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Workbooks

Special Note

The examples of workbook tasks used in this paper are from several
widely used basal series. The examples are used to give some "real-
life'' verification to some workbook problems identified by the author
of this paper. The selection of one publisher's material over
another's was quite arbitrary. The use of examples from tnese basal
programs does not imply that other programs, not represented in the
paper, do not have problem workbook tasks. Rather, the intent is
that the points illustrated by the examples be applied by teachers
and publishers to any workbook type materials being used, considered,

or developed.
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This paper is about the reading workbooks that are used in
elementary school classrooms. MWorkbooks that are designed to be a
component of reading instruction are a part of essentially every basal
reading prog;am. In this paper, the term workbook is used
generically, and indicates a consumable material .hat is assuciated
with a basal program and is to be used by individual students. Included
in this discussion are workbooks, practice books, skill sheets, mastery
lessons, and any other pieces of paper provided by a publisher for
students to write on. (Also included are ditto masters that are

available for teachers tc use with their nwn pieces of paper.)

The Purposes of Workbooks

What purposes do workbooks serve? Do teachers and students use
workbooks ? Are workbooks important to reading instruction? And, to
carry this line of questioning to its extreme, ''Are workbooks necessary?"
The first two questions, ''What purposes do workbooks serve?" and ''Do
teachers and students use workbooks?'' will be discussed in the next
sections of this presentation. But to the questions '"Are worktooks
important to reading?'' and '"Are workbooks necessary?'' 1 will, in the
absence of data, give a personal response: for some students, maybe,
for others, a very definite yes. | know of no hara data from any
carefully undertaken studies that contrast a reading program that

uses workbooks with @ reading program that does not. But, given that

kAM——__
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the practice of what is being learned is a time-honored concommitant to
tearning, and that workbook activities are created to give students
practice in what tney are learning, it does not sound too risky to say
that workbooks are important to the kind of reading instruction that

takes place in American classrooms.

What They Say about Workbooks

What do we really know about workbooks, their desiqgn, their effective-
ness, and their use? Part of the difficulty of discussing workbooks
arises from the lack of previous study on workbooks. An investigatiorn
of the literature of reading education reveals that very little bas
been written, for example, about the relationship of the content of
workbooks to that of teachers' guides and students' readers, about the
sequence of tasks that occurs in workbooks, about the instructional
design or quality of the activities that appear in the workbooks, or
about the relevance of those activities to the acquisition of reading.
The few papers about workbooks that have been published in the past
10 years are based primarily or the observations and concerns that
their authors have about the uses of workbooks. These papers are not
intended to be an extensive analysis of the design, relevance, and
efficacy of workbook tasks.

Better-than-typical examples of such papers are two 1974 articles

by Dolores Durkin who, as a result of visiting elementary school
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classrooms for a period of six years, made some observations about the
use of instructional materials. In one of these papers she presents
findings about classroom instruction that were ""readily apparent and
surprisingly persistent.' She found that: {a) teachers were spending
time on unnecessary and even erroneous instruction, and (t. such
instruction often was the result of an ungiesticning use of basal
reader manuals, basal readers, and workbooks. She described several
workbook-based teaching events that: (a) were unnecessary, or (b) rep-

resented ''turning means into ends-in-themselves,' or (c) constituted

irrelevant ard non-essential practice, or (d) were incorrect instruction.

Each of these events was based on what was in the workbooks the
teachers were using and was carried out because ''the children have to
know that in*order to fill out the next two pages in their workbook"'
or "the manual said to do it" (Durkin, 1974, pp. 13-17).

Wwhat do teachers in training learn about workbooks? The authors
of some much used reading methods textbooks give workbooks either
short discussion or no discussion. In a survey of recent editions of
12 such books, | found that what was said about workbooks ranged
from one line to four pages (and these are all very long books) .

One book lists some strengths and weaknesses of basal reader workbooks.
The weaknesses included 'are boringly factual," "emphasize mechanics,

word reccqgnition more often - un comprehension,' '"often too hard for
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lower third of class, yet lacking in challenge for superior pupils,"
“often lacking in clarity of directions and inadequate explanation of
purpose of . . . .'" The strengths include ""stress sequential learning,
help develop skills," "aid in diagnosing difficulties,' ''save teacher
time for preparation,' '‘are prepared by skilled persons,'' '‘provide
for extensive, effective drill' {(Spache & Spache, 1973).

The autiors of another book advise teachers to consider several

factors in examining .lorkbooks: the adequacy of practice on more critical

comprehension skills (such as summarizing, drawing nferences, and

sequencing); the sufficiency of workbook exercises (Are there enough
to allow students to develop mastery?); the control of vocabulary

in the exercises; and the likelihood that the exercises can be worked

independently (Carnine & Silbert, 1979).
Another author points otvt that workbooks can have edacational value
and that they can serve as diagnestic instruments. A study of errors

made by children 'will suggest to the alert teacher where further

instruction is needed.' Like many other authors, he cautions that

the way tea~hers use workbooks determines how effective workbooks

are (Heilman, 1971).
Still another textbook author lists criteria for the selection of

workbooks. These include the need for workbook exercises to: («) be

related to the reading lesson of the day, (b) be matched to the reading
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levels of the childien using them, (c) be used discriminatingly, (d) be
used for a small portion of the working day, (e) be used for appro-
priate reading skills, (i) be matched to the children's ability

(Zintz, 1977).

The Fqutioq of Workbooks

Ler's move from what authors say about workbooks to a discussion of
how ~orkbooks are used in classrooms. Workbooks function in a variety
of ways for teachers and students. i will first discuss how workbooks

serve teachers.

How Workbooks Serve Teachers

Sume ways in which workbooks serve teachers are obvious and
others are not so obvious. Among the obvious is that workbooks
permit teachers to keep some Studeats occupied so that other students
in the class can be taught in small groups.

An equally obvious but much less frequently mentioned function of
workbooks is that they provide the teacher with what is often the only
clear and uncompromised feedback about what each student can do. No
such unequivocal feedback about student performance is available to a
teacher during other parts of a reading period. Typically, a teacher
working ~ith a group of students will ask one student to read a passage

or to answer some questions. |If that student's response is acceptable,
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the teacher will move to another student. The teacher must assume that
the students who are not responding are able to read that passaqe and

answer those questions.

In contrast, workbook activities require students to work independently.

How students perform in their workbook activities gives a freacher informa-
tion about the performance of each student on al! parts of a rask. This
know ledge permits the teacher to make decisions about whetner or not
additional instruction is needed for students, or whether students can
slip ahead. From this point it follows that workbook tasks can be
diagnostic and prescriptive tools and that they can be used bv teachers
to evaluate the performance of their students.

Workbooks not only provide the teacher with ‘nformation about each
student, but they a'so allow the teacher to provide individualized
instruction for the student. They can be and usually are an essential
component of individualized instruction plans. Sets of workbook tasks
can permit students to learn a body of information at their own rate
and do so independently of the teacher.

In addition to these obvious functions, workbook use includes a
function that is not so cbvious. | hesitate to bring up this final
point for fear that it wili be interpreted as ""Workbooks are good
because they serve supervisors in their roles as classroom sroops."''
However, | would like to say that workbooks can serve super visors of

classroom reading programs in their roles of helping teachers become
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instructionally cffective. When supervisnrs check student workbooks ,
they can not only gain information about how students are learnina, but

they can also make some very strong inferences about hww teachers are

teaching. | agree that supervisors must also observe teachers teaching
and students learning for a more complete picture of what is happening,
but | argue that a supervisor can acquire a lot of information about
what has been going on in a classroom by checking student workbouxs.

| spend a certoin portion of my life working with teachers in
classrooms: one of mv routine procedures is to walk around the desks
and pick up and flip through sudents' workbooks. | check to see
(a) if the work pages have been done, (b) if they have been graded,
(c) what the error rate is on cach page, and (d) what type of errors
the students have made. Two minutes spent in this activity is worth
hours of classroom observation; it is in a sen<e a first pass at
gathering information that will help me help a teacher.

In concluding this section on how workbooks serve teachers, it seems

appropriate to say that well-designed workbooks containing useful

activities can be partners with teachers in the initial teachirg of

what is new and in the maintenance of what has already been taught.

How Workbooks Serve Students

How do workbooks serve students? Well developed workbooks containing

well constructed tasks can serve students in many ways:

Aruitoxt provided by Eic:
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Workbooks can provide students with a means of practicing
details of what has been taught in the reading lesson.
Workbooks can provide extra practice ¢~ aspects of learnirng
to read that are difficult.
Workbooks can provide intermittent review of what has been
taught in, for example, phonics, word meaning, and text
comprehension.
Workbooks can provide activities in which students must

L 4
synthesize what they have learned or male applications to
nev examples or situdtions.
Workbooks can provide students with a sense of accomplish-
ment, when the work is ''do-able," worthy, clallenging, and
has some ''‘payoff." (This is not to imply thac all tasks
simul taneously have all of those gualities, but only that
they should be incorporated into tasks as often as possible.)

Workbooks can provide practice in following directions f{an

aspect of learning whose importance extends far fgyond
following directions in order to do workbook tasks).
Workbooks can provide students with practice in a variety
of formats that they will use when they take tests.
Wworkbooks can provide students with practice in working

independently (another aspect of learning whose importance

stretches far beyond doing workbook tasks). Most workbook

A S W, §
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tasks are to be done by students who are working without the
help of a teacher; sucn training, beginning in the primary
grades, probably does prepare students for the teaching

and learning modes of the upper elementary grades and
secondary schoot.

9. Workbooks can provide students with practice in writing.
Wiiting is an often neglected area in the elementary
curriculum.

These are some, but not all, of the purposes to students of
workbook tasks.

Workbooks are not without their critics, however. A frequently
heard criticism of workbook activities is that they serve no students,
only the teacher. The contention is that if a student has already
mastered the goal of a workbook task, the practicing of it in a workbook
i< trivial and usually boring. Conversely, if a student does not know
how to do a task, the attempts at the task are nonproductive, sometimes
counterproductive, and almost always frustrating. When workbook tasks
have no relation to what is done in the rest of the lesson, when work-
bocks consist primarily of tasks that are assessments of what only
some students already know (from sources other than the reading program,

as well as from the reading srogram), when workbooks consist of tasks
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that are oul of sequence or peripheral to the main line instruction,
then »uCh a criticism has some validity. But, is such a pessimistic

View 0f workbooks warranted i(n view of how workbooks are actually

use 17

The e of Workbooks

do teachers and students use workbooks? A classroom observation
Study we did “ast year gives some tdva of how extensively workbooks
Jre qsediin classrooms. Forkihls study chservers wat~hed a total of 90
reading perio , of 45 teachers working in f'rs - through :;xth-qrade

classrooms in three different school districts. The observers recorded

the use of basal program ﬁgaders, teachers' guides, workbooks, and other
,"’/—

supplemental materials during reading periods. (They also recorded
the use of materiais not associated with the adopted basal.) The
classrooms in which the observations took place were in school districts
that had adopted one ¢ more basal programs. The adopted programs had
been in use in their school districts for more than three years.

Central to this discussion are some well~-documented observations
from this study. The first has to do with how extensively the materials
srovided by the adopted programs were used, and the second has to do

with how much ¢<tudent time was spent with workbooks associated with the

arograms.
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How extensively (and exclusively) are procedures and materials from
an adopted program used in classrooms? We found that during the
periods allocated for reading instruction, the adopted basal materials--

readers, teachers' guides, charts, workbooks, and other supplements

such as practice cards and audio-visual materials--were used almost

exclusively. |If one is willing to generalize from our sample, it can

be caid that teachers and students do use the components of a basal
program as '‘a package.' It can also be said that during reading periods
what the teachers do and say in order to teach reading (the procedures
they follow), and what the students use as the medium for the practice
of reading (the books, workbooks, and other supplements) derive primarily .
from the procedures described and the materials provided by the adop .2d
basal pros ]

How much time do students spend doing workbook tasks? Workbooks
were a reqular feature of instructior in every classroom we observed.
in most classrooms students spent as much or more time with their work-
? books as they did with the.r teachers. 1 would like to say this
another way: Our observations indicate that these students spend as
much time reading and writing in their workbooks as they do interacting
with their teachers. This is not tc say that stude s spend all of the
reading period with either their teachers or their workbooks; t hey
also spend time reading in their readers and occasionally with other

materials. Sometimes they are fooling around and aren't doing much of

anything.

