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INTRODUCTION

Writing is a well recognized regional as well as national problem,
but the research base for dealing with the problem is not very strong,
Recognizing this gap, the National Institute of Education has been
fostering research in writing through Its grants program. Over the
years, SWRL has also included ~omposition as an object of inquiry,
concentrating on embodying rese.rch in tools that are directly usable by
students, teachers, administrators, and others concerned with composition
instruction and assessment. Work in the area of "Cocperative Instructional
Application of Writing Research" joined the capabilities of NIE and of
SWRL to accelerate the process by which research nationally can have an
impact on instruction regionally (and nationally),

During the course of this project we invited to SWRL a number of
writing researchers, as well as a nunber of composition teachers from
the SWRL region, to meet with SWRL lTanguage researchers and instructional
experts, Thus the researchers met with audiences with whom they could
discuss extensively and substantively the instructional implications
of their wo~i, Such cooperative forums had several benefits:

1. Researchers from academic settings met directly with persons
experienced in the creatior of instructional resources and
with persons who actually engage in instruction, Consequently,
the composition researchers who participated in this collaborative
program had the opportunity to develop a stronger sense of (1)
what constitutes educationally oriented research, and {2) what
kinds of research questions and strategies have potentiul for
imnediate impact on instructicn and learning,

2, SWRL staff and representative regional constituents concerned
with composition instruction gained immediate, substantial
access to current research in writing,

3. The instructional implications of research were clarified,
Most writing research is sharply focused, but narrow in scope,
Although this is an appropriate research strategy, the indivi-
dual research efforts are often too specific to form the basis
for significant instructional implementation. Collectively,
however, sets of these endeavors can form meaningful and
responsible bases for instructional application,

4, Research results were embodied into forms usablas for instruction
and assessment, Few, if any, writing researchers have the
resources or inclination tu attempt this. SWRIL. has the capability
to forward such implementation and has & broad experiential base
that allows us to avoid many of the procedural problems that
prevent the exploitation of good ideas to their best advantage
for instruction and assessment,
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Providing this forum for the exchangs of jdeas among researchers,
practitioners, and persons with instructional implementation experience
is of itself beneficial. However, the problems in composition instruc-
tion and assessment are of sufficient magnitude to warrant not only
discussion but also application of promising research. Therefore, this
final report summarizes both research in writing and the instruction/
assessment applications of such research.

This report is divided into three volumes. Volume One covers the
“heart'" of the project: discussions among researchers, practitioners,
and instructional experts; studies of writing research; instructional
applications. Volume Twp covers 2xtensions of the work discussed in
Volume One; these extensions--sometimes funded by other NIE/SWRL projects
or funded by other agencies--exemplify cooperative activities that
developed from our basic studies. Volume Three covers extensions specific
to the assessment of writing.

Acknowledgments: This report wa., prepared by Bruce Cronnell, Larry Gentry,

Ann Humes, and Joseph Lawlor,
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VOLUME TWO
INTROOUCT | ON

In addition %3 the work described in Volume One, staff undertook
additional activitles that extended our cooperative applications of
writing research to inst-uction and assessment. Volumes Two and Three
report these extensijons,

In various ways, SWRL works cooperatively with institutions and
organi zations within its region, The major institution physically
closest to SWRL Is California State University, Long Beach (CSULB),

Both CSULB and SWRL have great interest in improving writing instruction,
Because of SWRL's past experiences with writing conferences (see Part |

of Volume One}, it was decided that the first cooperative venture between
the two organizations would be the co-sponsorship of a writing conference.
SWRL's participation in this conference was partly funded through the
NiE-sponsored information Exchange and Technical Assistance project. A
report of this SWRL/CSULB writino conference is found in Part |,

Over the years, SWRL has had an important relationship with the
Los Angeles Unified School District (LAUSO). One long-term LAUSD-furded
project s Curriculum Alignment--an effort to match goals, assessment,
and instruction, primarily at the elementary level, The teachers
involved in this projest indicated that they needed help with writing
instruction. Consequently, composition staff were asked to provide
staff deveiopment sessions for teachers in the Curriculum Alignment
schoois. This staff development was based on SWRL's experience over
the past decade and is reported in Part |1,

One activity, presented in Part 111, was conducted in cooperation
with staff of the NIE-funded Schooling Practices and Effects project.
Composition staff prepsred three of the Instructional Improvement Digests
that have been produced by that project.

During the past 12 or more years, SWRL has done a considerable
amount of work with spelling, These research and development activities
have given SWRL a foremost position in the world of spelling, Although
spelling is not a major focus of most current composition research, SWRL
has continued its work with spelling because spelling is still of con~
siderable interest and concern to students, teachers, administrators,
and the public. Part IV of this volume reports on our work with spelling
during the contract period.

Q)
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WRITING:
POLICIES, PROBLEMS, AND POSSIBILITIES

A Conference Co-sponsored by

SWRL Educational Research and Development
and

Lalifornia State University, Long Beach

Friday, May 7, 1982
at
SWRL Educational Research and Development
Los Alamitos, California
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WRITING:
POLECIES, PROBLEMS, AND POSSIBILITIES
SUMMARY

In recent years, edvcational Institutions at all Jevels have become
increasingly concerned about writing. Once a low-priority topic, writing
is currently receiving the attention that it justly deserves.

fFor more than a decade, SWRL i - been involved with various aspects
of research and development in composition instruction, primarily with
funding from the National Institute of Educatica, And move recently, SWRL
has conducted writing conferences that have brought together researchers
and practitioners {sec Part | of Volume One).

A close neighbor of SWRL is California State University, Long Beach

. {csuLB). csucB (along with other state colleges and unlversities) nas
been increasingly active in writing assessment anJ instruction. Incoming
students must take a writing proficiency test and reccive remedial instruc-
tion if needed. All students {(graduate as well s undergraduate) must meet
a writing groficiency requirement for graduation,

Thus, as neighbors sharing similar interests, SWRL snd CSULB jointly
planned a one-day conference to focus on three areas of concern to both
institutions and to other institutions in the area: the policies related
to writing, the perceived problems of writing and of writing instruction,

and the possibilities for improved writing instruction and evaluation,

Registration

Registration for the conference was open to the public, with a fee
. charged to help pay for conference expenses, including lunch, copies of :

the proceedings, and copies of a new publication of the California State

Q 1.[




Department of Education: Handbook for planning an effective writing

pProgram. (Bcth SWRL and CSULB provided in-kind support for the conference
In the way of staffing and institutional services. The CSUL® Foundaxion
covered a1l additional expenses.)

Over 1000 flyers (see Attachment A) were sent out to individuals
and Institutions in southern California. Ninety-six people registered
for the conference. See Attachment B for a list of institutions

represented by the registrants,

Agenda (see Attachment C)

Tne conference ran from 8:00 a.m. to 4:00 p.m. on Friday, Hay 7,
1982, Welcoming remarks were delivered by William K. Hein, Jr, (Oeputy
Executive Oirector, Administration, SWRL) and by Giendon F. Drake
(Vice-President tor Academic Affairs, CSULB).

Then a panel of eijht speakers presented position papers on policies
and problems of writing. Linda 3unnell Jones of the Chancellnr's Office
of the California State Unlversity, discussed policies toward writing
within that system. Mary K, Healy described writing at the Univers.ty
of California, Berkeiey, with particular emphasis on the wcrk of the
Bay Area Writing Project. Representing private colleges and uwniversities,
Peter Ward Fay (Californla Institute of Technology) dliscussed the writing
problems of students on his campus., The community college situstion,
especially within the Los Angeles Community College District, was
described by Rose M. Najar. Kathryn Edwards (.os Angeles Unified School
District) indicated the many problems faced by the public schbols when

writing is taught. The operation of one of the Californla writing

Projects-=-the South Ba%in Writing Project~-was described by Alice Brekke




(esuLB). The last two speakers discussed perceptions of the writing
problem from the point of view of the public (Georganne Thomsen,
League of Women Voters) and from the point of view of the media
{David G. Savage, Los Angeles Times).

The major part of the conference was devoted to the presentation
of five research papers that focused in depth on Specific topics that
addressed the possibilities for improved writing. Ann Humes (SWRL)
provided background to the four remaining papers, discussing the
methodologies employed in ressarch on the composing process, and the
resul ts of this research in terms of composing processes and subprocesses.
Huynh Dinh Te (CSULB) tdentified the unique English-writing problems of
speakers of other languages and described strategies and techniques for
teaching writing to such students. Joseph Williams {University of
Chicago) discussed writina programs for professional and technical
people. Mike Rose {UCLA), although questioning some aspects of remedic)
writing programs, provided practical suggestions for improving such
programs. Richard Stiggins (Northwest Regional Educational Laborato:ry)
gave & status report on current developments In writing assessments,
comparing and contrasting the use of direct and indirect measures of
writing ability.

The cor.ference concluded with closing remarks by Richard M. Clowes

(University of Southern California), who offered challenges for the

futur.,

Proceedings .

All the papers presented at the conference were edited by the

conference organizers, Bruce Cronnel) (SWRL) and Joan Michael (csuLs),




and printed (by SWRL) as the conference proceedings. This 165-page book

(Writing: Policies, Problems, and possibilities) was distributed to

conference registrants and speakers. In addition, over 100 complimentary
copies were distributed by CSULB and SWRL. Copies of the book were also
made available for purchase (at SWRL's cost}. See Attachment D for the

flyer announcing the availability of the book; approximately 1000 coples

of this flyer were distributed by SWRL and CSULB.

14
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ATTACHMENT A

California State University, Long Beach ‘-
]@ wnd 2 1‘

SWRL Educational Research and Development CSU

present

WRITING: POLICIES, PROBLEMS, AND POSSIBILITIES

When: Friday, May 7, 1982 Where: SWRL Educational Research and Development
8:45 a.m. - 4:00 p.m. 4665 Lampson Avenue
Los Alamitos, Califorria

A conference 1o discuss problems in writing, policies towards writing assessment and instruction, and
possibilities for improving the teaching and lesting of writing.

Speakers: Ann Humes (SWRL): Research in the Composing Process
Mike Rose (UCLA): Writing for Remedial Writers
Richard Stiggins (Northwest Regional Educational Laboratory): Writing Evaluation
Te Dinh Huynh (CSULB): Writing for Speakers of Other Languages
Joseph Williams (Univarsity of Chicago): Writing in Applied Fields

. Panel: Pane} members will represent the following:

California State University
University of California
Private colleges and universities
Community colleges

Public schools

California Writing Projects
The media

The public

Registration: Registration is $30 and includes Junch plus the conference proceedings. Attendance is
limited, so early registration is advised. D@adfine for registration: April 23, 1982,

- Please register me for WRITING: POLICIES, PROBLEMS, AND POSSIBILITIES. Enclosed is a check for
$30 made out o “CSULB Foundation.” (Pfease, no purchase orders.)

Name
Address

Institutionat Affiliation (for name tag)

Send this torm and your check to Bruce Cronnel!
SWRL Educational Research and Development
4685 Lampson Avenve
Los Alamitos, CA 90720 1 =
J




ATTACHMENT B

Institutions Represented by Conference Registrantsk

ABC Unified School Oistrict

Alhambra High School

Ambassador College

Banning High School

Bellflower Unified School Oistrict

Bishop Amat High School

California State University,
Bakersfield

California State University,
Fullerton

California State University,
Long Beach

Channel Islands High School,
Oxnard

Claremont Unified School District

Corona-Norco Unified School Oistrict

Costa tiesa High School

Covina Valley Unified School Oistrict

Downey Unified Schoo} District

El Ranchc Adult School .

E1 Rancho High School

Ganesha High School, Pomona

Garden Grove Unified School Oistrict

Glendora High School

Hillcrest School, Redondo Beach

La Habra High School

Long Beach City Co!lege

Los Angeles Trade Technical College

Los Angeles Unified School Oistrict

Loyoia Marymount University

Lynwood High School

Montebello Unified School Oistrict

Monterey Peninsula College

Mountain View School Oistrict

North Orange County Regional
Occupational Program

North San Antonio Elementary School

Office of Los Angeles County
Superintendent of Schools

Orange Unified School Oistrict

Palos Verdes High School

Palos Verdes Peninsula Unified
School Oistrict

Palos Verdes School Oistrict
Pomona Unified School Oistrict

Redondo Beach City School Oistrict

Rialto Unified School Pistrict

Richard Arthur and Associates

Rio Hondo Cormunity College

Rolling Hills High School

San Oiego Public Schools

Santa Ana College

South Basin Writing Project

University of California, Irvine
Writing Project

University of California, Los
Angeles

University of California, San
Oiego

University of Southern California

William §. Hart Union High
School Oistrict

*A11 institutions are In California.
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ATTACHMENT C

Agenda

WRITING: POLICIES, PROBLEMS,
AND POSSIBILITIES

P

A Confersnce Co-Sponsored by
California State University, Long Beach

and
SWRL Educational Research and Development

Friday, May 7, 1982

SWRL Educational Reseerch end Development
4665 Lampson Avenue
Los Alemitos, CA 90720

17




PROGRAM
Reglstration, coffes

Welcome

William H. Hein, Jr. (Deputy Executive Directot,
Administration, SWRL Educational Research and
Develonment)

Clendon F. Drake (Vice-President for Academic Affairs,
California State University, Long Beach)

Chair: Bruce Cronnell (SWRL Educutional Research
and Development)

Panet: Policles and Problems
Representing

s Celifornia State University
Linda Bunnell Jones (Chancellor’s Office)
¢ University of California
Mary K. Healy (University of California at
Berkeley, Bay Area Writing Project)
* Privaie colleges and universities
Peter Ward Fay (California |nstitute of
Technology)
Community Colleges
Rose M. Najar (East Los Angeles College)
Public schools
Kathryn Edwards (Los Argxies Unified School
District)
Californin Writing Projects
Alice Brekke (Sowh Basin Writing Project,
California State University. Long Beach)
¢ The public
Georgeann Thomsen (League of Women Voters)
¢ The media
David G. Savage (Los Angcles Times)

Moderator: Joan Michael (California State University.
Long Beach)

-

10:00

10:45
1M1:0

11:45

1:00

1:45

230
245

3:30

4:00

Resesrch on the Composing Process
Anmn Humes (SWRL Educational Research and
Development)

Chair: Joseph Lawlor (SWRL Educational Research
and Development)

Bresk

Writing for Speakers of Other Languages
Huynh Dinh Te (California State University, Long
Beach)

Lunch at SWRL

Protessional Writing Programs and the Universe of
Discourse
Joseph Williams (University of Chicago)
Chair: Larry Gentry (SWRL Educational Research and
Development)

Jemedial Writing Courses: Do They Limit More
Then Foster Growth in Wiiting?

Mike Rose (University of California at Los Angeles)

Break

A Status Report on Writing Assessment

Richard Stiggins (Northwest Regional Educational
Laboratory)

Closing Remarke
Richard Clowes (University of Southern California)

Adjoumment




9
ATTACHMENT D

WRITING: POLICIES, PROBLEMS, AND POSSIBILITIES

Educational Research and Developrent and by
California State University, Long Beach

mmoflmvmmndbysmj

Edited by Bruce Croanell and Josn Michael
1982 $5.00 165 pages

Panel Papers: Policles and Problems

Representing
¢ The Public: Georganne Thomsen o Private colleges end universities: Peter Ward Fity
¢ The media: David G. Savage * Community Colleges: Rose M. Najar
¢ The alifornia State University: * Fublic schools: Kathryn Edwards
Linda Bunnell Jonzs e University of California, Berkeley:
* (California Writing Project~- Alice Brekke Mary K. Healy

Resaarch Papers: Possibllities

Research on the Composing Process
Ann Hames (SWRL Educational Research and Development)

Writing jor Speakers of Other Languages
Huynh Dinh Te (California State University, Long Beach)

Professional Writing Programs and the Universe of Discourse
Joseph Williams (University of Chicago)

Remedial Writing Courses: Do They Limit More Than Foster Growth in Writing?
Mike Rose (University of California at 1.0s Angeles)

A Status Report on Writing Assessment
Richard Stiggins {Northwest Regional Educationa! Laboratory)

Closing Ramarks: Chalisnges for the Future

Richard Clowes (University of Southern California)

Pleasesendme ______ copies of Writing: Policies. Problems. and Possibilities at $5.00 each, pius 50¢
postage and handling per book. Enclosed is & check/money order for § (payable to
“SWRL"*). California residents please add 6% sales tax (309).

Name -

Address

Sead to  Acceunnting Department
SWRI, Educstionsl Resesrch and Development
4645 Lampron Avenue 2U
Les Alamiies. CA 9970 NN




PART I1I:

STAFF DEVELOPMENT WORKSHOPS
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PART 11
STAFF DEVELOPMENT WORKSHOPS N WRITTEN COMPOSITION
Introduction
A. Grades 2 and 3

B. Grades 5 and 6

22




PART 11

STAFF DEVELOPMENT WORKSHOPS IN WR!TTEN COMPOSITION

Introduction

During January 1981, SWRL ~omposition staff conducted a series of
staff development workshops In written composition for teachers in the
Curriculum Alignment project, funded by the Los Angeles Unified Schonl
District (LAUSD). Workshops were conducted in the two administrative
areas in which the Curriculum Alignment project operates. Within each
area, two senarate after-school workshops were held: one for teachers
in grades 2 and 3; one for teachers in grades 5 and 6. In making
presentations at these workshops, staff drew on their vast knowledge of
composition, based oh SWRL's past and current NIE-supported research and
development activities.

Each workstop consisted of three parts. The opening part discussed
the results of the 1980 administration of the Survey of Essential Skills
(SES). The SES is an assessment system dev:loped by SWRL in cooperation
with LAUSD (see Volume Three, Part i); it is administered yearly to
students in grades 1-5. Bruce Lronnesl described the results of the SES
administration in the previous spring, with the content of the presentations
depending on the teachers' grade levels.

After the opening discussion of the SES results, the teachers split
into two groupe for the next two parts of the workshop. Each part was
presented twice so that 211 teachers could participate in small-group
sessions.

One smatl-aroup presentation at each workshop was devoted to a more
general view of the composing process and of writing instruction. For
second- and third-grade teachers, Larry Gentry discussed writing in the
primary grades, with particular emphasis on the writing-process research
of Donald Graves. For fifth- and sixth-grade teachers, Ann Humes discussed
helping students to write more and to write better. (This presentation
was the basis for a tater filmstrip--see Volume One, Part Ill--and for a
later Instructional Improvement Digest--see this volume, Pact I11.)

The other smatl-group presentation at each workshop focused on a
particular aspect of writing that was of concern to teachers (as expressed
in pre-workshop questionnaires). Second= and third-grade teachers were
corcermed about their students’ spelling. Consequently, Ann Humes dis-
cussed how teachers could supplement the spelling textbook in order to
improve stuvents' spelling performance. Fifth- and sixth-grade teachers
were concerned about grammar and about having their students write
fluently and in well=-formed sentences. Thus, Joseph Lawlor's presenta-
tion focused cn sentence combining--a technique for improving syntactic
fluency without formal grammar instruction.

23
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This part of the report consists of the texts of (approximately)
what was said at these workshops, along with the handouts given to
teachers. These presentations and handouts are given in two sections:

A. Graedes 2 and 3

B. Grades 5 and 6

24
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Grades 2 and 3
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STAFF DEVELOPMENT WORKSHOPS IN WRITTEN COMPOSITION
GRADES 2 AND 2

1980 Survey of Essantlal Skills ~ Composition: Results for
grades 2 and 3 . . s e e e e + « o Bruce Cronnell

A, ?resentltlon
8. Hendout: 1$80 Survey of Essential Skills: Categorles
and skilis for grades 2 and 3
Writing In the primary grades . . . . . . Lerry Gentry
A, Presentation
8. Handout: Writing In the primary grades
Addendum: The writing-process resezrch oF Donald Grave:
~=Handout: Writing workshops in the primary grades
Suppiementing the speliling textbook . . . Ann Humes
A. Presentation
BE. Hendout: Supplementing the spelling texthook
€. Handout: An outline of English spelling
D. Handouts: Spelling rules and spelling crossword puzziss
1. Student worksheets
2. Answer keys

3. Questionnalre

E. Handout: Elementary speliing: what's -eally taught

26
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1980 SURVEY OF ESSENTIAL SKILLS - COMPOSITION

RESULTS FOR GRADES 2 ANO 3

Bruce Cronnel}

A. Presentation

B. Handout:

1980 Survey of Essential Skills:
Categories and skills for grades 2 and 3



1980 SURVEY OF ESSENTIAL SKILLS - COMPOSITION

RESULTS FOR GRADES 2 AND 3

I'm sure you're all familiar with the Survey of Essential Skills,
SWRL developed this test under a contract with the Los Angeles Unified
School Oisirict, and we think it's 8 pretty good measure of student
abilities. Todey I'm going to talk about results on the Composition
section, generally at the Oistrict level. You &' ready -now what your
school results are (and | don't}, so we thought you'd like to know
what went on in the whole District. However, when | talk about the
writing sample, | will be able to share some of the information we
obtained from loocking at a number of papers from a school in this Area
(along with other schools).

First, let's ook at the 1979 and the 1980 SES's. We think that
the 1980 SES is much more difficult than the 1979 SES. (We also think
it's & better :est than the 1979 SES--both SWRL and the Oistrict
learned a2 lot frcn the 1979 experience.)

Since the 1980 SES is more difficult than the 1979 SES, we
naturally expected that scores would go down. But the scores usually
went up--generally by 6-8 points at each grade level, | can't be sure
of what this means, Lut | suspect that you teachers are putting more
emphasis on writing, and naturally the students are doing better. The
only grade level where there wasn't improvement was grade 3. We're
not sure why this happened (althougsh we're locking into it). We do

understand why ''gocd’” and ''scceptable’ scores went down a little bit
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on the third-jrade writing sample--it required more skill than in
1979. But overall, things got better in 1980, and we're expecting
that things will get better in 1981, So ! think you can all
congratulate yourselves onh the good job you're doing teaching
composition. )

Before | begin to talk about specific results, | want to say
something about the nature of the 5ES. Since it's oiven to a large
number of students (generally over 30,000} at each grade level, and
since the District wants to know what the results are, the test must
use multiple-choice [tems. Now, composition is really a constructive
process-=-that is you produce things, not cthoose things. Thus, a
multiple-choice test jsn't really the best wdy to assess composition
skills, But, given the testing constraints, it's the only way.
Dtherwise, teachers would have to score all the test--not just the
writing sample. Therefore, some of the problems that students have on
the SES may be because of the nature of the test, and it might be that
they could do better if they constructed their answers rather than
chose them,

Now for some more Specific results. {Individual skills and
sample jtems are given on the handout.)

Word Processing. Word Processing was very easy in second Qrade.

Students had no problems with using adjectives and prepositions
correctly. In third grade they had no problems with using nouns and
pronouns correctly., .owever, they did have quite a bit of trouble

using verbs correctly. They were supposed to choose the correct form
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of irregular past tenses. For instance, students didn't know that the

correct form is grew, not growed or grewed.

Sentence Processing. Sentence Processing was a little more

difficult in both grades. Second graders did OK in changing telling
sentences into questions, but they had somewhat more trouble with
inserting adjectives into the right place in a sentence. Perhaps they
Just weren't familiar with the format for the items. Third graders
had to get subject-verb agreement correct. They didn't have too much
trouble with does and s, but they did with reguiar verbs, perhaps
because there's usually more smphasis on the irregular verbs.

Organizational Skills. Second graders had to classify words and

items under the Organizational Skilis category. This was very easy.
In fact, they had near-perfect scores for classifying items. (Third
graders were not assessed In this category.)

Gictionary/Reference Sources. The next category was

Dictionary/Reference Sources. And this was generally a problem area.
Second graders had no trouble alphabetizing letters, but their scores
dropped dramatically when they had to alphabetize words by the first
letter, especially when the first letters didn't come next to each
other in the alphabet. Third graders had to 2iphabetize words by the
second letter. They did better than second graders did with first
letters, but still not very well.

Speliing. Spelling was @ major category, and first, second, and
third graders did well--about 80% correct in the District. Second
graders did quite well spelling initial and final consonant clusters.

They did nearly as well spelling final consonants and identifying

30




(@

rhyming words. But they had & 1ot of trouble spelling words with the
long«vowels Finrl e pattern. Ann Humes' presentation suggests some
ideas for teaching this spelling.

Third graders did pretty weil spelling consonant and vowel
digraphs. They had more trouble choosing between ~s #nd ~es for
plurals. And they had even more trouble choosing the correct verb
suffix.

Mechanics in Writing. The Mechanics section was surprisingly

difficult. We thought the caspitalizetion and punctuation skills
should be pretty easy for second and third graders. Second graiers
got onty about 80X correct when using periods and question marks at
the ends of sentences. They didn't even do that well capitalizing the
word 1. Maybe they just weren't used to the item format, since I'm
sure they'd pever write lvwithout capitalizing it.

Third graders may also have had difficulty with the Mechanics
format, because I'm surprised at how low their scores were for
capitalizing first anc last names and for capitslizing the first word
in & sentence. The writing samples that we read suggest that third
graders can really capitalize names and sentences better than these
multiple-choice jtems indicate.

Writing Sample. Finslly we come to the third-grade Writing

Sample. Overall, gsbout B0% of the scores In the District were
acceptable or better. 1 think this was quite good since the Writing
Sample required students to compose » Story and to use their best

writing skills.
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Students did quite weil in writing a title and in describing the
characters, They usually got the story off to a good start, but they
more frequently had trouble ending it, We read over 200 of these
stories, and & lot of them were really good--fun to read,

We nnticed that indenting the first word of a paragraph l; a
problem for many students; of course, they probably see 8 ilot of
things that aren't indented, so this may confuse them, They usually
did pretty well capitalizing the first word of each sentence and
putting & period at the end of each sentence. But their spelting
wasn't quite so hot, | think some of the reason was that they were
trying to use words that they needed in the story, but that they
didn't necessarily know how to spell. Finally, most students can
write 'zgibly (although there are a few who obviousty need more work
with their handwriting).

As | mentioned before, we reac some of the Writina Samples that
were sent to us, We also rescored them and compared our scores with
the scores given by the original teachers, Not surprisingty, the
scores were usuatly very much the same, This goes to show that the
scoring system can be easily used to get retiable indications of how
well chitdren write.

For the most part we were quite pleased with the stories written
by third graders. Of course, there were some very bad stories; a few
students clearty need a lot of help in composition. But most of the
stories showed us that third graders can indeed write, (And Larry
Gentry's presentation suggasts some ways to help your students become

better writers.) WNot only can most Students write, tut a number of
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them also are very good. | think you've all got several students in
your classes with 8 lot of writing ability that you can foster, along

with the rest of the students that You cen help develop into better

writers.
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1980 SURVEY OF ESSENTIAL SKILLS = COMPOSITION

Categories and Skills for Grades " and 3

WORD PROCESSING

Grade 2
Selects and uses adjectives appropriately. .
Selects and ('ses prepositions appropriately.

Grade 3
Setects and uses nouns appropriately. (singular/plural)

Selects and uses pronouns appropriacely. (singular/plural;
female/male)

Selects and uses verbs appropriately. (regular/irregular
past tense; e.g., grew vs, growed. grewed)

SENTENCE PROCESS ING

Grade 2
Expands simple sentences through the use of modifiers,

Example: Where does the word big go in the sentence?

The boy walked home ., —_—
56 4 [5ie]

Manipulates sentences through use of transformation.
(telling sentence=—P question)

Grade 3

Constructs and identifies sentences in which the subject and
verb agree, (forms of do and be vs. forms of regular verbs)

ORGAN [ ZAT LONAL SXILLS
Grade 2
Classifies items and/or words.

(no Organizationa) Skitls assessed in Grade 3)
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DICTIONARY/REFERENCE SOURCES
Grade 2

Alphabetizes letters,

Alphabetizes words by the first letter.
Grade 3

Alphabetizes words by the second letter,
SPELLING
Grade 2

Identifies and spells rhyming words.

Identifies and spells final consonant sounds.

Identifies znd spells initial/final consonant clusters,

Identifies and spells long vowel/final e pattern.
Grede 3

Identifies and spells consonant digraphs.

{dentifies and spells vowel digraphs.

Forms plurals by adding s and es.

Spells new words by adding s, ed, Ing to base words,
MECHANICS IN WRITING
Grade 2

Capitalizes the personal pronoun |.

Example: Last week | went to the store.
5b &
Uses period to end sentence.
Example: This is my best friend__

. v none of these

Uses quecstion mark to end sentence,
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Grade 3
Capitalizes first letters in names of persons. (first and last)

Example: Next week we are going %0 visit fred.
® © ©

Capitalizes first letter in first word in sentence. .
WRITING SAMPLE

(no Writing Sample in Grade 2)

Grade 3

Content
Writes a title for & paragraph.
Describes characters,
Writes a story line that is appropriate for the picture.
Includes an appropriate conclusion,
Shows creativity and originality.

Form

Indents first word ol paragraph.
Capitaiizes first word of sentences.
includes periods at the ends of sentences.
Spells correctiy.

Writes le3ibly,

Prepared by
Center for the Study of Writing Instruction
SWRL Educational Research and Development
4665 Lampson Avenue
Los Alamitos., CA 20720
(213) 598-7661
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WRITING IN THE PRIMARY GRADES

Larry Gentry

1 would like to share a few ideas with you on how you might he able
to work more writing Into your curriculum. 1 know this fs tough to do
when you have & tight schedule, but research shows that It pays off. In
fact, In one recent study, the teachers Involved took time away from
reading to work In more writing, and guess what liappened? Both reading
and writing scores went up!

If we do Intend to teach writing, however, we have to be careful
about what we are really teaching. For exomple, writing is often equated
with language arts study: grammar, speliing, workbook activities, etc.
Research indicates that these activities, in and of themselves, do not do
much for the ability to write fluent prose. There is opz language arts
activity, howcver, that Is directly related to the development of writing
abillty==writing.

Now 1'd like to take a few minutes to introduce you to a relatively
- new way of 1ooking at writing Instruction=~a way that will help you focus

on what your students are actually doing when they write and on the areas
in which you can help them develop. To do this, we have to draw & dis-
tinction between product and process. The product is what people write;
the process Is how people write. Most langusge arts education is product-
based; it is concerned with how correct the final product ts. The feedback
students get about their writing comes long after they have finlshed and
forgotten it, rather than at the time they need it--while they're writing.
What 1'm suggesting that you do Is focus your writing Instruction on

'-. the student during the process. There are three stages upon which to
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foc. .-=the prewriting stage, the writing stage, and the postwriting stage,
(1n reality, the act of writing Is a cyclical rather than & 1inear process,
but for purposes of Instructlon, It’s convenlent to think in terms of
stages.) Prewriting refers to what students do before they write; the
writing stage s the actual writing ftself, and postwriting s what happens

after writing.

Prewriting
Let’'s consider for a moment what happens during the prewriting stage.

