oor passage.

All of the comprehension tasks except subjective report-

ing are represented in-this serles, fivé of whlch are repre-

sented to a h;gh,degree., The teacher's materlals give great-

est emphasis’ to questions about a passage. 'Message reproduc-

‘tion is stressed to a great extent -especially in the fifth

and sixthfgrade.level.materials. The‘passages in these books -

¥
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are“more technical and the questions ask pupiis to restate
information from. the texts.

' Although 11teral comprehens1on is the prlmary focus of
the. program, especlally in the questlons wh1ch are part of-
the pupllS materlals, the teacher's materials stress 1nfer-
ential comprehension as well.{ The questlons prov1ded_for the
teachér to use to dnitiate.discussion‘and to*check_on.pupil.
comprehension require inferential responses.r Some questions
and statements included inutheriifth and simth~grade}mater_
ials also deal with.evaluation and appreciation of the pas-
sages. . K. | | N

The purpose for readlng in Program VI is almost exclu-_

sively determlned by . the text The teacher s manual-lndlcates

. the purpose for readlng each passage, wh1ch the teacher is to

communlcate to the pup11s through questlons.- Statements of
purpose are also 1nc1uded occaslonally in the pupil text
" There are some optlons as to the use of questlons before a

passage which are left %o the teacher's d;scret%on.

s

Four of the nine categories of»inQuiry into print in the

Program Profile Instrument. (See Appendix A) are:emphasized to.
a hlgh degree in th1s program. -Practice’exercises:develop

these approaches to 1nqu1ry 1nto pr1nt and these skllls are
reviewed in the exer01ses 1nvolv1ng a scoreboard They are
consistently represented throughout all three levels. 'There

is no evidence indicating the use of configuration. or. environ-.

mental,/context.



l\.

59

. Language

There is no expllclt statement about language and its

relatlonshlp to readlng in Program VI. One might infer from

m'“the materlals that- 1anguage 1s seen as a product observed in

Tﬁspeech and wr1t1ng ertten and oral responses are requlred

by pupils throughout the program

The unit, the story, and the word are all employed to a

~ high degree. The unlt is comprlsed of various stor1es or.

artlcles centerlng on a spec1f1c theme. The word is empha-

slzed through vocabulary exerclses before each story or pas-

. sage and various exercises afterwards.

-

There is a-sllght 1nd1catlon that language may be viewed
bas1cally as speech and wrltlng since the maJor form of pupll

part1C1patlon in the program is through thelr speech and

) wrltlng, whlch is part of each unit and«whlch is measared in

the scoreboard exercises.

'

Meaning has no singLe primary focus. Three categories

of meaning; lexical,'morphemic, and contextual, are represent-'

ed iri .the activities of the pupil texts and the_measurements

of the teacher's evaiuation materiais. The teacher’s mahuals.
give less attention-to‘morphemic-and“lexical meah;ng than;the
pupil eXercisesiahd.tests. Thére is not’strong evidence for_

the use of synthetic'fusion.
Program- VII

Reading

' The focus of Program VII is predominantly meaning-

-

OY
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'reconstruction and'knowIedge construction. In instance after . .
lnstance,{the teacher poses Questions'to which the"students
are-asked to respond. These questlons can be answered 1f the
pup11s can reconstruct the author s message. Knowledge.con-
structlon is ev1denced by 1nstances of requlrlng students to

» relate the rz adlng selectlons to the1r real or 1mag1nary ex—
periences. ‘Word- -meaning recognltlon is’ present to a h1gh

_degree;" Before each selectlon, the meanlngs of words are
determined. There is’evidence of syntactic reconstruction
| Most of the comprehens1on tasks in Program VII are in

. the form of questlons about a story found in the teacher's
manual . Students.are asked;to‘proVLde 1nformatlon after
. reading'a"passage. In addition, students are asked to iden-

.“tify or recOgniZe passages and to reproduce messages in erL.
ting or in oral methods including'role playing and'dramatiza—
tions. There are no expllc1t evaluative comprehension tasks
present in the students texts.~ The authors recommend the
$use of their supplem\\tary 1nstructlonal act1v1ty books and
learnlng«mastery tests to‘reinforce and evaluate skills.

The four levels of comprehens1on are present: literal,
inferential, evaluatlve, and appreclatlve. Program VII
'stresses llteral and 1nferent1al levels, but there are many

: 1nstances which requlre use of the higher levels of comprehen-.*
sion skills. Puplls are requlred to analyze s1tuatlons,
evaluate motlves, predlct outcomes, and compare and contrast

e . 1nformatlon

' The purpose for readlng is assumed to be determlned
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predominantly by the -text. Primary and . seconddry objectives

are providedtfor each selection. Students have an opportuni-

~ty to think of reading purposes‘after reading the introducto-
- _ry unit paragraph. The teacher determines the purpose‘for-

- which the unit may be used.

Program‘VII stresses phonics, structural word analys1s,_}
the synthetlc word approach and use of syntactlc context to
a hlgh degree. Sound, word, and meanlng patterns are developed ‘

or reviewed in the Sklll maintenance program. The use of
context clues to define unknown words is the domlnatlng fea-_
ture in the vocabulary sectlon of most selectlons.' The use A

of the d1ctlonary is advocated to check the meanings der1ved

by the pupils.