Q 1’;
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For what purpose and when the workbooks were used depended upon how
reading instruction was organized in the classrooms. Our observations
in self-contained classrooms reveated that the teachers typically taught
one group of students while other groups of students worked at tneir
desks. Cross-class grouping was used in a number of the classrooms,
especially the upper grades. In these rooms one teacher worked with a
group of students drawn from one or two more classrooms while in a
different room another teacher worked with other children from the same
classrooms. (Cross-class grouping permits teachers to work with
larger groups of children of similar ability and usually reduces the
number of groups a teacher works with éaéh day while at the same tinme
increasing the amount of time a teacher can spend with each group.)

We obscrved that in each type of classroom organization, workbooks
were used for about the same amount of time. It is useful to reflect
about why this is so. In self-contained classrooms, workbooks have an
obvious management function; that is, the teacher can teach one small
aroup of students with undivided attention and with an untroubled
conscience only when the other students are doing something that engages
them and when what they are doing is considered a worthwhile activity
by the teacher. In cross-class groupings, the observed functions of
workbooks were more varied. In most of these classrooms, a teacher
taught only one group at a time. Even in the one=-group classrooms,

work in workbooks was a part of the reading lesson. While the students

—
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did their workbook c.tivities, the teachers did a variety of thinas--
qraded papers, he'oed individual students, and walked around the room.
It was evident that these teachers organized their reading periods to
include time for students to work in workbooks and did so even tbough

there was no need tr provide something for students to do independently.
z

irplications for Developers of Basal Programs

Three .onclusions from our study are of particular relevance to
a discussinn of workbooks. (a) Teachere follow the procedures that are
descrhed in basal program teachers' guides, and they use the workbooks
and other supplementary materials that make up the basal progran almost
exclusively. (1t nus* be added, however, that this does not imply
tha. ceachers follow ill_of the sugqested procedures and use all of
the available materials, nor that they always do what is suggested the
fright way'' or with unfailing competence.) we conc luded, however,
that the basal proarams accounted for vost of what the teachers and
students were doing during reading periods. (b) During reading periods,
students of ten spend as much or more time working in workbooks as
being taught by their teachers. (¢) Teachers use workbooks because
they think they are an important component of the reading program.

The conc lucicn that the teachers so fully and almost exclusively
used the adopted basal programs is relevant to a point frequently
raised by the trainers of teachers who oppose or question the use of

basal programs. They contend that gnod teachers are professional peopie
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who do not feel constrained by any one program, but who will develop
their own programs, instead. They advise teachers to pick and choose
from a variety of commercial programs and, in addition, to create their
own ''teacher-made'® materials. Their argument is that only in that way
can a program be developed that will match the ne;ds of a particular

group of students as well as the teaching styles of individual teachers.

This notion of what teachers should do is in direct contrast to

what we saw teachers doing. The L5 teachers whose classrooms we

observed had an average of 12 years of teaching experience; they were
all trained and certified and probably had taken many courses f rom
professors who advised a more eclectic mode for the teaching of reading.
We do not care to formulate an explanation for why their teaching
behavior has been more affected by basal reading prog-ams than by

their professors.2 It should be noted, however, that we saw many good
teachers and some excellent teachers, we also saw some inadequate
teachers. We s? students who were coing well, but we also saw

tudents who, to use an old-fashioned term, were not "heing reached."
What was consistent across these classrooms was the presence of those
procedures and materials that derived from the adopted basal programs.
Although other books were in the classroomrs, typically they were on the
shelves and not in use, at least not during the reading period. And of
particular interest to the discussion of workbooks, although we saw some
workbook materials from our sources, we saw few teacher-made workbook-

type materials.
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That these teachers did not seem to be making major adjustments
and alterations in the programs they were using is certainly a reason
for developers of programs to be éxceedingly thoughtful and careful
about the instructiona! content of their programs. But, even if it
could be assumed that teachers always made radical changes in the pro-
grams they used, it would still seem essential to the integrity of

a basal program that it be as instructionally viahle as possible.

We think our classroom observations hive impliciations for teachers

ard for developers of basal programs, and especially for the developers

of the workbook components of those programs. |f teachers' guides
direct what is taught, students’ readers provide what 15 read, anrd
workbooks provide what is practiced, then what is in these materials
must have .ithin them a sufficient amount of instructional clout

to assure that students can be taught and will learn the content

of the program being used.

The Sufficiency, Efficiency, and Effectiveness of Workbook Tasks

Before pruceeding to the next section, | would like to make one
point very clear. In our classroom study, we documented how time was
spent; in this paper | am discussing workbooks. Neither in the study

nor in this paper do | comment on or question the basic philosophy

ERIC 1
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or instructional basis of a program--there are differences anong the
basal programs. But the amount of time . saw students engaged in
workbook activities has lead me to ask some questions about how what

is taught in a program appears in its workbook component. The primary

gquestions are about sufficiency, efficiency, and effectiveness. Are

there a sufficient number of workbook activities to provide instruction
in the content of the program? Are the activities efficient in that
they provide for practice that is integral to the content of the
program? Are the activities effective in that their usc is likely to
make 3 difference to student performance in reading? Workbooks are

a part of a delivery system. How well do they support the rest of the
system?

Not many reading educators would oppose the notion that workbook
tasks be designed so that they are relevant to students and to the
program with which they are associated. Relevant and challenging work-
book tasks are important ‘or many students, but {(and this is another
statement based on intuition) they seem critically important to those
students for whow learning to read is hard.3 It is for these children,
especialiy, that teachers turn to the tools for teachina reading that
are in their classrooms. For most teachers, the tools consist of

materials that are associated with a basal program.
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Keeping in mind the children for whom learnin; to read is haid, |
surveyed a number of basal program workbooks. As | did this, | also
followed along in the teachers' guides to see what was going on in
the rest of a unit or lesson. Some of what | saw seemed inefficient,
some insufficient, some seemed needlessly labored, some seemed
impossibly difficult, some seemed irrelevant to the instructional plap
of the program, a few seemed absolutely hokey--and some seemed clever,
fine, and well done. Some of what | saw prompted me to put toqgether
a set of "workbook guidelines.'' 1In the following section these guide-
lines will be presented along with examples from workbooks. These
examples are 'counter-examples''; that is, they show aspects of workbook
design that are Qgi_exemplary. The counter-examples were chosen to
i1lustrate sowe of the factor. workbook designers may want to con-®
sider if their goal is toc provide materials that will help students
learn to read, and especially those students who need the most
cufficient, most efficient, and most effective help in learning
to read.

| have rot done a complete analysis of all workbooks found at
every level of every series; rather, | tracked the tasks in one

series for a while, then moved to another, and then picked and chose

from still others. | have looked at hundreds of tasks in about 20
books.
N
by
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My overall impression is that workbooks are the forgotten children
of basal programs. Like forgotten children, they have both good
points and bad points. A remedy for the bad points of forgotten
chijldren is to attenc to the details of their existence. Teachers
using workbooks with their students should be aware of the 'forgotten
children' aspects of some of the materials they use in the classroom,
The guidelines that follow may be of help in evaluating those

materials and in planning how to prepare children to use them.

Some Guidelines for Workbook Tasks

1. A sufficient proportion of workbook tasks should be relevant

to the instruction that is going on in the rest of the unit or lesson.

To get some sense of how much of what is taught during a lesson
is reflected in what students do in their workbooks, the contei!
of a lescon in one level of a basal series was analyzed and then
related to it were the portions of the two workbooks that accompanied
that lesson. How the events of the lesson listed in the teache-s'
manual are re-~resented in the two workbooks is outlined in
Example 1,

There are five major events in thz lesson (in addition tc those
events which have to do with the reading of the story and some other
optional activities). Aspects of each of those five events app-ar as
workbook tasks. There are nine pages of workbook tasks to be done in

conjunction with this lesson.




Teacher's Guide

Examole 1

Lesson X

W8 |
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WB 2

Word recognition
46 words

Word meaning
22 words

Sequencing of story
events (6 events)

Phonetic skills
introduce /sp/ sp

review /ft/ ft

Llocating information
on a contents page
Optional
a) Noting action and
conversation as
a means of
characterization

Dramatizing
good safety
habits

Word meaning
rasks with 9
words from
Lesson X

Sequence task
with 2 sets of
5 events
(independent
story)

Sentence
completion task
with i3 sp
words (1 word
fror Lesson X)

| page task
with table of
contents

Word meaning task
with 8 words from
Lesson X

Sequence task with
6 events (based on
Story in X)

Sentence cotpletion
tasks with 6 sp
words (3 story
words)

and 6 ft words
(no story words)

| page task with
table of contents
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Forty-six words that at least some of the students using the program
are not likely to have seen in print before appear in the siory that
is read in this lesson. The teacher is directed to write on the board
(or have students look up in the glossary) and discuss 22 of these
words .

Available for the students to work on in the workbooks are two
vucabulary tasks, two sequencing tasks, three phonetic skills tasks,
and two information locating tasks. Of the L6 new words that appear
in the story, only 21 of these appear as words to be ‘Worked with'' in
these tashs. Each word appears only once. The question of sufficiency

has to be asked : s the amount of exposure to these vocabulary words

sufficient for the hard-to-teach students? Does the practice with 19
sp words provide enough practice so that students will k~ow how to
handle that letter combination in future reading?

The sequencing task in Workbook 1 requires that students number
two sets of events from 1 to 5, and then from 6 to 10, whereas in
Workbook 2 the students sequence 6 events. Two tasks are devoted to
working with tables of contents.

All of the tasks in the nine pages | examined were relevant to
the rest of the lesson. This was not the case in all of the series
I examined.

2. Another portion of workbook tasks should provide for a

systematic and cumulative review of what has already been taught.
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Workbook tasks are an obvious place for the systematic review of

the vocabulary and phonics skills that are taught in the rest of a

program. The vocabulary introduced in the lesson just described is
not used in various contexts in workbook tasks throughout that level
of the program. Only one of the letter combinations taught in that
lesson occurs in the next lesson {and also in several lessons beyond
that) but other letter combinations introduced in other lessons appear
only once or twice or not at all.

A rather crude analysis of the vocabulary and phonics skills taught
in a sequence of three lessons reveals that some things are reviewed

and some are not (see Examples 2 and 3). In the lesson (Lesson Y)

following the lesson just described {tesson X), 14 words from Lesson X
are used in Lesson Y workbook tasks, indicating an attempt to use some
of the words once aqain. However, there were L6 new words presented
in Lesson X. Im workbook tasks in the next lesson (Lesson Z) none of
the Lesson X words eppears and only a few words from Lesson Y can be
found. The “etter combinations taught in Lessons X and Y also have

a spotty appearance in the subsequent workbook tasks. In Lesson Y
workbook tashks, students practice a new combination (/str/ str) and
review one of the combinations (/sp/ sp) from Lesson X. Another
combination reviewed in the teacher presentation part of that lesson

does not appear in a workbook task. Three combinations are reviewed

' B
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Example 2
Lesson Y

Teacher's Guide WB 1 WB 2

1. Word recognition - 1) Word meaning 4) 10 sentence
10 words task with 14 completion exer=-

words from cises based on

2. \Word meaning Lessons X and Y story in Y
22 words

5) 10 sentence
completion exer=
cises with words

] from Lessons X
i and Y

3. Inferring story E 2) Inferring 6) 10 inferring

details detaiis from detail sen-
pictures tasx terices, based on
(unrelated story in Y
vocabulary)

L. Phonetic skills l 3) Word meaning ! 7) Word meaning
introduce /str/ str task with 12 exercise, 7
review /uw/ ew sp and str str words (3

/yuw/ ew words words from
o i Lesson Y)
5. Llocating words i 8) Page task with
in a glossary, guide words
using quide words
Optional 9) Page task with
a) Pantomiming table of
story contents
characters

b) HNoting -
action and
conversation
as a means of
characterization
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Example 3

Lesson Z

WB 1

Workbooks
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WB 2

Word recognition
38 words

Word meaning
18 words

Spanish words

Predicting out-
comes

Phonetic skills
review /ft/ ft
/sp/ sp

Reading a map

Cptional

a) Playing the
role of a
new Sstudent
in a
foreign
land

b) FPlot and
character
development

¢} Elaborating
story
elements

1)

puzzle with
8 words from
Lesson Z

inferring the
main idea
{unrelated
vocabulary)

Responding to
provacative
questions
{(unrelated
vocabulary)

Recognizing
supporting
details

{(unrelated
vocabulary)

(¥a]
~—

10 sentence
completion exer-
cises with words
from Lesson Z

Writing 10
Spanish words

Predicting out-
comes of three
paragraphs

Review of 12 ii
words in sen-
tences

5 sp words in a
sentence completion
exercise

Map reading exer-
cise
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i*
'n the teacher presentation part of Lesson Y (/str/ str /uw/ uw /yuw/ ew) .