This s the stage at which the writer must decide what tc write about and
then develop some preliminary ideas about how to transfer thought from

mind to paper. |It's a type of rehearsal process. Kids need time to get
ready for writing. They need to think things through. if you introduce

a toplc, glve ample time for class discussion. As key words come up during
the discussion, write thm on the board. Drawing is another Important way
of rehearsing for some kids. It helps them clarify their thoughts and
serves as sort of a reference source for thelr storles.

Probably the biggest problem in the prewriting stage Is generating
{deas. One way of doing this s through word associatlions. (f, for
instance, you have a general toplc In mind, you might start out by writing
s word on the board and asking kids to furnish related words. For examPle,
here’s the word rain. What other words come to mind when you think of
rain?

Another way of generating jdeas is by asking appropriate questions.
1f you're doing a descriptive story, children should be sware of the
various qualities ~f the object. What does It ook 1lke? What does it

sound 1ike? A list of these and s$imilar questions s provided in your




handout. 1f the chlldren are writing a story or writing about a particular
event, you should ask such questions as: What happened first? What hap-
pened next? When and where did it happen? Again, your handout 1ists such
questions. These questions ca.. be posted in the room to remind students

of the types of things the  should be asking themselves as they write.
Ideas can often be generated by focusing class discussion on lnf;resting
photograpghs or pictures--especially those that show people or snimals in
vnusual or humorous situations,

My final suggestion Involves the use of story-starters. The teacher
writes a thought=provoking phrase on the board such as, "If | »ere
invisible . . .,' and asks students to write with that thought as their
lead-Tn. The second pageiof your handout has a 1ist of story-starters.

This 1ist is merely suggestive; 1'm sure mony of you have personal favorites

that have worked well in your ciasses.

Mriting
Now once students get their ldea, how should they go about putting

It into words? First of all, | would like to recommend that you get your
kids used to writing more than one draft. They should learn to see their
first draft as a ''discovery' draft--a place where they are free to make
mistakes and mess up the page. In this way they learn to experiment with
words and language without fear of being wrong. n order to do this, you
should have them write on every other 1ine. That way they can cross out
words, insert words, and make corrections. This Is also & good way of
getting away from the eraser syndrome--instead of erasing, they can cross
out their mistakes. Another thing they shouvld be able to do on their

first draft is use Invented or Incomplete spellings. Some researchers




(@

suspect that one reason for stilted and unimaginative writing s that
students are afrald to take risks with spelling words that they are unsure
of. Most children at this level know enough phonics to get something down

on paper. The correct spelling can be furnished later,

Postwriting

when the first draft is done, students are ready to revise.
{Actually, some of them probably made some revisions #s they were writing
the first draft. Remember what | said about writing being 8 cyclical
process?) At this stage of development, revision is usually one of two
things. For all of your students, it should include writing 2 second
draft--even If it's simply recopying to correct spellings and Improve
printing or handwriting. This is not a waste of time. It involves many
of the skilfls that you've been teaching--reading, spelling, handwriting--
and it helps students understand that decent writing evolves through a
process. Some students will be able to go beyond proofreading to more
important types of revision such as adding-on. The types of questions
that we talked about ear‘ler can be 8sked again at this stage. ''When
did that happen? What happened after your brother fell off his blke?"
These types of questions can be asked by teachers while they're circu-
1ating through the room. Most stories at this stuge are pot very long
and can be read by the teacher in ® minute or less. Whenever you take
time to respond to a plece of writing and make suggestions, you are holding
an irdividual writing conference. It doesn't take long to provide feed-
back and sulgestions. The Important thing is that It happens while
students are engaged In the process rather than 8 few days later when

they get thelr papers back. Another technique for encouraging children
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to revise thelr papers Is to ask them to read their stories orally to the
class or a smal! group. Those who 1isten to the story can be instructed

to ask questions sbout the story itself so that the writer can see which

questions are left unanswered.

You'll notice that 1've tried to tocus primarily on content. |
believe that if we want students to view writing as a means of communi-
cating ideas, they have to view content and ideas as the most important
aspects of writing. Matters of language and spelling are important too,
but they shouia take & backsez . to content until the student is ready to
prepare the final draft.

A few words about the postwriting phase: it's Important that kids
see their personal writing as something that has value. One way of doing
this has already been mentioned--oral reading to other Students. You may
want to give them the opportunity to do this after the piece is finished,
too. 1'm sure many of you post stories on the walls in the room; that's
always an excellent idea. Still another way of giving the students a
sense of permanence and value about their writing is to bind each student's
best stories with some sort of pasteboard binding and put them in the
classroom library.

1 hope 1've been able to give you some ideas that you can take back
to your ¢classrooms. Before ycu leave, however, | would like you to take
note of the bibliography on the final page of your handout. This contains
references to the recent work of Donald Graves and his colleagues. Graves
Is probably the best contemporary authority in the area of writing
Instruction In the primary grades. Ali of the articles listed were written
with teachers Inmind. | think you'li find any or al) of them provocative

and very helpful in your work with children,
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WRITING IN THE PRIMARY GRADES

Process vs. product
Generating ideas

1. Word-associating
2. Probing questions

a. Descriptions:

b. Stories:

What
What
What
What
What

What
What
What
When

does it look like?
does It sound 1ike?
does it smell 11ke?
does it taste )jke?
does It feel like?l

happened first?
happened next? Next?
happened last?
did it happen?

Where did it happen?
Who did it happen to?

. Stimulating pictures

4. Story-starters (see attached list)

Writing

1. First draft as 'discovery' draft

2. Nriting gn every other line

3. invented and incomplete spellings

Revising

1. HResponding to content first; encouraging adding on

8. Individual conferences

b. Oral reading to elicit questions from class
2. Helping with tanguags #nd spelling on final draft

Writing for an audience

1. Sharing and resding stories

2. Typisg and binding stories
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STORY-STARTERS

1. 1 wish , . .
2. 1f | were . . .

Someday 1 will . . .

b, 1 used to think . . .

5. You would never believe .

6. Once ! thought 1 saw . .

7. 1f 1 had a million dollars . . .

8. The funni:st thing happened when . . .
9, If | were only one inch tall . .

10, If | were twenty feet tall . . .

11. | was really happy when .
(’ 12. 1 was really scared when . .
13. If | were an 3nimal, ! would be . . .
14, 1f | were invisible . . .
15. 1f | couid be on TV . . .
16, if | had a magir wand . . .
17. When the flying saucer landed . . .
18. My best friend is . . .
19. The worst food in the world is . . .

20. 1f | lived a long time ago . .

Prepared by
Center for the Study of Writing Instruction
SWRL Educational Research and Development
L5665 Lampson Avenue
Los Alamitos, CA 90720
(213; 598-7661
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Graves, Donald H. ‘''what Chtldren Show Us About Revision.'" Language Arts,
March, 1979.

Graves, Donald H. ''A New Look at Writing Research." Language Arts,
Novembe r<December, 1980.

Calkins, Lucy McCormick. ’''Children Learn the Writer's Craft."” Language
Arts, February, 1980.

Calkins, Lucy HcCormick. ''The Craft of Writing.' Teacher, November-
December, 1980.

Prepared by
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THE WRITING-PROCESS RESEARCH OF OONALO GRAVES

Layry Gentry

It is common to speak of the basic school subjects as the 3R's--
readin', ritin', and 'rithmetic. Two of the 3R's, however, reading and
arithmetic, always seem to grab the lion's share of everyone's attention.
This is true whether we're talking about classroom time, educational
research, or federal money for education. All of us are familiar with
the tremendous amount of time and energy and money that has been spent
in trying to find the one ''best" method of teaching kids to read--and
we're al) familiar with the big flap over whether it's better to teach
the ''New Math' or computation skills., But what about the second R--
writing? For some reason or another, writing has always taken & backseat
to reading and math. One recent study, for example, showed that for
every $3,000 that schools spend on reading, only $1 is spent on writing.
The same study showed that of all the money spent on educational research,
less than one-tenth of one percent was spent on writing research.

Why Is this true? is it because we already kncw everything there
is to know about teaching writing and about how children !earn to write?

I dca't think so. We've all read the horror stories about the increasing
numbers of high school graduates who have to take remedial English classes
~hen they get to college. And you may recail that, just a few years ago,

Newsweek Magazine had a big cover article entitled '"Why Johnny Can't MWrite."

Or i3 it because we've all been taught to think of writing as nothing more
than the sum of its parts? Once we learn handwriting, spelling, grammar,

and how to write a topic sentence~-we know how to write,
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Fortunately, In the last few years this situatjon has started to
change. A few people have begun to take s good, hard look at writing
instruction and how It might be improved. One way they have done this
Is by shifting their focus from writing as a product to writing as a
process. What's the difference between these two approaches--product
and process? When we 1¢0k at writing as a product, we're looking at
words, sentences, paragraphs, essays. We have sald to our students--
"This 1s how you produce the correct form."' We then evaluate the
students on how close they come to reproducing that form. When we {00k
at writing s 8 process, however, we've shifted our focus from the

finished paper to something just as Important--but often overlooked--

.the student. The process approach looks at writing as human behavior--

or rather as a set of behaviors., It assumes that the student s doing

some Important things during the process of writing and what the teacher

does to help the students during this process Is Just as Important--if

not more important--than what the teacher does after the paper is finished.
As | said, this type of research Is falrly new, and not meny people

have been Involved In It. Most of what’s been done so far has been done

with older students--usually in high school or college. But one person

has done some very important work in this area with children in the

primary grades, and | would like to spend some time talking about him and

about his research with young students. The person's name 15 Donald Graves.

He i; a professor at the Unlversity of New Hampshire, but Guite unlike most

professors of education, he 1s more comfortable in a first grade class~

room than in a university library.

47




‘@

Since becoming a professtonal researcher, Graves has spent most of
his time studying the writing processes of young children~-that is,
children in the first four years of school. He IS generally conslidered
to be the expert in this particular area. Although he has been Involved
in & number of writing research projects, the most important is one that
he just recently finished. In this particular study, he and two other
full-time researchers spent two years at an elementary school in New
Hampshire. They selected eight first graders and eight third graders for
an Intensive case study. They followed each one of these students every
school day for two years--doing a very ﬁ;ecise analysis of how these chil-
dren learned to write. Although his final report on this project Isn't
finished, he wrote 8 number of preliminary Teports that have provided us
with some very important information.

what are some of the things that Graves has to tell us? First of
all, he would encourage us to recognize that every child has something
Important to say. Writing will become important to chilidren when they
feel that writing is a way of expressing their own personal thoughts and
ideas. This means that teachers should encourage chilidren to select
their own topics. It's much easier for children to get excited about
their daily joys and problems than it is for them to get excited about
*Dur Trip to the Tide-Fools.'

He would also tell us (as was suggested earlier) to stop placing so
much emphasis on the final product and cstart paying more attention to
the process that children go through as they write. Graves would say
that, in order to produce an effective piece of writing, children must

go through the same cycle that professional writers go through, First
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they must rehearse their writing, then they must compose, and finally

they must revise. The normal way of thinking about writing Is to focus

on the second of these three cycles--composition. But, If we give the
matter some thought, we realize that rehearsal and revision are just as
important. Professional writers don't just sit down at a typewr}ter and
start pecking away. They have a pretty good idea of where their thoughts
are taking them. At the same time, it Is » rare writer who can say exactly
the right thing on the first draft. A finished manuscript has usuvally

gone through many revisions before it's ready for publication.

These two aspects of the writing process--rehearsal and revision=-
are seldom given much attention in school writing. But Graves has shown
that, once they are incorporated into our writing programs, we can expect
children to become more effective and fluent writers, Let's talk about
rencarsal fer a moment. Try to remember the last time you did a plece
of sericus writing. Perhaps it was a report or a term paper. Before you
started writing, you had to organize your facts and ideas and figure out
how you were going to structure your basic message. You didn't know how
each sentence wouid be phrased or which words would be used, but you spent
some time in developing an overall picture of the finished product. We
must allow our students to do the same thing. Even when they've selected
their basic topics, they need to figure out how It should be presented,
Primary children ofen do this through drawing. As they draw a picture of
» particular object or event, their siory begins to emerge and put ftself
together. Others need to talk about thelr topic with the teacher or with
other students before they start writing. Others just need time to think

and organize thelr thoughts.
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Just 85 we must give students a chance to rehearse their writing,
we just also give them 8 chance to revise their writing. No--let ne put
it another way. We must dnsist that they revise their writing. One of
the things that discourages a lot of adults from writing is the idea that
good writers are able to produce letter-perfect prose without any effort.
That 1s a myth--and we should tell our students that it's a myth. Produc~
Ing @ piece of good writing is like shaping @ plece of clay. Our first
attempts are generally very crude, and It is only as we smooth out the
rough parts and make the necessary refinements that we become pleased
with the product. Children should be taught to see their first drafts
as ''discoveiy" drafts--a way of sketching thelr thoughts and laying the
groundwork for the finlshed product=-not as the final product itself.

A couple of years ago Graves conducted a study for the Ford Foundation.
They wanted him to lock at the general status of writing in the United
States and to tie this in with how writing was being taught in the schools.
He cdiscovered some things that give us who are involved in education a
great deal to think about, He found vut that, in general, aduit: were
writing fess thsr ever before. The post office data he coilected showed
a sharp decline i nerconal letter wrlting and projected a further 8%
decline over the ne:t five years. Most adults he Irterviewed didn’t like
to write, Most of thele writing was confined to shopping lists, notes,
and short memos. Perhaps most Important for us is the fact that they
viewed writing as 2 form of punishment. If you've taken & class in
educational psycholony, then you know the difference between reinforce~
mert and punishment. Vhen 2 student's behavior 1s followed by positive

reinforcement, that veha.ior 's llkely to occur #galn. When the behavior




Is foilowed by punishment, that behavior is likely to be avoided in the
future. We know that most adults and most students don't llke to write--
could this be because traditional writing instruction has more punishing
consequences than it does reinforcing consequences? Think about YOur own
school experiences with writinyg, What do you associate them with? Term
papers? Essay tests? Book reports? How did you feel when the teacher
desecrated your best work with a red pencli--searching out every spelling
error and every error in grammar~~and never once responding to what you
were trying to say? How many times did you have to write "l will not chew
gum in school'"? 100 times? 500 times? Unless you were a super speller,
a8 super handwriter, or a super storyteller, you probably received very
little positive reinforcement when it came to writlng.

How does Donald Graves suggest that we overcome all of chese obstacles
10 good writing? How can we reorganize to set up an effective writing pro-
gram in our classrooms? |f you will pick vp the handouts that were given
to you at the beginning of this session, | would 1lke to elaborate on a
few of the ideas that we have adapted from Graves.

You will notice that the viry first point {number 1) under Organizing
for Writlng says, "Provide at least 30 minutes a day for writing-
workshop.'' The words "writing=workshop' are put in there to differentiate
it from the other types of writing that your students may do during the
day. This 30 minutes Is not for social studies rerorts, grammar exercises,
spelling, language arts workbooks, or other school~assigned writing. This
Is for serious, pupil-selected written exprzssion. Polnt number 2:
"“Students may be engaged In any of the following aspects of the writing

process: Prewriting (that's rehearsal), Composing, or Revising." This
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of course, |s the toughest part in terms of classroom management. Since
stuverts aren’'t used to writing, they have to adjust to it, You have to
crack down on those who see it a5 8 "goofing-off" period and make sure
that their activities are related to whatever writing Project they've
chosen to do, .

Point number 3: '"Give each studert two folders: one for keeping
work- in-progress and one for keeping finished stories."” In parentheses
it says, "a single story may take several weeks.'" Now we're getting down
to the nitty-gritty. When you adopt this way of teaching writing, you've
taken your focus off of the final product. You don't say, ''For the next
30 minutes we will have writing workshop. | will expect a finlshed story
before you go out to recess.' Most writers can't write like that--except
perhaps the professional newspaper reporter who gets paid a lot more than
you or me for working under that kind of pressure,

when we adopt this approach, what Graves calls the process-conference
approach, we have shifted our attention to the process that the students
are going through as they write. Your prolific writers may turn out
several stories in the course of the year, One first grader that Graves
observed did more than 100 in & nine-month period. Others will struggle
and struggle just to turn out two or three. The more they have to focus
on the mechanics of writing--spelling and punctuation and grammar--the
harder it will be for them to express themselves adequately., If you'll
skip down to number 5, at the bottom of the first page, you will find one
way of handling this problem. ''Respond only to content on first draft
attempts.” In using this approach, we don't reach first for the red

pencil. When the students bring us their first drafts, we try {and !




know [t's hard) to Ignore all the errors we see and try Instead to find
out what they are really trying to say. We beccme resource people--
directing the student to new resources and providing ideas that might
Improve the content. On later drafts, as points number 6 and 7 suggest,
we will direct the students' attention to such matters as language and
speliing.

The whole ide2 behind this type of approach fs to turn writing into
8 non-threatening activity. When the students know that the teacher is
golng to treat their writing, no matter how primitive, with the respect
It deserves, writing ceases to be punishment. Points numbered 1 and 2
under "Postwriting Actlvities’ add another Iimportant dimension to the
writing program. Some of you are probably doirg semothing 11ke this
slready. Students should feel that theair writing has value and perma-
nence. They should never be aliowed to throw a finished story away.
Stories should be kept in a folder or some of them may be tacked up in
the room somewhere. After a student has written several storles, the
student should select the best one for pasteboard binding. You should
make it & goal to have at least one pasteboard book from every student in
the class during the year.

On the last page of this handout | have prepared a short bibliography
of sume of the articles that Don Graves and his colleagues have written.

You will notice that most of them have been published In Language Arts,

a journal that should be available to you In your professional library.
If you are Interested In pursuing Graves' work in more detail, i think

you will find these articles very helpful.
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Organizing for Writing

I-
2-

Teaching Suggestions

WRITING"WORKSHOPS IN THE PRIMARY GRADES

Provide at teast thirty minutes » day for writing=workshop.

During workshop, students may be engaged in ary of the following
aspects of the writing process:

() Prewriting activiiies - organizing their thoughts and/or
gathering information about their topic by drawing, discussing,
reading, etc.

(b) Composing - writing about thelr topic.

(c) Revising - cha.iging content, language, spelling, er mechanics
to meet the needs of an Interested audierce. Students should
learn that professional writers spend most of their time
revising what they’ve already written. A ''good" story st any
level usually grows out of several drafts.

Give each student two folders: one for keeping work=-in-progress
(» single story may take several weeks) and one for keeping finished
stories,

Encourage students to select their own toplcs. |If they have trouble,
ssk them to list five possible topics and choose the one they 1like
best.

The first line of a story often sets the tond for what follows. H-lp

students write interesting leads by asking them to write several
possible openings and then setect their favorite.

Show children how to revise by writing a group story (or 1ead) on
the board. Ask children how it can be improved. Don't erase, but
cross~out, add-on, and substitute as !f you were writing In Ink.

Hold a writing=process conference with each student every five to
ten days. Ask student to show you his or her 'work~in-progress''
folder. This folder should contain all of thz drafts for the story
then in progress.

Respond only to content On first draft sttempts. This should be
thought of as a ''discovery' draft. Help student develop in?~rmation
by asking questtons, directing to appropriste resources, etc.
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On later drafts, respond to language as well as content. Spelling
and mechanics can wait until the story nears completion.

in dealing with errors of spelling and/or mechanics, try to focus
on no more than vne o two prevalent types of error during any one
conference.

Postwriting Activities

Students should feel that their writing has value and permanence.
Stories should not be discarded, but should be kept in a folder
that either student or teacher may malntain.

Each time a student completes his or her fifth story, have the
student select one for pasteboard binding. These should be placed
in the class library and may be read aloud to the rest of the
class,

Prepared by
Larry Gentry
SWRL Educational Research § Development
L§65 Lampscn Avenue
Los Alamitos, California
(213)598-7661
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SUPPLEMENTING THE SPELLING TEXTBOOK

Ann Humes

Over the past ten years, SWRL has done a lot of work with
speliing. We've researched szudent spelling difficulties and, more
importantly, we've developed and tested instructional waterials for
spelling. From our ¢'assroom experience in teaching speifing, we've
learnec. & great deal about how students can learn to spell better.

Another SWRL wsctivity in the past few years has involved
fooking at most of the major spelling programs used in the United
States. Generally, they're pretty poor--they don't do @ very good

Job of teaching speiling. Many of you probsbly use Basic Goals in

Spelling by Kottmeyer and Claus. Basic Goals In Spelling is about

the best program around. But it still has problems, so i'm going to

mention a few techniques for improving on Basic Goals In Spelling.

These techniques can improve vour students' spelling. If you are

not using Basi- _Goals In Spelling, these techniques will still help

your students _.cause most speliing programs have the same probiems

as the Kottmeyer textbooks,

Four probiems recur In Basic Goals in Speiling:

1. Generally the spelling rules are not given.
Students can be helped to spell better 1f they
know exactly what the rule Is, We've seen this
practice work effectively--sven with

kindergarten students.

o
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2.

Therce's very tittle oral practice. When you
spell, you move from the pronuncistion of & word
to the writing of the word, s¢ it helps to be
aware of how the word sounds., Many spelling
errors sre the result of not beinp sware of the
pronuncistion of a word,

There [s tittle focus on word parts; most of the
fo.us Is on whole words, Students learn to
spell better if they can focus on part of a word
at a time before they have to Spell the whole
word, Focusing on word parts helps students to
Qeneraljze the spelling rules so that they can

spell other words.

To demonstrate the importance of focusing on
word parts, |'m going to have you spell g word
you haven't memorlized~--one that you probably
don't read or use very often. As you spe}} the
word, think about what you are doing becsuse
this s what your students must be able to do.
The word is "‘ephemerides'; spel! “ephemerides,"
Most likely this word didn't flash In your minu
as 8 whole word; you had to approach it by

spe!ling the word parts,




Practice In focusing on word parts cen #lso
improve students' word sttack skills for
reading: When students spell words, they move
from the sounds to the letters; when they read
new words, they move from the letters to the

sounds.

b, A great deal of the practice involves copying.
Some of the exercises in Kottmeyer sppesr to be
asking students to spell words from plctures or
from sentence cues, but the target word is
printed on the page. If it is on the page, the
odds are that student, will copy. There's

( . nothing wrong with copying as & way of helping

with spefling, but If students' practice is
mostly copying, they won't learn to speli on
their own--which is what we want them to do.
. And when students spend all weei copying In
thelr uorkbookg, they are not prepared for &
dictated spelling test because they haven't
spelled words on th e own,
To overcome these four problems, several spprosches can be
used. To exemplify these supplementary sctivities, | will refer tec

unit 2 in level 3 of Basic Goals in Spelling (which tesches the aCe

spelling), and unit 16 In level 3 (which teaches the ou #nd ow
spellings). However, the ssme kind of sctivities can be used to

(. work with other spellings.
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1. Presenting the rule. Kottmeyer introduces the

spelling rule for /ou/ In this way:

We show the vowel sound In loud and
crowd tlke this: /ou/.

We use ou and gw to spe'l the vowel
sound In words llke loud and crowd.

We say /ou/. We write ou, ow.*

As you will note, this Introduction to /ou/ does
not present the speliing rule. To present the
rule, you can write how, town, and grow! on the
board. S5ay these words and have students listen
for the vowel sound. Explaln that these words
have the /ou/ sound and that /ou/ 1s spelled

{ . with ow at the end‘of a word and before n and |
when n or 1 is the tast letter In the word.

(incidentally, Basic Goals In Spelling uses an

exception to this rule to present the

. speltling--the word crowd.)

You may then provide practice on this part of
the rule or present the rest of the rule. To
Intreduce this part of the rule, write loud and
flower on the board. Explain that /ou/ s
spelfled with ou In che middie of the word unless
/ou/ comes before a vowel letter. Then 1t [s

spelied with ow.

(. *Basic Gosls In Spelling, Level 3, p. 79.




2.

Students should not be required to memorize the
rule, However, you can remind them of the rule

during spelling practice, and/or you can post

‘the rule somewhere Iin the classroom $O that

students can refer to it.

To help you with the spelling rules, you can
take with you thls Dutline of English Spelling,
which emphasizes the speliings commonly taught
'n the primary grades., (See Appendix A,)

Providing oral practice. You can glve students

appropriate sound discriminetion practice by
having them listen for the vowel sounds in words
to determine whether they are the same or
different sounds:

'""Do these words have the same vowel

sound or different vowel sounds?'
(e.g., hat-hate, cap-cape, late-name)

You can also ask students to discriminate
between 10ng- and short-vowel sounds:
Do these words have a long-vowel
sound or a short-vowel sound?" (e.g.,
cape, c8p, name, same, Sam)

Focusing on word parts. One woy to focus on

word perts Is to write words on the board and
have students Identify the spelling of one part,
For axample, you can write words on the board

and have students identify the vowel spelling
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and the consonant(s) or vowe! thot follows the

/ou/ sound; e.g., now, crown, flower, proud,

howl. You cen 8lso have students spell the

sound in the word.

"How do you spell the vowe! sound In
neme?" (Repest for other words, such
ss plate, sat.)

You can 8lso have students spell the Individual
sounds In the word and then the whole word:

“"How do you spell the first sound In
same "

YHow do you spell the vewel sound I5
same '

"How do you spell the tast sound in
some?"

"How do you spell same?"

Providing non-copying tasks. One of the ways

you can give stulents practice other than
copying is to dictate the words before the
week iy test., WNow this exercise is not a
pre-test; it is practice. This activity cen
even be done in small groups, with a student

Yadministering' the practice.

Another spprosch is to use the exercise noted
sbove for focusing on word parts, using words
not In the lesson. You can 81s0 yse pictures
and sentence fill=ins for non-lesson words,

Using words net In the spelling workbook will

make students do something more than
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memor (ze words-=it will mak: them generate
spellings and focus on spelling rules that can

be generalized to spell a large numbey of words,

These approaches will glive you a few ways to supplement |
spelling books to overcome thelir problems., Another Important
consideration Is to make spelling fun, We have @ set of speliing
puzzles that you can take with you to help make spelling fun, (See
Appendix 8.) You can duplicate these puzzles and give them to
students at the end of the appropriate units because the pu;zles are
organized by spellings, such as the ou and ow spellings for /ou/,

On one side of the page is instruction on the spelling rule In
simplified language. This instruction can provide you Information
on presenting the spelling rule, On the reverse side s the puzlle,

Since teachers should hav. fun, too, you can complete the
puzzles yourself before you glve them to students, Then you'll be
prepared If you don‘t know the word suggested by one of the clues,
To help with that problem, we have answer keys for all the puzzles,
(See Appendix C.) You can duplicate these answer keys If you wish
to have students check thelr own puzzles,

Ve hope you will use these crossword puzzles, If you do use
them, we would appreclate your providing us with some information
about how they worked; we can use this Information to help Improve
the puzzles vor use by cikhers, Here is a brief questionnalre to

f111 out when you use the puzzles and an envelope to use to send the

questionnaire back. (See Appendix 0.)
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The last handout Is a reprint of an article Bruce Cronnell and

| wrote for the Elementary School Journai. {See Appendix E.) It

discusses current pro-iems with spelling textbooks, such as those we

have discusscd tere, and explalns the procedures we used in Studyling

textbooks.

| wil? b2 happy to answer any questions you have about the

handouts or the techniques described for supplementing the spelling

textbook.,
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SUPPLEMENTING THE f.LlNG TEXTBOOK

2
i

1. Presenting the spelling.

Write mad and made on the board. Say the words and note
the diTference in the vowel sounds. Explain that the
vowel sound In made s called & long-vowe! sound; it s
the same as the name of the letter a. Explain that /3/
s spelled with & and then e at the end of the word.
Explain that the vowe! sound in pad is & short-vowel
sound and that it s spelled with a sin4le vowel

letter.,

Write how, town, and growi on the board. Say these
words and have students listen for the vowel sound.
Explain that these words have the /ou/ sound and that
/ou/ 1s spelled with ow at the end of a word and before
nand ! when n or | {s the last letter in the word,

Write loud and flowzr on the board. Explain that /ou/
{s speiled with gu in the riiddle of the word unless
/ou/ comes before a vowel letter. Then it is spe’led
with ﬂo

2. Providing oral practice.

Give students sound discrimination practice:

a. 'Do these words have the same vowe, sound or
different vowe! sounds?’ (e.g., hat-hate,
cap-cape, late-name)

b. "o these words have a long-vowel sound or a
short-vowe! sound?’ (e.g., cape, cap, name,
same)

c. Write words on the board and have students
{dentify words with a long-vowel sound; e.g.,

cape, cap, tame, fate, fat.

d. Write words on the board and have students
{dentify words with the /3/ sounds; e.g.. tape,
tap, fame, fan, feet, fate,

Give students sound discrimination practice:

a. ’'Do these words have the <am= vowel sound or
ditferent vowel sounds?” {Say word palrs; e.g.,
town-tone. )

be Write words on the board and have students ldentify
words with the /ou/ sounds; e,9., grow!, grow, town,
tone, brown, power, home,

6o
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3. Focusing on word paris.
a. Have students spel’ the sound In the word: a. Write words on the board and have students {dent|fy
the vowel spalling and the consonant(s) or vowel
: "How do you spell the vuwel sound in that follows the /ou/ sound; e.g., Pow, crfown,
nome ' flower, proud, howl.
Repeat for other words; e.g., plate, sat. b, Have students spell the sound In the word:
] "
b. MHeve students spe!l the individual sounds in Mow do you spell the vowel sound In found?
the whole word: Repeat for other words; e.g., howl, tone, flower,
"How do you spell the first sound In same?* brown.
"How do you spell the vowel sound In same?™ .
"Mow do you spell the last sound In s;m—e-,'—,, c. :::es::;g:?ts spell the indlvidual sounds In the
"How do you spell samel' )
"How do you spell the flrst sound in found?"
U"';: \:ords no: !"t::'.;:::o"’ “'“" as those In "How do you spell the vowel sound in found?"
the lesson, Tor exercises. "How do you spell the last two sounds In found?"
"How do you speil found?"
Use words not In the lesson, as well as those in the
lesson, for the above exercises,

&, Providing non-copying tasks,

a, Dlictate words before the test, a. Dictate words befcre the test.

b. Repeat exercises In previous section, making sure b, Repeat exerce:ses in previous section, making sure
words are not in front of students and using words words ar+ not In front of students and using words
not in the lesson. not in the lesson.

¢. Use plctures or sentences to have students spell c. Use plctures or sentences to have students spell

words not in the lesson.

words not In the lesson, .




APPENDIX A

AR OUTLINE OF ENGLISH SPELLING
Prepared by

SWRL Educational Research and Oevelopment
4665 Lampson Avenue
Los Alamitos, CA 90720
(213) 598-7661

The following is 8 brief and somewhat simplified outline of the
major rules of English spelling, with emphasis on those spellings
commonly taught in the primary grades. It is not complete, but Serves
as an Introduction to spelling.