Language : ﬂ -

Program VII 1ncludes a review of primary decodlng SklllS

concurrently with the Iearning of new skills. In a skill

" maintenance program, initial consonants,-vowels, digraphs,

and d1pthongs are covered In the regular lessons, the major
emphas1s is on the word, story, and chapter. A vocabulary
list accompanies7each story or poem. An.analysis.of words s

also part of each vocabulary lesson. A s1xth~and last un1t

'cons1sts of a group of related content selectlons.

Program VII views language as process. It stresses the

' idea that everyone' s language should be respected It gives

adv1ce to teachers of chlldren who speak what.is referred "to
as Black Engllsh and to those who teach read1ng to second K

language learners.
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The program advocates much d1scuss1on of concepts. The

o

RS

class spends a. great deal of time llstenlng and speaking and
:appre01at1ng the many facets of language
Program.VII_states that a word ga1ns“meaning'fromAthe
- way in which it is used; a contextual viewti In most.of_the~‘
_vccabuiary'lessons; bupilsdare fequired to define wo;ds‘ac-
cording to use. Howeyer, they are later 1nstructed to. check
the dictionafy“for further clarlflcatlon if necessary. There_
| are seyeral instanCeS‘ofbusing a knowiedge of prefixes to get

at-word meanings.

2
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’Tne“teacher'and the pupil ‘occupy the same environment

. in a classroom The classroom is where the read1ng program
is‘used The .way in wh1ch the teacher structures’ “this envi-
rqnment affects the way the pupil functions ~n 1t _.Each _
.readlng program gives teacher and pupll.roles e1ther througn
- explicit direotions'or implicitly.in the-materials. {he
broles of teacher and learner are 1nterre1ated ‘If these
views are inm confllct W1th1n a pr gram, the program is 1ncon;
51stent“ and flawed. to seme degree ‘The views of 1earning
and teachlng in each program are Juxtaposed in the follow1ng

dlSCUSSlonS) _ e
1

" Program I

Learning . _
| Al though the teacher'’'s manual in Program I empha81zes

what might: be 1nterpreted as a cognltlve view of 1earn1ng,

the student materlals strongly reflect a behavioristic view.
”The materlals for the child set the- goals, test their achieve- -
ment, and systematlcally relnforce them. The ch11d s own
1n1t1at1ve 1s only nomlnally attended to in that some open-
ended' questlons are included in the text. Extenelve -space

~ is given to behav1orlst1ca11y or1ented act1v1t1es. The large,

though not exclu81ve, amount of physical space may 1ndlcate a

- _greater concern with this type of 1earn1ng act1V1ty

‘There is no extensive explicit evidence for one particu-

‘lar view of the learner. In Program I, the teacher's manual

>
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and the instructions and activities'for the pupil treat the

learner as passive sometimes and othertimes the 1earher's

~ role seems to shlft from pass1ve to 1nteract1ve in. dlfferent

;act1v1t1es.. R R - . ¢
TeaChing'
Program I follows a traditional basal reader method

~Teachers are glven motivational comments to use before each
passage, Silent readlng is followed by questlons which re-
:quire the determination’ of the main idea and the development
of other .skills which that particular‘passage is used to
introduce or practice. The teacher's materials and the
pupil’s materials have'olear instructions‘abouélwhat is
expected of them as they process each'passage.,.

| There is no clear evidence of a'breference of method for-
dealing with reading problems. The entire text could be
v1ewed as a method of dealing with readlng problems in that
it provides all the act1v1t1es which the authors belleve are
necessary for the 1mprovement of. readlng abllltles The_
authors comment that 1nstruct10n may be modified for indivi- -
1dua11zatlonéor_remed1a1 work. Some concern 1s.demonstrated
for the'improvement of self:concept“of students, and for
teaching reading skills to correct or fill in deficits. But
these aspects of the program are not emphasized. fhe program -
generally does not concern itself with reading problems;

rather,.if devotes its sections to progressive development of -

an”arbitrary sequenced set of-readihg skills. Progress is

©



‘assumed if the teachers and.pupils.follow the program's °.
d1rectlons. n | o

The teacher is viewed as a technlclan who follows  the
directions of the manual. 1In some.lnstances,-the-teacherﬂls
‘given a’kind of script; The teacher makes few'independentv
decisidns. Questions which'follow each passage provide an
opportunlty for d1scusslons which the teacher may coordinate

with some 11dependence from the gulde However, some answers

'are suggested for these questlons The.0pportun;ty for teach;

-

er 1n1t1at1ve is 11m1ted

The teacher s manual and the pup11 materlals 1n Program‘

I stress the development of skills which are necessary for .
future reading act1V1t1es. The follow1ng program ielements
are v1ewed as. preparatory for future lifer familiarity with
”technlcal terms, basic concepts and 1nformation from the four
subaect areas presented in ‘the unlts, understandlng of th
soc1a1 s1tuatlons in wh1ch the pupil llves. The_questlons
and act1V1t1es in ‘each unit stress cognitive processes and
technology. Some of the activities in the pupil materials
also involve concepts of academic rationalism and social re-

construction.
Program IT

Learning '%u
Program II refl