0f these, only one (/str/ EEI) appears in worlbook tas!s. The tt and up
combinations get two more tasks in lLesson Z.

There are three specific comprehension activities taught in these
three lessons: sequencina of story events, inferring story details,
and predicting outcomes. The teacher is directed to teach r~ach of
these lesson segments as the students follow along in workbook tasks
from Workbook 2. What is troublesoi. is that additional workbook tasks
on  -ese topics are cast in a very diffe-ent form from the initial
teaching task. The vccabulary in these additional tasws is usually
unrelated to the vncabulary of the lesson. | suspect that for the hard-
to-teach student working with a new comprehension concept in such a
different context and with such different (and perhaps unmastered)
vocabul¢ 'y 1s hazardous and often nct beneficial.

why certain vocabulary and letter combinations are selected for
more practice than othe s is not clear. It is clear that there is not
an ongoing, systematic, and curulative review of vocabulary danc nhonic
skills. The ass..ption seems to be that students will master the
content of each page and that that content will be assimilated into
general reading skiil. | think such an assunption is optimistic. My
classroom experience indicates that for hard-to-teach students, lots

of monitored practice is required for content to be mastered and
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assimilated into general reading skill. | also know that, on the other
hand, some students need much less practice. A simple in-workbook
testing procedure for determining which students need extra practice

on any given task would be really helpful.

3. Workbooks should reflect the most important {and workbook

Egpippriate) aspects of what is being taught in the reading program.

Less important aspects should remain in the teacher's guide as voluntary

aciivitins.

ir cach of the lessons just described, the teacher is directed to
present several different kinds of activities as well as to conduct
the story reading activities. (There are also additional optional

® :

activities.) In Lesson X the activities include word recognition,
word meaning. sequencing of story events, phonetic skills, locating
information on a contents page, and noting action and conversation as
a means of characterization. In Lesson Y there are word recognition,
word meaning, and phonetic skills activities which are similar in form
to the previous lesson but which contain different words and skills.
The different activities in this lesson include inferring story details,
locating words in a glossary with guide words, "and pantomining sto:y
characters (as well as noting action and conversation as a means of

characterization). In Lessan 7 the di fferent activities include pre-

dicting outcomes, Spanish words, and reading a map.

(8]
- N4
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Which of these activities is reinforced with workbook tasks, and
how sufficient are the tasks in number and in quality? As discussed in
the previous guidelines, only some of the phonics skills and new
words that are taught in the lessons appear in the workbooks. But
what about the other activities? Sequencing story events appears in
two workbook tasks, “ocating information on a contents page in two

tasks, practice with guide words in one task. Three of the tasks are

about inferring details, one about reading a map and two are extra--one
on main idea and one on 'provocative guestions.'

At least some elements of the most important activities of Lessons X,
Y, and Z appear as workbouok tasks. Careful observations of hard-to-
teach students could determine if what is in the workbooks is sufficient.
My hunch is that the sequencing of story event tasks are much too
difficult and that hard-to-teach students make a lot of mistakes in
them. | also suspect that one of the tasks on inferring details requires
sc much prior knowledge on the part of the reader that students who
Jack that knowledge have no way of approaching the task. But, in
comparison to some of the other programs that | examined, the workbook
tasks in this program do reflect the major teaching activities of the
lessons.

L. Workbooks should contain, in a form that 15 readily accessible

to students and teachers, extra tasks for students who need extra

practice.

ERIC 2,
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There are alternate and supplementary workbooks available with basal

series that have becen written for students who need extra practice.

Frequently, what i< on each page is well labeled, and there are several
examp les of each type of task. My concern is that the tasks that

have been created should be especially effective tasks, and not just
more of the same, or worse yet, some kind of busv-work activities that
might keep the students busy and perhaps even amused, but that have
minimal '‘tnstruction power."

Example 4 is a supplementary tasi for students who are aavina
trouble with syllabication. | submit that students who have trouble
with syllabicatior need to spend their time with words, and not cutting
and pasting. In addition, these students are not likely to follow
the complex set of directions this task requires, nor are they likely

to appreciate “another way in which the words of each square are atike."

{f the realization that a red square of one-syllable words contains
only animals and a tlue square for three syllables contains words
that begin with the syllable be does anything for syllabication, |
have not figured out what it is. This is a task that seems neither
efficient nor effective,

How much practice should be provided is a problem. In the
absence of hara data, | offer several suggestions:

{a) better too much than too little, particularly if there are

procedures available (for example, check-out tests) to deter-

mine how many of the available tasks students need to do;

O
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Say tne word in each shape If you hear one sy'lable,
color tt @ shape red It you hear two syliab es, color the
shape green |f you hear three syllables, ccior tte shape
blue Tnen cut out each shape

Put tt @ red shapes together to make a red square Put
the green shapes together to make a green square, and
put the blue shapes together to make a blue square
Make sure the words are not upside down

The words in each square will have the same number
of syliavies See it you can discover another way In

which tha words of each square are aike

- - re. A 0Ords that name animadls)
am - gre 2n « w0135 thdt name peopie)
< Liue twords that begin with the commun syliabie Le)
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{b) better more on what is known (from classroom observation) to
be difficult, and less on easier aspects of rzading;

(c) bettur for workbook desiyners to go into classrooms and
watch hard-to-teach children to get a sense of what aspects
of reading need the most practice.

5. The vocabulary and concept level of workbook tasks should

relate to that of the rest of the program and to the students using the

program.

The task in Example 5 is from a primary-ievel book. First of all,
this task is difficult for a hard-to-teach child. It assumes
prior knowledge of the distinction between words and phrases--the
directions say words but may mean phrases; it is not clear. It also
assumes this child can pick from a rather confusing, unpunctuated array
of phrases those words or phrases which reflect the concepts mystery,

hostile, peaceful, confusion.

For a hard-to-*each child the content of this task is neither
sufficient nor effective. In order to do this task, this child would
have to be taught how to do it. (The teaching would surely include
showing him how to separate the lines by some sort of punctuation.)
The task form would have to be available many times and on successive
days (it appears only once in the entire workbook), and the vocabulary

used in each example should not only be used in those examples but in

other parts of the reading lesson as well. For students who can figure




Example §

Story Vibrations

Underline words that would give a
feeling of inystery to a story.

dark, shadowy figures in the night
eyes peeking from behind a curtain
a bright yellow sports car

a dark underground passageway
boats rocking lazily in the harbor
strange creaking sounds at night
sun shining through the window
an unusual steady tapping

a robin perched on a branch
strange footprints in a flower bed

Underline words that would give a
peaceful feeling to a story.

a noisy birthday party

soft music playing

fluffy white clouds floating aicng
‘bands marching in a parade

soft snow falling silently

a crowded subway in New York
sun slipping behind the mountains
people cheering at a baseball game
a whispering brook

moonlight on a quiet lake

Follow the directions given below.

Underline words that would show a
hostile feeling in a story.

a playful, young brown bear

eyes blazing with anger

a faithful friendship

stamping their feet and shouting
children wrestling on a mat for fun
a scowling frown

children laughing at a funny joke
cheerfully chasing the cat
slamming the door in his face
yelling angrily

Underline words that would show a
feeling of confusion in a story.

lost in a busy downtown store

a smile of delight

hustle and bustle of a busy station
whistling a merry tune

a cat sleeping in a basket

alarms blasting and people hurrying
watching a sunrise

a bag tearing and apples rolling

a peaceful ride in the country

six telephones ringing at once
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out how to do the task and who know the meaning of these descriptive
words, this task would provide independent work that will help them
reflect on the meaning of language.

- 6. The language used ir workbook tasks must be consistent with

r

that used in the rest of the lessor and in the rest of the workbook,

The directions in the teacher's guide for Example & have the
teacher teach the students about word Syliables; in the workbook tasks
the students are told to identify the word parts. The directions in
the teacher's guide for another lesson (Example 7) have the teacher
teach the students the differences between fiction (which they also

describe as '‘'make-believe') and nonfiction. In the workbooks the

students must decide if paragraphs are real or not real.

whether such changes are due to lack of coordination between
teacher's guide writers and workbook writers, or are done to adapt to
the constraints of readability, or for some other reasons, such work-
book tasks represent some inconsistent--and therefore ineffective
and inefficient--instruction for hard-to-teach students.

Consistency of language from the rest of the lesson to the workbook
is critical, as is consist:ncy from task to task within a workbook.

Parts of two tasks from adjacent pages are pasted together in
Example 8. The girection in the first says that students are to circle
the word "above'' each sentence, whereas in the very next text, they are
to circle each word. A smcll difference, but one that causes some

confusion to the easily confused student.




bicycle

table

flexible
uncle
bottle
candle
exactly
bundle

circle

explore

hustle

exchange

giggle

How Many Word Parts?

Say each word to yourself. Write the number of parts you hear beside it.

whistle

i expert

invisible
extra
handle
excited
- jiggle
kettle
bubble
little
exclaimed
middle

mumbled

Exanple 6

_ apple
— jingle SN
S exercise —

- needle o

Follow the directions given

below.

_;___ bu.:‘tle

S pecple N

excuse —

- gurgle N
nibbled S
cattle S
handed R
explain —

S turtle -
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2

The Real Thing?

Read each story. Then decide if the story is real or
make-believe. If the story is real, write real on the line.

If the story is make-believe, write not real.

1. Della made a paper airplane. She 3. Oscar’s socks wanted to play a

put it outside on her front porch. jok. on him. They ran around the
Suddenly there was a big gust of drawer and mixed themselves all
wind. It lifted the airplane high up. When Oscar reached inside -
into the air. Della ran after the the drawer, he got two different
plane and tried to catch it. It flew socks. But the joke was on the
over a tree and around ths house. socks. They had forgotten one
It landed on her front porch. little thing. They were all the

— same color!

"""" not redal

2. Don wanted to grow some 4. Lisa found an old coin in the
flowers. He found a big, empty garden. She took it insi”~ to
box. He filled it with dirt. Then clean it. Suddenly there was a
he put some seeds in the dirt. puff of smoke. A voice said, “I
When the dirt was dry, he am the magic genie. I will give
watered it. Soon the seeds grew you your wish.”
into tiny plants. Then the plants Lisa wanted to make a special
got bigger and bigger. At last they wish. Finally she wished for a
were flowers! new bike.