VOWEL SPELLINGS

Short Vowels (generally spelled ~xith one letter)

/a/ - a: puss

/e/ - &, less frequently ea: bed, head

/1/ = iz siip (infrequent, y: myth)

/o/ = o: pot

/u/ = u, less frequently o or o...e (gene.ally befors m, n, v, or th)
and ou: but, son, come, young

/867 -~ o, a before 1, au, aw finally: long, ball, sauce, saw

(infrequent: augh, ough: caught, thought) In some dialects,

/of is ysed Instead of /&/.
/a/ - oo foarticslarly before d or k} or u: look, pull
Long Vowels (comronly spelled with two letters)

/3/ - a...e or ai, 8y finally, a in polysyllabic words:

_—i

date, rain, day, table

(infrequent: ei, and eigh, ey, finaliy: wvell, weigh, they)
/é/ - ea or ee, y finally in polysyllabic words: heat, tree, silly
(Infréquent: e...e, le, ei, I...e, e, 1, and e, ey finatly:

scene. thief, deceive, machine, meter, museum, stadium, he, vallgx)

6y




i'.

/i -1, 1...e, 1 before consonant clusters and In polysyllabic words,
y finally, less frequently ligh finally or before t: mine,
mind, tiger, cry, '.'.9.’.1':

(Infrequent: y...e, y, le finally: type, cycle, pie)

/6/ - 0...e or oa, o before corsonant clusters and in polysyllabic
words, ow finally: hope, boat, most, open, yellow
{infrequent: ou, and o, oe finally: mould, go, hoe }

/i/ or /yu/ - oo (for /u/ only), u...e. u in polysyllabic words:
boot, cute, super
(infrequent: wui, eu, ou, and ew, we finall:: fruit, feud.
group, new, blue)

fol/ - 2i, oy finally: boil, boy

/ou/ - ou, ow finally: found, cow

Vowels plus r

/&r/ - ar: star

/6r/ - ore, oar, or: more, board, torn. (After /w/, /6r/ is
spelied with ar: warm, quart.}

Jer/ ~ er, ur, ir, or after w: her, hurt, bird, word
{infrequent: ear: earn)

/er/ - are, air: stare, air

lir/ - eer, ear: deer, fear

/ur/ or Iyur/ - oor {for /ur/ only), ure: poor, pure

The Unstressed Vowel /o/ (schwa) may be spelled with any single vowel letter:

lapel, wallet, April, gailop, circus.

oy
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CONSONANT SPELLINGS

Consonant sounds with one primary spelling (In addition to the doubting
described befow)

The sounds /b, d, f, g, b, I, m, n, p, r, t, v, w, v/ are spelled with

the corresponding letters: b, d, f, g, h, I, m, n, p, F, t, v, W, y.

Several consonant sounds are spelled with digraphs (two-letter spellings):
/ta/ and /ih/ - th: thick, then

/shl - shoot

5 15

tme/ - when (For speakers who do not use /hw/, thls Is an
alternate spelling of /w/.)

feh/ = ¢

1y
1

chln
The final clu. :r /k3/ ts spelied x: box, Six.

Consonant sounds with variant spelllings {(in addition to the doubling
{ . des. rioed beiow)

/k/ - ¢ before 3, », U or a corsonant: cat, coid, cute, cream, act

& before e, ! or y: keep, kiss, sky

k at thc end of a word after 2 long vowel: seek, strike, make
k at the end of a word sfter a consonant: milk, bark, honk
fawl = is slways spelled qu

/s/ - $ a7 the beginning of a word: see, sit

¢ (sometimes’ before e, 1, y: cent, clinch, cycle

cle) or s(e) st the end of & word: Ice, dance, base, else

/z/ - 2 at the deglnning of a word: Zone, zero

s{e) or z(e) st the end of a word: wise, please, haze, breeze

/j/ - j ot the beginning of a word: jewel, jom
g (sometimes) before e, i, y: gem, giant, gym
[. gle) st the end of ® word: huge, large
/ng/ - ng ot the end of a word: ring

n elsewhere: thank

| ERIC .




foubled consonants

1. Conscnants (except v and x) are doubled when following a
single-letter spelling of a short vowel and preceding another
vowel or le: bubble, paddle, waffle, giggle, follow, summer,
funnel, happy, merry, butter. )

The doubled forms of ¢ (or k), ch, and J are ck, tch, and dg,.

respectively:

pigkle. hatchet, midget

Note: This rule has numerous excuptions, e.9., copy, wagon.

2. /k, £, s, 2, ch, j, 1/ occurring at the end of a word following
a single-letter spelling of a short vowel are spelled with @
doubled consonant:

lick, puff, mess, buzz, match, edge, (dge is the doubled
form firally), tajl.

Some foreign consonant spellings

/k/ = ch: chlorine, chorus
/f/ - ph: phone, graph
/%/ - ch: chef, chauffeur

Some infrequent consonant spellings

/g/ - gu{e): guest, league Im/ - mb: limb
Is/ - sc: scene /n/ - kn: knee, know
/s - st: castle Irl - wr: writer

Word final /v/ 1s spelied ve: give, twelve,

Word Final /th/ is spelled the: breathe,

72




SUFFIXATION RULES

Suffixes are commonly added directly to the ends of root words (e.g.,

trying, played, soften), but there are a few special rules. Many
dictionaries provide good descriptions of these rules. The following
Is » sumnary of some major points.

1. When the root word ends with a consonant + d e an¢ the suffix begins
with a vowel, th: e is dropped, e.g., driving, hoped.

2. WMnen the root word ends with a single vowel letter plus a single
consonant letter, the final consonant is doubled, e.9., hopped.
In mulvisyllable words, this happens only if the last syltable
is stressed (accented), e.g., occurring (but murmuring).

3. When the root word ends with & consonant plus ¥ and the suffix
does not begin with i, the y changes to i, e.g., happiness, tried.

4, The suffix for plural and for third person singular is generally
spelled with -s. After s, 2z, sh, ch, or x, It is spelled with -es.
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APPENDIX B

SPELLING RULES
AND

SPELLING CROSSWORD PUZZLES

Consonant Spellings

1. Inltial consonant clusters -

2. Final consonant clusters

3. /f/ spelled ff; /1/ spelled 11; /s/ spelled g8
b, /k/ spelled ¢, k, ek

5. 1€/, Ix/, N/, /s/ after long vowels

6. /ch/ spelled ch, teh

Vowel Spellings

fa/ spelled a...e, ai, ay
/€/ spelled ea, ee

[t/ spelled £...e, y

[t/ spelled ©...e, y, igh, i
/5/ spelled o...e, oa

/5/ spelled o...e, 0a, w, ©
/i/ spelleu u...e, oo

[0/ spelled u...e, oo, e, ue

W O~ 0 o oW N =
. 2 ¥ 2

Ju/ spelled u, oo

=3

Jou/ spelled ou, cv

Vowel-r Spellings
1. /ar/ spelled ar
2. /6r/ spelled ore, ocar, or, ar
3. /eér/ spelled er, ir, wr, or
4, Jir/ spelled ear, cer

Prepared by

SWRL Educatlonal Research and Development
L4665 Lampson Avenue
. Los Alamitos, CA 90720
(- (213) 598-7661
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Complete the puzzle. All the words begin with consonant clusters.

ACROSS ==l bow *
2. not go; a sign 1. to pull along the ground
3. not hilly 2. to turn around in circles,
like a top
3. 8 kind of smile 4. to c-tch an animal
7. to hit on the face 6. .omething for riding on
9. happy, pleased the snow
8. not fat

10, to pove 1in water

—
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Consonant Spellings: 1. Initial consonant clusters

The word begins with two consonant sounds. .Two
consonant sounds fogether are spelled the same way as they are spelled
alone. The first two sounds in are spelled with d and r.
When & word begins with more than one consonant sound, it begins with
a consonant cluster. The consonant cluster in is spelled

wvith dr,

The word \\ begins with a consonant cluster. The

consonant cluster is spelled with qu.
Here are some other words that begin with a consonant cluster:
plan, snap, step, drip, quit, quip, skin, slid, elip, trim, trip.

Sometimes & consonant cluster has three sounds. The word

begins with a consonant cluster that has three sounds.

begine with &tr. Here are some other words that begin

with a consonant cluster that has three sounds: strip, strap, strum,

splat.
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Complete the puzzle. All the words end with consonant clusters. )
ACROSS ==jme-
3. Go , not tight. 13. to look for animals
6. to put seeds in the ground 15. 4did go
8. a light 16. not hard )
9. did sleep 18, what a bird lays eggs in

10. somewhat wet

11. not the beginning f | l

[ F

\nd

e vy DOWN *

1. not first 12. to have to
8 2. tc hop up 14, not east
and dowm

16, did send

4, did feel

17. not slow
5. It i3 at the
end of your arm,
7. did hold

9., did spend

-
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Consonant Spellings: 2, Final consonant Clusters

ends with two consonant sounds., It_ends with

a consonant cluster. The consonant sounds in a consonant cluster at
the end of a word are spelled the same way thst they are spelled alone,

The consonant cluster 4n is spelled with st,

Here are some other words that end wich a consonant cluster: bmd,
grand, 8and, stamp, stand, vast, belt, next, test, lef..

s

{




Complete the puzzle,

ACROSS ===

1. not on

5. to shout

6. what windows are made -.f
8. not more

9. a small mountain

e

All the words end with doubled corsonants.

2. did fall
3. to put clothes on
4. a deep hole for water;
not sick
7. not buy
10, sick
2

4
S
r 7
Is

9 10

i

Ty




-

Consonant Spellings: 3. /f/ spelled ff; /|/ spelled 11; /s/ spelled se

The vowel sound tn %4 is spelled with a. When “the last

)

sound in words like m{k&t comes At the end of the word after a

vowel sound spelled with one letter, the last sound s spelled with s¢.
The letters &8 are a doubled consonant. A doubled consonant is two of
the same letters that epell one sound. Here are some other words that
have a vowel sound spelled with one letter and end with the doubled
consonant &88: class, pase, bless, mess, press, mee, toss.

The vowel sound in i. spelled with u. When the last

‘\up
sound {n words like é comes at the end of the word after a
.

vowel sound spelled with one letter, the last sound i{s spelled with ff.
The letters ff are a doubled consonant. Here are some other words that
have & vowel sound spelled with one letter and end with the doubled

consonant ff: &tiff, puff, etuff.

The vowel sound in M ir spelled with e¢. When the last
sound in words like comes at the end of the word after a
h—.-—-

vowel sound spelled with one letter, the last sound is spelled with II.
The letters Il are a doubled consonant. Here are some other words that
have a vowel sound spelled with on2 letter and end with the doubled
consonant 11: s&pell, swell, drill, fill, pill, still.




Complete the puzzle.

All the words begin with the same sound as or end with
the same sound as .
ACROSS emfiine- DOWN e

3. how nuch something is 1. You wear it on your

5. what a duck says foot, under your shoe.

2. a dark color
4, li.c a small nail

6. a baby bear

i1l
a bird the+ swims 5. fast
10. a hat 7. not front

11. d4id keep 12. to choose

15. &« little bit to eat 14. between your body and

yoi T head
15. a large stone T
16. a baby goat
F:
b n
[
T |3
|n F
=
n 12 13 F

he
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Consonant Spelliags: 4&. [k/ spelled ¢, k, ck

The first sound in 5 ie spelled with ¢, This sound is gpelled with ¢

before a, ©, and 4., The vowel sound in cat is spelled with a. has the

sane firat sound as cgt. The vowel gound is spelled with o0, so the first eound in cot is

Anp—

spelled with c. \t hus the same first sound as cat and cot. The vawel sound

is spelled with u, 8o the first sound 1is spelled with ¢,

Here are some other words that have the ¢ spelling before a, o, and u: can, comp,
cast, cob, cut.

(li;’ has the same first sound as cgt. The firet round in King 1is spelled

.: /

wvith k. Tkis sound is spelled with k beforz 7 and e. The vowel gound in king is spelled
with £, has the game first aound as king. The vowel sound ', spelled

with e, so the first sound is spelled with k,
Here are some other vords that have the k spelling before 7 and e: kiss, kilt, king,

keg. /,r

The lagt sound in words like is spelled with ok, The letters ck ave

a8 two-letter consonant. A two-letter consonant has two different letters that spell one
sound. The tuc-letter consonani ok spells the sound at the end of the word after a vowel
sound epelled with one letter. The vowel sound in clock 1ie spelied with the le.ter o.

har the same last sound as clock. The vowel gound is epelled with u, so

the last sound is spelled with ¢k,

Her. ai1e some other ¢ords that have the last gound spelled w'th ¢k after a owel sound
spelled wit:, one letter: <ruck, dock, rack, stick, wick, slock, struck, peck.




Complete the puzzle. All the words have long-vowel sounds followed by
/1£/, fx/, 11/, or /a/. You may use a dictionary to check the vowel
spelling.

ACROSS =fiie- DOWN '

a funny story the bacz of your fuot

a____ of bread something to’ swim in
to rob not strong

to cook inside a stove not real

the side of your face to talk

not warm did break

a huge animal in the ocean to run after

a story It is black; you can
burn ic.

a big pond
to send a letter

7 days




Consonant Spellings: S, /f/, /k/, /i/, /s/ after long vowels

The word less ends with /s/, Less has a doubled consonant after a

short-vowel sound spelled with one letter. The word ul has

a long-vowel sound. /s/ is spelled with & after a long-vowel gound.
Cage has the g...e vowel spelling and one ge.
The word 8tiff ends with /f/. Stiff has a doubled consonant after

a short-vowel sound spelled with one letter. The word % has

a loag-vowel sound. /f/ 1s spelled with f after a long=-vowel sound.
Leaf has the ea vowel spelling and one f. Here are sowe other words
with the f spelling for /f/ after a long vowel: life, beef, reef,
safe, strife, wife.

The word lock ends with /k/. Lock has a two-letter consonant after

a short-vowel sound spelled with one letter., The word @ has

a leng-vowel sound. /k/ is spelled with k after a long~vowel sound.
Cake has the a...e vowel spelling and a single k., Here are some other
words with the kX spelling for /k/ after a long vowel: emoke, wake,
rake, leak, like, smake, bike. cloak, rveek, sneak, bleak, hike.

The word gell ends with f1/. Sell has a dnubled consonant after

a short-vowel sound spelled with one letter. The word hes

a long-vowel sounl, /I/ is spelled with after a long-vowel sound.
Pool has the pp vowel spelling and a single I, Here are some other
words with the I spelling for /|/ after a long vowel: hole, wheel,

fail, mile, jail, cool, snail, scale, file, eeal.




{omplete the puzzle.
dictionary to check the vowel spelling.

11.
14,

EE 'Y

16.
17.

ACROSS «=dfiim

a place to sit in front or
back of a house

what you make in cloth with a
a needle

the person who tells the team
how to play

to come out of eggs, like
chickens

the seashore

It helps you walk when you
have a broken leg.

to throw a ball
a part of a tree

a feeling about something;
an idea; to have a h___ _ about
something

]

All the words end with /ch/.

You may use a

o

1¢.
12.
13.

]

fire on a ! ndle; light to
see at night

where some people g¢ on
Sunday

a kind of fruit
vhat makes you scratch

You may dress like one on
trick or treat night.

£ big farm or grassland
where cows and horses live

to tlo & horse to a post;
to a horse ¢o a post

to draw
not throw

to scrape off skin with your
fingernails

a of grapes

[ ]

D
o)

—

LI




Consonant Spellings: h, /[ch/ spelled ch, toh

The word begins with the /ch/ sound. The /ch/

sound at the beginning of a word is spelled with ch. The word teach
ends with the /ch/ sound. /ch/ is spelled with ch afier a two-letter
vowel. ZTeach has a two-letter vowel and the ch spelling. Here are
some other wordc that have a two-letter vowel followed by the ch
spelling for /ch/: coack, each, reach, preach, bleach.

The words pinch and march and with the /ch/ sound. They hnth
have a consonant before /ch/, /ch/ 1s spelled with ¢h after another
consonant, Here are some other words that have the ch spelling for
/ch/ after another consomant: bench, erunch, inch, lunch, starzh,
lurch.

The word match ends with the /ch/ sound. /ch/ is spelled with
teh after & vowel sound epelle’ with one l2tter. Mateh has  vowel
sound spnlled with one letter, and match has the fech spelling for /ch/.
Here are some other words with a vowel snund spelled with one letter
followed by the fch spelling for /chf: bateh, hateh, diteh, streteh,
feteh, switeh, hopscotch,

The words in the box below are irregular., They must be memorized.

much rich such which

These words have /ch/ spelled ch after a vowel sound spelled with

one latter.




Complete the puzzle.

dictionary.

ACR3SS =i~

to give oyt money
a hurt

not right

water from the sky
did come

did give

not different

not early

flat land

to speak

did make

did eat

All the words have the /3/ sound.

o

did pay

to gamec

a big monkey

not afraid

to help; first

not love

the door for a fence
not go

did lay

a flat dish

a word like Pat, Ted, Pam
not wild

8/

You may use a

p—

-




Vowel Spellings: 1. /8! zielled a...e, ai, QY

The words tave the /a/ scund.

The /3/ sound is the Same as the letter name. When & vowel sound 1s
a letter name, it is called a long vowel, when the long-vowel sound
[8/ is in the widdle of a word, it is usually spelled with @ and then

e at the end of the word or with at.
The f2/ sound in is spelled wich a...e. Fere are

some other words that have the a...€ spelling for /3/: make, brave,

tame, grade, &kate, cape.

The f&/ scund iD is spelled with ai, Here are
some Other words that have the ai spelling for /a/: rain, watt,
faitk, snail, claim.

When you are not sure whether /8] is spelled with 2...e or with
at, you must check & dictionary.

The word piay alco has the /5] sound. When the /2/ sound 1 at
the end of a w.rd, it is usuzally spelled with the vwo-letter vowel ay.

Here a.e some other words that have the ay spelling for /3/ at the end:

pay, clay, way, 8tay, &ay.




Complete tl.e puzzle,

You may use a dictionary.

All the words have the /&/ sound,

ACROSS == DOWN
2. to give food 1. not give avay
3. <o look 2. 24 fncheg = 2 ___
6. not most 3. ocean
9. It has branches and a trunk. 4. not dirty
10. the pumber 3 5. the color of grass
11, not costing any money 7. a road in a cicy
12. king and 8. the edge of an ocean or
a lake
13, food from animals
10, what you have {n Your mouth
|
2 |
3 d
4
5 & 7 fa
9 10 i
[}
12
i3




Vowel Speliings: 2. /[&/ spelled ea, ee

The words have the /€/ sound. The

[€/ sound 1s the same as the letter name. When a vowel sound is &
letter name, it {s called a long vowel. The long-vowel sound /i/f 1s
vsually spelled with the two-letter vowel ee or ea. The /€/ sound in

Higr it W
.

;’ i¢ spelled with the ;wo-letter vowel ee. The /e/ sovund

is spelled with the two-letter vowzl ea.

Here are some other words with the ee or ea spelling for [/€/: need,
weed, eeed, screen, greet, bead, teach, treat, wheat.
When you are mot sure of the spelling for /e/, you must check a

dictionary




Complete the puzzle.

ACROSS emlimn

3-

6.
8.
9.

11.

to move through the air

fruit when it is ready
to =at

what grapes grow on
the number 9

tu pat something where
t can’t ba found

what a clock tells

All the words have the /1/ sound.

o}

1.
2.
3.
5.
7.
10.

how big something is

not wet

the number 5

a kind of evergreen tree

the color of snow
10¢

N?




Vowel Spellings: 3. /T/ spelled 7...¢, y

The word ’k*e(‘éégiay has the /1/ sound. When the /1/ sound is in

the middle of a word, it is usually g:elled with the twn-letter vowel
% and then ¢ at the end of the word., Kite has the £...e spelling for
ni.

Herz are some other words that have the £...e spelling for /i/:

shine, drive, fire, crime, dime, slide, hive.

The word T%“' ends with the /1/ sounu. /1/ at the end of

a word 1s usually spelled with y. The woru fly has the y spelling for
/T/ at the end.
Herc are some other words that have the /7/ spelliug for [1/ at the

end- try, cry, pry, eky, shy, my, fry.




Complete the puzzle. All the words have the /i1/ sound, You may use a

dictionary.

ACROSS el

1. to wake a tired sound vhen
your breath goes out

2. to kit and box

5. atrip by atrplacne
6. not loose

7. bashful

B. may; 1 just do that

13. to give someone & job
11. to make wheat into flour
13, what grapea growv cn

14, to not lose; I can’t
my book

15. nice; thoughtful

1]

17. oot low F

18. peeling of an orange

19, clever; a fox

21. a kind of string

NN k

L
1

L B

26. oot day
27. oot strong; not spicy

star

28. shiny; a

oo |

1. wvery little; a fever

3. what a clock tells
4. not dark

5. fear

7. to light a match

8. what sou think with

9. 0o able to see

10, not seek

il

14,
16.
12.

20.

22.
23.

2.
25.

[T

L]
H

oot wrong
the number 5
not wet

back leg of an animal;
leg

-

Draw a straight

not rame
the qumber 9

upper leg of a :nickan

2 bee’s hoze

33
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Vowel Spellings: 4. [T/ spelled i...e, y, igh. i

The /7/ sound is in the middle of the word . Nn/

in the middle of a word is usually spelled with i and tnen € at the
end of the word., The word nine has the 7...e spelling for /7/. The
word fly has the /v/ sound. /i/ at the end of a word is usually
spzlled with y.

Th. word high, light, and knight have the /7/ sound. /1/ may
be spelled with 7gh at the end of 2 word and bofore ¢ when ¢ is at
the end. High has the /i/ scund at the en¢. Light and knight have
the /7/ sound before £, When you are not rure of the spelling for /7/

at the end of a word or before £, you must check - dictionary.

The words child and bind have the /7/ sound. /71/ is spelled with
1 before two conscnant sounds. Child has the /71/ sound before I and d.

Bind has the /7/ sound before n and 4.

W
A




Complete the puzzle. All the words have the /6/ sound.

You may use a dictionary.

ACROSS ==

3. what a king or queen sits on
5. did drive

7. a rock

8. did free:ze

]

f“h

o | :

1. a street

2. a small ship

4., where You live

6. did ride

7. something for washing with

0
39
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Vowel Spellings: 5. /o/ spelied o,..e, oua

The words % (./have tite /o/ sovnd. The /O/ sound 1s spelled with the

two-letter vow:l oa or with o and then e at the end of thr word. TIhe long-vowel gound in

is spelled with the two-letter vowel og. Here are some o.her words with the og

spelling for /o/: lcad, toast, poach, roast, foam, bloat, toad, float.

The lrng-vowel sound [0/ 1n{%15 spelled with the two-lerter vowel o...¢€. Here

are some other wcrds with the o...e spelling for /o/: hope, rope, stove, grove, vote,
eode, throne, hope.




Complete the puzzle. All the words have the /5/ sound. You may use a

dictionary.
ACROSS =it

2. It goes in the air from
a fire.

4. not young

6. not fast
7. brave

8. a ship
10. not hot

12. to get bigger

14. not high

15. what the wind does

16. to lie on top of water
18. male bee

20. a kind of black bird

s ¥

1. a funny story

2. white flakes that drop from
the sky

3. not silver
5. diad sell

6. to polnt out; tell how to do
something

8. Tie the string with a
precty

9. a fee paid to drive on a road
10. a baby horse

1l. to put on a truck

12. the shine of a fire

13. to move a boat with oars
15. what a dog eats

16. how rivers move

17. horses eat hay and ____s;
— meal

19. what a car goes on

[
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Vowel Spellings: 6. /O/ spelled O...8, 04, OW, ©

The word E;::Z;;::B has the /0/ sound. [0/ in the wmiddle of a

word is usually epelled with 0a or with ¢ and then e at the end.

The word throw has the /6/ sound. /O/ is usually spelled with ow at
the end of @ word. Throw has the 0w spelling for /6/ at the end.

Some words with the ow spelling have the suffix 1 added to make
another word. /0/ 1s usually spelled with oW before 7 when 1 {s *he
suffix and the root word ends with ow. Thrown has the n suffix. The
root word for throwm is throw.

The words cold and roll have the /0/ sound. /0/ is spelled with ¢
before ? and another consonant letter. Ccld has the ¢ spelling for /O/
before I and 4. Roll has the ¢ spelling for /0/ before II. Here are
some other words that have the ¢ spelling for /0/ before 1 and another
consonant: troll, ecold, mold, jolt, bolt.




Complete the puzzle. All the words have the /4U/ sound.
You may use a dictionary.

ACROSS ==Jio~

4, not rough
6. like a shoe, but higher
8, 12 o'clock

o | T

l. an ice k-

2. what a cow says

3. something to eat
5. It 18 in the sky at night

7. a song
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Vowel Spellings: 7. /[u/ spelled u,,.e, oo

The wvords c:f-‘# and\have the /U/ sound. When the /U/ gound is in the

middle of a word, it is usually spelled with 00 or with u and then @ at the end. When
the /U/ sound is at the end of & word, it is usually spelled with 00. The word

f has the oo spelling for /U/. Here are some other words with the oo spelling
for /u/: shoot, room, scoop, tooth, hoop, zoo.

“he uord\ has the w..,e spelling for /U/. Here are some other words with the
u...e spelling for /u/: crude, prime, rude.

When you are not gure if /U/ is spelled with 00 or with u...e, you wust check a
dictionary.

The word @ has the /yu/ sound. /yu/ is usually spelled with u a=d then ¢ at the

end of the word. The /yu/ sound in @ is spclled with the two-letter vowel u...e.

Here are some other words with the u...e spelling for /yi/: cute, mule, fume,

| NN
g
Sl




Complete the puzzle.

All the words have the /i/ sound.

dictionary.

ACROSS e=fiiv- DOWN
2, did draw 1.
3. Toothpaste comes in it 4.
5. color of the sky 5.
8. did grow 6.
9, a big feather for a hat 1.

10. It shines at night. 8.

11. It helps to solve crimes;

a hint, Q,

12. what you eat 10.

14, not a long time; we will 11.

be there, 12.

15. Someone with bad mwanners

isg 13,
16, food cooked with meat in a Lé.
pot 16.

17. not old

18. not a hen 17.

20. a big hill of sand 19.

21, did fly 20.

11
1117 [

You may use a

Y

not falge

to make tea

did blow

where you can swim
a song

You atick things together
with 1ic.

a dried plum

what a cow says
what you do to gum
not many

did draw

not a fork or knife

to scatter; to st flowers

on the ground

the middle of the day;
12 o'clock

did throw

wetness of the ground in the

morning

CITT]

|
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Vowel Spellings: 8. /U/ spelled u...n, o0, ew, ue

has the /U/ sound. The U/ sound in the

wviddle of a word is spelled with 0o or with ¥ and then € at the end.

The word has the /YU/ sound. The /yU/ aound in the widdle

of a word 1s spelled with u and then e at the end.
The words blue and knew have the /U/ sound. The words hue and few

have the /YU/ sound. At the end of & word, /U/ and fyu/ are epelled with
either ue or ew. The words hue and blue have the ue spelling. The

words Jmew and few have the ew spelling.
When you are not sure whether the spelling of /U/ or /yu/ at the end
of a word is ue or ew, you must check a dictionary.
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Couplete the puzzle,

ACROSS ===l

1. male cow

2. someone who fixes food
3. something to read

4, did stand

5. to press on something;

B the doorbell
not empty

see; 1 through your
glasses

All the words have the /&/ sound. !

oo

lay something dowm; p_  __

something down
not bad

a small river

It grows in the ground and
looks 1like a small tree.

- »
grab something and it
toward you
12 inches
Trees are cut dowri to get
W
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Vowel Spellings: 9. /U/ spelled u, oo

have the /u/ sound. /u/ is

usually spelled with u before eh and 1. The word bush has the u spell-
ing for /u/ before eh. The word bull has the u spelling for Jul before
1.

The words 8tood and took have the /U/ sound. /U/ is usually spelled
with 00 before d and k. The word etood has the oo spelling for /i/
before d. Took has the op spelling for /i/ before k.

Here are some other words that have the oo spelling for /U/ before
d and k: hood, shook, crook, look.

The words put and foot have the /U/ sound. Both words end with ¢,
/G/ is spelied with u in put, but with oo in foot. When you are not
sure 1f the spelling for /U/ 1is u or oo, You must check a dictionary.
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Complete the purzle.

ACROSS ==l
3. & kind of bird; it huuts
at night
4. @& Boy or a Girl
6. a funny person at a circus
7. what you say when something
hurts you
9. a home
11. not in
14. vot lost
15. not then; right
17. not sweet
19. a kind of dog
21, strength; lotscf p
22. the shape of a ball or a
plate
24, what you hear
26, tosayl, 2, 3, 4, 5
27. one's mate; one's sp__
28. a dark color
29. not up

All the words have the /ou/ sound.

J

Your teeth are inside 1,
a weight; 16 ounces

to yell

a kind of fish

A queen wears it on her
head; so does a king.

not soft; a ___ __ sound
not a bath

belonging to us

Milk comes frem it.

not a smile

did wind the clock

two mice, one

to 4ie in the water

to soak with water; to put
out a fire with water

like a shirt

It ia yhite ~.nd fluffy in
the sky.




Vowel Spellings: 10, /ou/ spelled ou, ow

The word has the /fou/ aound., The words how, town, and

growl have the fou/ gound. /Jou/ 1s spelled with ow at the end of a
word, It is apelled with ow before n and befcre I when n or I 15 the
last letter in the word. The wo:rd how has the ow spelling for fou/ at
the end. The n 1a the last letter in town, and towm has the cv spelling
for /ou/. The 1 1s the last letter in growl, and growl has the ow
spelling for fou/.

Bere are suwe other words that have the ow spelling for fou/ at
the end or before n or 1: now, plow, crown, dowm, kowl, scou?.