--------------- ot real




Example 8

Circle the word abcve each sentence

that completes the senternce.

pump cramp ciamp
S in his leg while swimining

1. Bub got a

bumper hamper whimper
2. The puppy began to . . . _ —— when it was left ulone

bump ramp jump
3. The car wen! slowly down the _ . .. . .

bumper plumper hamper
4. Ann put the dirty shirts in @ P — —

Circle the word that completes each sentence.

slikler silller
1. The kitten has fur than the cat

. dirtier drier
2. After planting the seeds, my hands were . . .

than Tom's hands

crunchier chilller

3. The weather seems - today than 1t was

on Monday.
scratchler scrawnler
4. This wool jacket is than that ore.
, fiuftler tuzzier ‘
5. The TV picture is now than it was

last Thursday. 7
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onsiste wy is also important within tasks. The initial instruction

in Example 4, which seems c}ear, tells the student to read and vind
the rain idea of ecach paragraph. The second instruction says to number
the sentence that gives the main idea for each part. There are eight
sentences and four paragraphs (or parts). Suppose | am a hard-to-
teach student who has some arithmetic skill. Does this mean every
paragraph has two parts? Amn | supposed to use up all those sentences?
Does it mean that |'m supposed to find two main ideas for each para-
graph? Maybe those sentences with lines in front of them are parts.
For the easy-to-teach student, such ambiguity is simply a problem to
solve; for other students, such ambiguity may result in confusion about
some barely set understandings. The inefficiency of such a task seems
evident.

7. Instructions to students should be clear, unambiguous, a2nd easy

to follow; brevity is a virtue.

The language vsed in instructions is the topic of some work that
is planned ‘or next year at the Center for the Study of Reading.
Perhaps this kind of research will tell us more about characteristics
of effective instructions. MHeanwhile, the comments on examples presented
here are based on the performance of students in classrooms, and on
my intuition. | would like to begin by saying something based on class-
room observation. Students often do not read instructions, but simply

go ahead and do the tasks. When easy -to-teach students decide to read
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Example 9
nead the paragraphs. ['hen skim the
sentences to find the main idea of
each paragraph.

Moving West

Some of the first people to move
west had to walk. The trails over
mountains and through forests were
often very narrow. These people
took pack animals loaded with the
things they needed most.

3

Many families made at least part
of their trip to the West on the
Ohio River or on other rivers in
that part of the country. They put
all their goods on flatboats and
floated downstiream.

Number the sentence that gives the main idea for ‘each part.

_____ Covered wagons carried people and their goods.

___ Some early travelers walked and used pack animals.

_ Covered wagons could travel on wider trails.

___ Quicksand made crossing of rivers difficult.

__ The Ohio River was on the way to the West.

Pack animals carried household goods and farming tools.

One way of traveling west was to float down a river.

Crossing rivers was difficult and dangerous.

2

Later, as trails became wider,
covered wagons puiied by oxen
carried families and the things they
would need in their new homes.
People were able to take along
household goods, supplies, and tools. |

4

It was often difficult for wagon
trains ‘o cross rivers, though some
wagons could be floated. There were
strong currents, and even getting
to the water might be hard because
of steep banks or quicksand.

3
s
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instructions, they are usually able to follow them, even i, the instructions
are confusing, ambiguous, or unclear. My hypothesis is that these

students regard such instructions as a problem-solving activity. They

solve the problem and then proceed with the task. In contrast, thn
hard-to-teach students are confronted by confusing, ambiguous, or anlear
instructions, their inability to follow them only confounds their

tenuous ability to perform the tasks. Clear and unambiqguous instructions
are likely to make a difference for such students.

Instructions accompany most workbook tasks. intuitively, it seems
that brevity is a virtue and verbosity is less than virtuous. Thus,
iRead the sentences below. Fill in each blank.' seems easier to follow
than "Read the first sentence in box 1. Use the words letters stand
for and the sense of the other words to find Lut what the new word
in heavy black print is. Find the word that makes sense in the second
sentence and print it where it belongs. Then do what the last sentence
tells you to do. Do the other boxes the same way'' (Example 10).

The goals of this instruction include a praiseworthy effort to

coordinate what the teacher is directed by the program's teacher's

manual to say about reading in the rest of the lesson, with what the

students do when they are working independently. Thus, ‘'‘Use the words

letters stand for and the sense of the other words to find out what the
new word in heavy black print is. Find the word that makes sense

are werds that represent how reading is being taught in this program.




Example 10

Read tne tirst sentence in box 1. Use the sounds
letters <tund tor and the sense of the other words
to find out what the new word in heavy black print
15 Find the word that makes sense

in the secohd sentence and print it where it belengs.
Then do what the last sentence tells you to do.

Do the other boxes the same way.

1 The girl dashed along the beach.

To dash meansto ruagce

wet brighten race

Put an S on the one who is dashing.

!J

Mash up the carrots for the baby.

Mashed carrots are soft .. . .

uncut sott loud

Put an A on the mashed carrots.

3. We put the cash in here.

Cash s muney . .
cakes noise money

Put an S on the one with cash.

4. Where did this trask ccme from?

I'll need a _basket — for the trash.

basket doctor dress

Put ar H on the trash.
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But, the guestion that has to be asked is, does language in such Hlong
form' function in a direction-giving mode? The 'middle-sized" form
of this instruction would be '‘Read the words and use the context of
the sentence,' the short form would be ''Read the sentence.'' | suspect
most students, even our hard-to-teach students, eventu3il'y use the
snort form and Skip such an instruction.

C T Inaddition to being a counter-example to the guideline of brevity
rather than verbosity and an example of an instruction that is not
efficien., this instruction illustrates several additional points that

relate to the use of instructional language.

(a) Instructional language must be unambiguous. The easy-to-

teach child who reads~this instriction will figure out that the
horizontal rules indicaté the space that the instructions are referring

to as ‘'boxes'' and then understand that in each box the first sentence

is followed by the second sentence, and that by the last one. But

consider the student who doe= not make the translation from horizontal

~ules to boxes and who is usec o the numeral | being associated with

first and *he numeral 2 being associated with secomd. The instructions

may be very confusing for that child. (This would be especially so
if the child does not bother to read the instructions all the way
through and does not see the last line Do all the other boxes the

same way.'' That line does give some help with how to do the task.)
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In this task, the use of the words box, first, second, and last is not

clear and, for some students, is likely to be ambiguous and therefore
inefficient.

(b) Critical elements of the instructions should be emphasized.

Even tor children who can perform this task without reading the
'nstructions, there is one response criterion that cannot be reliably
tiqured out by looking at the print and at the pictures. Whetner the

correct word is to be circled or printed in the blank has to be deter-

~ined by reading the instructions. (i1f the students do not lock for
the words that tell how to respond, and circle right answers, they
stand in danger of being told by their teacher they . ust do not know
how to follow instructions and that every answer is wrong even if
all or the correct words have been circled.) Easy-to-teach children
fearn how to search oul what they necd to know so that their teachurs
will write ""Good work," ''Fantastic!' on their work sheets; hard-to-
teach children do not learn such skills so readily. (Please note
that | am not)sayinq such instructional reading strategies are
undesirable--in fact, | believe students who do not figure them out
should be taught then, but not when the goal of the task is the

teacking of something else.)

(c) Instructions should become less complex as students do repeated

exanples of the same type of task. Many of the tasks in this series
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(from the beginning of this workbook to the end) include this ''long
form' of the instiuction '"read'; there does not seem to be an ackaowl-
edgment of the notion that as students become experienced, the 'ength
and elaborateness of instructions can (and should) be diminished. |
noticed this in many workbooks of many series, and | suggest that the
continuing use of ''long forms'' encourages students not to read
instructions. For hard-to-teach students, not reading instructions is
an esoecially ha.ardous workbook strategy. One series started every
instruction (in :wo leveis of the series) with the words 'you should
understand ' | suggest this teaches all students pot to read the first
worus of the first sentence of any instructions.

(d) Components of instructions that appear frequently should be

taught so tha. students will understand a ''short form' of those

components . This program uses boldface type in many of its tasks to
identify words siudents will do something with. Wouldn't it be more

efficient to teach the meaning of boldface type than to continuously

re.uire the students to process ''the word (or words) in heavy black
print"?

(e) Tasks should be designed so that 'punch lines' are obvious.

In this task, students who have correc!ly followed the third line of
each box have m34z a word by writing letters on the pictures. The
task would be imnroved by providing a line on which they write those

letters and indicate a picture of the word they, have written.
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Lest you think | am picking on this one task because | could
find no other instances of problems with instructions in workbook tasks,
let's move on to some other examples of ambiguity in instructions.
In Example 11 fi:éi_implies two sentences that are next to a picture,
and last implies a sentence with a blank that is under the picture, but,
why is it on top of the second picture? Does the second picture have a
first sentence? What is a hard-to-teach student to do with such
ambiguous instruction? !''Put some sew on the fire' has probably been
turned in to many teachers.

Another task with ambiguous instructions is shown in Example 12.
The instrucitions in Part A seem reasonably clear, it the students
are comfortable with the notion that a word can ''name a picture'' and
if they can cope with the concept of before. The trouble comes with
Part B; first of all, it's hidden at the bottom of the page. Will it
be se~n and done? MNext, the students have already underlined the vowel

letter that comes before the consonants; now theay are supposed to

underiine the first vowel letter in each word. To an unsure child,
this second instruction might imply that there is supposed to be a
line in some other part of the word. The instructional assumptions
of the final line will be mentiuned here; they are considerable and
have to do with the sufficiency of examples, singular and plural
confusions, and the basic nature of the response demands of the rest
of the task (knowledge of vowels and consonants) as compared to the

response demanded by this part (oral discrimination).

ERIC 1;
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Exam.le 11

V\Grds That Soun c/\llk(

Two of the words in the firgt sentences sound alike.
Underline the sentence that tells about the picture.
Then write the missing word in the last sentence. ,

|, L |

Put some on the fire.

| am so late!
Please sew my pocket.

Your plants are

£ They like to swim in the sea.
They see the cave.

He would do that!
The bench is made of wood.
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Dauble Consonant Letters

A. Read the word that names each picture.
Circle the double consonant letters.
Underiine the vowel letter before them.

S d r umm e T

B. Underline the first vowel letter in each word.
It stands for a (short) (long) vowel sound.
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Successful performance on the task in Example 13 assumes that
students understand the instructional concepts first, above, and below.
(There is very little teaching of the language used to express
instructional concepts in the workbocks. The few attempts | saw were
at best inadequate, at worst ludicrous.) But even granted an under-
standing ¢f how these words are used in printed instructions, | would
like to point out a problem for our hard-to-teach students. Part €
implies that words from Part B will be used to fil! those blanks with
king, sing, and wing, and maybe ring. The easy-to-teach child will see
through the small fallacy in the Part C directions and go to the list
of vi.rds in Part A. More careful irstructions would make it more likely
that hard-to-teach children would go to the right list.

| will now list several more points about instructional language.

(f) When possible, avoid the use of negation in instructions (see

Example 14). Instructions which require students to process words
indicating negation are more difficult than those written without such
words. Thus, 'Write the word with the oi or oy sound" would be

better than ''Write the word that does not have a long vowe! sound."

By the same token, 'Circle the word in each row that has a short
vowe | sound' is much easier than ''Circle the word in each row that does
not have a long vowel sound.' The content of tasks of this sort require
the students to make difficult discrinminations. Our hard-to-teach

students need to have instructions as clear as possible so that they




Exampie 13

scund Search

A. Circle the letters that stand for the.firgt sound you hear in
chair. Underline the letters that stand for the first sound you

hear in ship.

king wash chipmunk iunch
shoes sing. shopping chin
such shtut wing crash

B. Write the words from above that rhyme with ring.

C. Use the words above'in the sentences p‘glow.;

1. Wehave _____ ... . atnoon.

2. o _ __ the door quietly.

3.Canyou .. ____ . thatsong?

4. Thereisa ] e __ in our front yard.
5 Wefoundabirds ______ ______ _ _ontheroad

6. Didyouseethatauto . . . = _ __ inthe street?
7. The _ _ ___ __ __ and queen live in the castle.

8. Don't forget to shine your . . __ o
9. Wehadagoaodtme .. .. for ciothes.

0. Who will I __ the dishes?
9.,




Example 14 j

Vowel Sounds

/Read each sentence. Look at the words in dark print.