The words loud and flover have the fou/ aound. /Jou/ 1s spelled with
ot in the middle of & word, but with ow before a vowel letter. Loud has
the ou spelling for fou/ in the middle of a word. Flower has the ow
speliing of /ou/ before the vowel letter 2,

Here are some other words that have the ox spelling for /ou/ in tha
widdle of the word end the ow spelling for fou/ before another vowel
letter: couch, shout, pout, spout, snout, proud, rownd, tover.
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PROFICIENCY VERIFICATION SYSTEM
SORT PROCEQURE FOR SPELLING
PAGE 33

PROGRAM: 5, GRADE: 3

SKELL: 22 LONG VOWELS

PAGE : PAGE CONTENTS: :
47 LONG 70/ - DA% WRITE* WORD THAT COMPLETES SENTENCE
b7 LONG /0/ = D* WRITE® WORD THAT COMPLETES SENTENCE
b7 LONG /0/ - D...E* ~AITE* WORD THAT COMPLETES SENTENCE
48 LOHG /0/% WRITE®* WORD THAT COMPLETES SENTENCE
48 LONG /1/% WRITE® WORD THAT COMPLETES SENTENCE
50 LONG /17 = 1...C* CHDOSE AND WRITE* WORD(S) WiTH SEGMENT
50 LONG /A7 - A...E* CHOOSE AND WRITE* WORD(S) WITH SEGMENT
50 LONG /(Y)U/* DTHER SPELLING® CHDDSE AND WRITE* WORD(S) WiTH SPECIFIED SOUND% D...E*
TREATED AS IRREGULAR #* LDSE, PROVE
40 LONG /A/% CHODSE AND WRiTE® WORD(S) WiITH SPECIFIED SOUND
60 CHOOSE AND WRITE* WORD(S) WITH SPECIFIED SOUND
60 UNDERLINE® LETTER(S) FOR SPECIFIED SOUND
60 LONG /1/ - 1% CHODSE AND WRITE* WORD{S) wiITH SPECIFIED SOUND
65 LONG /E/* CHDDSE AND wRiTE* WORD(S) wiTH SPECIFIED SOUND* (FINAL E MARKER)
65 LONG /A/% CHODSE AND WRITE® WORD(S) WITH SPECIFIED SOUND* (FINAL E MARKEA)
65 UNDERLINE * WORDS WITH 2 VOWELS TDGETHER -
66 LONG /A = A...E* WRITE® WORD FKOM PRONUNC JATION SYMBOLS* ASTE * TREATED AS (RREGULAR
70 LONG /(Y)U/ - DD* CHOOSE AND WRITE* WORD(S) WiITH SPECIFIED SOUND
70 LONG /(Y)U/ = J0* WRITE* WORD FOR PICTURE
n LONG / (Y)U/ = DO* WRITEX WORD THAT COMPLETES SENTENCE
n LONG /(Y)U/ - 00* CHOOSE AND W:ITE* PRONUNCIATION SYMBOL FOR 5DUND
71 LONG /(Y)U/ = DO* WRITE* WORD FOR PICTURE ,
72 LOHG /(Y)U/ - 00% WRITE* WORD THAT COMPLETES SEMTENCE
73 LoNG /(Y)u/
73 LONG /{Y)U/ - D0 WRITE* WORD THAT COMPLETES SENTENCE
78 LONG /(Y)u/ = DD* WRITE* WORD THAT COMPLETES SENTENCE

Fic. 1.—Sample compuzer listing 1 O o]




Complete the puzzle.

ACROSS ==fi»-
3. not all; a of ' 1.
4. not near 2.
6. You gend one in the mail 3.

to someone who is sick or
someone who haa a birtlday.

"-
7. the noise a dog makes
§. It is in che sky ac nighet.
5-
9. part of your body; your
hand is at the end of it 6.
10. not dull
7.
11. not light; not bright
8.
) 2
10.
3
4 5
Is
f7 s
9
10

10y

All the words have the /iar/ sound.

-

not soft
to begin

a place to play softball
and have a picnic

a place to have cows,
chickens, and horses, and
to grow food.

to hurt

something you ride in or
drive

a building to keep horses
and cows in

It swim? in the ocean and
has a big ffn on {its back.

a cloth you can wear around
your neck

Lo

Ny
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Vowel-r Spellings: 1. /8f/ spelled ar

The words and have a vowel soupd followed

by /r/. A vowel sound fcllowed by /r/ is called a vowel-r o +d. The
spelling for a vowel-r sound is called & vowel-r spelling.

and bhave the /3r/ eound. The vowel-r sound /ar/ is spelled

wvith ar,
Here are some other words that have the ar spelling for /3r/: cart,

yarn, dart, start, starve, mark, emart, march, yard, hard.

11y




Complete the puzzle. All the words have the /6r/ sound. You may use
a dictionary.

ACROSS + i
2. a big fight between countries 9. on the cob
4. not long; not tall 10, to make loud sounds when
you sleep

5. pig’s meat
11. what you use to row a boat

7. between hot and cold
14, the edge of a lake

oX an ocean
DOWYN

1. four cups = one

3. something to eat with

4., wind and rain

6. to say that something bad will
happen

8. the points in a game

10, a place where things are sold

N
i2. the loud noise that a

lion makes r__

N
. 13. not less L_
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Vowel~r Spellings: 2. /&r/ spelled ore, ocar, or, ar

—————

.—-—.;...‘144-‘4
The words "E;@‘{ |§I and / have a vowel~r sound.

They have the /8r/ sound. /Gr/ is spelled with owe or ogr &t the end of
a word. Store haa the ore apelling for /or/. Oar has the oar spelling
for /6r/. Here are some other words with the ore or oar spelling for
J6r/ at the end of a word: tore, core, gore, lore, sore, eoar, bore,
boar.

1f you are not sure if the spelling for /&r/ is ore or oar, you
must check a dictionary.

The word M has the /&r/ sound. /&r/ 1s spelled with or

before 8 consonant. KHorn has the or spelling for /3r/ before n. Here
are some other words with the or spelling for /or/ before a consonant:
short, torn, eort, north, sport, toreh, form, cord, stork.

The word has the /3r/ sound. /6r/ is spelled with ar

after the /w/ sound. The word quart has the /kw/ consonant cluster and
the ar spelling for /Gr/ after the /w/ sound. Here are some other
words that have the ar spelling for /dr/ after the /w/ sound: wart,
swarm, dwarf, varp.

The words in the box belcw are irregular words. They must be

menorized.

for nor or

These words have the or apelling for /6r/ at the end of a word.
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Complete the puzzle, All the words have the /ér/ sound. You may use a )

Gictionary.
ACROSS == DO ‘
2. to mix with a spoon 1. ocean waves near the ghore
3. a place to pray 2. a kind of clothes Morn

above the waist

6. animal hair
4., to harm

7. before second
5. a liccle ring of hair

9, when someone is borm

7. a plant with leaves that

11. not a boy look like feathers
12. most bad 8. afcter second
13, the earth 9. an animal that flies and

bullds nests
14, a kind of tree
— 10. not him

13, It crawls in the ground.

N

F 17

14
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Vowel-r Spellings: 3. /ér/ spelled er, ir, ur, or

The word hae the /er/ sound. These words also have

the fér/ sound: chirp, furn, elerk. The /ér/ sound is spelled with
ir, ur, or er. Chirp has the ir gspelling for /er/. Turn has the wr
spelling, and glerk has the er spelling for /er/.

Here are some other wordes that have the /ér/ sound spelled with
ir, ur, and er: firm, shirt, dirt, thirst, bum, cud, spur, serve,
serm, nerve. When you are not sure if /er/ is spelled with ir, urw,
or er, you must check a dictionary.

These words have the /ér/ sound: word, worth, work. /er/ is
spelled with or after the letter w. #ord, worth, and work have the
Jer/ sound spelled with op after v,
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Cooplete the puzzle.

You may use a dictionary.

ACROSS ~=ifiin-

2. 365 or 166 daya

4. to liaten

6. what you hear with

8. not far
von

1. the water from Your eye

when you cry

3. to shout yhen You )like something
5. to be afraid of

7. the back of something

All the wcrda have the /ir/ sound.

I




Vowel-r Spellings: 4. /lr/ spelled ear, ¢er

The word has a vowel-r gsound. It has the /Ir/ zsund.

/1r/ ts ususlly spelled with eer or ¢ar. The word deer has the eer
spelling for /ir/. The word fear has the ear spelling for /ir/. Here
are some other words that have the ear or ger spelling for /Ir/:
queer, steer, clear, smear, dear.

When you are not sure L{f the /Ir/ sound is spelled with ear or eer.
you must check a dictionary.
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Vowsl Spellings

2. /&l spelled ga, o

V. /8 spelied a...e, ai, @y
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e

a
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e

120




/6/ spelled o0...e, 0a
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Vowel -r Spellings

—

far/ spelled ar

10. /ou/ spelled ou, ow
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SPELLING AULES
AND
SPELLING CROSSWORD PULILES

QUESTIONNALRE

You can help uvs prepare better Instructionsl
materisls IF you would FI11 In the sttsched
questionnalre about the Spelting Rutes and
spellino Crossword Puzzies.

1F you use » particuler puzzte, pur s check
In the "Used" column. Then note sny good
points or problems that you found,

1f you do not vae s particular puzzle, put
s check In the "Mot used” cotumn. Then let
us know why you didn't vse i,

Plesse send the completed guestionnsire In
the postage-pald envetope ta:
Ann Humes
sunl Educstional Research and Devetopment
4565 Lampson Avenve
Los Atamltos, CA 90720

Thank you.
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Schoo!t
Grade

{optlonal)

Consonant Soellings

Ny

Used

Good Polnts

Problems

SNot
Used

Why?

Inltiel
comMonant
clusters

Flral
coOmMonsnt
clusters

/¥ spetied
mnt
spelled II;
I/ spelled
o

.o

I/ spelled
e, k, ck

tr, Iwt,
i, I/
after lomy
rowels

fch! spelled
chy tch

13
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Vowsl Spellings

IM Ilbed

fal spelled
Sanally ﬂi’

ay

Cood Polnts

Problems

T fot
Used

Why?

fel spafied
oa, e

71t spelted
foeatly ¥

71l spetied
€. ey My
‘]

fof spetted
Oannly oa

18/ spelled
Oun'@y Oy
oy, 0
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Wot
Name Used Good Polnts Problems Used | Wyt
7. 13l spelled
lt-.-‘, oo
- 8. /3/ spalled
-r lb--., w,
ot -, us
4
"
3 9. /ot spelled
%y OO
10, Jow/ spel lc&
“. o
o] 1. Fict sn!l«J '
o ar
4
a -
Sl 2, torl spelle
< are, oar,
E or, ar
-
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APPENDIX E

Elementary Spelling:
What'’s Really Taught

Bruce Cronnell

Ann Humes

SWRL Educational Research and Development
Los Alomites, Calforise

e |
ity vt cterd
© 1900 by The Univgruty of
-GN 1 A 191 00D T4

The content of elementary-school instruc-
tion is frequently based on the content of
textbooks (1). Teachers usually do not
have the time or the resources to devise all
their own instruction, and they must de-
pend on what is available. According to a
study conducted by the Educational Prod-
ucts Information Exchange Institute (2),
investigators in on.site obseTvations roted
that 90 percent of what is done in class-
rooms is based on commercially prepared
materials. Consequently, what students
learn is often what their texibooks present.
In the study reported here, elemen:ary-
school spelling texibooks were examined
to determinc the naure of current spelling
instruction. The results of the study add to
our understanding of instruction in
schools and provide data for developing
assessinent instruments based on both the
content that students have been taught and
the manner in which that conient is pre-
sented and practiced.

This paper describes the three aspects
of the study: the coding indexes used to
describe spelling textbooks, the coding
process, and some results of the analysis.
The present study of spelling instruction is
derived from similar earlier studies of
reading and mathematics (3).

Coding indexes
To describe spelling textbooks. two in.
dexes were prepared: the Content Index
and the Performancé Mode Index. The
Content Index describes the spellings
being taught; the Performance Mode
Index describes the ways in which this
content is presented and praciiced.

The Content Index was derived from
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previous studies of spelling (4, 5) and from
a preliminary analysis of a number of
spelling textbooks. The Index includes
twenty-nine major categories of spelling
content.

Consonanis
Invariable single consonants
Variable consonants
Consonan digraphs
Miscellaneous doubled
consonants
Miscellaneous silent
consonants
Vowels
Short vowels
Long vowels
Vowel-r
Affixation
Inflectional suffixes
Derivational suffixes and
endings
Endings
Prefixes and beginnings
Affixation processes
Structures
Dicionary skills
g?mpho:es
mpounds
Irregular words
Contractions
Abbreviations
Syllabication
Specizi ses of words
Segments
Whole words

Nonspelling
Misc:fl‘anms

Several features of this list should be
noted. Nonspelling categories were in-
cluded because many textbook series in-
clude these categories. Handwriting and
Grammar are two examples. Some of the
other categories listed here—Syllabication
and Miscellaneous Silent Consonants—are
of questioniable value to spelling, but were
included because they, too, are found in
many series, The organization of the major
categories was determined in part vy the
computer program that had been
established for the previous research in
reading and mathematici. Hovever, the
decision to uge available programming

THE ELEMENTARY SCHOOL JOURNAL

rather than set up new programming did
not have a serious effect on either coding
or analysis.

Each major category includes up to 50
subcategories that define specific spelling
content. Mos1 of these subcategones are
mutually exlusive, for example, short /fe/
spelled ¢, short /e/ spelled ea. However,
when appropriate, another subcategory
can be used in conjunction with the pre-
ceding subcategories to delineate specific
uses; for example, the position of a
spelling—initial, medial. or finalk—can be
indicated. In most major categories, an
“Other™ code was established to permit
coverage of unspecified content of low fre-
quency.

The Performance Mode Index was de-
rived from a description of the in-
structional specifications for a research-
based spelling program (6). The perfor-
mance modes were numbered 51 through
99 so that they could be used in conjunc-
tion with all 50 content subcategories pre-
viously described. Performance modes
numbered 51 through 60 are verbs de.
scTibing the motor skills that the student
must use (o complete the textbook exer-
cises; two examples are “underline” and
“write.” Performance modes numbered 6)
through 99 are noun phrzses. that js. di-
rect objects of the verbs. These noun
phrases describe the stimulus-and-
response characteristics of the textbook
exercise. Two examples of these categories
are “word that rthymes” and “word for
picture.” Together. the verbs and the noun
phrases form directions for compleung the
exercises: “underline word that rhymes,”
“write word for picture.” A variety of per-
formance modes in textbook exercisec can
be described by the many possible combi-
nations of the verbs and the noun phrases.

Procedures

Seven comnionly used commerciaj spelling
textbook series were selected for initial
coding {7-13). Each insructional exercise
was coded for a major category of content.

SEPTEMBER 1980
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the purporied use of phonics. rule-based

" approaches, spelling textbooks commonly

are concerned with teaching words rather
than spellings

The seven spelling series analyzed dif-
fer not only in content but alsc in the
amount and the kind of instruction and
practice they offer. Five programs provide
instruction and practice on consonant
clusters (blends); the other two programs
provide no explicit instruction on clusters.
However, words that have consonant
clusters are included in all series; thus siu-
dents’ ability to spell such words may vary
considerably, depending on the amount
and the nature of instruction and practice
in their particular textbooks.

Analysis of the performance modes
provides a description of the spelling
practice tha: students receive. Frequently
textbooks offer little practice. Spelling
books are usually similar in length: but, at
the same grade level, the number of re-
sponses per page varies considerably from
program to program. Because ume on task
may be imporiant in school success {14).
programs that offer litle practice may
produce poorer spellers than programs
that offer more practice.

Additionally, the relevance of the spell-
ing practice is often questionable. Every
program has exercises that seem suspect;
one example suggests the irrelevance that
may be found. (The program will not be
named; examples could be cited from all
programs.) In a second grade lesson on wh
{which occurs only initially in words). stu-
dents write wt only eight times; for the
remaining 18 items, they write the endings
of words beginning with wh. Although rel-
evance is hard to measure, it clearly in-
fluences students’ learning: students can-
not be expected to learn from practice that
does not ‘ocus on the content to be
learned.

A disturbing feature of most spelling
programs is that they rarely require st-
dents to perform realistic spelling tasks. In
“real-world” spelling, students must gen-

ELEMENTARY SPELLING 63

erate a spelling on their own. in response
to a need, internal or external. Thus the
purpose of spelling instruction should be
to prepare students to spell words in-
dependently. However, the practice pro-
vided by spelling books most commonly
involves writing the words that are printed_
on the page. Sometimes the spelling task
explicitly directs students to copy words.
More often the task requires students to
choose a listed word and write it—another
kind of copying task. Some tasks czn be
completed without looking at the words
printed on the page: however, some., if not
many, students probably complete all their
spelling practice by merely copying the
words printed on the page. This kind of
practice is not in keeping with the goal
of self-generated spelling. a goal that
textbooks frequently ignore. although a
wids range of appropriate formats for
practice could be used (6). (Students might
be asked to spell a word for a picture. or a
word that completes 2 given sentence, or a
word that fits a particular story content. or
a word that has a specified sound.)

Conclusion

This study of spelling textbooks adds to0
our understanding of what students are
exposed to when commercially prepared
materials are used to teach spelling in
elementary schools. This knowledge is
partcularly valuable in designing assess-
ment instruments, for it helps in the con-
struction of tests that parallel instruction.
To test students on what they have not
been taught is unfair; analysis of the con-
tent and the nature of instruction is a nec-
essary preliminary step to designing tasts
that accurately assess learning.
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B.

Grades 5 and 6
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. STAFF OEVELOPMENT WORKSHOPS IN WRITTEN COMPOSITION
GRADES 5 AND 6
). 1980 Survey of Essential Skilis~-Ccmposition: Results for
grades Sand 6 . . . .. .. ... .. .. Bruce Cronnel)

A. Presentation
B. Handout: 1980 Survey of Essential Skills: Categories
and skills for grades 5 and 6

11. Helping students write more and write better
...... Ann Humes

A. Presentation

8. Handout: Helping students to write more and write better

111, Sentence combining . . « . « « ¢« ¢« « & & & Joseph Lawlor
. A. Presentation
B. Handout: Sample sentence-combining exercises
1. Student worksheets

2. Teacher's edition
3. Questionnaire
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1980 SURVEY Or ESSENTIAL SKILLS--COMPOSITION
RESULTS FOR GRADES 5 AND 6

Bruce Cronnel)

A. Presentation

B. Handout: 1980 Survey of Essential Skills:
Categories and skills for grades 5 and 6
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1980 SURVEY OF ESSENTIAL SKILLS ~ COMPOSITION

RESULTS FOR GRADES 5 AND 6

I'm sure you're all familiar with the Survey of Essential Skittls,
SWRL Jeveloped this test under a contract with the Los Angeles Unified
School District, and we think it's # pretty good measure of student
abilities. Today {'m going to talk about results on the Compositi~n
section, generally at the Districr level. You already know what your
school res-its are (and t don't), so we thought you'd like to know
what went on in the whole District. However, when | talk about the
writing sample, | will be able to share some of the information we
obtained from looking at 2 number of papers from a school in this Area
(atong with other schools).

First, let's look at the 1979 and the 198D SES's. we think that
the 98D SES is much more difficult then the 1979 SES. (We also think
it's a better test than the 1979 SES--doth SWRL and the District
learned a lot from rhe 1979 exper.ence.)

Since th~ 1980 siS is more difficult than the 1979 SES, we
naturally expected that scores would go down. But, lo and behold, the
scores usua'lly went up--generally by 6-~8 points at each grade level,
| can't be sure of what this means, but | suspect that you teschers
are putting m.re emphuasis on writing. and naturally the students are
doing better. The o’y grade lavel where there wasn't Improvement was
grade 3. we're not sure wny this happened (although we're looking

into .t). But overall, things got better ir 198D, and wz're expecting
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that things will get better in 1981. So 1 think you can all
congratulate yourselves on the good job you're doing tesching
composit on,

Before | begin to tatk ghout specific results, | want to say
somethiny about the nature of the SES. Since it's given to & large
number of students (generally over 30,000) at each grade level, and
since the District wants to know what the results are, the test must
use multiple~choice items. Now, composition is really & constructive
process--that is you produce things, not cthoose things. Thus,
multiple-choice test isn't really the best way to assess compusition
skills., But, given the testing constraints, it's the only way.
Otherwise, teachers would have to score 811 the test--not just the
writing sample. Therefore, some of the problems that students have on
the SES may be becausc of the rature of the test, and it might be that
they could do better if they constiructed their answers rather than
chose them,

Now for some more specific results. (individual skills and
sample items are given on the handout.)

Word Processing. The first coetegory on the SES--for grade §

only~-was Word Processing. Students had considersble difficulty with
selecting the appropriate verb form to use when the, had to choose
between past tense forms and past participle forms; for example, wrote
vs., written. However, they did quite wel! with synonyms and sntonyms,
r'though they had more problems cthoosing the correct spelling of a

homonym,

146




Sentence Processing. The next ¢atedory was Sentence Processing.

Fifth graders had 8 great deal of difficulty In recognizing the
subject and predicate in & sentence. Since there were Only two
choices (either subject or predicate), students had a 50% chance of
being correct; their actual scores weren’t much higher. Knowledge of
grammatical terms like 'subject" and ''predicate' isn't really of much
value In learning to write better, but it i3 reguired by the District
Continuum, so I'm afraid you'l} still have to teach it unless you can
convince the District to change the Continuum. Fifth graders atso had
to combine simple sentences to form ¢ompound Seéntences; this was 0
probiem.
Sixth-qrade Sentence Processing also required recognition of
(. sentence parts. This was stili very difficult. The average score in
the District was below 50%. Sixth araders also had to combire
sentences using relative clauses; they did well with this.

Paragraph Development. {In the Paraaraph Development category,

fifth graders di¢ quite well choosing the correct transitional word to
tonnect sentences. They had somewhat more difficulty in proofreading
sentences. They could proofread better for <pelling and
capitatizatien than for punctuation.

Sixth graders had more problems with Paragraph Development. Thev
did 0K when they had to choose the sentence that 3houid come next in a
story, but they had more trouble choosing the correct order for
seniences. This might be a problem with tne format, which required a
lot of reading. But unfortunately, there’s no way to test this skill

'®
with multiple-choice Items without requiring reading. The reatly
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serious problem with sixth-orade Paragraph Development was in deciding
where a new paragraph should begin when writing conversation. The
rule is that a new paraaraph begins when a new speaker begins--choice
C on the handout. This was a very areat problem in the District--only
202 of the students were correct (which is even below the chance
level).

Oraanizational Skills. The next category was Organizational

Skills--outlining--and both fifth and sixth qraders scored about the
same--and not surprisingly they didn't score very well, Fifth graders
had problems with capitalizing the first word in & topic, in
recog.izing correct indentation of topics, and in recognizing correct
number ing and lettering of topics. However, they did much better in
thoosing which content would fit in an outline.

Sixth graders were Qiven an outline and four paragraphs based on
that outline. They had to decide whether the paraqgraphs matched the
vutline exactly, whether the parsaraphs didn't have all the
information from the outline, or whether the paragraphs had all the
information, but in the wrona order. MakinQ these decisions was
difficule.

Dictionary/Reference Sources. in the Dictionary/Reference

Sources category, fifth graders did quite well using guide words to
locate an entry. Sixth graders also did quite well with their three
skills: alphabetizing by the fourth and fifth letters, recognizinn
words spelled with dictionary symbols, and choosing the sppropriste

reference sources to use to find information.
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Spelling. For Spelling, fifth graders did pretty well with the
three skills 2<sessed~--final consonants, vowel digraphs, snd compound
words. Sixth graders also did rather well, considering that they were
tested on nine different skills £nd that the format used--choosing the
correctly spellied word--may not have been familiar to them.

Mechanics. The next cateqgory was Mechsnics, and fifth araders
did rather well. The first three skills listed on the handout were
combined for testing and were no problem. Students also had no
trouble capitalizing ststes and countries, a&lthough they had a nore
difficulty capitalizing book titles. They could use commas to
separate items in & series and could yse exclamation points correctly.
They had more problems using a comms with 8 quotstion, and they did
better when the quotstion came 8t the end of the sentence than when it
came ot the beginning of the sentence. Their arcatest difficulty was
in knowing where to hyphenate s word to brask it at the enc of & line.

Students receive a lot of practice with syllabication in their
spelling books, but they apparently haven't learned the practicasl
resson to break words into syllables--to divide them at tne ends of
lines.

Scores for sixth grade Mechanics were pretty poor--aversging not
much more than 50%. Using commas after direct address was 0X, but the
other two skills were difficult, Students had problems with
spostrophes in possessives, especi&iiy with the s-aspostrophe form for
plural possessives-~they didn't score muCh above the chance level.
And even more difficult tnan all the possessives was Choosing & L.lon

(rather than a comma) to follow the areeting in & business tett -.

143




-

These difficult sixth grade skills are generally taught in language
arts textbooks, bul students apparently need more practice with them.

Writing Sample. Finally we come to the sixth-arade Writing

Sampte. Over 80% of the scorec in the District were acceptable., |
think this is quite good Since the Writing Sample required students to
compose a persuasive letter and to use their best writing skills,

Students did Quite well in scating a point of view, They had a
little more trouble describing their feelings in specific words and
inciuding reasons to support their opinion. However, they tended to
include content conventions appropriate for a personal! letter, We
read over 200 of these letters, and a lot of them were really
good--interesting to read,

Students did quite well with the format of the letter. They
generally included all the letter parts and placed them correctly on
the page.

But students had more problems with form skills, Although
legible writing and correct paragraph indentation was fairly good,
performance on the rest of the skills indicated some weaknesses. Joe
' «lor's presentation on sentence combining describes ways to help
improve students’ writing of complete sentences with correct grammar,
punctuation, and capitatization,

As | mentioned before, we read some of the Writing Samples that
were sent to us., We 81so rescored them and compared Our scores with
the scores qiven by the original teachers., Not surprisingly, the

scores were usually very much the same. This goes to show that the
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scoring system can be easily used to get reliable Indications of how
well students write.

For the most part, we were pleased with the letters written by
sixth graders, O0Of course, there were some very bad letters; a few
students clearly pneed 8 lot of help in composition. But most of the
letters showed us that sixth graders can indeed write. ({And Ann
Humes' presentation suggests some ways to help your students become
better writers.) Not only can most students write, pyt 3 number of
them also are very good. | think you've all got several students in
your classes with 8 lot of writing ability that you can foster, alona

with the rest of the students that you can help deavelos into better

writers,
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1980 SURVEY OF ESSENTIAL SKILLS

Categories and Skills for Grades 5 and 6

WORD PROCESSING

Grade §

Selects and vses verbs appropriately. (past tense ss. past participle.
e.g., wroteswritten)

ldentifies and uses homonyms (e.g., bare-bear), synonyms {e.g.,
watk=stroll), and antenyms (e.g., Eig:smalli appropriately.

(no Word Processing skills assessed in grade 6)

SENTENCE PROCESSING

Grade §
Identifies parts of sentences (e.q., subjsct/predicate}.

Combines simple sentences to ferm compound and complex sentences.
(only compound sentences assessed)

Example: Dusty was big. Pat was little,
A. Dusty was big, but Pat was little,

8. Dusty was big, then Pat was little.
C. Ousty was big, or Pat was little,

Grade 6
Identifies parts of sentences (e.g., subj~ct/predicate).

identifies and uses relative clauses that begin with wno,
which, that,

Example: ! saw the tiger. It was running.
A. | saw the tiger, it was running.

8. | saw the tiger which it was running.
C. | saw the tiger that was running.
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PARAGRAPH DEVELOPMENT
Grade §

Uses/identifies transitiona) words and phrases to make parsgraphs
and sentences flow smoothly.

Edits and proofredds paragraphs for final copy.
--spelling, punctuation, capitalizstion
Grade 6
Composes 8 paragraph describing a sequence o: times or events.

-=-choosing sentence that comes next in story
--ordering sentences correctly

Example: Goeing to School

i. John entered his classroom.
i11. John walked to school.
.

| John sa* at his seat.

{ .

. What is the right order for these sentences?
A. I, 11, 111
B. 111, 11,1
C. i, 1, 1

Writes paragraphs showing conversation.

Example:
Peter and Ana were walking home from school.
® They were carrying their jackets. (B 'Boy, it's
warm today,' said Ana. "Yes "' Peter said, it's
too hot to even walk. ® | wish we could Jo swimming."

ORGAN | ZATIONAL SKILLS
Grade §
Constructs an outline independently.
--capitalizing the first word in a topic
--indenting topics sppropriately

~-numbering and lettering appropriately
s~recognizing what belongs in an outline
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. Grade 6

Uses an outline to prepare a report.

~=Given an outline and paragraphs based on that outline,
the student makes one of the following choices:

A. The psrsgraph matches the outline exsctly.
8. The psrsgraph does not have all the information
from the outline.

C. The paragraph has all the information from the
outline, but it is not in the right order.

DICTIONARY/REF ERENCE SOURCES
Grade 5
Uses guide words to locate an entry.
Grade &
Alphabetizes by the fourth and fifth letters.

i. Uses and interprets diacritica) markings.

Identifies and uses various reference sources in the library.

SPELLING

Grade §

Identifies and spells final consonant sounds. {ph, ge, dgz, mb,
ce, se)

Identiries and spells vowel digraphs. (ea-/e/, ie-/&/, lg:/?/,
ou-/u/, ew-/u/}

Identifies and spells compound words. {choosing the word to complete
8 compound)

Grade 6

ientifies and spells words with r~controlled vowels.
Spelis plurals by changing f to v and 8dding es.
Example: calt + s

'. A. calves
B. calfs
C. calvs
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Spells new words by changing y to i and adding es.
Drops final e prior to adding ing suffix.

Changes words to adjectives by adding -able or -ful.

Spells words by adding poun-forming endinys (e.g., ~er, -ness,

~tion).
Changes words to adverbs by adding -ly,

Changes spelling/sound of words when adding certain suffixes.
(e.g., musician, instruction).

Forms irregular plurals by changing root words., {e.g., foot,
foots, feet)

MECHANICS IN WRITING

Grade 5
Capitalizes the first letters in titles, Mrs., Miss, Ms., Mr,, and
Dr.
(. Uses capital letters in abbreviations,

Uses periods at end of abbreviations and initials,
Example: Which name is capitalized and punctuated cCorrectly?
A. dr. Jones
8. Dr. Jones
€. Dr lones
D. dr Jones

Capitalizes the first letters in names of states and Countries,

Capitalizes the first, last and important words in a title or
bibliography.

Uses commas to separate items in a8 series,
Identifies and uses exclamation point appropriately,
Uses comma in quotation,

Uses hyphen in hyphenated words and in break of word at end cf
line. ({only break of word at end of line #ssessed)




Grade 6
Uses comma after direct address,
Uses apostrophe in singuler and plura’ possessives.
Uses a colon when writing dislogues or the greeting in a business

fetter and when introducing a series. {only business-letter
greeting assessed)

WRITING SnMFLE

{no Writing Sample in grade §5)

Grade 6
Content :

States @ point of view.

Oescribes feelings in specific words.

includes reasons to Support opinion.

includes content conventions appropriate for a personal letter,
(. Shows creativity and originality.

Format:

Includes all parts of a personal letter.
Places letter PArts correctly on the page.

Form:

Uses complete sentences,

Uses correct grammar.

Capitailizes and punctuates correctly.
Spells correctly,

Writes legibly and indents paragraphs.




HELPING STUDENTS WRITE MORE ANO WRITE BETTER

Ann Humes

A. Presentatica

B. Handout: Helping students to write more
and write better




HELPING STUDENTS WRITE MORE AND WRITE BETTER

Ann Humes

In response to the public's concern about students’ ability to write,
there has been an increase in the interest in writing research, Yet as
recently as 1972, for every $3000 of school morey spent on reading, only
$1 was spent on writing, And the little research that was done focused
on the products that students write, not on the process of how they write,

Fortunately, that focus has been changing. MNow researchers and
teachers are 100king more and more at the process of writing. Because
people have begum to look at how people write rather than what they write,
researchers have discovered that writing is a cyclical process. Some of
the current thinking is reflected in the model of the process in Figure 1.

| want to discuss how to help students with three of he important
subprocesses in the mode): generating, arranging, and changing (or revising
as it fs more commonly called). After that | want to give you some tips
on getting students to write more without increasing your paper load; in
fact, these suggestions may even help decrease your present paper }oad.

One of the big problems for students (and for all writers for that
matter) is generating ideas--they don't know how to get ideas. A common
protest is 'l can't think of anything to say."

Dne of the ways students can stimulate their thinking is through word
associating; besides, It *s fun for them to do, and they can do it alone,
in small groups, or with the whole class. For example, {f they are going
to write about baseball, have them word-sssociate for the word ''baseball”

and write these words down. Then when they have generated enough
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Entering —g»

>

Pl:wming

COMPOSING PROCESS
Arcanging Tronsiating
Cenerating Reviewlng —f» Exiting
S2tting Goals Changing

Planning:

Setting Goals: Conceptualizing the individual tactics for solving the

Generating:

Arrarging:

Translating:

Reviewing:

Changing:

writing problem.

Gathering Information to write about, whether that
information is material from external sources or is
content within the writer’s mind.

Ordering content.

Transforming thought into written text (sctusl writing).
Looking over text to determine whether to do more goal
setting, generating, arranging, or changing of text,

or to exit from the process.

Altering the content or form of the text (revision).

Figure 1: Current inter

pretation of the Composing Process




assoctations, they can choose which words represent ideas they want to
Include in thelr compositions, ldentifying their selections by circling

them. (See Figure 2)

Baseball

Figure 2. Word Associating

Another technique that we're all familiar with, brainstorming, is
related to word associating=--it is more like idea associating, and
frequently it is done in small groups as well 2s in the whole-classroom
situation, One person's ldea or thought will stimulate somone else’s
thinking.

One of the simplest formalized techniques that helps students canerate
ideas Is to have students 8sk themselves sets of questions sbout the topic
or the broad ares of interest. Table | gives examples of the kinds of
questions students can be taught to ask themselves to help probe their
minds for ideas. These sets of questions are listed by the type of writing
that parallels & category of writing skills listed In the LAUSD Continuur.
The sets can be written on the board or on charts and then posted In the room

$o students can refer to the questions when they need them for writing.
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Table |

Formalized Sets of Questions for Generating
Content by Writing Type

QUESTIONS THAT CAN BE ASKED WHEN DESCRIBING SDMETHING:

U B N
. = = .

What does It 1ook 1ike?
What does it smell like?
What does it sound 1ike?
What does it feel Vike?
What does it taste Vike?

QUESTIONS THAT CAN BE ASKED WHEN WRITING A STDRY:

Ohen B vl ) -
+ 2 =2 % 2 =

What happened first?

What happened next? Next?
What happened last?

When did it happen?

Where did it happen?

Who did it happen to?

QUESTIONS THAT CAN BE ASKED WHEN WRITING SWMETHING FACTUAL:

TN B N =

What |s the topic?

What part of the topic should | write about?
tow can | fljustrate the topic?

What questions can | ask sbout the topic?
What are the answers to these questions?

Do | have any problems with this topic?

What are the sclutions to those problems?

QUESTIONS THAT CAN BE ASKED WHEN WRITING SDMETHING PERSUASIVE:

VB M) e

what opinion can a person have about this topic?

Which of them is my opinion?

What reasons can others give to show my opinion is wrong?
What reasoas can | give to show that my opinion Is right?
What can | say to prove that my reason is a good reason?
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Some of the sets of questions are very simple. For example, 100k at
the questions that students can ask themselves when they are 90ing to
describe something. Questions for writing a story are also relatively
simple. -

The questions that can be askad when writing something factual are &
little more difficult, but with practice, students can use these questions
successfully, Even if they can't answer a1! of the questions, those they
can answer will generate encugh jdeas to get the students started writing.
The same is true for the questions pertaining to persuasive writing.

Once ideas are generated, they must be arranged in sppropriate
presentation order. Students who learn some princlples of arronging will
a1s0 be better able to understand cutlining skills. One way to help stu-
dents develop the ability to arrange their jdeas is to have them write
thelr ideas on cards or pleces of paper that they physically reorder--they
just shuffle and reshuffle the cards, stocking the deck $0 that they get
ideas that are closely related next to each other.

Clustering is a technigue used for ordering content Senerated by word
associating. (In fact, some people use the term ''clustering"” to refer to
both word associating and its concomitant ordering.) When many words have
been produced, the related words are clustered into groups by larger circles
and then ordered within those clusters. When fewer words are #$50ciated,
students may elther draw arrows from one ¢ircled word tO another or number
the words (n presentation order. {See Figure 3.)

Students 2150 need to learn specific arrangement plans, and Table I
lists some component skills for types of writlng: a kind of arranging is
1isted for each writing type {See point 4). These skills have been trans-

lated Into student language in the lists In Table til. The teacher-language
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Table 11

important Skills for Different Types of Writing

U B N

!

2.
3.
4.
5

L-a Y, PR

SENSORY/DESCRIPTIVE WRITIKG

*S sensory termc to describe appeai .nce, sound, odor, .a8ste,
touch,
Uses specific rather than 9eneral terms.
Selects important Teatures/detailc to focus on.
Uses spati2l ordering {e.g., vertical, horizontal).
Uses connectors tO show spatial relationships (e.g.. on top
of, beside, in the cornerg

CREAT!VE/NARRATIVE WRITING

Includes only those events that are appropriate for the
story,

Develops characters in some way, 1f only by brief descriptive
terms.

Includes ®» beginning, middle, and ending for the story.

Uses chronological ordering.

Describes {or at least refers to} a setting.

Uses time connectors (e.g.. next, later that day’.

FACTUAL WRITING

includes important facts/details.

Uses precise language.

Writes sentences that reflect an emphasis on clarity rather
than crestivity.

Uses chronological or logical {e.g., also, on the other hand)
coniectors.

Arranges Irformation In an Order that is logical and
approprisce for the content Ce.g.. recipes are presented
step-by-step; news stories are arranged s0 the Important
information is presented first).

PERSUAS IVE WRITING

States an opinion.

Iincludes reasons for the opinion,

Iincludes evidence to sSupport reasons.

Orde{s arguments by effectiveness and Importance {least to
most).

Uses logical connectors {sometimes chronological, cften
cause~effect; e.g., decause, for ttat reason) .

Includes & restatement of opinion in a conclusion.
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Table 11}

. Student Version of Skills for Different
. Types of Writing

r WHEN YOU DESCRIBE SOMETHING, YOU MUST REMEMBER TO

i. Use words that tell sbout how 1C looks, smells, testss, fanls,
sounds.

2. Use sxact words, vlke Sweat, ¢o describa how Something testes

rather than good.

3. Describe tha wost IMportant parts. For exarple, 1f you ere
describing what someona Jooks like, the person's ayas are more
Important than his or har big toe.

&. Describe the thing In space order, llke from side to slde, Cop to
bottom, Inside to outside.

5. Use words that show the order of the parts, like on top of, next
o, beside, In tha corner.

WHEN YOU WRITE A STORY, YOU MUST REMEMBLR TO

I. Write only about things that flt the story Ides.

2. Write something that talls what your characters aras liks. For
axample, Call what they look ifiks, show hwae they tatk, tell thelr
opinlons -

3. include a beginning, a middle, and an ending Lo your story.

4, Te!l about whet happens in the order that |t happens.

(. ’ 5. Tell about the setting. (The seiting It whare ihe story happens.)

6. Cronect your santences with words that snow time order, 1ike then,
later that day, the next morning.

WHEN YOU WRITE INFORMATION OR WRITE TO EXPLAIN SOMETHING, YOU MUST REMEMBER
T

I. Writs sbout the most Important things or ldess.

2. Use sxact words. For axample, uss words 1lke spread rather than
put when you tall someone how to Spresd frosting on & caks.

3. Write %las. Sentences that say sxactly what you mesn.

4. Use words thet connect Your ldeas, like 8150, on tha othar hand,
because , after that, next,

5. Put yYour ldesas |A an order that makas the bast sense for what you
are ssying. For sasmpla, 1f you ara writing dircctiors, write
steps « the order that the reater |5 Supposed to do them.

WHEN YOU WANT TO CONMVINCE SOMEOME THAT YOUR DPINION IF RIGHMT, YOU MUST
REFEHBER TO

I. Ststa what your opinion is.

2, Give tha rsssons why you have that opinlon.

3. Give some proof that shows thet your ressons ars good.

. &, Put your ressors in order by thelr Importance=-begin with the
. leat! Important regson ard and with the best resson.

3 Comntct sowur sentences with words 1lks Eecause, for thet resson,
[ - Y —

-

N ta your to.cluslon, state YOUr opinlon again.
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. Baseball
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Figure 3. Arranging Content Generated during Word Associating

lists have been provided because the component skilis lose much in
translation, and the original lists halp you understand what is fnvolved
( in these skills. You may need or want to teach writing tyPes by reference
. to these skills. Listed under sensory/descriptive writing, for example,
is the skil} "Uses spatial ordering.'' Students can learn to arrange the
descriptive content they have generated into Side~to-side order, for
instance-='"on the right side of the room . . ., in the corner . . ., in the
middle of the room . . ., on the other side . . .." A mlsordering can
e2sily be pointed out; in fact, other students can be quite helpful in
peinting out what is out of place.

Incidentally, the student version of these lists of skills relevant
to writing di fferent kinds of compositions can also be posted around the
room 50 that Studants can refer to the skills when they have to describe
something, or write 8 story, or tell how somethlng works, or . “suade
someone about thelr opinion. And teachers can use these lists to facititate

. evaluation of the students' compositions.




Once students get their ideas arranged on psper, these same lists

of skills can be used by students to guide their editing and revising.

For example, students can read their papers to see {f they can find a

more specific descriptive word--if they have used the word ''good" to
describe how something tastes, they should change such 8 word to something
like "sweet." They can look 8t the writing to see if they need to add

in such connectors as on top of. Also, in relation to the skill "Describes
the mest important parts,'' students can ask themselves, “'Was this an
important thing to describe?"

Revision is also facilitated through the concept of audience,
Students can ask themselves wheather they have used the word, reason, or
idea-~whateve) that is best to use for the person who will read what
they are writing, The Concept of audience can alse be used to direct
revision in another way. The student can write the paper for one audience
anu revise it for othe audiences, For exam&le. they might write for a
friend as audience to convince that friend to watch a television program,
Then they colld ravise first for the teacher as audience and then for their
parents. {he reason @ friend would watch the program might be that it is
funny; the tea-ter, it's educational; their parents, It will give us
something to discuss,

Regular daliy praccice is important, but the teacher |s immediately
confronted with two problems,

First, how do you find time for writing in an already over-scheduled
day? You can take some time away from the subject area--reading--that
received $3,000 for every $1 spent on writing., Researchers have made this

adjustment in elementary schools and found that reading scores went up--less




. time was devoted to reading, but the students read better because of their
work on writing.

The second problen pertains to the overworked teacher. How can you
get students to write more without your having to grade mcre papers?

There are several good approaches to solving this probliem.

For one thing, you can have students write their own sentence-
combining problems and give them to each other to work out. Once they
have had some experience with sentence combining, they will enjoy writing
their own problems. They will even find cut how many ways their classmates
can find to combine the s2ntences in their problems~-~combinations that
never occurred to the writer of the problem. Students will think
about and work with writinge and sentence structure when they are developing
the problems; they will also think about writing when they see others'

t‘ solutions.

Freewriting Is a reallv great technique for helping students to
write more. After they are given two constraints, students stari writing
and do not stop moving their pencils until they are told to stop. The
two constraints are (1) thai they must not stop moving their pencils to
think about spelling or punctuation or grammar or any of the rules and
{2) that they must not stop moving the pencil even if they can't thirk of
anything to say--they just keep writing, ''l can't think of anything to
say'' until they come up with sometting, if only ''I think this is a dumb
thing to do."" Eventually they wili start coming up with {deas. This
kind of writing is never to be graded or looked at for correctness. In
fact, v~u don't have to 100k at it at all unless this is the only way you

have to check to make sure they have done 1t.
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Journatl writing 1s another technique for getting students to write
more without your doing more paper grading. 1t follows one of the same
principles as freewriting-~teachers do not 1ook at the journals for
correctness. Students write at least three sentences edch day in their
Jjournals., They write about something they s¢  think about, feel con-
fused about, or want to complain about, Some teachers collect these
Journals and write responses to the students--not to how they write, but
to the students' concerns. This is a good practice if you have the time,
and it gives the students first=hand experience with writing as a way of
crmmunicating., But even If you don't have time to respond, writing in
the journal every day glves students important practice. Studies have
shiown that studeris who keep such journals improve their writing over the
course of a school year.

Peer critiquing is another way to limit your paper-grading load.
Students read eac: other's writing., They can do this with partners cr
In groups., Peer critiquing is difficult to initiate in the classroom;
you will have to give students come guidelines on how to respond--let
them know you want something more constructive than a cruel statement like
"This is junk.' Make sure 8lso that they understand that you want them
to say a5 much about ideas ¢nd arrangement as about correctness. One
way to get students to do appropriate critiquing is to model the practice
for them. A fringe benefit of peer critiquing is that it gets students
to think and learn about what is good writing because they are not
emotionally involved with the writing they are reviewing and they can
see probtems or good features that they might miss In their gwn writing.

These are just 8 few ideas for helping students write more and

write _etter. That's what we ot SWRL are interested in, and ''m syre you

are as well,




(. HELPING STUDENTS TO WRITE MORE AND WRITE BETTER

Process vs. Product of Writing
Generating

1. Word associsting
2. Brainstorming
3. Self-questlioning (see p. 3)

Arranging

1. "Card-shuffling"
2, Clustering
3. Arrangement (see p. 4)

Revising

}. Component skills
2. Audience variety

The Paper Load

{ 1. Sentence-combining problems
. 2. Freewriting
(a) no attention to "ules
(b} no stopping
3. Journal writing
4. Peer critiquing

Prepared by
Center for the Study of Writing Instruction
SWRL Educational Research and Development
LE65 Lampson Avenue
Los Alamitos, CA 90720
\213) 598-7661




COMPOSING PRCCESS

Entering —f@

Ptanning

Arrengling Yranslating

"-4-‘

Generating (=i
‘\

Setting Goals Changling

sviewing —P» Exlting

Planning:

Setting Goals: Conceptualizing the individual taciics for solving the

Generating:

Arranging:

Translating:

Reviewing:

Changing:

writing rroblem.

Gathering informaticn to write about, whetter that
information f{s material from erternal sources or is
content withir the writer's mind.

Ordering content.

Transforming thought into written text (actual writing).

Looking over text to determine whetrer to do more goal
setting, generating, srranging, or vhanging of text,
or to exit from the process.

Altering the content or form of the text (revision).

Prepared by
Center for the Study of Writing Instruction
SWRL Educationa) Resesrch 8nd Development
4665 Lampson Averue
Los Alamitos, CA 90720
(213) 598-7661
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IMPROVING THE QUALITY OF STUDENT WRITING

Deliberate selt-questioning is an important technique for Improving
the quality of writing. The sets of questions below represent the
techniques students can use to improve their writing. Many other
sets of questions can be devised, depending upon the kind of writing
and the topic.

A. Questions that can be asked when describing sometning:
What does it look like?

What does it smell 1ike?

What does it sound 1ike?

What does it feel like?
What does it taste like?

Y B b

B. Questions “hat can be asked when writing a story:

What happened first?

What happened next? Next?
What happened last?

When did it happen?

Where did it happen®

who did it happen to?

U Bl N —
. - .

€. Ques:ions that can be asked when writing something factual:

What is the topic?

what part of the topic should | write agbout?
How can | {l1tustrate the topic?

What questions can | ask about the topic?
What are the answers to these questions?

Do | have any problems with this topic?

. What are the sofutions to those problems?

£ ® s ® -

- B N -

D. Questions that can be asked when writing something persuasive:

What opinion can a person have about this topic?

Whizh of them Is my opinion?

What reasons can others give > show my opinion is wrong?
What reasons can | give to show that my opinion is right?
What can | say to prove that my reason is & good reason?

U B B —
. + »
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IMPORTANT SKILLS FOR DIFFERENT MODES OF WRITING

A few fundamental skills lmportant for writing different kinds of

composition are listed below. These lists are not comprehensive, but they

do include important component skills for students at the elementary level.

SENSORY/DESCRIPTIVE WRITING

Uses sensory terms to describe appearance, sound, 2dor, taste, touch.
Uses specific rathar than gereral terms.

Setects importan: features/details to focus on.

Uses spatial ordering (e.g., vertical, horizontatl).

Uses connectors to show spatial relationships (e.g., on top of,
beside, in the corner).

WV B Y —
. s s ®

CREATIVE/NARRATIVE WRITING

Includes only those events that are appropriate for the story.
Develops characters in some way, if only by brief descriptive terms.
Inctudes a beginning, middle, and ending for the story.

Uses chronological ordering.

Oescribes (or at least refers to) a setting.

. Uses time connectors (e.g., next, later that day}.

U B b —

FACTUAL WRITING

Includes Important facts/details,

1
2. Uses precise language.

3. Writes sentences that reflect an emphasis on clarity rather than
Y

5

creativity.

. Uses chronologic:l ¢r logical (e.g., also, on the other hand)
connectors.

. Arranges Information in an order that is logical and appropriate
for the content (e.g., recipes are presented step-by-step; news
stories are arranged so the lwportant Info-mat’on is presented first).

PERSUASIVE WRITING

States an opinion.

tncludes reasnns for the opinion.

includes evidence to Support reasons.

Orders arguments by effectiveness and importance (least to most).
Uses Toglcal conrectors (sometimes chronological, often cause-
effect; e.o., because, for that reason).

. lncludes » restatement of opinion in & conclusion.

o VU BT by —
-
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WHEN YOU DESCRIBE SOMETHING, YOQU MUST REMEMBER TO

.
® .

2.

Use words that tell sbout how it looks, smells, tastes, feels,
sounds.,

lse exact words, like sweot, to describe how something tastes
rather than good.

Describe the most important parts. For example, |f you sre describing
what soneone looks like, the person’'s eyes are more Important than
his or her big toe.

Pescribe the thing in space order, like from side to side, top to
bottom, Inside to outside.

l'se words that show the order of the parts, like on top of, next to,
beside, In the corner.

WHEN YOU WRITE A STORY, YOU MUST REMCMBER TO

Yrite only about things that fit the story idea,

Write sonething that tells what your characters are !ike. For
example, tel! what they look like, show how they talk, tell their
opinions,

inctude 3 beginning, a middie, and an ending to your story.

Tell about what happens in the order that it happens.

Tell sbout the setting. (The setting is where the story happens.)

Connect your sentences with words that show time order, like then,
loter that day, the next morning.
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(. WHEN YOU WRITE SNFORMAT ION OR WRITE TO EXPLAIN SOMETHING, YOU MUST
REMEMBER TO

1. Write about the most important things or ideas.

2. Use exact words. For example, use words like Spread rather than
put when you tell someone how to spread frosting on & cake.

3. MWrite clear sentencos that say exactly what you mean.

h. Use words that connect your ideas, like also, on the other hand,
because, after that, next.

5. Put your jdeas in an order that makes the best sense for what you
are 53ying. For example, if you are writing directions, write
steps in the order that the reader i$ Supposed to do them.

WHEN YOU WANT TO CONVINCE SOMEONE THAT YOUR OPINION 1S RIGHT, YOU MUST
REMEMBER TO

1. State what your opinion is,
( 2. Give the reasons why you have that opinion.
. 3. Give some proof that shows that your reasons are gooid.

4. Pyt your reasons in order by their importznce=--begin with the least
important reason and end with the best reason.

5. Connect your sentences with words like because, for that reason.
also, next.

6. In your conclusion, state your opinion again.
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SENTENCE COMBINEING

Joseph Lawlor

Presentation
Handout: Sample sentence-combining exercises

Handouts: Sentence-combining ‘essons
1. Student worksheets
2. Teacher's edition

3. Questionnaire
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SENTENCE COMBINING

Joe Lawlor

Many of you who submitted suggestions for this workshop indicated
that sentence Structure was a particular problem in you- students'
writing. Recently at SWRL, we had & chance to look at some of the writing
samples from the 1980 SES, and it was apparent to us that many students
do bave problems with sentences«-problems such as run-on Sentences,
sentence fragments, awbward or unintelligib’'s sentences. We might sum-
marize these problems by $aying that many students don’i Seem to have
& 'sense of th. sentence.'" That is, they don't Seem to understand what
constitutes & Single, complete, grammatical sentence.

Yet | am pretty sure that most of you would agree that your students
gerierally Speak in Sentence$s. At least your students 8re able to put
words together in an order that conveys meaning. So the problem is not
really that students dor.'t have a sense of the sentence. The problem
is that students don't transfer their sentence Sense from their ora!?
language to their writing. The llnguistic ability is there In their
minds, but how do we get it out on paper?

The traditional method for helping Student writers improve their
sentences has been formal grammar study-~disgramming Sentences, identifying
parts of speech, underlining Subjects and predicates, labeling sentence
parts, and so on., Oddly enough, though, research his consistently Shown
that formal grammar study does not Improve writing, and that grammar stuoy
may actually hinder the development of uriting skills,

But what are the alternatives? Obviously students need some very

practical help in lea~ning how to write mature, grammatical Sentences.
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Or, to put it another way, students need to learn how to apply their

oral language abilities in their wricing.
Let me illustrate with & sentence that might have be n written by a

typical fifth or sixth grader:

Hy brother met a girl and | met the girl too and she owned
a hamster and the hamster was little and it had a pink nose.

Does this kind of sentence look familiar? Often a student will leave ™t
some of the and's, stringing together one long run-on Sentence, Or per-
haps the student will arbltrarily punctuate or omit a8 word or two, leaving
a sentence fragment like ‘‘Had a pink nose.! At any rate, | am sure that
most of you have seen sentences that look something like this in your
students' writing, What's imoortant about this sentence, though, is that
( there is a lot of content in it. The Problem is that the content is not
. put together very well, If we break this sentence down, we find that it
.ctually contains five Separate sentences:
My brother met a girl.
| met a virl,
The girl owned a hamster.
The hamster was little.
The hamster had a pink nose.

Now how du we get the Student to put these five sentences together
in a more effective way? We'l, centence combining is a technique for
doing just that. In sentence-combining exercises, we provide students
with 8 set of signais tha: show how the sentences should be put together:

My brotter met @ 9irl,
) awe o gX1.  (AND)
The giri owned & hamster,  (WHO)

The hamster was little.
The hamster had ® pink nose.  (THAT)
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This is how the signals work, A word in parentheses roves to the front
of the line on which it is written, and any.repeated words are dropped.
An underlined word is simply inserted into the sentence above it. Once
we have shown the student how to use these signzls, he or she can then
combine tne sentences to furm the following:

My brother and | met a girl who owned a little
hamster that had a pink nose.

What !'ve actually illustrated here Is a8 sentence-combining exercise,
Notice that | didn't have to yse any grammatical terms to explain how
the signals work. Notice too that when the student has completed this
exercise, he or she has fcrmed a mature, complete sentence--the 'ind of
sentence that we would like to see the student using in his or her own
independent writing.

Sentence combining, then, is a technique for getting studeits to
improve their written ''sense of the sentence" through controlled practice,
Studies over the past 15 years have shown that studenis vho practice
sentence combining do indeed end up writing better sentences, and, more
importantly, the overall guality of their writing also improves.

Before going any furtﬁer-'.. I'd like you to try some of the sample
exercises on the handout $o0 that you can get a feel for what sentence
combining is all about.

fsee handout B: Sample sentencs-combining exercises)

| have brought along a lesson packet that contains more than |30
senterce~combining exercises. When you use these iessons in your class,
there sre a few things to remember. First, sentence combining Is not a

comprehensive writing program, It is only meant t0 be a part of the
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total writing curriculum. Sentence combining s certainly no substitute
for independent writing experiences. | would sugyest that you spend

about 10-15 minutes a day on sentence combining, up to about 30-45 minutes
per week.

Second, sentence combining should be a regular part of instruction,
not just 8 now-8nd-then 8ctivity. Exercises can be scheduled on a daily
basis, or pernaps three times a week, but they should be done regularly.
They should not be &ssigned as time fillers or 8s punishment,

Next, i‘emember,that qtudents should say their responses rut loud
before they write them down. By listening to the sound of their responses,
students can better judge the ''correctness' of their sentences, You mignt
wan: to use some of the exercises as a kind of choral reading activity.

(. In this respect, seitence combining can be effective language practice
for students who 8re limited English speakers.

Stucents should also experience success with sentence combining.

You wi'l notice that the lessons in the packet | have brought are
segquenced In order of increasing difficulty. If you find that your

students are having problems with the late~’lessons in the seguence,

s
[

don't belabor the point. Skip those lessons and 1et students continue
practicing with the signals that they are comfartable with.

A sentence-combining program should also include plenty of unsignaled
exercises. Encourage students to experiment v (h differant weys of
combining a set of sentences. Class discussions can then focus on why
one combinaticn might "sound better'' than others.

Finally, and perhaps most importantly, remember that sentence

. combining should be fun. Studies have shown that students approach
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sentence combining with much the same enthusiasm that they have for
puzzles and games. | would urge you to exploit this. If you wish, vou
r2n write some of your own sentence-combining exercises « out things
that your student: are interested in: school events, holidays, movies,
TV shows, sncrts, literature (or any other subject matter being studied
in school). 1{n addition, you can practice paragraph building with
sentence-combining exercises. (You'll find some paragraph-length
exercises in the lesson packet.) But above all, make the content of
the exercises interesting so that students will really be motivated

t so've them. 1| think you' 'l find that your students can learn to

write better sentences by practicing sentence combining.

Rgeos
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SAMPLE SENTENCE~COMBINING LXERCISES

. a hit the bal}.
: s;& sent it soaring. (AND)

Judy watched television.
She had finished her homewcrk. (AFTER)

| bought my roller skates. (BEFORE . . .,)
! had to walk everywhere.

The player will get an awar:i.
The player scores the most points. {WHO)

Lisa was very hungry. (SINCE . . .,)

She cooked the trout.

e coPiid the zatfish. (AND)

She had caught the trout and the catfish. (THAT)

YJaws'' was @ movie.
The movie was about a giant shark.

The house stood oh a hill.
The house had been abandoned.

King Kong thought SOMETHING.
People liked to sit in his hand. (THAT)

Liz thints SOMETHING.
Soccer is a great sport. {(JUST JOiN)

Mork thinks SOMETHING.

The people have some customs. (THAT)
The people tive on Earth. (WHO}

The customs a&re strange.




——

®.

'2.

13.

SOMcTHING amazed Sharom,
She could combine Sentences so easily. (1T . . . THAT)

SOMETHING is important.
Dracvla steeps during the day. (IT . . . FOR. . . TO)

(no

The
The
The
Mr.
Mr.
The
The

signals)

captain was confused by the sigmals.
signals were coming from the planet below.
captain told Mr. Spock SOMETHING.

tpock beams down.

Spock finds out SOMETHING.

music was coming from somewhere.

music was diseo,

¢




-ENTENCE-COMBINING WORKSHEETS

Lersons 1-11

Prepared by
Joe Lawlor

@
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’ These worksheets may be dupliceted for classroom use only,
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Name :

Date:

SENTENCE COMBINING
Lesson {=-A

Ana hit the ball,
Ana sent it scaring. (AND)

Tom fell to the ground.
TG ripped his uniform, (anD)

marTa reached with her glove,

Ma»£3 caught the ball. (AND)

»

».“.04
2\
e}
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. ' . Name :

Date:

'® SENTENCE COMBINING

Lesson i-B

1. Pat ordered a hamburger,
Pa¢ offed a cokz. (AND)

2. Juan had a hot dog.
JOR hpd & mitk shake. (AND)

3. Juan is Pat's friend.

‘. JM}(P}KJ"{ neighbor. (AND)




Name:

Date:

SENTENCE COMEBINING
Lesson 1-C

Elena spoke clearly.

Enpa sggfé calmly. (AND)

Her speech was short.,

L (g spgach g interesting. (AND)

Elena always seems relaxed.

Ebena always sepm® happy. (AND)




Name:

bate:

SENTENCE COMBINING
Lesson t=Review
1y Magic lteaped In the air,

Mdgic caught the ball., (,)
M3gYTe slammed It through the basket. {, AND)

2. Kareem had 29 points,

Karsgm Bad 12 rebounds. (,)
K%m Bad & hlocked shors. {, AND)

3. The crowd cheered happily.,

[bg’cqug ch5g<fd noisily, (AND)

k. Magic Ts a good shooter.
Magic is an exce)lent rebounder.
Magic is 2 gre:t ball hant'ler,

L]
-
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Date:

SENTENCE COMBINING

Lesson 2-A

}. Judy watched television.
She had finished her horework. (AFTER)

2. She wer: to bed.
"Mork and Mindy' was over. (WHEN)

¢ 3. She dreamed about egg-shaped space ships.
. She slept. (WHILE)




Name:

Date:
{
. SENTENCE COMBINING
Lesson 2-B
1. Isabel always watches the Rams play.
They are her favorite team. {BECAUSE)
2. She claps and cheers.
The Rams score a touchdown. (IF)
{
. 3. She thinks the Rams will win the Super Bowl next year.

They have so many good players. (SINCE)




le

Name:

Date:
SENTENCE COMBINING

Lesson 2-C

| bought my rotler skates. {BEFORE . . .,)
| had to walk everywhere.

I first got my skates, (WHEN . , .,)
| couldn't skate very well.

You know what you're doing. (UNLESS . . .,)
You shouldn't try roller-skating tricks,




Name:

Date:

SENTENCF COMBEN' NG
Lesson 2 Review
1. Dave overslept this morning. {SINCE . . .,}

He missed the bus.
Be had to walk to school. {(AND)

-
-

2. The game was over. {(WHEN . . .,)
The players hugged the coach.

13pe7s lifted him up on tae’r shoulders. {,)
¥ plawers carried kim from the f.cid. {, ANL)

i 3. Luke dived toward the planet.

> Luke fired the rocket.

Luke escaped.

The Empire fighters could catch him.
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Date:

SENTENCE COMBINING

Lesson 3~A

Lisa caught a trout.
'D@tl;h(t weiohcd seven pounds, (THAT)

She showed the trout to the woman,

TRE wopgn owned the bait shop. (WHO)

She gave Lisa a prize.
The piide said ''Biggest Fish of the Day." (THAT)




. ) Name:

(
. SENTENCE COMBINING

Lesson 3-8

1. The team will be the state champion.

'l'h(tw wins this game. (THAT

Date:

2. The fans will see an exciting contest.

'Iﬂq’foS come to the game. (WHO)

(. 3. The player will get an award.
€ pDager scores the most points. {wr0)

Q .113;3




Name:

Date:
SENTENCE COMBINING

Lesson 3-C

Tom and José went to the th ater,
José's mother owns ;Qs’tﬁﬁh(ér. (THAT)

The movie was funny.
They saw € mle.  (JUST JOIN)

They ate all the popcorn.
José's mother gave them pi€ popedrn. (THAT)
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Name:

Date:

SENTENCE COMBINING

Lesson 1=3 Review

Our team won the game. (AFTER . . .,)
The fans ran up to the players.
lﬁg'ﬁngf had waited near the end zone. (WHO)

Lisa was very hungry. {(SINCE . . .,)

She cooked the trout.
€ cOdUEd the catfish. (AND)
th. (THAT)

;l:ghad caught ghe theat and e c

Some of these protlems are hard.
We are foing these Problems,

They don't have any signals.
The signals tell you how tc combine the sentences.