Write the word that does rot have a long vowel sound

on the line.

1. The boy is in the boat.

2. If you press too hard with the

pencil, the point wili break. APO[nT ------

3. | hope you enjoy your day at the

200, __;QDJLO_y*

4. If I had my choice, I'd pick the

green onc. 7 _ O.Lce_

5 Please remind me to buy foil at T T
the store. - O -

6. Debbie planted the seeds in the
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go not have a difficult language processing task as well as a difficult
contert task.

(g) Avoid instructions that are too ambitious. Many instructions

are too ambitious in that they attempt to combine goal setting,
explanation, and instruction. Such a reasonable sounding practice
often makes instructions long and cumbersome. The instruction in
Example 15 includes: (a) goal setting, ''You should understand . . . |
(b) explanation, "Use the sense of the other words and what you have
Jearned about letter sounds and syllables to decide what the word is'’;
and (c) instruction, 'Write (hat word on the line at the right, dividing
it into syllables.'" The content of this task is very difficult for

many students because it requires the knowledge of several syllabication
rules. Does the in-orporation of gcals, explanation, and instruction

in the instructions affect student ability to divide the underlined
words into syllables? The best way tS get answers to this question is
by working with students, and especially with hard-to-teach students.

My hunch is that the goal setting is a good idea, the explanation is

not sufficient, and the instructions are too embedded in everything
else.

(h) Instructions should contain sufficient information. Al though

| found a 't of examples of too many words in instructions, here i>
an exarule of insufficient information (Examplel6 ). The instruction

auks that the word with the same sound as the word that names the picture

-~

b
Q/"




Example 15

Uking Syllables to Help Decode Words

® You shou! 'Jd umhrsl wd that ‘\Iu nyou el an uatamidhar

\\urd VOU can sometimes Ilbuw nul wh.n it s n \'nu dl\l“t‘ 1

e e+ B e —— -~

———

nto sy Hables .md llun pronounce ¢ cach »)Il.ll e as ot were
e - -

Am———-

o wasid

In each sentence below, the andedhndd word ee one vou

have probably heard but may not hove secnan pont Ehse the
sense of the other words and what you have feamed .\lum(llf)
letter sounds and syllables to degde what the \nmi s The n.J

wiite thatword on the hine at the night, xh\nim;7 1tinto sy Hables

—
as you do so A starred vx.nnp]v s bren done tor you

Industrial waste is an envircaimental crisis

Lhe archer hat the taiget with her st anow

The speed Lt on most lnghways s ity five nndes pet
hown

She has good aedit at all stores

Automobile tumes can pollate the an

What 1s Steve's tavorite Havor of ee cream’

v carelessty tossed atch can b areal te hozard
Susanne burned b band, and o bhster developod

S tennas racket necds to be e ey,

Since the meeting will bepim on e, do ot be tady
People should figue theo mcome taxy by Aped 4

Most newspapers contam comic strips

Fach vear people we ashed o donate to the Uinrted Fund
NMr Grouch s known to have a nasty temper

She wore a black velvet cloak aver her gown

L ddie has a habit ot cracking his chewing gum

Please get away trom my desk, and do not meddle wath
My papers any more

A country’s major ity 1s usually ats capital aty

A group of cows prazed peacetully inoa lage field of

dover”’ ol
D
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Me or My?

Underline the word that has the same scund as the

word that names the picture.

«

\____,)-\_/2

box

bed

hat

Cx;m)lc

16

sky

8

my

rip

plant

me

she

crow
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be underlined. |t is obvious that the student must match the vowel
sound of each picture word. But, is it obvious to the hard-to-teach
student?

| will conclude this section on instructional language by stating
the obvious: The problems associated with writing adequate inscructions
are numerous. In the absence of firm rules and procedures about
instruction writing, it would seem important for developers of workbooks
to spend more time in classrooms observing children as they read
instructions, and guestioning them about their interpretations of
inctructions. These consumer research efforts should contribute to
the creation of instructions that will permit more students to under-
stand the demands of their workbook tasks.

| would like to make one additional point: Some of the instructions

are fine. a1l of the programs | looked at have instances of clear
‘mstructions. | do not want to give the impression that every
instruction in every workbook needs a major overhaul.

The first 7 guidelines have been discussed in a rather lengthy
manner. The next 13 will not be discussed as fully though, not because
they are less important or because they are unworthy of a more thorough
examination, he 20 guidelines are not listed in order of importance,

although | would select s.veral as most important. Of the first 7 guiZ.-

lines, tne most important include those about the relevance of workbook
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tasks to the rest of the program, coordination of vocabulary and concept
level to the rest of the program, and importance of instructional language.
From the next 13, | would select the topics of instructior | design and
appropriateness of art as most important.

8. The layout of pages should combine attractiveness with utility.

| suspect that reading long lines of type which stretch 4ll the
way across a page is rore difficult than reading shorter iines;
certainly <horter lines lock less onerous. There may be a reason
that the type in newspapers and magazines is in columns rather than
across entire pages.

Ruled lines dividing sections of tasks are usually disapproved of by
layout designers, but instructionally they often make sense. In
addi tion, many workbook tasks would become much easier to work if
the sections were labeled. Example 17a is a page from a workbook.
The addition of rules and labels in 17b does seem to clarify (he
content and make the instructions easier to follow.

9. Workbook tasks should cuntain enough content so that there

is a chance a student doing the task will learn something and not simply

be exposed to something.

Teaching, rather than exposing, has to do with both the nature of
the task and the number of times similar tasks appear in a given work-

book. In Example 18, the difficulties of following the first




Word Parts

Follow the directions given below.

Draw a line between the parts of each word. Then write the number or
numbers of the rule you used. '

o W bho

penny

. between double consonant letters
. between unlike consonant letters
. between a vowel letter and a consonant letter
. between two vowel letters

circle

hammer e
usual e
duty PR
poem e
wander
cabin o
dizzy e
1dea e
paper e
cruel e

coffee .

museum .

orbit R
cider P
after e
summer B
quiet I
accuse e
lumber o

bornnet o

glant R
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Word Parts

Follow the directions given below.

Draw a line between the parts of each word. Then write the number or
numbers of the rule you used.

Rule s -
1. between double consonant letters
2. between unlike consonant letters
3. between a vowel letter and a consonant lette

4. between two vow=l letters

Weeds  Nusmbev=y, Words N My‘z

rat*le 1 circle R holly o
r(*ie*) _3 4 hammer museum e
winter usual — orbit I
widow o duty - cider —
castle — poem I after R
sister wander - summer I
radio — cabin —— quiet e
water e dizzy e accuse e
jelly e idea S lumber I
jumbo —_— paper — bonuet I
penny R cruel e lady o
fuel - coffee — glant B

s




Exanple 18

In each group of pictures below circle the pair of things that are

reiated to each other in the same way as the first pair

Complete each of the tollowing sentences by underlining the word
that best fits in the blank

1 Hay is to horse as gas 1sto . telephone tractor hght
Gurl 1s to woman as boy i1s to . : father girl man
S Is to sight as nose 18 to smell. Eye Ear Foot
True is to false as in s w0 .. down out side

Children are to parents as are to bhears ponies cubs kittens

Drops are to-.. . _ as flakes are to snow rain  dust hai

sled train wagon
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instruction will not be discussed here, other than to say that for some
students what represents & group is probably no more bewilderinggthan
what is meant by '‘the same way.'' | believe the first part of tf

task is conceived as a sort of warmup for the second part. The
instruction is clear enough, but the task itself assumes the students
are able, without previous instruction, to operate with seven disferent
analogy rules. If they caniot do this pace, they will never get
another chance--at least not in this level of the series.

Another task that only exposes is shown in Example 13. For chi ldren
who have trouble identifying words tha indicate when, where, and how
this task is difficult and probably important. Such a task appears
only once in this workbook. The hard-to-teach child is only being
exposed to something that is worthy of being taught.

Example 20 is primarily a language task. For students who under-
stand part-whole relationships and have a vocabulary that includes a )
lot of knowledge of the world, this task is nice enough. For students

who are unsteady about what is a whole and what is a part, dand whose

vocabulary does not include such words as cells, lining, and henhouse,

this task presents lots of problems. But because this type of task
appears only once in the entire workbook, | suspect that a hard-co-
teach child will not be much affected by it. If this child gets a lot

of teacher help and does the task well, then more examples of the task




Example 19

In each sentence the part that is underlined tells

when or where or how.

Read each sentence. After the sentence you will
see three words. Make a line under the 0.1e word
that shows what the underlined words of the sentence

tell. The first one is done for you.

1. We saw a funny clown at the circus. When  Where How
2. Our cat likes to stay out at night. When  Where  How
3. The rain came softly. When Where How
4. The kitten is behind the door When Where How
5. He ran as fast as he could. When Where How
6. Some bushes are growing near the house. When  Where How
7. I'll be there in a minute. When  Where How
8. He eats a few cookies every day. When Where How
9. He seemed to feel better after lunch. When  Where How
10. Put the cards ncar the telephone. When Where How
11. After school, he watched TV. When Where  How
12. He is waiting at the corner. When  Where How
13. She answered us with a smile. When Where How
/14, Next weck she will visit us. When Where How
15. He carried the eggs carefully. When Where How
16. She has never come to visit. When  Where | How

«7. She asked nicely if I was feeling better. When Where  How




Exa o le 20

Four things are named in each row. Three
of the things named are parts of the other
thing. Put a ring around the thing that the
others are part of in each row. The first
one has been done for you.

1. tail (‘airplane ) cabin wings

2. floor walls corners room

3. barn henhouse hayloft farin

4. motor wheels bus seats

5. coéi\\ buttons lining cl3th

5. sandwic\h lunch milk grapes
7. sSwWings slide playground sandbox
8. cells bones body blood

9. cover words book pages

10. plant leaf root stem
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are in order. If our child does not get help and does poor [y on the
task, then it is just one more bewildering workbook page.

None of these tasks, which expose rather than teach, is in any
way sufficient.

i0. Tasks that require students to make discriminations must be

preceded by a sufficient number of *tasks that provide practice on the

components of the discrimination.

For example, tasks in which s7idents must decide in which-werds y

P
must be changed to i to make plurals, or must determin which expressions

are metaphors and which are similes, require them to make discriminations.
Only after hard-to-teach students have practiced and mastered component
tasks do they have a good chance of successfully coping with tasks that
require them to apply this kind of knowledye to complex situations.

More careful observation of students working with complex tasks would

give workbook developers a better sense of how much component task
practice should precede those kinds of tasks.

11. The content of workbook tasks must be accurate and pre-ise;

workbook tasks must not present wrong information nor perpetuate

misrules.

Phonics, word analysis, and comprehension tasks should be looked
at with a cold and critical eye to make sure students are not taught ,
for example, that the sound of o in hope is short, or that ''the main

idea is the first sentence of a paragraph."
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Some tasks such as the one in Example 21, can seriously promote

wrong ideas. This is a task in which the students are supposed (O under -
line the sentences that are not important (an instruction that in

itself is bound to cause difficulty for some students). The under-
lining in this example is from the answer book. | do not see how a

{
student or a teacher (except by using the answer book) is going f~

determine that the description of a bobcat is not important, whereas
where a bobcat lives is important. Such arbitrariness in a task is
bound to confuse children. Even if the task were taught by a teacher
who was able to justify the choices of importance designated by the
workbook writer, it seems unlikely there could be much transfer to
other tasks. The task is an example of an ineffective, inefficient
task that furthermore seems just plain wrong. |t is a vehicle for
teaching a misrule about what is important in a paragraph.

12. At least some workbook tasks should be fun and have an

obvious payoff to them.

This guideline does not ask that all tasks be fun and games, but
occasional puzzles, word games, cartoons, and other gamelike tasks
would relieve the page-after-page seriousness of many of the workbooks
| looked at. Caution: 1| am suggesting instructionally ef fective

tasks that are fun, not pointless tasks that are fun.

13. Most student response modes should be consistent from task

to task.

O
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Example 21

Exercise 17: Omit.ing unimportant incidents and details

Read the story. Make a line under each sentence that
- not important. The sentences that vou do not under-

line should tell the important facts about bobcats.

Bobcats

Bobcats belonj to the cat family. They live in North
America. A bobcat has two ears, eyes, a small body,

and four leqs., It is ahout the size of a small child and

weighs less than 3 tryck. Most bobcats weigh between

twelve and thirty pounds. His coat may be q}mo§}~ggx

color at all. It may_be light or it may be dark. If th
bobcat lives in a dry place, his coat is light in color.
If the bobcat lives where there is heavy rainfall, his

coat is dark. They do not often live in a big city Most

bobcats live in wooded places, far from people. They

hunt at night. They do not eat cqgifooq;

Bobcats eat

rabbits, ground squirrels, mice, and some birds. A

I

mother bobcat takes care of her babies until they are

big enough to take care of themselves. There ma b

from two to four babies living with the mother bobcat

at one time.
at _one tile.

Read the instructions with the children.

Ask them to complete the exercise independently.

6
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For example, if x is used to indicate something is wrong, don't
have students use x to indicate that something is right in the next
task. These are instructions from two tasks in the same workbook:

1. Circle the word that completes each sentence. Put an X

on the word you do ot need.
2. Mark an X before the sentence that give details of the
story. You will mark six sentences.
The asual role of é_probably makes these tasks morz confusing for a hard-
to~teach student.

14. Student response modes should be the closest possible to reading

and writing.

Except for first-level workbooks, used by students who have not
developed writing skill, it would seem desirable to provide for student
response modes that call for more writiry rather than less writing (see
Example 22). The writing of the letter or number that stands for a
word is much less likeiy to produce a meaningful sentence, phrase, or
w rd pair than the writing of the word itself.

Often, more writing would make tasks more instructional ({see
Example 23). This task would be more useful if the students had to
write the ending to a given base word and then use the base word in
another sentence right under the first sentence.

{f there is a purpose for finding the main idea in real-life reading,

it is to pick what is important in what has just been read. Underlining




Eranple 22

Write the letter for tha word that helongs in each biank.

a. buticns d. Scal h. hopscoich
b. wrong e. scraps . soap
¢. caught f. scrawny J. angry

g. pouring

1. What is __hwam your old bicycle?

.

2. She was,d._m him for teasing her.

3. Judy washed her hands witl (

4. My dog likes to eat &£ - from his dish.

cat.

5. The girl found a tan,

6. Judy's brother was milk for her pet.

1. She the beach ball with both hands.
8. Grandma put three new_____on her coat.
9. The children were playing— __on the playground.

10. To chase the cat away, the man shouted " 1"

ERIC 6
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Some Things Change

Write the root word of the woras in dark print on the

lines below.

1. Bella is not the biggest frog in the 6. Bella makes you feel happier

pond. just listening to her.

2. Many frogs are much larger han 7. Raymond has loved Bella for
she is. years.

3. Bella is not the prettiest frog 8. He will never stop loving Bella.
either. 9. It is not because she is tl : best

4. But Bella's s*ories are wonde rful. swimmer in the pond. It is

5. All the frogs come hopping from because Bella makes Raymond *

miles around just to hear sto ‘ies. feel proud to be a frog.
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a main idea sentence in a paragraéh is more like real life than finding
it in a multiple choice item below a paragraph. Requiring students
to write out the implied mai: idea of a paragraph would be more useful

than having them select cne best sentence from three different sentences

(see Example 24).

15. The instructional design of individual tasks and of task

sequences should be carefully planned.

The design of tasks and task sequences is the topic for a book.
A well-designed task is one that will make the performance requirements
of the task clear, will cause the student to attend to those elements
of the task that are central to what the task is attempting to teach,
and will permit the student to move without hazard through the task
from beginning to end. Well designed tasks are c*en part of a sequence
of tasks that are connected, in some way. The performance requirements
of task design were discussed in the section on instructional language.
In this section a few examples of less than adequate instructional
design wi': be given.

In the task presented in Example 25, students are supposed to
determine the appropriate use of homographs by matching one of two
sentences with a picture. In the first pair of sentences the student

only has to read as far as flowers to get the correct answer., The

;i Q f
s E MC
s
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® You should understand that if you can make up a stateinent
ot the main 1dea ot a paragraph, you will know the most
iaportant 1idea about the t+ 1c of the paragraph

As you read each paragraph below, decide what its main
idea1s Following each paragrapl are three sentences Choose
the sentence you think tells the main idea of that paragraph,

and wnte an X 1n the blank before 1t

1 Glacier National Park 1n northwestern
Montana has numerous attractions for many
summer vis‘tors Those who enjoy scram-
bling over steep chffs can climb high
mountains and explore deep canyons.
Hundreds of well-stocked lakes and streams
aelight and reward those who like to fish.
The park abounds in interesting wildiife,
but no hunting 1s allowed There are miles
of wilderness trails for hiking and horse-
back nding From an automobile, breath-
taking landscapes may be seen, including
the glaciers for which the park 1s named
. A lot of fishing is done 1n Glacier
National Park
*  There are many attractions 1n Glacier
National Park
In CGlacier National Park, there 1s
plenty ot wildlife.

2 Some of the lakes 1n Glacier National
Park lie 1n low, wooded valleys Others are
in the mountains wl ere the air 1s nearly
always cold L' e McDonald, the largest, is
completely surrounded by mountains One
of the smaliest, Swiftcurrent Lake, 1s famous
for the clearness of 1its retlections of neigh-
boring mountain peaks Although only a
half mile long. Iceberg Lake 1s on such a high

| LRIC
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mcuntain that icebergs can be seen floating

in this lake, even on very warm summer

days. There are about two hundred fifty

lakes in this park

- Swiftcurrent Lake is the smallest lake
in the park.

. All the lakes have icebergs

X _ The lakes of Glacier National
differ in size and location.

Park

3 The glaciers in Glacier National Park
were once part of a vast sheet of 1ce that
covered much of North America thousands
of years ago Today there are between
fifty and sixty glaciers in the park; only
one of which has a surface area of about
This i«
Glacier, and it has an area of almost 300

one-half square mile Grinnell
acres. Sperry Glacier i1s the second largest
with an area of about 287 acres (Only seven
glaciers 1n the park have areas greater than
one fourth square mile Most of the
glaciers are much smaller with areas of
only a few hundred square yards
X. There are glaciers o1 varyirg sizes 1n
Glacier National Park
- Fkishing is permitted 1n the akes
A vast sheet of 1ce covered North
America years ago

by




Use the sounds the letters stand for and the sense
of the other words to read each new word in heavy black
print below. The two sentences in each box use two
different meanings of the same word. Put a circle
around the sentence that goes with the picture

at the right.

1.(Flowers grow well in soft earth)

2. The earth moves around the sun.

1. This clip will hold the papers together.

2. Wﬂﬁ@icmre from the pa@

1.(My dog sleeps in that shed’)
2. 1 wish my dog didn’t shed.

1. Wash your hands in the sink.

2. We watched the toy boat sink’)

1. Our car stalls on a cold morning.

2. (!F\e horses live in @
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tudent does not even have to read the word earth as it is used in two
different ways in .wo different sentences. The third pair of sentences
torces the student to read both <antences al! the way through to
determine which of them is represented by the picture. This pair of
sentences is the only set on the page that makes the students attend
to the target words. In all of the other sentences the students can
identify the correct sentence by attending to other words in the sent-
ence.

Tasks should be desigred so that Students can move without hazard
through the task from beginning to end. Some of the tasks | looked
at were two-part tasks. And in some of these the success of working
Part 2 depends upon getting all of the items correct in Part 1., If
there is no way for students to check their responses in Part 1 before
moving cn to Part 2, they scand a good chance of doing some very
counterproductive work in Part 2.

Student responses should indicate to the teacher whether the
students understood the task. In this task in Example 26, the
lines drawn between the pictures will not letr the teacher know if

the students understand before and after. The sentences about the

pictures are at the bottom of the page; the students need not relate
them to the picture, (0n the other hand, the pictures are pretty

unclear and embiguous. Maybe the boy is running for the mail. Maybe

.y .




Draw hnes from the pictures that show
before to those that show after.

L)

71\

Draw lines from one sentence to the
other to show what the pictures tell.

The boy fell on the doorster. Mail fell on the doorstep.
The maillbox was stufted. The boy hurt his knee.
o The stopper was in the drain. Water filled the sink.
ERIC 7
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the wash basin is a clown face. This is an example of a task that is
not well designed for the students, nor for the teacher.

Workbook developers should be reasonable about what they expect
students to process. (n Example 27 students are supposed to be able
to underline the letters for nine conrsonant blends as they appear in
words that make up 15 sentences. It took me a long time to do this
task, and | soon adopted the rather tedious strategy of gcing through
each sentence with one biend in mind, then with another and another
until | had finished the nine blands. In order to finish this rather
punishing task, ! often did not read the words in which | found the
blends. | suspect that hard-to-teach students will not have the
pat.cnce even to begin this task. | also know that a better-designed
task can be created to get them to attend to consonant blends.

In Example 28 the students are to decide which consonant letter
is used the most in each sentence. What the task has to do with
reading ic a little unclear,; what is clear is that the task takes a
lot of time and that .0 do it correctly a student has to use lots of
counting and matching skills and does not have to read (in the sense
of looking at words and sentences) at all.

The task in Example 29 only requires children to copy words that

are underlined. Although the task takes up an entire page and lots of

time, there is no requirement that the students read anything other than




B.ends and Sentences

In these sentences some words end with these blends id,
It ip.it.nd nt ct ft, mp Underline the letters for these
biends Mark the sentence that goes with the picture.

The dog can jump up on a shelt.
We will camp near the piant.

The tent was In the pond.

The boy Is to the left o1 the dog.
The boy will act in the play.
The dog will help the boy act.

The girl can help the elf spin.
The eif sold gold to the girl.
The elf will help the girl by spinning straw.

The colt spilled the milk on the shelf.
The colt can't drink until the ice melts.

The colt will stamp on the melting ice.

The pin ts bent.
The beit is made of gold.

O00 | OO0 | OO0 | OOO | OO0

The old man will act near the camp.

7
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Consonant Count

Read each sentence. Decide which consunant letter is

used the most. Underline it each time.

1. Rosd ran home around four o'clock.

2. “Mom, 1 am home,” she said. “May 1 have some
ham tonight?”’

3. “If you still want ham after your father finishes

fixing the fish, you can have it,” said her mother.

4

L™ <=

1!,‘ JELL) g

. My family lived along that road until last July.

4

5. Nan, who lives next door, will soon be nine.

6. My favorite part of Tira's costume is her top hat.
7

. Up in my room {s a pair of purple and pink party

~f

shoes.

~Did vou decrde to wear the red diess:

L




Txaiy e 29

Read each sentence. Write each underlined word under
the number of the sentence. The first one is done for you.
The letters acruss the top of the puzzle make a word.
Finally, write this word to complete the sentence below.

1. So Danny and his father
filled their pockets fuli of

walnuts and took them 1 2 3 4 5

home to dry.
2. Then Danny ran down the

hiil to the orchard.

3. The leaves on some of the

trees were changing from

green to orange, red, and
ysllow.

4. He sow that apples were
changing too.

§. “My bear was just a gray

— || 0 |0 |T

squirrel getting ready for .
winter,”” Danny said. S
The book was abou! 0 — - bear.

7y
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the underlined words. Hard-to-teach students might find it ea»>y, but
they certainly would not benefit very much from it.

The task shown in Exampie 30 would be much improved if the students
could show, by drawing arrows within the sentences, how word referents
work. Having them draw lines between two columns at the bottom of the
page casts a meaningful task in an extraneous form.

An enormous number of observations and suggestions can be made
about instructional design. Comments on these few tasks are only an
introduction to the topic.