13
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Name:

Date:

SENTENCE CTOMBINING

Lesson 4-A

1. That man Is Darth Vader.
That man is wearing & cape.

2., He rules over the planets.
The planets have been conquered by the cmpire.

3. The rebels are ted by Luke Skywalker.
The rebels are fighting the Empire.
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Name:

SENTENCEZ COMBINING

Lesson 4-B

e “Jaws'! was a movie,
The movie was about a giant shark.

2. The people were afraid of the shark.
The peopie were-on the beach.

(
. 3. Three men tried to catch the shark.
The men were in a boat.
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Hame:

the:

SENTENCE COMBINING

Lesson &-C

"My friend won the spelling contest,

My friend is lanice.

Aur principal shook Janice's hand.
Our principal is Mrs. Jackson. {, . . .,)

Janice won a terrific prize.
The prize was 3 trip to Disneyland., (,)
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Name :

Date:

SENTENCE COMBINING

Lessons -4 Review

1. The people are fixing the houses,

peogd€ live in the town. (WHD)
The houses were burned by the fire.

2. The storm had ended, (WHEN . . ,,)
The animals came out of their hiding places.
The hiding places were in the forest.

lkg'agjngjs began to look for food, (AND)

3. Some day space travelers may discover Yife forms.
The space travelers wiil be exploring other planets.

Ibq:ljig'f41q§ are unknown today. (THAT)




*

h,

The woman began to sing in a voice,
The woman was on the stage,

The vgIeg was strong and clear, (THAT)




2,

3,

Name:

Date:

SENTENCE COMBINING

Lesson S-A

Jack puts pesnut butter on everything he eats.
The peanut butter is crunchy,

He hokes peanut~butter salads.
The salads are giant.

He even es:s peanut-butter soup!
The peanut-butter soup is hot.




Date:

SENTENCE COMBINING

Lesson 5-B

A tomato wads on television last night.
The tomato was singing.

There was 3150 a head of lettuce.
The head of lettuce was whistling.

Have YOou ever Seen 3 vegetable?
The vegetabie is talking.

D
o
AW




3,

Date:

SENTENCE COMBINING

Lesson 5-C

The house staod on a hill,
The house had been abandoned,

Pecple said it was 8 house.
The house was hdunted.

Shutters hung from the empty windows,
The shutters were broken,
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Name :

Date:

SENTENCE COMBINEING

Lesson 6-A

King Kong thought SOMETHING .
People liked to <it in his hand. (THAT}

The people didn't know SOMETHING.
Korig was only trying to be friendly, (THAT)

They said SOMETHING.
King Kong was too big *o be nice. (THAT)




SENTENCE COMBINING

Lessons {~5 Review

Directions: On a separate sheet of paper, combine these sentences to make
8 paragraph. Your paragraph should have 7 sentences in it.

CRISPUS ATTUCKS

Crispus Attucks was a sailor.

The sailor was Black.

The sailor was American.

Toe saPiSr lived in Boston in 1770. (WHO)

At that time, soldiers were stationed in Boston.
The soldiers had been sent by the King of England.

Colonists did not want the soldiers in their city.
‘there were many colonists.
The soldiers were red-coated.

One day Crispus and crowd of colonists marched toward a group of
soldiers,

The colonists were angry.

The soldiers were in the town square.

Crisgus and the colondats shouted at them to go back to England. (AND)

Suddenly, the soldiers began to fire at the colonists.
The soldiers were outnumbered,
The cblenists were unarmed.

The shooting had stopped. (WHEN . . .,)
Crispus Attucks loy dead on the ground,

Today there is a monument,
The monument is in Boston.
THE mofemEnt honors Crispus Attucks. (THAT)
Crispus Attucks was an ex-slave. (,)
ve was one of the firs: Americans to die in the Boston
Massacre. {(WHO)

? *ow




Name:

Date:

SENTENCE COMBIN ING

Lesson 6-8

1. Liz thinks SOMETHING.
Soccer is a great sport. (JUST JOIN)

2. She knows SOMETHING,
She will be a famous soccer star someday. (JUST JOIN)

3. Liz's friends say SOMETHING.
She thinks with her feet. (JUST JOIN)




'@
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Name :

Date:

SENTENCE COMBINING

Lesson 6~C

SOMETHING bothered Teresa.
The little bird was kept in a cage. (THE FACT THAT)

SOMETHING made her sad.
The bird couldn't fly away anymore. (THE FACT THAT)

SOMETHING didn't make Teresa feel any better,
The bird had plenty of food and water in the Cage,

(THE FACT THAT)
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3.

Name :
Date:

SENTENCE COMBINING

Lesson -6 Review

SOMETHING doesn't mean SOMETHING.
You have running shoes, (THE FACT THAT)

The running shoes are new.
You can beat me in a race. (THAT)

Isabel says SOMETHING

She can pass the test.
The test is in math,
She does~'t study. (EVEN IF)

(JUST JOIN)

Hork thinks SOMETHING
The people have some cusioms. (THAT)
PG peofle live on Earth. (WHO)

The customs are strange.




King Kong was bothered by SIMETHING
The planes were shooting at him. (THE FACT THAT)

He climbed up the building. (AS)
The buiiding was tall,
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Name ;

Date:

ey

SENTENCE COMBINING

Lesson 7-A

SOMETHING s a mystery.
The pirates hid the treasure someghere. (WHERE)

We're not even sure of SOMETHING,
They brought the treasure to this istand sqﬁhﬁgﬁl (HOw)

And we don't know SOMETHING,
The pirates never came back for their treasure Dot sbak
rexgn.  {WHY)
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Name :

Date:

SENTENCE COMBINING

Lesson 7-B

The explorers didn't know SOMETHING.
The cave was SR-dwefl. {HOW DEEP)

They figured out SOMETHING.
Their ropes were $Xlbayg. (HOW LONG)

Then they knew SOMETHING,
They could go $x Bar into the cave. (HOW FAR)
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Name !

Date:

SENTENCE COMBINING

Lesson 7-C

SOMETHING amazed Sharon.
She could combine sentences so easily. (IT . . . THAT)

SOMETHING wasn't clear at flrst.
She was supposed to put the sentences together sghath.
(T . . . HOW)

Now SOMETHING seems possible,
She could combine & hundred sentences. {(IT . . . THAT)

And sometimes SOMETHING is really weirdl
The sentences say somaghifig. (1T . . . WHAT)
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' ) Name ;

Date:

. SENTENCE COMEBINING

Lessons 1-7 Peview

1. SOMETHING 1Is no excuse.
Your dog ate your homework, (THE FACT THAT)
The homework was for math,
The excuse is for staying home vrom school.

2. Sandy was surprised by SOMETHING.
Tracy Austin could play tennis parwdT, (HOW WELL)
She was so young. {, EVEN THOUGH)

3. SOMETHING seems ood.
barth Vader is such a person. {IT . . . THAT)
The person (s well-kriown,

His face is hidden by a mask. {, 8ECAUSE)
™ mdek tooks tike the front of a car. {(THAT)

The car is old.

|
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4, Juanita sat at har desk.
The desk was In sclence class,
She dreamed SOMETHING,
She was a famous doctor.
The doctor had found a cure for the common cold.




Date:

SENTENCE COMBINING

Lesson 8-A

1. Julie enjoys SUMETHING.
%€ collects baseball cards. (ING)

2. She started SOMETHING last year.
O saves cards. (ING)

Now she enjoys SOMETHING.
trades them with her triends. (ING)}

L%
-
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Name :

Date:

SENTENCE COMBINING

Lesson B-B

1. SOMETHING is terrible.
Albert speltls. ('S + ING})

2. He says that SOMETHING s 8 secret code.
He writes. (HIS + ING)

{
. 3. But SOMETHING would still make our teacher very happy.
Albert passes 8 speiling test. ('S + ING)




Name:

Date:

SENTENCE COMBINING

Lesson 8-C

The campers were scared by SOMETHING.
The wolves howled. (ING + OF)

SOMETHING kept them awake 211 night.
The wind moaned. (ING + OF)

They were glad to see SOMETHING.
The sun rose. (ING + OF)

o
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y ' Name :

Date:

. SENTENCE COMEINING

Lessons 1-8 Review

Directions: On a separate sheet of paper, combine these sentenCes to
make three paragraphs,

THE MiSSION OF THE VOYAGER

Paragraph | In 1977. a spacecraft was launched from Earth,
The spacecraft was called Voyager,

SOMETHING meant SOMETHING.

Soreehe launched the Voyager. (THE + ING + OF)

People would soon get a view of Jupiter and Saturn. (THAT)
The view would be close-up.

Jupiter and Saturn are the two largest planets. (,)

The planets are orbiting the sun.

Scientists were excited about SPMETHING,
The spacecraft flies s0 close to these planets. ('S + ING)

. The planets are mysterious.

-

Paragraph 2 Three years later, Voyager set back some information,
The information was amazing.
The infornation was about Saturn,

Pictures showed SOMETHING,

Th: pictures were taken by the spacecraft.

The rings are made up of pieces of ice and rock, (THAT)

The rings are around Saturn.

Dac pidats ok T2¢ ang roek whirl about the planet at speeds. (THAT)
The speeds are great.

Other instruments measured a wind,
The wind was on the planet's surface.
The Wit blew at 300 miles an hour! (THAT)

.I\.)
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Paragraph 3

Voyager conpletes its mission. (AFTER . . .,)
1t will fly away from Saturn.

W Wi travel on to stars. (AND)

The stars are distant,

SOMETHING is possible,
The spacecraft might meet beings. (1T . . . THAT)

The beings are intz2)ligent,
The beings are on other worlds.

Scientists have put a record on board Voyasger.
Our neighbors will know SOMETHING, (SO THAT)

Our neighbors are in space,
The spacecraft came fr~m someuhere. (WHERE)

The record zontains greetings.
The greetings are in Earth languages,
There are many different Earth languages.

Beings play the record. (IF . . .,)
The beings sre on other planets.
Maybe they will send a message.

The message will go back to Earth.
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Name :

Date:

SENTENCE COMBINING

Lesson 9-A

1. Ken likes SOMETHING.
"ﬁ makes people taugh. (T70)

2. SOMETHING is his dream.
B becomes a famous comedian. (T0)

{
. 3. That's why he alwavys wants SOMETHING.
p( clowns around in class. (T0)




Name :

Dace:

SINTENCE COMBINING

Lesson S-B

Do you want to learn SOMETHING?
Yol make friends with an octopus sommiow. (HOW T0)

First you have to figure out SOMETHING,
Ybg find & friendly octopus sWre. (WHERE 70)

You also have to know SOMETHING.
Yay stop shaking hands with him soWe. (WHEN T0)
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Name :

late:

SENTENCE COMBINING

Lesson 9-C

1. SOMETHING is5 not impossible,
Monkeys learn Sign language, (FOR . . . 10)

2. Monkeys can wiggle their fingers as a sign (for) SOMETHING,
Someone tickles them. (FOR . . . 10)

. 3. Someday scientists hope {for) SOMETHING.
People and animals talk., (FOR ., . . 10)




Date:

SENTENCE COMBINING

Lesson 9-0

SOMETHING is important.

Oracula sleeps during the day. (1T . . . FOR . T0)

But SOMETHING was difficult.

He gets his rest. {IT . .., FOR. . . T0)

SOMETHING was not very nice.

Someone put @ sunlamp in his badroom. (IT . . . FOR . . . T0)




L]
Name :

Date:

(
® SENTENCE COMBINING

Lessons 1«9 Review

1. SOMETHING would be exciting,
We travel to planets. (IT . . . FOR . . . T0)
The planets are far-away.
Humans have never visited tpq(bl)ﬂ?ts before. (THAT)

2. SOMETHING amazed the doctors.
A man changed int> the Hulk,
{ The man was ordinary,
. The Hulk was Incredible,

3. Peter thinks SOMETHING.
He can learn to dance.
He watches '"Oance Fever'' every night,
"Dance Fever' is on television.




b,

SOMETHING would be terrific,
Josefina wins first prize.

The prize is given in the Speech .ontest.

R2:




! Name :

Date:

. SENTENCE COMBINING
Lesson 10-A
1, Gloria swung.

She swung at the ball.
She swung with all her might.

2, Fran ran pack.
She ran to the left-field wall.

3. She leaped.
She leaped in the air.
SH caught the ball. ({AND)
She caught it with one hand.




Name :

Date:

SENTENCE COMBINIAG

Lesson 10-8

Pablo sat in the theater,
He was wishing he hadn’'t come to the scary movie,

(,)

He was squirming in his seat. (. . .,)
He tried not to watch the screen,

He ¢losed his =syes,
He was hoping the movie would end soon. (,}

oD
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Date:

SENTENCE COMBINING

Lesson 10-C

Frodo clutched the ring in his hand.
Frodo was caught in its evil spetl. (,)

He turned quickly.
He was startled by a noise behind him. (,)

Gollum was hidden behind a rock. (. . .,)
Gollum waited to attack.

W)
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Name ;

Date:

SENTENCE COMBINING

Lessons 1-10 Review

1. The captain was confused by the signals.
The signals were coming from the planet below. (. . .,)
The cabPtain told Mr. Spock SOMETHING.
B Spuek beams down. (T0)
MG Spegk Finds out SOMETHING. (AND)
The music was coming from somedbere. (WHERE)
The music was disco.

'@

2. The mayor stood.
She was on the stage.
She was smiling at the crowd. {,)
She was waving to the cameras. {,)
She was hoping SOMETHING. (, AND)
Everyone would vote tor her. {THAT)




3. Ali said SUMETHING.
He could float.
He floated 1lke & butterfly.
He could Sting.
He stung like & bee,

L. The Super Bowl is a game,
The game is important,
(. The game is matching the teams,
The teams are the two best.
Tae teams are in pro footbal!,

\e 231
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SENTENCE COMBINING

Lesson 11-A

Gandalf stood before the elves.
His long oedrd was t wing in the treeze. (,)

The elves gathered around him.
Their heads were down. (,)

Their spirits were broken. (AND)

The evi) lord's soldiers piepared to attack.
Their horses were breathing fire. (,)

Their swords were glistening in the moonlight.

(AxD)
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' Nome :

Date:

. SENTENCE COMBININS

Lesson 11-B

1. Yesterday we learned all about comets.
Cogrts are made up of frozen gases and dust. (, W1iICH)

2. Comets have long tails.
TRe tHits can stretch across space for millions of miles. (, WHICH)

{ 3. One comet is named after Edmund Halley.
. Ednqrid HDMEy dicovered that the comet appeared in the sky every
77 years. (, WHO)




!
1

Date:

SENTERCE COMBIRING

Lesson 11-C

Kose was happy to reach the top of the mountain.
Rose stopPed to rest.

(. . )

She 1ooked down at the val'ey. _
The valley was so green and peaceful. (..

Overhead a hawk circled.
The hawk was wild and free above ti~> peaks. (,)




Name:

Date:

SENTENCE COMBINING

Lessons 1-11 Review

Monica walked on.

She walked through the darkness.

The darkness was freezing.

Her hands were jammed into her pockets. (,)
Her eyes were fixed on the path ahead.

She thought of SOMETHING. (AS)

She would say somdettlng. {(WHAT)

She got home. {WHEN)

Alice ran.

ADICe is the best roller-skater on our bltock. (, WHO . . .

Alice ran to the top of the hiil.

ADCe put on her skates. (,)

The shates were new.

ADMCE then took off for the bottom. (, AND)
Her hair was flying. (,)

Her hair is long.

It fiew Straight out behind her.

~ 34




' . Hame ;
Date:
¢ SENTENCE COMB INING
3. Dav!d was curious sbout the noise. (. . .,)

The noise was in the attic,

David opened the door.

Da»td discovered SOMETHING, (AND)

A bird had fiown In the window. (THAT)

The bird was Yittle,

The window was broken.

He had forgotten to fix tie w%ow. (, WHiCH)




Date:

| . SENTENCE COMBINING

Final Review

Directions: On & separate sheet of paper, combine these S¢ itences to
male three paragraphs.

MOSQUITOES

Paragraph |  Mosquitoes are Insects.
The insects are tiny.
The Insects are flying.
The Insects can spredd many diseases,
The diseases are spread among animals and humans.

Most mosquitoes live in areas.
The areas are warm.
They can also be found near the North Pole.

' Paragraph 2 Mosquitoes feed on the blood.
The mosquitoes are female,
The blood 1s of other creatures.
The creatures include humans,

Did you know SOMETHING?
Mosqulitoes can’'t really bite.

They actually poke through the skin of thelr victims.
They do this with & kind of tongue.
The tongue is sharp.

The tongue is hollow,
The tongue Is like & straw.
The mosquito can suck blood through it.

Liquid zauses the swelling.
The liquid Is on the mosquito’s tongue.
The swelling appears on the skin.

D
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Mosquitoes usuaily lay their egos.
The eggs are 1aid in pools of water.

People try SOMETHING by SOMETHING.

People control mosquiteos.

People spread oll.

They spread It over the surface of the water,
The eggs won't hatch.

Sprays are used (for) SOMETRING.
The sprays kill the mosquitoes.
The mosquitoes are adult.

Mosquitoes are not kept under control.
They can spread diseases.

The diseases are deadly.

The diseases are like yellow fever.

The diseases are like sleeping sickness.
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Lesson 1: Coordination within Sentences”

A. coordinate predicate phrases

1. Ana hit the bdall,
p(sent It soaring. (AND)

Ana hit the ball and eent it eoaring.

2. Tom fell to the ground.
ripped his uniform. (AND)

Tom fell to the ground and ripped his wmiform.

3. Marfa reeched with her glove.
caught the ball. (AND)

Maria peached with hepr glove and caught the ball.
8. coordinate direct objects and predicate nominatives

1. Pat ordered & hamburger.
o;ahﬁl a coie. (AND)

Tat ordered a hamburger and a coke.

2. Juan had a8 hot dog.

ot brq & mifk shake. (AND)

Juan had a hot dog and a milk shake.
3. Juan is Pat's friend.

}M Ppx{s neighbor. (AND)

Juan 18 Pat's friend and neighbor.

C. coordinate adverbs and predicate adjectives

1. Elena spoke clearly.
E/t.di sga{e calmly. (AND)

Elena spoke clearly and calmly.
2. Her speech was short.
}fgg(w interesting. (AND)
Ber speech was ehort and interesting.

3. Elena always seems relaxed.
/ED!W s}qﬁ happy. (AND)

Elena aluays asems relaxed and

*The gremmatical terms used herenare for teachers' information only.
The terms should not be used with stude J




‘@

D, review of lesson |

1. Magic leaped in the air.
caught the ball. (,)
MT slammed it through the basket. (, AND)

Magic leaped in the air, caught the ball, and elammed it
through the basket.

2. Kareem had 29 points.
&QE:‘h 12 rebounds. {,)
& blocked shots. {, AND)

Kareem had 29 pointe, 12 rebownds, and ¢ blocked shots.
3. The crowd chur?d happily.
&

y(cup.e{ ch d noisily. ({AND)

The erawd cheered hapvily and noieily.

. {no signals)
Magic is a» good shooter.
Magic Is an excellent rebounder.
Magic s a great ball handler.

Magic ie a good shogter, an excellent rebounder, and a
great ball handler.

*
Afthough on'y one solution is shown here for the unsignaled exercise,
other responses are certainly possible. Students should oe encouraged
to experiment with a varlety of sentence~combining strategies in the
unsignaled problems. Comparison of several different student responses
can stimulate profitable class discussion. Students may be asked to
choose their "favorite solution and to explain why thelr cholce
“"sounds better'' than others. The criteria for judging the acceptabifity
of a response should be that (1) the sentence Is grammatical and {2)
the combined sentence contains all the Information from the Inserted
sentences.
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Lesson 2: Movable Adverbial Clauses
A. time cleuses In final position

Judy watched tetevision.
She had finished her homework. (AFTER)

Judy watched television after she had finished her
homework.

She went to bed.
“Mork and Mindy'* was over. (WHEN)

She went to bed when “Mork cnd Mindy" was over.

She dreamed about egg-shaped space ships.
She slept. {WHILE)

She drecmed about egg-shaped space ships while she slept.

other adverbial clauses In final posiiion

isabel always watches the Rams play.
They are her favorite team. {BECAUSE)

Isabel aluays watches the Rams play because they are ner
favorite teon.

She ctaps and cheers.
The Rams score a touchdown. (IF)

She claps and cheers if vhe Rame score a touchdoum,

She thinks the Rams will win the Super Bow! next year.
Yhey have so many good plavers. {SINCE)

She thinke the Ramg will win the Swper Bowl next year
8 nece thzy have so many good players.

sdverhial clauses in Initial zosition

! bought my roller skates. (BEFORE. . . ,)
| had to walk everywhere.

Before 1 hought ey yoller skates, I had to walk everywhere.

| firs2 got my skates, (WHEN. . . ,)
| cculdn’'t skate very well.

Wher: I Firs. got my skates, I couldn't skate very well.

You kwow what you're doing. (UNLESS. . . ,)
You shouloi't try roller-skating tricks,

Unless wor. kmow what you're doing, you enouldn't try
rollen akating tricks.
241




review of lessons | and 2

2.

At
-

Dave overslept this morning. (SINCE. . .,)
He missed the bus.
;yghhad to walk to school. (AND)

Since Dave overslept this morning, he missed the bus and
had to walk to school.

The game was over. (WHEN. . .,)

The players hugged the coach.
p{}y{:s lifted him up on their shoulders. (,)
p rs carried him from the field. (, AND)

When the game wae over, the players hugged the coach,
lifted him up on their shoulders, and carried him from
the field.

(no signals)

Luke dived toward the planet.

Luke fired the rocket.

Luke escaped.

The {mpire fighters could catch him.

Luke dived toward the planet, fired the rocket, and
escaped before the Pmpire fighters could cateh him.




g Lusson 3: Relstive Clauses
‘@

A. who and that clauses modifying objects; the subject of the
second sentence is changed into a relative pronoun

1. Llisa caught » trout.
The trout weighed seven pounds. (THAT)

Lisa caught a trout that weighed geven pounds.

2. She showed the trout to the woman.
The woman owned the bait shop. (WHO)

She ghowed the trout to the woman who amed the bait shop.

3. She gave Lisa a prize.
The prize said "Biggest Fish of the Day." (THAT)

She gave Lisa a prize that eaid "Biggest Fish of the Day.”

B. who and that clauses modifying subjects; the subject of the
second sentence is changed into a relative pronoun

1. The team will be the state champion,
The team wins this game. (THAT)

@® The team that wins this game will be the state chapion.

2. The fans will see an exciting contest.
The fans come to the game. {(WHO)

The ‘fane who eome to the game will see an exciting contest.

3. The player will get an award.
The player scores the most points. (WHO)

The player who scores the most pointe will get an avard.

-

C. that and deleted-pronoun clauses modifying subjects and objects;
on object of the second sentence is changed into @ relative
pronhoun or is deleted

1. Tom and José went to the theater.
Jos€'s mother owns the theater. (THAT)

Tom and Joeé went to the theater that Jose’e mother owms.

2. The movie was funny.
They saw the movie. {(JUST JOIN)

The movie they saw was finmy.

. 3. They ate all the popcorn.
Jose's mother gsve them the popcorn. (THAT)

They ate all the popcorn that Joeé's mother gave them.
243
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D.

review of lessons V-3

Our team won the game (AFTER. . .,)
The fans ren up to the piavers.
The fans had waited near the end zone. (WHO)

After our team won the game, the fans who had watrted near
the end some ram wp to the players.

Lisa was very hungry. (SINCE. . . ,)
he cooked the trout.
3 the catfish. (AND)
She had caught the trout and the catfish. (THAT)

Since Lisa was very hungry, she cooked the trout and the
catfish that she had oaught.

(no signals)

Some of these problems are hard.

We are doing these problems.

They don't have any signals.

The signals tell you how to combine the scntences.

Some of these problems (that) we are dotng are hard

because they don't have any signale that tell you how
to combine the sentences.

=44



Lesson 4:

Phrasal Modifiers Following Nouns

A.

present and past participle phrases

l.

That man is Darth Vader.
That man is wearing & cape.

That mun wearing a cape it Darth Vader.

He rules over the planets.
The planets have been conquered by the Empire.

He rulee over the planets conquered by the Empire.

The rebels are led by Luke Skywalker.
The rebels are fighting the Empire.

The rebels fighting the Empire are led by Lukz Skywalker.

prepositional phrases

"aws" was 8 movie.
The movie was gbhout 8 glant shark.

"Jaws" was movie about a giant shark.

The people were afrald of the shark.
The people were on the beach.

The people om the beach vere afraid of the shark.

Three men tried to catch the shark.
The men were in & boat.

Three men in a boat tried tu cateh the shark.

appositives

].

My frie..d won the spelling contest.
My friend is Jonice.

My friend Janice won the spelling ecomtest.

Our principal shook Janice's hand.
Our principal s Mrs. Jackson. {, . . ..)

Owr principal, Mre Jackson, shook Janice's hand.

Janice won & terrific prize.
The prize wes & trip to Disneviend. (.)

Janice woi; a terrific prize, a trip to Dieneyland

%]
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D. review of lessons 1=4

The people are fixing the houses,
The people live in the town. {(WHO)
The houses werr burned by the fire,

The people who live in the town are fixing the houses burmed
by the fire.

The storm had ended. (WHEN. . . ,)

The animals came out of their hiding places.
The hiding places were in the forest.

J)é anigs{s began to look for food. (AND)

When the gtorm had ended, the animals came out of their
hiding places in the foreet and began to look for food.

Some day space travelers may discover life forms.
The space travelers will be exploring other planets,
The life forms are unknown today. (THAT}

Some day space travelers exploring other planets may
discover life forms that are unknowm today.

The woman began to sing in a voice,
The woman was on the stage,
The voice was strong and clear. (THAT)

The woman on the stage began to 8ing in a voice that was
strong and ¢lear.

DD
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Lesson 5:

Single~word Modifiers Preceding Nouns

A.

simple adjectives

1. Jack puts pesnut butter on everything he eats.
The peanut butter is gcrunchy.

Jack pute erunchy peanut butter on everything he eats.

2. He makes peanut-butter salads.
The salads are giant.

He makee giant peanut-butter salads.

3. He even eats peanut-butter soup’
The soup is hot.

He even eute hot pearut-butter soup!
present participles

I. A tomato was on television last night.
The tomato was singing.

A singing tomato was on television last night.

2. There was also 8 head of lettuce.
The head of lettuce was whistling.

There was also a whistling head of lettuce.

3. Have you ever seen a vegetable?
The vegetable is talking.

Have you ever seen a talking vegetable?
past participles

1. The house stood on a hill.
The house had been abandoned.

The abandoned houee atood on a hill.

2. People said it was a house.
The house was haunted.

People said it was a haunted house.

3. Shutters hung from the empty windows.
The shutters were broken.

Broken ehuttere hung from the empty windows.
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review of lessons 1-§
CRISPUS ATTUCKS

Crispus Attucks was a sailor.

The sailor was Black.

The sailor was American,

The sailor 1ived in Boston in 1770. (wHO)

At that time, soldiers were stationed in Boston,
The soldiers had been sent by the King of England.

Colonists did not want the soldiers in their city.
There were many colonists.
The soldiers were red-coated.

One day Crispus and crowd of colonists marched toward a group
of soldiers,

The colonists were angry.

The soldiers were in the town Square.

Crisputlghngyi_ggjhn&sts shouted at them to go back to England.

Suddenly, the soldiers began to fire 2t the colonists,
The soldiers were outnumbered.
Ine sobiters whce frightened. (AND)

The colonists were unarmed.

The shooting had stopped. (WMEN. . .,]}
Crispus Attucks lay dead on the ground,

Today there i5 & monument,

The mo ument is in Bosion,

Tne m 'ment honors Crispus Attucks. (THAT)

L7ispu. Attucks was an ex-slave. (,)

The ex-stave was one Of the rirst Americans to die in the Boston
Massacre. (WHO)

Crispus Attucks was a Black Ameriean sailor who lived tn
Boston in 1770, At that time, soldiers sent by the King of
Ergland were gtationed in Bostom. Mary colonisis did not want
the red-coatzd soldiers in their city. One day (rispus and a
erowd of angry ecolonigts marched toward a group of soldiere in
the town 8quare and shouted at them to go baek to Fnglard.
Suddenly, the outmambered and frighted goldiers begen to fire
at the wnarmed eolonists. When the shooting had stopped,
Crispus Attucks lay dead on the growund. Today there is a
monument in Boston that honors Crispus Attucks, an ex-rlave vho
was one of the first Americans to die in the Boston Masrvaere.
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Lesson 6:

Factive Noun (lauses

A.

that clauses as objects

1. King Kong thought SOMETHING.
People liked to sit in his hand. {THAT)

King Kong thought that people litked to sit in hie hand.

2. The people didn't know SOMETHING.
Kong was only trying to be friendly. {(THAT)

The people didn't know that Komg was only trying to be
friencly.

3. They said SOMETHING.
King Kong was too big to be nice. (THAT)

They s&id that King Kong was too big to be nice.
deleted-that clauses a5 objects

1. Liz thinks SOMETHING.
Soccer is a great sport. (JUST JOIN}

Liz thinks 8occer ie a great eport.

2. She knows SOMETHING.
She will be a famous soccer - ar someday. (JUST JOiIN)

She knows ehe will be a famous soccer star someday.

3. Liz's friends say SOMETHING.
She thinks with her feet. (JUST JOIN)

Liz's friends say ghe thinks with her feet.

the fact thst clauses as subjects

1. SOMETHING btothered Teresa.
The littie bird was kept in a cage. {THE FACT THAT)

The fact that the little bird was kept in a cage bothered
Tereea.

2. SOMETHI!NG made her sad.
The bird couldn't fly awsy anymore. {THE FACT THAT)

The fact that the bird couldn't fly awcy anymore made her sad.

3. SOMETHING didn't make Teresa feel any better.
The bird had plenty of food and water in the cage. (THE FACT THAT)

The fact that the bird had plenty of food and water in the
cage didn't make Tereea feel any better.
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D.

review of lessons 1~6

SOMETHING doesn't mean SOMETHING.

You have running shoes. {THE FACT THAT)
The running shoes are new.

You can beat me in a race. (THAT)

The fact that You have new running ghoes doesn’t
mean that you can beat mz in a race.

isabel says SOMETHING.

She can pass the test. (JUST JOIN)}
The test is in math,

She doesn't study. (EVEN IF)

Isz)é;z says ghe can pass the math test even if she doesn't
stucy.

Hork thinks SOMETHING.

The peopie have some customs. (THAT)
The people live on Earth. (WHD)

The customs are strange.

Mork thinks that the people who live on earth have some
gtrarge customs.

King Kong was bothered by SOMETHING.

The planes were shooting at him. {THE FACT THAT)
He climbed up the bujlding. {AS)

The building was tall.

King Xong was bothered by the fact that the planes were
shooting at him as he climbed up the tall building.
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(. Lesson 7: Question Clauses as Nouns; Sentences Using "It" as the Subject
A, wh word clauses

1. SOMETHING is » mystery.
The pirates hid the treasure so@cﬁere. (WHERE)

Where the pirates hid the treasure is a mystery.

2. We're not even sure of SOMETHING.
They brought the treasure to this island s%. {HOW)

We're not even sure of how they brought the treasure to this
island.

3. And we don't know SOMETHING.
The pirates never came back for their treasure ?{ s)é\

_reeegh.  (WHY)

And we don’t know why the pirates never came back for
their treasure.

B. how + adjective/adverb clauses

1. The explorers didn't know SOMETHING.

i. The cave was_)(g’.l{p. {HOW DEEP)

The explorers didn't know how deep the cave was.

2. They figured out SOMETHING.
Their ropes were)(/lbqg; {HOW LONG)

They figured out how long their ropes were.

3. Then they knew SOMETHING.
They could go into the cave. (HOW FAR)

Then they knew how far they could go tito the cave.
€. sentences with it as the subject

1. SOMETHING amazed Sharon.
She could combine sentences so easily. (IT . . . THAT)

It amazed Sharon that she could combine sentences so easily.
2. SOMETHING wasn't clear at first,

She was supposed to put the sentences together MM

(:7 . . . HOW)

It wagn't olear at first hoaw she was supposed to put the
. sentences together.
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3.

How SOMETHING seems possible.
She could combine ® hundred sentences. (1T . . . THAT)

Now tt seems possible that she could combine a hundred sentences.

And sometimes SOMETHING is really weird!
The sentences say s ng. (1T . . . WHAT)

And sometimes it 1s really weird vhat the sentences say!

review of lessons 1-7

SOMETHING s no e&xcuse.

Your dog ate your homework. (THE FACT THAT)
The homework was for math.

The excnse is for staying home from school.

The fact that your dog ate youwr math homework is no excuse
for staying home from sehool.

Sandy was surprised by SOMETHING.
Tracy Austin could play tennis}k(jhﬂq. (HOW WELL)
$he was so young. ({, EVEN THOUGH)

Sandy was surprised by how well Tracy Austin could play
tennis, even though she was 80 young.

SOMETHING seems odd.

Darth vVader is such a person. (IT . . . THAT)
The person is well-known.

His face is hidden by a mask. (, BECAUSE)

The mask looks like the front of a car. (THAT)
The car is old.

It geems odd that Darth Vader 18 such a well-knowm person,
because his face €8 hidden by a mask that looks litke the
front of an old ecar.

(no signals)

Juanita sat at her desk.

The desk was In science class,

She dreamed SOMETHING.

She was 3 famous doctor.

The doctor had found 3 cure for the common cold,

As Juanita sat at her degk in ccience class, she dreamed
that she was a famous doctor who had found a cure for the

common coid.




. Lesson 3:

Gerunds as Nouns

A.

-ing phrases

1. Julie enjoys SOMETHING.
€ cotlects basebal) cards. (ING)

Julie enjoys collecting baseball eards.

2. She started SOMETHING last year.
€ saves cards  {ING)

She started saving eards last year.

3. Now she enjoys SOMETHING.
/Bhg trades them with her firends. (ING)

Now ehe enjoys trading them with her friends.
possessive + -ing

1. SOMETHING fs terrible.
Albert spells. ('S + ING)

Albert's spelling ie terrible.

2. He says that SOMETHING is a secret code.
He writes. (HIS + ING)

He says that his writing is a pecret code.

3. But SOMETHING would still make our teacher very happy.
Albert pastes a spelling test. ('S + ING)

But Albert's passing a spelling test would still make our
teacher very happy.

-ing + of

1. The campers were scared by SOMETHING.
The wolves howled. (ING + OF)

The eampers were scared by the howling of the wolves.

2. SOMETHING kept them awake ail night.
The wind moaned in the trees. (ING + OF)

The moaning of the wind in the trees kept them awake all
night.

3. They were glad to see SOMETHING.
The sun rose. (ING + OF)

They were glad to gee the rising of the sun.
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review of lessons 1-8
THE MISSION OF VOYAGER 11

tn 1977, & spacecraft was launched from Earth,

The spacecraft wes called Voyager 1.

SOMETHING meant SOMETHING.

S ¢ launchea the Voyager. (THE + ING + OF)

People would soon get 3 view of Jupiter and Saturn. (THAT)
The view would be close-up.

Jupiter and Saturn are the two largest planets. (,)

The planets are orbiting the sun.

Sclentists were excited about SOMETHING.
The spacecraft flies so close to these planets. ('S + ING)

The planets are mysterious.

Three years later, Voyager || sent back some Information.
The information was amazing.
The information was about Saturn.

Pictures showed SOMETHING.

The pictures were taken by the spacecraft.

The rings are made up of pieces of ice and rock. (THAT)

The rings are around Saturn.

The pieces of ice and rock whirl about the planet at speeds.
The speeds are great,

Other instruments measured a wind.
The wind was on the nlanet's surface.
The wind blew at 900 miles an hour! (THAT)

Voyager 1l completes Its mission. (AFTER . . .,)
It will fly away from Saturn,
travel on to sters. (AND)

The stars are distant.

SOMETHING Is possible.
The spacecraft might meet belngs. (IT . . . THAT)
The beings are Intelligent.

The beings are on other worlds.

Scientists have put & record on board Voyager 11,
Our neighbors will know SOMETHING. (SO THAT)

Our neighbors are in space.
The spacecraft came from 3q;>ﬂﬁ;re. (WHERE)

The record contains greetings.
The greeting: are In Earth languages.
There are many different Earth lenguages.
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Beings play the record. (IF . . .,)
The beings are on other plancts,
Maybe they will send a message.

The message wii«l go back %o Earth.

In 1977, a spacecraft called Voyager II was launched from Earth.
The launching of the Voyager meant that people would soon get a close-
wp view of Jupiter and Satwm, the two iargest planets orbiting the
sun, Sciem ‘ts were excited about the spacecraft's flying 8o close
to these Myst. ~tous planets.

Three years later, Voyager II sent back some amazing information
about Satwym. Pictures taken by the spacecraft showed that the rings
around Saturn are made up of pieces of ice and rock that whiri about
the planet at great speeds. Other ingtruments measured a wind on
the planet's surface that blew at 900 miles an hour!

After Voyager II completes its missiom, it will fly away from
the 8w and travel on to distant stars. It ie possible that the
spacecraft might meet intelligent beings om other worlds. Seientists
have put a record -m board Vuyager II so that our neighbors in 8pace
will know where the spacecraft came from. The record contains
greetings in momy different Earth languapges. If beings on otler
planets play t'e record, maybe they will send a message back to
Larth,
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Lesson 9:

Iinfinltives 85 Nouns

A.

infinitlive phrases

1. Ken llkes SOMETHING.
¢ makes people laugh. (T0)

Ken likes to make people laugh.

2. SOHETHING is his dream.
becomes @ famous comedian. (T0)

To become a famous comedian is his dream.

3. That's why he always wants SOMETHING.
clowns sround in class. {(T0)

That's why he always wants to clowr around in class.
wh word + infinltive

1. Qo you want to learn SOMETHING?
make friends wlth an octopus s)&@w {4ow 10}

Do you want to learm how to make friends with an octopus?

2. First you have to figure out SOMETHING.
find a friendly octopus somdwhere. (WHERE T0)

First you have to figure out where to find a friendly octopus.

3. You also have to know SOMETHING
Yy stop shaking hands with him so@s@. (WHEN T0)

You aleso have to know vi-41 to &top shaking hands with him.
for + infinitive

t. SOMETHINC is not Iimpossible.
Monkeys learn sign language. (FOR . . . T0)

For monkeys to learn #ign language is not impossible.

t2
-

Monkeys can wiggle their fingers as a sign (for) SOMETH{ING.
Someone tickles them. (FOR ., . . TO)

Monkeys can wiggle their fingers as a &ign for someone to
tickle them.

3. Someday scientists hope (for) SOMETHING.
People and animals talk. {(FOR . . .T0)

Someday geientists hope for people and animals to talk.



infinitives with it as the Subject

SOMETHING s 3mportant.
Oracula sleeps during the day. (1T . . . FOR . . .70}

It ig important for Dracula to sleep during the day.

But SOMETHING was difficult,
He gets his rest. (1T . . . FOR . . . TO)

But it was difficult for him to get his rest.

SOMETHING was not very nice.
Someone put ® sunlamp in his bedroom. (1T . . . FOR. . . T0}

It wag not very nice for someone to put a sunlamp in his
bedroom.

review of lessons 1-9

SOMETHING would be exciting.

We travel to planets. (1T . . . FOR . . . T0)

The planets are far-away.

Humans have never visited th planets before. (THAT)

It would be exciting for us to vieit far-away planets that
humans have never vieited before.

(no signals)

SOMETHING amazed the doctors.
A man changed into the Hulk.
The man was ordinary.

The Hulk was Incredible.

It amazed the doctore that an ordinary man changed into the
Ineredible Hulk.

For an ordinary man to change inio the Incredible Hulk
amazed the doctors.

(no signals)

Peter thinks SOMETHING.

He can learn to dance.

He watche< '"Dance Fever'' every night.
“Dance Fever" 1s on television.

Peter thinke (that) he ocan learm to dance if he watches
"Dance Fever" on televigion every night.

Peter thinke (that) he can learm to dance by watching
"Dance Fever" esery night on television.
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SOMETHING would be terrific,
Josefina wins first prize.
The prize is given in the speech contest.

It wouxld be terrific for Josefina to win first prize
tn the speech contest.

Por Josefina to win first prize in the speech contest
would be terrific.
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Lesson 10: Adverbial Phrases
A, prepositional phrases
1. Gloria swung.

She swung at the ball.
She swung with al} her might.

Gloria eunmg at the ball with all her might.

2. Fran ran back.
She ran to the left-field wa'li.

Fran ran back to the left~field wall.

30 She |eap¢d.
She leaped In the air.
P& caught the ball. (AND)

She caught it with ¢. hand.

She leaped in the air and caught the ball with one hand.
B. present participle phrases

1. Pablo sat in the theater.
(. Me was wishing he hadn't come to the scary movie. (,)

Pablo sat in theater, vishing he hadn't come to the scary
movie.

[ £
.

He was squirming in his seat. (. . . ,)
He tried not to watch the screen.

Squirming in his 8eat, ne tried not to watch the gereen.

3. He cicsed hls eyes.
He was hoping the movie would end soon. (.)

He closed his eyes, hoping thc movie would end soov.
C. past participle phrases

1. Frodo ~lutched the ring In his hand.
Frodo was caught in its evil spell. (,)

Prodo alutched the ring in his hand, caught in {ig evil
spell.

2. He turned quickly.
He was startied by & nolse behind him. {(,)

". He twmed quickly, startle” by a noi  xhind him.

3. Golium was hidden behind » rock. {. . . ,)
&ollum walted to attack.

Q Bidden behind a rock, CGolliem waizied to attack.
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(. D. review of lessons 1-10:

1. The captain was confused by the signals.
The signals were coming from the pianet beiow. (. . . ,)
The captain told Mr SpPock SOMETHING.
B s beans down. (T0)
. pusk finds out SOMETHING. (AND)
The mu: ic was coming from somiwigre. (WHERE)
The music was disco.

Confused by the signale coming from the planet below, the
eaptain told Mr. Spock to beam down and find out where the
disco music was coming from.
2. The mayor stood.
She was on_the stage.
She was smiling at the crowd. (,)
She wag waving to the cameras. (,)
She was hoping som-:'rums._?, AND)

Everyone would vote for her. (TT)

The mayor gtood on the stage, smiling at the crowd,
waving to the cameras, and hoping that everyone would
vote for her.

He could float.

He floated iike & butterfly.
He could sting.

He stung like 3 bee.

(. 3. Ali sald SOMETHING.

Ali said (that) he could float 1ike a butterfly and sting
like a bee.

4, The Super Bowi is a game.
The game §s important.
The game §s matching the teams.
The teams are the two best.
The teams are in pro footbail.

The S1per Boul t8 an important game, matching the two best
teams in pro foctdall.
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Lesson 11

Free Aodifiers

A.

nominative absolutes

2.

3.

Gandolf stood before the eijves,
His long beard was blowing in the breeze. (,)

Gandlof stood tefore the elves, hie long beard blowing in
the breeze.

The etves gathered around him,
Their heads were down. (,)
Their spirits were broken. {AND)

The elvee gathered around him, their heads down and their
spirits broken.

The evil lord's soldiers prepared to attack.
Their horses were breathing fire. (,)
Their swords were glistening in the moonlight. (AND)

The evil lord’s soldiers prepared to attack, their horses
breathing fire and their swords glietening in the moonlight.

non-restrictive relative clauses

2.

3.

Yesterday we learned all about comets.
Comets are made up of frozen gases and dust. {, WHICH)

Yeeterday we learned all gbout comets, which agre made upr
of frozen gases and dust.

Comets have long tails.
The tails can stretch across space for millions of miles.
{, WHICH)

Comete have long tails, which ecan etretch across spaze for
millions of miles.

One comet is named after Edmund Halley,
Edmund Halley discovered that the comet appeared in the
sky every 77 vears. {, WHOD)

One comet 18 named after Edmnd Falley, who discovered
that the comet appeared in the 8Ky every 77 years.

adjective clusters

Rose was happy to rs=ach the top of the mountain. (. . . ,}
Rosa stopped to rest.

Happy to reach the top of the mountain, Rose &topped to rest.
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She jooked down at the valley.
The valleY was so green and peaceful. 1,)

She looked dowm at the valley, 8o green and peaceful.

Overhead a hawk circled.
The hawk was wild and fres above the peaks. (,)

Overhead a hawk eirecled, wild and free above the peaks.

0. review of lessons 1=11

Monica walked on.

She walked through the darkness.

The darkness was freezing.

Her hands were jammed into her pockets, (,)

Her eyes were fixed on the path shead. (,)
She thought of OMETHING. iASE
She would say s ing. (WHAT
She got hone. (WHER)

M. tea walked on through the freezing darknere, her hands

jamred into her pockete, her ey s fixed on the path ahead
as ghz thewght of what ehe would say when 8he got home.

Alice ran.
Alice is the best rolle--skater on our block. (, WHO. .
Alice ran to the top of the hiltl,
# put on her skates., (,}
The skates were pew.
A¥iEe then took off foE ghe bottom. {, AND)
Her hair was flying. (,
d=r hoir is long.
It flew strsight out behind her.

Alice, who 18 the best roller-skater om our block, ran

to the top of the hill, put on her new skates, and then
tock off for t}a bottom, her long hair flying etraight out
behind her.

David was Curious about the noise. (. . . ,)
The noise was In the attic.

fQavid opened the door,

Dingd discovered SOMETHING. (AND)

A bird had flown 1n the window. (THAT)
The bird was little,

The window was broken.
He had forgotten to fix the window. (, WHICH)

Curious about the notse in the attie, David opened the
door and discovered that a little bird had floum in the
broken window, which he had forgotten to fix.

&
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final review (no signals)
MOSQUITOES

Mosqultoes are insects.

Tre tnsects are tiny.

The Insects are flying.

The Insects can spreed many diseases.

The diseases are spread among animals and humans.

Host mosquitoes live in areas.
The areas are warm.
They can also be found near the North Pole.

Mosquitoes feed on the blood.
The mosquitoes are female.

The btocd is of oiher creatures.
The creatures include humans.

Did you know SOMETHING?
Hosqui toes can't really bite.

They actually poke through the skin of their victims,
They do this with @ kind of tongue.
The tongue is sharp.

The tongue is hollow.
The tongue is like a straw.
The mosquito can suck blood througk it.

Liquid causes the swelling.
The liquid is on the mosquito's tongue.
The swelling appears o~ the skin.

Mosqui toes usually lay their eggs.
The eggs are la'd i pools of water.

People try SOMETHING by SOHETHING.

People cont,yol mosquitoes.

People spread oil.

They spread it over the surface of the water,
The eggs won't hatch.

Sprays are used (for) SOMETHING.
The sprays kill the mosquitoes.
The mosquitoes are adult.

Mosq'itoes are not kept under control.
They can spread diseases.

The dismases are deadly.

The diseases are {ike yellow fever.

The dlseases are like sleeping sickness.
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. Mosquitoes are tiny flying insects that can spread many
d-::aeas‘ea among animals and humans. Although most mosquitoes
live in warm areas, they can also be found near the North Pole.

Female mosquitoes8 feed on the ** .od of other ereatures,
ineluding humans. Did you know that mosquitoes can't really
bite? They aciually poke through the skin of their vietims
with a kind of sharp tongue. The tongue i8 hollow like
a 8traw, 8o that the mosquito can suck blood through it.
Liquid on the moaquito's tongue causes the swelling that
appears on the gkin.

Mosquitoes usually lay their eg~e in pools of water.
People try to control mosquitoes by spreading oil over the
surface of the water 8o the eggs won't hateh. Sprays are
used to kill the odult mosquitoes. If mosquitoes are not
kept wunder ontrol, they can spread deadly diseases like
yellow fever and sleeping sickness.
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(. SENTENCE~COMBINING QUESTIONNAIRE

Please check below whether or not you ysed each Ssentence-combining
lesson. |f you did use & lesson, we would appreclate your noting the
strengths and difficulties that you encountered. Your comments are
extremely valuable to our work with sentence-combining (nst-uction,

Used [Not Used Strengths Difficulties

Lesson ¢

Lesson 2¢

(
. Lesson 3:

Lesson 4:

Lesson 5:

lesson 6:




|

Used | Not Used Strengths Difficulties

Lesson 7:

Lesson 8:

Lesson 9:

Lesson 10:

Lesson 11:

Feel free to use the back of this sheet for any additional comments you wish
to make about the sentence-combining lessons. Please return the completed
questionnalre In the postage-pald envelope to:

Joe Lawlor

SWRL Educational Research and Development
h665 Lampson Avenue

Los Alamitos, CA 90720

Thank you for your assistance.
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PART 11}
INSTRUCT IONAL IMPROVEMENT DIGESTS

One activity of the NIE-sponsored School ing Practices and Effects
project is the preparation and dissemination uf Instructional Improve-
ment Digests. These Digests, editeu by Adrienne Escoe, are designed to
communicate advisory information about practical courses of action that
can be implemented by teachers and administrators to inprove key areas
of school instruction. The Digests focus on matters of high priority
and concern in the ccrduct of current activities for instructional
iMprovement.

One area of great priority and concern for educators in SWRL's region
(and across the country) is writing instruction. Consequently, three
issues of the Instructional Improvement Digest have informed teachers and
administrators about current knowledge of writing. These digests were
prepared by Communication Skills staff, based on Communication Skills
work. These three Digests jllustrate how SWRL's work In various project
areas may be interwoven, allowing for more efficient expenditure of NIE
funds. NIE funded SWRL's research in writing; writlng was an appropriate
topic for the Instructiona! Improvement Digests. Because cOmposition
staff had already done the research in writinng and were very aware and
competent in this field, they were readily available Digest authors,
This process was much more efficient and much less expensive than using
either SWRL staff from other projects (who were not working on writing)
or outside consultants hired to write materials that SWRL staff were
extremely capable of writing.

The three Instructional Improvement Digests on writing are the
following:

No. 2: Write now--Change later: Teaching students to revise. By
Larry Gentry. {(Based on; Technical Note No. 2-8(/11: Textual
revision: A review of the research.)

No. 4: Teaching sente.ce structure and versatility. By Joseph
Lawlor. (Based on Technical Note No. 2-80G/05: (mprovin
student writing through sentence combinlng: A literature

review.)

No. 5: Getting better writing and more writing from students without
increasinG teachers' er load. By Ann Humes. {Bzsed on
Technical Notes No. 2-50755: The composing process: A review
of the literature; and No, 2-80/21: Speclfications for
composition Enstruction.)

Copies of these Instructional Improvement Digests are found on the following
pages.
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7))’ INSTRUZTIONAL IMPROVEMENT DIGEST

1981

WRITE NOW—~CHANGE LATER: TEACHING STUDENTS TO REVISE

Good writing seldom comes i a first draft. Students
should expect to—and learn to—revise their writing.
Teachers can help them acquire the skills needed for effec-
five revising.

*During the decade of the 70s, there was no major
change in the writing abilities of most American siudents.”’
So begins a recent news release from ihe National Assess-
ment of Educational Progress. On the surface, that doesn't
sound oo bad. In faet, it sounds as if this is one area where
education is holding its own. The trouble with the siate-
meni is not in what u say., bul in whait it doesn’t say. It
doesn’t say, for imtance, that the majority of students
were poor writers len years ago; nor does it say that the
most recent national survey revealed thai only 48% of
9-year-olds, 55% of 13-ycar-olds, and 42%% of 1 7-year-olds
can write acceptable essays,

Teachers. of course, don’t need (o be told that many of
their students can’twrite well; they are daily witnesses 1o a
fact that has only recently captured the interest {and
evoked the criticism) of the general public. What teachers
do want and need ars practical and effective strategies that
will help bring about improvement in students’ writing.

Recent research in writing indicales that there are steps
that we can take—sleps that do not require more lessons in
grammar or more papers io evaluate. What we need 10 do
s to shift more aitention from the *'oroducts” of wriing
o the *“*process’” of writing. Typically, insiruction has
been coneerned with only one aspect of writing—the final
product. This approach fails 10 recognize that how
students write has a profound influence on what they
writ2, So let’s take a look at one of the Aow's of wrinng;
let’s look at revision.

The Many Faces cf Revision

When we consider the process of writing, we realize thai
“revision” meam different things 1o different writers, The
professional author may view revision as a large-scale
rewiting of an catire manusenpt. The newspaper cditor
may defline revision as cditing a story fer consisiency in
language and style, Students, in turn, may think of
revision as proofreading for errors in spelling and punciua-

@ 0. Revision is all ofihc-:c and moi¢, and each has impor-
ERICH impheations for wnting instruction,

Aruitoxt provided by Eic:

If we stop to think about it, even students in the primary
grades begin to revise 2s soon as they begin 1o write. They
¢rase a~a adjust awkward letters. They erase and correct
misspelled words. And some siudents crase and replace
words that don’t **sound right.”* Older stndentis revise,
too. Unfortunately, their revisions are usually limited 1o
the correction of mechanical and gramm-otical errors. So
the problem 1s not 1hat students don’t revise, byt rather
that the types of revision they make are not productive.

Sume lypes of revision are, in fact, counterproductive,
For example, editing while writing often imterferes with
fluency. Between the time we first think of the words 1o
write and the time these words linally come ofl the end of
the pencil, many of us manage 1o challenge our writing
fluenuy with complicated senies of editings. Students seem
e be particular'y obsessed with the “mistakes™ they make
in writing. They are constantly itunhing abouyt spelling and
grammar as th-y try to write (Elbcw, 1973).

One of our responsibilities, then, is to help students
learn when Lo revise and when not to. As children f{irsi
learn to form letters, and 'aler words, it is inevitable (hat
they focus on each siroke of the pencil and cach part of the
word, Mauny students retain and perpetuate these habits
when they begin wril.ig sentences and stories. To teach
writing as a form of meaningful expression, primary-grade
tcachers need techniques that can free students from such
self-defeating practices. The message <hould come firsis
mistahes can be corrected later. Revinvion should not in-
terfere with the flow of ideas.

Write Now—Change Later

One way of introducing primary-grade children 1o the
concept of “*write no + - -change later' is 10 present a two-
day lesson thiat encourages delayed revivon, After students
have a topic, 1ell them to arite gn only every ofher Iine.
Fell them often nor 10 worry about spelling, “'just uewe the
spelling that loeky or ‘sounds' right Tor any word you
don’t hknow.” Twibzr, students shouldn’t erase, IF they
need to delete or change so nedhing they <hould cross it put
and 1make changes botween the imes Tell them not 1o be
afeaid 1o “iness up the page*” they'lt have timie to make
correchions later When the students hase fmished these
“hirst-day drafts,” hase thiem put theu papers away.
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The second day, students should reread their draf's.
Now if they wish, they can make changes in the cont=nt
and organization of these drafis, This is the time for
students 10 1ake out a fresh sheet of paper. With the first-
day draft in front of them, students write a new draft. As
they rewrite, it's a good jdea for you 10 circulate
throughout the room and furnish correct spellings for
those who ask.

As students begin 10 get the knack of revising their
writing, you can try a variation of the two-day procedure.
First, get some duplicating paper in severa) colors. Next.
draw parallel lines on a duplicating master and produce
enough lined copies of each color for the entire class. Set
aside one color for first drafts, another for second drafis,
and $0O on. Asstudents work through two or more drafis,
they should save their old drafis in writing folders. These
folders help students, parents, and teachers evaluate
progress and provide material for bulletin-boards that
fearure the stages of rcvision in a highly visible form.

Freewriting

Elementary-school students are not the only ones who
need 10 get rid of the damaging habits of correcting-while-
writing and repiace these habits with strategies for effective
writing. No one should allow their concern over such mat-
ters as vocabulary and grammar to slow down and
interfere with the generation of ideas. You can bring home
this point 10 students by using what Elbow calls freewriting
exercises. At least three times a week students should write
for five to ten minutes without stopping. They can write
anything they think of, as long as they don't look back,
correct, or cross oul. If students can’t think of anything to
write about, they can simply write *l can't \hink of
anything'® over and over again. This strategy usually
moves even the most uninspired writer. The idea is to keep
going—Tfor five or ten minutes. l.ater, as students become
more fluent at putting their thoughts omo paper.
freewriting cxercises can scrve as beginning points for
stories and repors.

Productive Revision

So far, we have focused on (1) ridding students of the
“*kinds of corrections’’ that interfere with fluent writing

and (2) introducing them 10 the idca of *revision**—that a
**'good*’ piece of writing often requires more than one
attemnpt. The most ob.ious next step, of course, is to teach
students how 10 carry out the types of revision thal will
help their writing the most.

Proofreading and editing are two aspects of revisions
that are generally well covered in most language arts and
English textbooks. It is the higher-level revision
skills—1hose involving the addition, deletion, and reorder-
ing of content—that are not usually well-kr.own. Students
at all le ¢ls can be introduced to these higher-level pro-
cesses by brief examples. You can use overhead
transparencies or teacher-prepared worksheets 10 show
students how content can be added, deleted, or rearranged.
Once students have been exposed 10 a strategy, however, it
is important that they practice it oftenin their own wriling.,
At this point-—the point of application—students become
dependent on feedback from an audience in order 10 know
when revision is desirable or necessary.

Feedback

The importance of feedback cannot be overstressed. All
writers write for an audience—even when that audience is
none other than the teacher (as it often is in many school
writing situations). If rhe audience ignores the ideas and
content in a picce of writing, the writer is apt 10 believe
that idcas and content are unimportant and not worth im-
proving. If, on the other hand, the audicnce is willing 10
ask stimulating questions, provide needed information,
and suggest new ideas, the writer is more inclined to revise.

One way (o provide feedback in revision is through
individual writing conferences. Such conferences don't
have to be formal, nor do they have 10 be of any specified
length. The fact is they probably work best when the
teacher circulaies around the room while the class is en-
gaged in writing. A conference occurs when the teacher
StOps L0 answer a question, makc a sugget.ion, or respond
10 a picce of writing. If the student is working on a first
draf1, the teacher should react only (o ideas and contemt.
Mechanic: and other conventions shouldn't be addressed
until the siudent is ready to write a final drafi.
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draws upon inquiry associated v ith SWRL's Proficiency Verification Systems and Scrvices and ather pertinent rescarch.
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improvement.. Suggestions of topics for futuie inclusion in ;he Digest serics are invited, and may be directed to Adrien ¢
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Peer-Response Groups

A second method of providing feedback is through peer.
response groups. This strategy has the added advantage of
providing new audiences for the writer. Such groups have
veen ysed successfully by teachers from the third grade
through college levels. The structure and functions of
various peer-response groups can vary from the simple to
the complex. Iln its simplest form, & small group of
students meets periodically (o read their stories orally and
listen 10 comments a~d «uggestions from other students.
Groups at the high school and college levels are sometimes
given extensive checklists with which they evaluate and
critique essays from their fellow students.

Crowhurst {(1979) describes a peer-response technique
that has been used successfully in elementary school
classrooms and that seems 10 strike a hapPy medium be-
tween the simplest and most complex arrangements. Using
this technique, groups of four or five students meet about
once a week, with each student bringing a composition 1o
the session. The group sits in a circle and passes their drafts
around the circle. Every group member reads each com-
nosition and writes comments on a clean sheet of paper
each time. Thus. each student reccives three or four sets of
comments at the end of the session. Writers are free to ac.
cept or reject the suggestions; the important thing is that
they are writing for a specific audicnce and receiving feed-
back abou* content 20d jdeas. The following are sugges-
tions for using this technique.

1. Allow students to remain in the same groups for
several wecks before reassigning th m. Place cach
pupil witn at least one friend whenever possible.

2. Mix studemis with varicd writing abilities within
each group. Those who haven't been writing well
can profit from exposure 10 those who are more
skilled.

3. Tell students to say something positive and to
make specific suggestions for improving the
composilion,

4. Use cxamples of responses (o show the difference
between yseful reactions and those that are not so

useful.

5. Explain that peer responses are only opinions and
that they may or may net be used in revising,

6. In carly sessions, responses should be made only
in writing and not vocalized. This reduces the
possibility of argumcni or debate. As students
hecome more skijled In giving and receiving feed-

Q back, responses may be g'ven orally.

RIC
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Pubiication

An important reason that many students don't revise
that they don't see their writing as having permanency.
Writing is assigned, accomplished, graded, and discarded.
It is often viewed by students as an unrewarding task tc be
done quickly and then forgotten. Teachers at all levels can
help reinedy this situation by providing for publication.
Like writing conferences and responses from other
students, the prospect of publicauon gives students an
audience and thus, a good reason to draft and rewrite.

At secondary levels, students can organize and publish a
class magazine or other publication. High school and
junior high newspapers will often accept material from
non-staff members. Teachers can also encourage students
10 express their opinions by writing to local : stlers-to-th.e-
editor columns.

In the clementary grades, students can publish a class
newspaper, write group or individual letters to prominent
people, and can even be encouraged t{c write material for
magazines that publish children’s writing. Teachers in the
primary grades give students a taste of pubsication when
they post finished producis on the classroom wall. A more
ambitious, but more motivating method of preserving and
displaying student writing is the creation of individual
**books."’ Students can be told that after they have written
and revised five siories, they may sclect one for typing and
publication. The story should be typed on a primary
typewriter and bound between heavy cardboard covers.
whicti may be covered with shelf-paper or decorated in
other ways. Display these books prominently in the
classroom library for others to read and chjoy. Stir up en-
thusiasm by rcading these books aloud to students often.