16. Workbooks should contain a finite number of task types and

forms.

Special teacher-led instruction is sometimes needed the first
two or three times a task form is used, but then less, if any, instiuction
is required. Example 31 is page 10 of a workbook.

Example 32 is the same form from another page of the workbooks.
Except for the title and the wording of the initial sentence in the
instruction, nothing has changed. This is a practice | applaud; if -
students can learn to work a task form, then they can concentrate oj
the task content. In this workbook, the advantages of these simiiar
forms are somewhat compromised by the fact that these pages are L7
pages apar’.

The repetition of task forms is not a common practice; in fact,

it is quite uncommon. It is more usual to have almost as many task forms

~4




[xv ple 30

What's What?

Read the story. Then match the words in dark print

with the words they stand for.

Sir Wingate pointed to an inn. “Let’s stop tht!are for

the mght,” he said.
“I don't think it is open,” said Sir Sidney.
“Sure it is,” said Sir Wingate. “The lights are on.

Can’t you see thtzam?”
"1 think we should go to another inn,” said Sir

Sidney.

“That's siiiv.” said Sir Wingate. "I think we should

stay.”

“Got”

“Stay!”’

Aft. a while Sir Sidney saw the sur begin to rise.
“OK,” he said. “'Let’s stay.”

Sir Wingate looked at him. *“My good man,” hse said.

“It's perfectly clear that we should go.”

1. there - ___— the lights
—
‘//,.><\
/- —

2. them — " the inn

3. We —__ — Sir Sidney
I '/>&\ Sir Sidney and Sir Wyngate

‘3, he 7 ~—- Sir Wingate




Example 31

The Right Word

Find the word in the box that makes each sentence correct.

Write the word on the line.

f
| hundred basement afternoon machine interesting

- 3 1y
. Rudolf Rust is an J_D_

person.

. He works in the __bg_s

of his house.

5. That's where he made a special time

ms__ dlfernoon

Rudolf toock me for a ride.

- Wewentone . L_

years into the future.




Example 32

The Right Word for the Job

Choose the word from the box that makes the sentence

correct. Write the word on the line.

x;letdtc - w_bl(’n;;/ing dark direﬂ(‘:’tAi-oH
| heard  lonely  older beneath
1. Betty _ the train whistle late 5. In the __ __ she couldn’t see
at night. anythirg, but she heard the train
e r_ e getting closer.
2. It was like the _ ___ cry of an
aniinal in the forest. 6. The train rolled along, its whistle

_____in the night.

Clonely bloving

3. She went to the window

wondering which __ __ it was 7. She thought, “Maybe when I'm
coming from. ' ____Icanride the train.”

4. She tried to _ __ _ the whistle of 8. Then Betty crawled . _ the
the train. quilt and went back to sleep.

. imitate” ~beneath
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45 there are pages of a level of a workbook. Two things can account

for this: One is that there are as many different contents of tasks

35 there are pages in a workbook. The other is that there exists

similarity of content, but little similarity of the task form in which

that content fits,

The content listings of pages 49 to 78 from three series gives
come idea of the variety of content common to workbooks (see Examples
33, 34, ard 35). In two programs, three different forms were used
twice. In the third program, no forms were repeated,

My conclusion is that in these three examples there is a veritable
cafeteria of content, and that there is very little repetition of
task form. My questions concern sufficiency and effectiveness:

(a) Are there a sufficient number of tasks to provide for the massed
praciice that might enable hard-to-teach students to learn all of that
content? (b) Do the almost continuously varying task forms make it
more difficult or less difficult for students to learn the content?

| suspect there is too ' ‘le of too much and that continuous variety
of both task form and task content contributes to the problems of

hard-to-teach students.

ERIC o
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58.
59.
60.
61.
62.
63.

Example 33

Program A,

Practice with words with ine.
Practice with oo.

Choosing titles.
identification.

Word

Jsing common syllables a, be,
un, ful, ly, ness.

V-cabulary identification and
use of c', bl, pl.

word referents.

Plural ves on words ending
with f.

Following direétions.

Alphabetical order.

Classifying words.

Practice with words with ie.

Compound words, comprehension.

Commas as a comprehension aid.

%ng details.

pages 49-78

bh.
65.
66.
67.
A8.

69.

70.
7.
72.
73.
7h.
75.

76.

77.

Workbooks
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Syllables.
Puzzles.
Word identification.

Practice with words with ash.

Base words and endings.

Practice with words with
and str.

spr

Practice with and, comprehension.
Classifying words.
Contractions.

Sequencing.

Practice with words with sw.

Long and short e sounds,
comprehension.

Multi-meaning words.

Practice with words with ward,
comprehension.

Notiny details.




58.
53.
60.
61.

62.

63.

Example 34

Workbooks

80

Program B, pages 49-78

Words of the senses.
Doubling the final conscnant.

Matching sentences *to
pictures.

Questions about story in
reader.

Dropping the final e before
ed and ing.

Literal and f'gurative
lanquage.

Quections - out story in
reader.

Puzzle.

Adding ed and ing to words
that end in y.

Reading a cnart.

Vocabulary, context clues.

Spelling of consonant phonemes.

Synonyms.

Questions about story in
reader.

Matching sentences to
picture”.

6k.

65.

67.
68.

69.
70.

71.
72.
73.
7Lk
75.
76.

Commas in
address.

eries and direct

word meanings in a glossary.
Word identification.
Unit test.

Vowel sounds represented by ou,
u. co.

Comparatives.

Realism and fantasy, literal
and figurative l!anguage.

Vowel sounds uw, oo.
Constructing direct aadress.
Quotation marks.

Follow directions,

Spellings with cu, ow, oy, or.

Syllable stress, dividing
syllables.

Practice with shall and will.

Questions about story in reader.
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Example 35
Program C, pages 49-78
4g. word meaning. 64. word identificaticn,
50. Story ending. 65. Questions about stories fr.
reader.

51. Word pairs.

66. Writing dialogues.
52. Cause and effect.

67. Vocabulary.

53. Following directions.

68. tlogic task.
54, Vowel sounds.

69. Following a chart.
55. Main idea and sequencing

- 70. Finding details.

56. Outlining.

71 Words in context.
57. Vowels and compound words.

72. Similes and metaphors.
58. Alphabetizine.

73. Predicates of sentences.
56. Segquencing.

74. Sentance completion.
60. Vowel practice.

75. Poetry comprehension.
61. Phonetic spellings.

76. Sentence comp.eticn.
62. Main idea.

77. Sound identification.
63. Comprehension guestions.

78. Character description.
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17. The art that appears on workbool pages must be consistent

with the prose of the task.

Pictures in workbooks would be the sunjoct for another book, Burt

briefly, art that is cenfusing and inappropriate is bad, no matter how

Martistic' its quality or how colorful it looks on a paae. The art

w

that appears in workbook

hac been discucced in other nlaces, and | am
4
sure that criticism of wor“book arc is not a new topic to phblishers
cf basal programs. 50, | will confine myself to only a few examples.,
Tasks which requi e students to pick a word, phrase, or s_ntence,

to match a pic.ure are found in many workbooks. Uniess great care is
taken with the art, such tasks are distressing. [here are three items
in the task in Example 36. There are provably 23 reasons for studenis
to check wrong answei .. Some of the problems originate in the art,
some in the amount of inference the workbook designer had in mind.
ftem | is a very tiny picta - of a farmwith a barn. It shows a

) fence with what is perhaps corn next to it, and a trec with what are
perhaps apples growing on it. To accommodate a long line of type,
there has bee . a square cut from the iilustration in the upper left-
hand corner. The student is to check the answers the picture is
“true of.'" (I will note, but not discuss, tne difficulties inherent

in the question 'Which of these is true of this farm?'') I would like

to list some of the thoughts that cculd pass through a student's mind

as he or she confronts this task. ~hese a 2 thoughts which a student

ERIC
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Which of these Is true of thie park?

Look at th2 ricture Then read the queshion

and check th2 answers

Which of these is true of this farm?

new truck
apples to chew
corn grew

crew of apple pickers

— TV news

good stew

—— threw a ball

Which cf these is true of this sireet?

emet——

——

cats mow

G few clouds
birds flew
crew of workers

new paint
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- ! >
I 1 b
L
I N
Y y I
™ - B
1l ) ./,,_M"-""’“
-i?" wi Ak é - e "\“"'rw»
sa /i/ 4 ’ P y '}‘/‘ 4 win ~W;A )
Q V\Wﬁ ws ///ﬁ \w (& 1~ 5

"-»‘

:ﬁ' )z,

q;a*
OO
A

\i‘.'.l/ N
-7

56




O

ERIC

Aruitoxt provided by Eic:

Workbooks

84

fight have «ho is acquainted with a farm, with the notion of Ytrue,'’
and with a strategy for thinking hard at .ut each possiblie answer.
{1 will leave to your imagination the thoughts cf a hard-to-teach
student not fully acquainted with farms and true, nor equipped with
such a sophisticated answering strategy.)

“"This is a picture of a farm. Why do you suppose that square is
cut out? Do you suppose there was a truck there” This jooks like a
goud farm. ‘'New truck.' The farmer could have a new truck. My
ceacher is always telling us to visualize things when we read. 1'll
bet there was a truck there. 1'11 check truck. 'Apples to chew.'

Are those apples on that tree? Maybe they're peaches; maybe it's just

a different kind of leaf. Mayle my eyes are getting bad. Maybe |

need glasses. Well, this looks like a trick to me. I'm not going
to check 'apples to chew.' Anyway, whe would chew apples on a tree?
'Corn grew.' Look at that stuff growing on the fence. That's not
corn, those are like the hollyhocks in my grandmother's garden. |'m
not going to check that one. 'Crew of apple pickers.' ‘ell, | don't

see any apple pickers, and if there's only one tree, that farmer is

going to pick his own apoles. 1'm not going to check this one, but
maybe apple here means apple there. 1'm going to go back and check
'apples to chew.' | sure wish this artist drew better pict:es."
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This student will not have too much trouble with‘the second item,
except perhaps to realize that whereas the first item gave him a lot
of trouble, this one is ridiculcusly simple. When he reaches ltem 3,
his major problem wili be with 'birds flew.' After all, the birds
in the pict 're are flying. '"Oh well," he says to himself, "t's a

toss-up. I(f this is the old trick question, | shouldn't check it;

if they're just trying to make me read an ew word, i'd better check
it." And since this student is a survivor, he checks 'birds flew.'

Surely there ai. better ways to construct tasks using ew words
than this one. The art takes up a lot of room, yet each picture is
tiny. Such inadequate art has a lot to do with making this task a
Juessing game. }

Sometimes art would be better if it were not there at all.
Example 37 also has three items. The students are told to underline
“thé sentence ir the story that tells about all the story sentences,"
in other words, the main idea. | predict that for students accus tomed
to matching sentences to pictures, this task will be very confusing.
My guess is that threre will be a number of students who will try, for
each item, to pick out the sentence that matches the picture. The
pictures do not help students do the task; rathe,, they increase the
probabi lity of student error.

The hazards of using illustrations that serve as prompts for students

to identify beginning, middle, or ending sounds are well known. One of

my colleagues brought in this task. His child's teacher had marked it.

ERI
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txampie 37

Read each story. Underline the sentence in the story
that tells about all the story sentences.

The boys and girls have peis.
Mike has some rabbits.

Kip has a cat.

Anna and her sister have a dog.

Snow fell on the houses.

Iy
HER

It fell on the people.
It fell on the city streets.
Snow fell evernywhere.

Mr. Fell llkes to walk his dog.

_Mr. Feil likes to walk dogs.
Mr. Fell likes to walk Bill's dog.
. Fell likes to walk Kim’'s dog.
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A graduatz student who was easily able to use the long vowel sound
in the : iddle of each word in Example 38 as part of her identification
procedure misidentified two pictuies on this page (car for jeep and

crown for queen). | still am bewildered by one of the pictures (so,

perhaps, was the child who missed it). 1f one looks at the page from
the point of view of a hard-to-teach student, less sure abcut the

middle soupd of any word, the possibilities for error are numerous:

tanthpaste for tube, lamb for sheep, rats for mice, worm for snake,

horse for mule, ice for cube, etc.

It is my opinion that this tyue of task §hould be abandoned by
workbook developers. |t is not likely that any set of pictures, no
matter how clearly drawn, will be interpreted in the same way by their
users. This task's potential for ~onfusing students seems far greater
than its possible bLenefit to them.

fFinall,, and these are very serious points, problems of perspective
and proportion deserve careful sttention. It seems likely that
peculiar use of perspective and instances of real-life small ob™ .5
drawn the same size as real-life big objects can cause confusion,
especially for hard-to-teach students.

Equally careful attention should be given to the question of style.
Workbooks as a means of exposing students to a variety of artistic
styles may have value for art appreciation; however, it is not likeliy

that ail styles of art have equal pedagogical value. The primary

Q ol
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purpose of workbook art must be always kept in mind. | see its prinary
purpose as chat of facilitating students' understanding of something
about reading.

Art that is stylized beyond the real-world experience of many
students is not likely to achieve that purpose. Example 39 is one of only
many examples of workbook art that | judged to be pedagogically unsound.
In addition to problems of proportion (the spider is as big as the micro-
scope), there are problems of reality. Since students doing the
task are supposed to be discerning eality from fantasy, | think the
art is confusing rather than facilitating.

18 Cute, ronfunctional, space- and time-consuming tasks should

be avoided.

in a sense, both paper and time are money. Students spend only
so much time in school, and they can deal with only so many pieces of
caper. Their schools can buy only so many pieces of paper. What is
on each paner governs how a segment of student time is spent. How
that time relates tc reading shoull be a primary consideration.
Example 40 task takes a long time to do, especially if the teacher
is one to insist that each circle be completely cclored. Furthermore,
the teacher does not know {(and this is in the realm of instructinnal
design) why the studer . performing the task is right or wrong. A
response mode which included marking the syllables would take the student
much less time and provide the teacher with more information about the

performance of the student.
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For each group below mark an X through the picture or word that does not beiong

1 Fantasy
2 True
Story
3 Science
Article
4 Historical
viction
5 Arucle fantasy 6 Biography birthplace
information schooling
nonfiction career
capticns fain: godmother




SYLLABLES-PARTS IN WORDS

Read each word. Color the number of circles to tell how
many syllatles there are in each word.

O ‘D O Q living O O Q O clouds
OO0 wmtay OOOQ because
OODOO wntow OO apartment
OO morer OO OO everyone
O (:) O O dropped O O O O mail
O(DOO shades OOOO tea
O () O O sing O O O O Rumpelstiltskin
O()OO kettle OOOO name
O (:) O O whistle O O O O America
OOOQO gor OO O Q) grandtatner
OO0 woes OOOQ tankes
CO000 waere OOQOQOQ sther
OO0 e OOOQ dinosaur
O OO bea O OO together
OOOO sogeom QOO aume
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in the worktcoks | loocked at there were many examples of inctticient
use of time and space. These are task conditions that | suspeci
seriousiy affect the ultimate reading performance of hard-to-teach
students.

19. When appropriate, workbook tasks should be accompanied by

gljngpxplanations of purpose for both teachers and students.

Teachers should krow why the task exists, and students should have
some idea of what they are doing. Headings and other explanations for
students should be in language the students are likely to understand.

The following task titles were selected at random from several
workbooks. My description of what each task is about follows in
parentheses. | do not think these titles convey much of a message to
most of the hard-to-teach students doing the tasks. This lack of
message means it is likely that these students do not have a ctue

about the purpose of the work in these tasks.

.

The Long and Short of [t (for long and short vowels)
The Boy Roy (for practice with the Qi.sound)

That's Not a Ship (for a task with sh and Lﬁ_sounds)
who or Which is? (for a task that involves only which)
Putting Down Roots (for practice with roct words)
Contents Clues (for a table-of-contents task)

Pass the Word (for a dictionary task)

The Right Fit (a vocabulary/picture task)

O WL W o~ O U W N

(
Now Hear This (a vocabulary/picture task)
(

Hear! Hear! initial and final sounds high)




workbooks

93

I1. in Every wvetail (picking out detai's)

12. Your Fingers Do the Walking (a dictionary task)

13. It All Adds Up (reading with multiple choice questions

14, Mainly the ldea. What's the Big Idea? Get the ldea? {for

finding the main idea)
The list below contains a more straightforward set of titles.
These wer also randomly selected from workbooks.

1. Cause and Effect
Alphabetical Order
Compound Words

Fiction and Non-Fiction

Ltong Vowels

3
4
5. Similes-Metaphors
6
7

Consonunts
These titles are not clever, not furny, but the message of each is clear.
They are more efficient. The hard-to-teach students do not have to
figure out the purpose of the task from a bizarre title or the context
of the task.

20. English-major hurmor shoula be avoided.

How to test for the hit rate of humor in workbooks is probably the
subject of yet another extraneous doctoral dissertation, but | propose that
the following example (41) of what | cail “English-major'' humor is
not appreciated by too many students engaqged in doing their workbook

rasks.




e ST

tas ple 710]
Look for the Cédnsonant Cluster

Underline the cluster ot consonant letters in each word below.

sweet border raft sender sprain skill free

basket street best green ‘ender price glass

Write the clusters of consonant letters in the cluster of grapes.
Do not write any ciuster of letters more than once.

Underline the two consonant letters in the middle of each word
in the boxes below. Choose the word from each box to complete

each sentence and circle it.

walnut
winter

1. -...is the coldest time of the year.

temper
tender

2. The lion took -._.. care of her cubs.

murmur
mongoose

3. The children began to .- .. to each other.

s

velvet

L unaer TR
ERIC 4 He walked - - .. a ladder. o

Full Tt Provided by ERIC. e
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Does this task represent an attempt to teach students inat consonant

clusters are somehow like grape clusters, or is this supposed to be a
joke? | suspect that both the imagery and the joke pass right by

most students as they laboriously copy the letters on the lines in
each grape. The task would be instructionally much more viable if it
required the students to circle consonant clusters as they appeared in
words. At least therc would be a chance that students would note how
the clusters functioned in words. This suggestion i'ts into the
guidelines on instructional design and instructional design is probably
rot very compatible with English-major humor. For the sake of all

chi ldren, but especially for hard-to-teach children, | would urge
workbook developers to concentrate on instructional design and resist

the allure of English-major humor.

Conclusion

What is the proportion of tasks in workbooks that do not adhere
to the guidelines | have laid out? | decided that an attempt to
answer this question would be dangerous as well as presumptuous:
dangerous because some people might not like my judgments and pre-
sumptuous because of the tentative nature of the guidelines. The
guidelines are a list of suggestions based on my own classroom
observation, readings of tasks, and curriculum-writing experience.

They need to be thought about, evaluated, added to, and perhaps
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subtracted from. | leave it to developers of workbook materials and
to teacners using the materials to figure out the proportion of tasks
in workbooks that adhere to these twenty guidelines.

A goal of reading instruction is that students relate what they
are reading to their owr experience. Can workbook tasks call upon
students to integrate their own and varying background knowledge
and schemas into their workbook answers? My observation is that
while many workbook tasks assume the students working r tasks have
a great deal of world knowledge, vocabulary not taught in the pro-
gram, and good problem-soiving stratzgies, not very many require
students to integrate their own reactions into their workbook
responses. The problem of designing tasks that will cause students
to integrate their own experiences into their responses is an
interesting and not impossible challenge to teachers and to work-
book developers.

| would like to conclude by returning to one of the guidelines,
the one about workbook tasks providing a systematic and cumulative
review of what is being taught in the program. This kind of review
would require an integration of what is in any given set of work-
book tasks, not only with the lessons they are correlated with, but
with the lessons that have proceeded them. For this to be done properly
means that workbooks must be carefully planned and developed with other

parts of the basal program, and not done as separate projects, Central
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to the notion of systematic and cumulative review are application tasks.
Application tasks are either missing compietely or occur infrequently
in the workbooks | looked at. Application tasks would, for example,
require students to operate on one passage with several of the compre-
hension concepts they have been taught, or, as another example, have
students use a number of structural analysis and phonics skills with
one set of words. So, students woul.' read a paragraph, f.nd the
main ideas, the sequence of events, the important details, and review
some of the vocabular, Or they would underline a number of the
letter combinations, base words, and affix<, that occur in a list
of words they have just read. Wouldn't such tasks be more like
the real challenges of learning to comprehend from text or of
figuring out how letters, sounds, and parts of words add up to
meaning, than simply inferring the details of three paragraphs or
figuring out which sp word to fill in a blank?

| hope that a collaboration of teachers, researchers, and
program developers can improve workbooks. Al) of the hours students
spend working and practicing in their workbooks have to be consideiad
a serious part of reading instruction. What is provided for them
in those books should be given the serious consideration of teachers
of grade school students and publishers of the materials used in

their classrooms.

1o+
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The workbook tasks used as examples in this paper come from the basal

reading programs of the following publishers:

1.

The Economy Company, ,Oklahoma City, 1975
Ginn and Company, Lexington, Mass., 1976
Harper & Row, New York, 1976

Holt, Rinehart & Winston, New Yorhk, 1977
noughton Miffiin Company, Boston, 1975

Scott Foresman & Co., Glenview, I11., 1981

oo
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Appendi x

Some Guidelines for Workbook Tasks

1.

10.

A sufficient proportion of workbook tasks should be relevant to the
instruction that is going on in the rest of the unit or lesson.

Another portion of workbook tasks should provide for a systematic
and cumulative review of what has already been taught.

workbooks should reflect the most important (and workbook-appropriate)
aspects of what is being tsught in the reading program. Less
important aspects should remain in the teacher's guide a voluntary
activities,

Workbooks should contain, in a form that is readily accessible to
students and teachers, extra tasks for students who need extra
practice.

The vocabulary and concept level of workbook tasks should relate to
that of the rest of the program and to the students using the program.

The language used in workbook tasks must be consistent with that
used in the rest of the lesson anc in the rest of the workbook.

Instructions to studefts should be clear, unambiguous, and easy to
follow; brevity is a virtue.

The layout of pages should combine attractiveness with utility.
Workbook tasks should contain encugh content so that there is a
chance a student doing the task will learn something and not sinmply
be exposed to somcthing.

Tasks that require students to make discriminations must be preceded
by a sufficient number of tasks that provide practice on camponents

of the discriminations.

The content of workbook tasks must be accurate and precise; workbook
tasks must not present wrong information nor perpetuate misrules.

At least some workbook tasks should be fun and have an obvious payoff
to them.

I
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Most student response modes should be consistent from task to task.

Student response modes should be the closest possible to reading
and writing.

The instructional design of individual tasks and of tasn sequence<
should be carefully planned.

Workbooks should contain a finite number of task types and
forms.

The art that appears nn workbook pages must be consistent with the
prose of the task.

Cute, nonfunctional, space- ana time-consuming tasks should be
avoi ded.

When appropriate, tasks should be accompanied by brief explanations
of purpose for both teachers and students.

English-major humor shou!d be avoided.

10
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Footnotes

i
In some schools two adopted basal programs were used, one for

the '"regular'' students and the other for the slower students. In
these schools procedures and materials from two programs were in
evidence, but students in one program seldom, if ever, were given
materials from the cther program.

2One third-grade teacher made a commant that may be illuminating.
She said that when the children are tested on tests that come from the
basal program, and the teachers are evaluated by how well the students
do on the tests, everyone is, of course, doing to spend all the
available time teaching what will help the students do better on the
tests.

3The controversies about how to teach reading are well known
and will not be discussed here. What even the most opinionated of
those engaged in these controversies just might agree on is that
arguments about how to teach reading are not nearly as important to

students for whom learning to read is easy as to students for whom

learning to read is hard.
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