Revision is only onc aspect of writing, but it's an aspect
that is often cverlooked in instruction. Students can and
will engage in productive revis.on if tcachers help them to
approach writing as a process. When we allow writing to
evolve through productive revision, we are certain lo see
improved finisked products. We will also see more
students who enjoy writing and who take pride in their
new-found ability 10 communicate with the written word,
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More on Teoching Studenss 10 Revise

It s important for tcachers to know (he
difference beiw cen the perspectis s or assump-
ilons they have ghout writing and the tech-
oiques of strategics they use to 1each children
1o wiite Forexample, 10 beheve that " message
comes first™ gives teachers a perspective in
teaching. but il aione does not give them the
technigues OF stiategies needed for tcaching
Other wmporiant posnts that can S¢ve a¢
perspectives from which te develop teaching
sirategies ares (a) children as young as six
already know a lot about the wnitien language
system. (b)Y chuldren develoP this knowledge
through interaction with meannigful print and
interested readers end wnitzds--i ¢., much can-
not and should not vr <aphatly taught. and (<)
as children deselop new  hnowledge and
stratr@ies, they may temporanly “‘regress™ in
other arcas My point here 15 that icchmigues
should not mrecede  these perspeclives Of
assumptions. For nstance, t1eachers who
believe form 10 be more important than the
message may use the tlechniques sug  sied iR
this article nsuch a way thar they Ma, become
detrimental rather than benefioal

Keeping thie notiow, i mind, 1°d bke to
suggest wome other strategies for teaching
students 10 e U teachers want to belp
studenns becomie berter wniten, the first prere-
quisite 38 that teachers begin 10 wrilie
themnselves  that they learn o revise {rather
than merely to edit), that they share sanous
drafts of ane picee with ther sudents

Teach studenty how 1o mess up & page Show
them msertion marks, Crovy vuls, artows, LUt-
uing and Pasting. eic

Comments. ..

If students are too immature as wiNers to be
held accountable for perfection in corrections,
the last step sn revising b ¢, cdibing) and the
conference that goes along with 1t can fogus on
jus a few stems But the final publshed prod-
uct should be 1yped and perfecily spelied and
punciuated {so that other readers develop the
expeciation that there are indeed standardized
conventions and that these are always used tn
pubhished work). That means the teacher acts
as an cditor Aypesetier and makes sure the final
copy 15 correct {that does nof extend 10 chang-
tng any words),

Carole Edelsky
Assisiant Professor
Arizona State Untversity
Tempe

. -+ And Somc Questions About the Digest

Huntington Beach Union High Sihuol
District has a very successful writing program
which 1s based on many of the prineipies which
Larry Geniry ancludes m his article, **Wrie
Now —Charge later Teaching Students 10
Revise ** We do encourage that the iwaching af
edsing shills (grammar, punctua jon, eic) be
separated from pre whung. wriling. apd re-
writing  In the reviuing stage gur focus 15 on
teattung  students techmques for  adding,
delet 2, substituting, . nd rearrenging whal
they hase woiten, as well as eaching them to
diwect therr wnting to a vanety of avdicnces,
nit oaly the eacher esatnaier

I'd alva ke to sugpest that what we nced 1o
hake a case Lor now v where, when, and hay

we teach mechanicy and puncuation withoul
having this concern 1ahe mer the whale
program

As 2 reaction 1o Lhe Digest itsell—which
contasns many fine practical deas for the
clasuroom teacher —1 do have a few gquestions.,
Is there a connccting | heme 1o the Digess from
1540¢ 10 3ssue, or does 1 spot in on 2 multude
of instruetonal concerna® 1 am also curious to
know  whether the Digesr 15 designed for
teachers ar all grade levels or just speafic
lewels

Chris Rice, Supervivor

Program Development

Funnungion Beack Union High
Schoot Dictinet, Califormo

fiditor's Note:

The connect an briween arncles af each 1ww0e
of the Iigest 15 a funclional rather than
thematic one Fach Digest shares a common
goal of presenbing cffective and prasuical
strategies of inatrecuen that are drawn from
research findings HWowever, the Commenis
section Of each 1sUC “oves 3y @ cantinuing
forum for diccusaon of wopical information.
The Diges. not directed toward 1eachers of
oae particutar grade level or range of levels,
Cur expericnce has been that The more central
concerns of tnstruction, which are the tapics of
the ugest, have wide application among
vanous ages and ahiinies of wudents.

Readers” conmoenis are dwevs weleome.

4065 Lanipsun Avenye
os Alanntis, ¢ A Y0720
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TEACHING SENTENCE STRUCTURE AND VERSATILITY

Teaching studenis how to be good wellers requires direct
insiruction and practice on a variety of complc~ 1asks. For
example, students niust learn how 10 generate, select, and
arrange their ideas. They must learn how to transcribe
those ideas inlo written 1ext, and they must learn how 10
revise and edit their wriling. One of the most difficult
aspects of this cumplex process is learning how 10 ¢on.
struct effective, sersatile seniences. In any picee of writing.
sentences carry lhe substance of the wriler's meaning.
They are eritical 10 the success of a written picce. Yet direct
instruction on crafting versalile walenees is conspicuously
absen! frum most classrooms. And it shows.

Teachers a1 all levels—from the primary grades (o
collrge—rccognize a2 cummon shoricoming in ther
students’ wnnng: a hmited 1epertoire of sentence strue-
tuecs. In att apung 10 avoid errors, students (ry 1o stay on
safe grouni. conwuructing «cntenees with the bare
minimum—a subject, a serb, and an object. Such shon
senfenees are fine in company with olher sentenee siruc-
toees, but as a steady diet, they ma'.e dull reading. And
they are really not as structurally **safe’ as (hey appear to
be. Because the ideas ' oot commuaicated in a composi-
tion are often difficull and cumbersome 10 convey in
suyect-verb-obje.1 sentences, the probability of ineluding
feaginents, run-cnz., and other common faults 1 greatly
increased.

How Can We Teach Versatile Sentence
Structures?

In the past we hase tricd (0 (rach wentence strecture
irough grammee cverenes. We've mtroduced students (o
a bafflag arr  of grammatical terms. We've asked
students 10 underline subjects, predicates, and prepos-
tional phraves. We'se had them draw cireles around
adverbs, adrctives, and vonjunctions. kn short, we've
assigned couatless ¢xercises that required students (0
analyze and diveect sentences, The mnation of this ap-
pruach s that it ducsn't deal with the real act of wniting.
When you write, you put wentencey 1agether. You don't
takc them apart.

Q
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This is not to say that we shouldn « teach gramwmar.
Obv.ously, if we're going to teach ente'ice strueture, we're
going 10 be teaching grammar. But what we need is 2 Kind
of *‘applied” grammar—a srammar that doesn't get
bogged down in technical terms. We need a praclical
means for showing studenis how to construcl—not
dissect —sentences. Al th: same time, w¢ also need a
technique that teaches students tu use the rich vatiety of
sentence struetares that is available in the English
language.

Fortunately, educational rese~reh has identificd a wav to
do this. The techrique is commonly hnown 35 sritence
combining®’ although this turm actually sells the | aruc-
uon short. Scntenee combimng tcaches both (ound
sentence siructure and versatility.

What Is Sentence Combining?

The basie idea is very simple: Students 1ake a ycries of
short sentences and combine them jnto a longer and more
¢laborate sentence. The point is 10 combine the sentznees
in such a way that the imporiant inforinztion ftom each
short sentence is retained. There are seseral ways this cae
be done. For example, a poor writer ny'ght combine the
following three senlences hy wamply stringing  them
together with and:

MosquilDes are insecls
Tre inseucls are hiny

The insects spread many
diseases

fA05GUH0ES are Insecls
wge ant 1 ihey are tiny, and 1hiy
spreau Manv AILeaLes

However, a more competent wiiter weuld probabls reduee
the sevond sentence 10 a simple adjeetive, and (ne third
wentence (0 a relatise elauses

e quatres Jre insects
The insects are tiny

The insecls spread many
diseases

tMorquites s are Tay
- N 5LCES (ha! SpiCad mdny
dineases
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The question is how do we get the poor writer 1o yse the
saiae kind of structures that the compelent writer uses. In
sentence-combining excrcises, we provide a set of signals
that 1ell the student exactly what procedures 1o use *0 put
the sentences together. Using the previous example, let's
examine how the signals work:

MoSquiloes are insacls.
The insects are Liny

The insects sPread many
diseases (lhat)

® This is the example with
the sentence-combaning
signals added.

Mosquiloes are liny
insects

» Figst the studem inserts
the underlined word tiny
into the sentence above 1.
The rest of 1he sccond
sentence is discarded.

The insecls sPread many
diseases. (thal)

the word in parentheses insects
(thai) 10 the beginmng of
the line on which it
appears.

(that) the insects sfread
many diseases

» The student then deletes
the phrase the insecis.
since insecis already
appears i the firsi
semence.

Mosquitoes are tiny
insects

» Next, the student moves , MoSGuiloes are liny
) thal spread rnany diseases

= Finally, 1h¢ studemt joins
the second line 10 the
first senience.

MosquIloes are nny
insects that spread many
diseases

it isn’t nccessary for students 10 write down cach
intctmediate step in the combining process. These staps
can be cxpressed orally. It's also unnccessary for siudents
to label or describe the combining procedures. The signals
eliminate the nced for grammatical terms, allowing
students 1o concentrate on bullding maiure, complete
sentences-—the kinds of senicnces we would like to see
<tudents using in their own wruing.

The eaample oelov. iHusirates the use of another
sentence-combinmng  <ignal, the capnahsed word
SOMETHING. This signal is used as a “*place-holder ™
that marks the spot where a phrase or «entence i< to be
nseriead:

The divers knCw SOMETHING
TherC were Sharks inihe area  (thatl

Here’s how this signal works:

* The student moves the
word in parentheses to the
beginning of the second
sentence. (Since there are
no words repeated in the
second sentence, nothing
has to be deletc .)

The divers knew
SOMETHING.

thal there were sharks in
Ihe area

* Then the studem insents
the second line into the
place markad by SOME-
THING in the first
sentence.

The divers knew Lhal there
were sharks in the area.

Y

What Kind of Sentence Structures Can We
Teach?

Using the three signals explained above —undeilining,
parcntheses, and SOMETHING —sentence-combining
¢xercises can incorporate a wide varicty of structures. The
cxamples below illustrate some of the possibilities.

= Noun Modifiers

Jack nkes peanul bulter
The pearut bulter 1 e

crunchy

J. ck nkes crunchy peanut
butter

The gt is my sister.
The girt is standing on the =g
porch.

The girt standing on the
porch s my sister.

The police caughl the The policé caughl the

burglar. = burglar who stole the
The burglar stole the jCvels
jewels. {whol

* Noun Substitutes

We knew SOMETHING W xnew that we would
We would win (that) wen

SOMETHING woimes me.
Woe are aimost oul of time =
{The fact .hat

The lacl thal we aré almosl
out of Lime wormnes me

SOMETHING 15 a mystery
The pirates md the
treasure (Where)

- Where the pirates hid the
treasure 18 8 myslery
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*  Adverbinls
1 fimshed the test I fimshed the 125t before
The bell rang 1betore) the bell rang
You study hard (I} _’If you study hard, you will
You will pass the course, pass \he course

Frodo clutched lhe Fing
Frodo was taught In 15 e
evil spell.

Frodo clrlched the ring,
caught inats evik spall

Although this oulline is by no means comprehensive, it
should provide an idea of the range of structures thal can
be taught through sentence-combining ‘astruction.
However, if sentence combining depended solely on (wo-
senlence exercises, its effect would probably be small. The
point of sentence combining is Lo work up 10 exercises that
require severaj different types of combining techniques.
For example. the following exercise was used successfully
in a fourth-grade program:

The larmes told h.m
SOMETHING.

He found a chicken (that)
The chicke was magical.

The chitken la.d eggs —

The tarmer told him that he
found a magicat chicken
that laid rainbow-cofored

{thatj
The &ggs were ra.nbow- €ggs
colored

{Perron. 1974, p 263

Why Does Sentepce Combining Work?

Several reasons have been suggested for the success of
sentence combining. First, sentence combining is firmly
based ~n siudents' oral language abilities. Children aie
remarkable ‘‘language machines.' Even very young
children are capable of comprehending and producing
some very sophisticated sentence structures in their oral
language. Through sentence-combining practice, we are
simply asking students to apply this oral sentence sense to
their writing. As studenls work through <entence-
combiring exercises, they should be encouraged 1o say
their responses out loud. A practical test of whether or not
a response s acceptable is whether it **sounds right** 1o the
student rather than whether or not it conforms to some
abstract grammatical form.

Second. scntence combining does not depend upon
knowledge of grammatical terms—those same rerms that
generations of students have lahored over, groaned bout,
and wlimately failed to learn. The “grammar-free'’ signals
ustrated above release students from the hurden of
memorizing confusing terms, In sentenee-combining excr-
cises, Lhe emphasis 1s on producing good sentences, rather
than on desenbing them,

ERIC
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Finally. sentence combining works bhecause students
enjoy if, Studies have shown that sindemis approach
sentence combining with the same enthusiasm that they
have for puzzles and games. Students are motivated 10
solve the exercises because there is an intrinsic challenge 10
find out whal the sentences say-

How Can We Use Sentence Combining in the
Classroom?

Although sentence combining is an effective techmique
for leaching sentence structure ang versalility, it is not a
complete program for leaching writing. For example,
senlence-combining practice is not the best way to help
students with many important aspects of the composing
process such as defining audience and purpose, generaling
ideas, or revising (see /72 N 2 “*Wnile Now —Change
Later! Teaching Students t¢ Revise.” 19813 In short,
senlence combining js no substitute for independent
wriling. With this limitation in mind. let's look al some
suggestions for using sentence combining in a writing class,

+ Sentence-combining practice <hould take up no
more than about 15 minutes of class time per day,
up to a mavimum of 75 minutes per week. Never-
thel=ss, semence combining should be a reguiar
part of instruction, not just a now-and-then activ-
ity. Exercises can be scheduled on a daily basis, or
perhaps three times a week, bul they should bes
done regularly,

*  Senlence-comblning exercises can be dtawn from
many different scurces, Although several
sentence-cembining texibooks are available from
commercial publishers, o sentence-combining pro-
gram does not have to depend only on commeraal
malterials. You might try designing some of your
OWn cxercises, using lopics that inlcrest your
students: school evenis, holidays. (clevision
shows, .novies, or sports. The idea is 1o make the
exercises interesling so that students’ will be
motivated losolve them. Tor exinple. you can in-
clude students’ names in the eaercises:

Rr 2e, Todd, and Scont thind SOMETHING
Some lessons are weird. {that)

They 1al\ abow people in their room? {be aused
{Perron, 1974, p. 229)

Exercises ~an alvo be adapted from literature, or
from newspaper and magasine articles, Students
can Ihen compare ther sentences 1o the original
version. Content from other school suoject areas,
such as soecial studies of scicnee, can casly be
tramsformed into senlence-combining - cwrus s,
Sentences taken from ctudenis’ compar, o0y ¢l
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also be used. Some students might cven want 1o
try writing their own exercises. which they can
then exchange with classmates.,

Students should cxperience success with sentence
combining. The technique can be introduced with
simy . wo-sentcnce exeicises, gradually working
up t¢ longer problems. Then several exercises can
be combined into a shori paragraph,. so that
students can explore the logical relationships
among sentences. In the following example, short
sentences are grouped together, with €ach group
representing one sentence<combining  exercise.
When each of the groups is combined. the
resulting sentences can be arranged in paragranh
form:

CRISPUS ATTUCKS

Cospus Atlucks was a Sallor

The Sailpr was Black

The saiior was Amerncan

The sanor ived in Boston 1n 1770 (who!

One day Cnspus and a crowd of colonists marched
toward some soldiers

The Colomsis were angly

The soldsers were Bubish

The soidiers thoughl SOMETHING
The Colonssls were going to attack themn lthat

Sudderny 1he soidiors began to fire al the crowd
The soldiers ware Quinumbered
The crowd was hoshile

The shaoting had stopped (When)
Crspus AHucks lay dead on the ground

Cnspus Atlucks was a BlaCk AmenLan syiior who
lived in Bostonin 1770 One day Crspus ond acrowd of
angry COlonIsts marched *Owant Snme Br:tish soldiers
The soldiers thoaght tnat the colomists were qong to
attack inem Suddenly. the outnumbered soldiers began
1 fue at Ine hostile crowd When 1he shooling had
stofped Cnshus Atlucks lay ¢easd on the ground

Paragraphdength escreiey can also he uaed as
qory-stareers” Abter students have comibined
the sentences, thesy  can write  additional
proagraphs ot thetr own 1o complere the slory,

Although the signals outlined abose are easy to learn
and use, incy are not the only mcthod available for
structuring sentence-combining practice. Some
teachers prefer 10 use a modeling technique. For ex-
ample, if we wanled 10 tea.h rclative clauses
(although we wouldn’t use this technical term with
students), we cc id orally model several exercises
similar 10 the following:

Jermy owns a dog
The dog can do tncks

Jerry owns a dog that can
do tncks

Students quickly catch on to the combining opera-
tions once they have heard and recited a few
examples. Then they are ready 1o practice the opera-
tions on their own, perhaps in conjuncuon with other
oporations that have been introduced previously:

Jerry Owns a dog.
The d0g s lLtlle
The d0g can 40 tricks.

Jerry owns a ntle dog lhal
can do Incks

Structured excrcises—whether they are signiled or
modcled—forn: the core of sentence-combining in-
struction. However, siudents should also experiment
with ‘‘open,”” unsignaled problems. Such evercises
give students a chance to be creative—a chance to
eaplore the siylistic cffeets of various sentence-
combining operations. For examiple, the scntences
below can be comb ied in many different ways:

The ashtray Squais
The ashtray 1s {at
The ashtray is ugly
The ashtray 15 10 1w
mid*le of the table
(Strong, 1973, p. 1Y

Here are two possible «olutions to this exercise.
Nolive the siylistic differences betwcer the two
solutions:

The fal, ugly ashiray In the middie of the 1able,
sgquals In the middie of the ashiray squals. fat and
the trble ugly

By worapaemg alterpalve solutions such as these,
students can vegin 1o get a feel for the inNucnce of
sehtence qtructure on si,ie. Class discussions can
focus on why one combmaiion seems to work hater
thaw another in g centaba sitpuion. Again, the ¢m-
phasis is not on which entence is sight. but on which
senrence sounds betier in a given context,




We know that students enjoy sentence combining, and
that teachers find it easy to use. More important, we know

that sentence combining is a proven tcchnique ‘or helping
students develop versatile sentences. And, most important
of ail, we know that students who have acquired tha
distinctive ability to use a rich variety of effective sentence
structures are well on their way to becoming good writers.
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On Teaching Sentence Stritcture and
Versatility

The concepts presented in **Teaching
Sen'ence Strncture and Versauiny'' are
famnihar and useful. Teachers oflen
presume thai ssudents know them. Bul, as
Lawlor points out, senten€e structure and
versability remain commOn weak areas n
stude as” wrting. This aru€le presents

gest readers with a most imponani
[Eview

Improcement i writlen ¢xPression is a
priceiny item 1n the Anaheim Umon High
Schorl Dasirict’s English program. We
welcome and appreciale any help which
v1l) assist our teachers achieve tius poal. I
look forward to sharing the Digest wi a
my collcagucs.,

Murivy Fauler, Engpinh
Curncnfum Adnunnstrator
Angheun Union High School

Dutrnict, Coliforn

Mare vn Teaching Serttence Striscture
and Versatility

Semence combining is a creatng and
imaginative way (o motivale and improve
stodent writing  Grammiar dées nOl teach
writing. The vary etymolcgy of the word
(erammma, Greek for something that s
wrirten) indicates thal we are patting the
can before the horse when we artempi o
teach wrinng by teaching grammar firsi.
Grammar, however, 15 50 neal and inea«
surable, so perfect for comperer 'y lesis
that we ciin easly get cirned away with
Lhe idea that we are reaching somthing
very useful when wy tcach grammar. Well,
we are~—-much as shop teachers are 1cach-
ing somettung cery useful when they s
ihat their students 1ahed the 100l and the

Comments

machine parts they are Lo maniputate. Bul
shop teacliers do not teach these labeling
skills wn 2 vacuum. They have a hands-on
approach that gives all the labels im-
mediate relevance for ther students. In
much the samc way, wrinng teachers need
1o give their students something 10 manig-
ulate. That semething is the wnling that
students produce as a rewlt of creative
techniques such as senlence combining,
clustering, and cisuahzation eaercises,

Do "t Carlos

Inuructiorat Specrahst

Deparninent of 7-12/Aduit
instruction

Gurden Grove Uniiied School
Diustrict, Californig

Senience combining has had an enor-
mous suceess u. the classroom. Teachers
have hailed 1ty uscful.ecs both for writag
and for grammar instruCtion. llowever,
teachers shyuld be aware thai it 1> not a
complete progeam in nself. It has serious
problems that hmu s uscfulness, Tarst,
semence combiming ireals serilences oui of
context. 1t 1v conteat which detsrenines
how a sentence should begin and end, and
whether W should be jong or short, See-
ond, content, purpose, and audience are
all morc imponar 1 determining the
shape of sentences thah any oxinnsig
measure of length. Third. sentsnce com-
bining tends 10 produce longer sentenees
and avsunies that these are necessanly bet-
ter. Stndents who hawe been pigtised for
producong long senterces are  haffled
when unisersiy icachers reward shon,
erisp  septences. Lmally, thae » no
cudence that practice with ssnmences im
hooks has much eftext on the overall
quality of swudents® wnimg. Fxamples
should always be drawn from ther vwn

work—a gwding princ.ole for zll revision
exXerises im wntne classes.,

Ruth Muchell

Visting Professor in English

Office of Acadetnc inter
nstitutionat Programs

Unioersity of Caltfornia,
Los Angeles

A Question About the Digest

We ar civing the {nsertectional
Improvement  .agest and offer econgratu-
lations on the peroncnt, hetpful contem
of each issue. We would, however like 10
learn how we are so jortunate 1o be on
your mailing hst. Can you inform me
about fiequeney of pubheation, member -
ship, and €ost of the Digese?

Suzenne Howard

Teacher Courdinator

Witson Clementary School
District No 7 ?ﬁ -

Phoenis, brsong

¥
- e . i
Editor’s Note; .

To reach 2w ke atdienCe of educalors
who ca. put into praciiee the courses of
agchon described an the Deest, we have
iried 1¢ descdop a maling st which
fepresents @ cross yeghion of leachery and
admaist:ators in the geographic region
we seree (Souaere Califorma. Arisona,
Clark Connty, Newada), Qur plan has
been 1o publish the Diged on 2n oeca-
sional basis, about four 10 siv issues ¢ach
year Singte copics are free upon resuest.
and we eneourage reproducthion of ihe
Migess, divirtbunion 1o other edueaors,
and mserviee presentation.

Rewders " comiments dre alwats weh ome.

ERIC
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GETTING BETTER WRITING AND MORE WRIV'NG
WITHOUT INCREASING THE PAPER-GRADING LOAD

Teachers and researchers often describe the writing
process in three stages: planning, writing, and rewriting.
And these stages have subparts: When writers plan, they
must generate and arrange ideas; after they have written
their ideas on paper, they must reviem revise, vind edit
their text. However, the process is not unear; it does not
move in a straight line from planning to writing to
rewriting. All planning is not done when id=as are wrtten
on paper; all writing is not finished before writers review
and revise: all revising is not complete before any editing
begins. Writerc move back and forth among these sub-
processcs. For example, after text has been composed ot
paper, the writer may notice a gap for which new content
must be planned.

Planning Writing Rewriting
/";_
{ T
- j— |
= Generating ideas ] = wnting on 33 :“;::::1“9 =
4 Aranging ideass T Paper 1 o Eomngn 3=
-

This article discusses some ways to help students with
two of the important subprocesses of planning: generating
and arranging. Then it gives some tips on getting students
10+ rite more without increasing your paper load; in fact,
these suggestions may even help decrease your present
paper ioad.

Generating Ideas

Generating ideas is often a serious obstacle for stxidents
(and for al] writers for that matter)—students don't know
how to get ideas for their compositions. Students com-
monly protest, "’I can’t think of anything t7 say.” Using
the techaiques below can help them out of this dilemma.

Word Associating

Q An enjoyable way to generate ideas for composing is by
d associating. Studeats can do it alone, in pairs, in
ERIC
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small groups. or as a whole class. Word associating in -
volves generating and recording words that are. eiicited by
an object, idea, or event. For exampe, if students are go-
ing 1o write about baseball, they think of words that relate
to the word “*baseball’ and write these words down. When
the whole class is word associating, the words can e writ-
ten on the chalkboard. When students have generated
more associations than they need, they can then choose the
words that represent jdeas to include in their compositions.
Choice car be determined by significance of the ideas and
by their rel “‘on to each other. Students identify their
sefections by circling the ideas/words they want to use.

1dea-Generating Questions

Another simple technique that helps students generate
ideas is self -questioning . Students ask themselves questions
about a topic or broad area of interess in order to probe
their own minds for ideas. Below are *xamples of idea-
generating questions ‘tudents can be taught to ask
themselves. These questions a; ¢ listed by soms types of
wiiting that students commonly undertake.

Some of the questions are very simple. such as those that
students can ask themselves when they are going to
describe soinething. Questions for writ'ng a story are also
relatively simple. The questions that students use when
they arc writing something factual are a little more dif-
ficult, but with practice, students can use these guestions
«uccessfully. Even if they can’t answer al] the questions,
those questions wiat students can anrwer will produce
enough ideas " . begin writing. The saine gualification ap-
plies to the probes used for persuasive writing.




These sets of idea-generating questions are particularly
hetpful when they are displayed on the chalkboard, on the
bulletin board. or on chartts posted around the classroom.
Then students can refer to the questions whenever they
need help in generaling idea, for wriling.

Questions for Generating Content

Questions That Can Be Asked When Describing

Somsthing:
1. What does it ook like?
What size is it?

What shape is it?
Whai color is it?

2. What does it smell like?

3. What does it scund like?

4. What does It feel like?

5. What does it taste like?
Questions Thet Can Be Asked When Writing a
Story:

1. What happened first?

2. What happened next? Next?

3. What happened last?

4. When did it nappen?

5 Where did it happen?

6 .Vho did it happen to?

Cuestlone That Csa Be Asked When Writing
Something Factual;

1. What is the topic?

2. What part of the topic shoutd | write about?

3. How can |l illustrate the topic?

4. Whnat questions can | ask about the topic?
What arz the answers to these questions?
Do § have any problems with this to-ic?
What are the solutions to those prablems?

b

Questions That Can Be Asked When Wrlting
Something Persuasive:
1. What opinion can a person have about this
topic?
2. Which of them is my opinion?
3. 'What reasons can others Jive to show that
my opinlon is wrong?
4. What reasons can | give to snow that my
opinion is right?
5. What can | say to prove lhat my reason is a
good reason?

Matrix Consiructing

A maitrix is a chart that students construct t¢ 8cncrate
ideas. These ideas fil into cells at the jnterscctions of the
horizontal and vertical categotics. A natrix can help
students generate content from ref~ es as well as
probe their own minds for ide  :a g .ating conent
from reference sources, stude .s record the informaiion
about the same subtopic as i1 is found in each source.
Below are 1wo exam ples of malrices: one is for generating
consent frotn reference sources; the other is for comparing
the physical features of several characters in a story,

example Matrix for Generating
Content from Sources

Definitlon [ Furnlshings
Source of igloos | of Igloos

Seasons of the Eskimo
Bremmer, Fred

*Iging”
Wor'd Beok Encyclopedia

An Eskima Family
Silver-B.rdett Company

{Adapted from McKenzie, 1979, p. 785)

Matriy for Comparing Several Characters

—l Moat
Halr [ Ev® | Noticeable

Character Size | Voice | Co'ar | Coler Feature
-—

Cham_:tor 1

I Characte: 2

| Character 3

Arranging Ideas

Once ,deas are genera ed, they can then be arranged in
appropriate presentation order. Arranging is imnortant
becausc it contributes structure to the composition. A

The Instructional Improvemcnt Digest communicates advisory information about practical courses of action that can
be implemented by teachers and administrators to improve key areas of school instruction. The series of Digest topirs
draws upon inquiry associated with SWRL's Proficiency Verification Systems and Services and othcr pertinent research.
The Digest seeks to focus on matlers of high priority and concern in th. conduct of currenl activitics for instructional
improvement. Suggestions of topics for future inclusion in the Digest series arc invited, and nay be dirccicd to Adricnne
S. Escoe, Editor, Instructional Impiovement Digest, Southwest Regional Laboratory for Educational Research and
Development, 4665 Lampson Avcnue, Los Alamitos, California %0720,

Preparation of Instiuctional Improvcment Digest is part of SWRL's inquiry .uto Schooling Practices and Effects,
which is supported by a grant from the¢ National Institute o« Educaticn, Department of Education. H..wever, the
opinions expressed here do not nccessarily reflect the position or opinion of NIE. and no official endorscment by NIE
, ¢hould be inferred. (Tte Digest may be duplicate? and distributed to intcrested edueatws.)
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structure facilitates the writer's task and the reader’s com-
prehension. To develop this structure, students must see
jdeas as part of a coherent whole; students must also
perceive and then creaie superordinate and subordinate
relationsi.ips. The strategies bzlow help students with these
cognitive processes.

Clustering

Clustering is a useful technique for ordering ideas that
are generated by word associating. (In fact, some people
use the term *‘clustering** to refer to buth word associating
and it5 concomitant ordering.) When students have
generated many words, the related words are clustered into
groups by larger circles and then ordered within those
clusters, When few words have been generated, students
may elther draw arrows from one circled word 10 another
or number the words in presentation order.

Shuffling

One strategy that helps students ler-n how to arrange
their ideas is *‘card shuffling.’* Studemts write each idea on
a separate card or smali piece of paper as they think of an
idea. Then they physically reorder the cards or papers,
moving them around to test differer* arrangements until
ctosely related ideas are on adjacent cards. The cards can
even be arranged into groups of related ideas that deal with
subtopics in @ composition.

This procedure gives sludcnﬁ considerable practice in
arranging: Rearranging the cards is so easy that students
need Fttle urging to seek the best possible order for their
ideas. Students are not relcrant 1o reorder topics and sub-
topics repeatedly, as they may be when many ideas are
written consecutively on [ufl pages.

Armrangement Plans

Students* ability to arrang. is facilitated by knowledge
of specific arrangement plans. For example, students need
to use spatial ordering when they describe something; con.
ssquently, writing is improved when students learn to
errange their descriptive content into side-to-side
order—*‘on the right side of the roomi..., in the
o ip the middle of the room..., on the other
EKC ..."* They should also learn that stones are arranged

in chronological ordcr; even a flashback is arfranged
chronologically within itsell. Some factual writing is also
arranged in chronological otder, but the content often re-
quires stadents to yse other ordering. For example, news
stories are arranged so that the most impertamt inforna-
tion comes first; comparisons are arranged by the parts of
the two or more things being compared. Older students
need to know that persuasive writing is arranged bythe ef-
fectiveness and importance of their arguments—usually
from least to most effective and important.

Information about atranging and connecting ideas fov
some common kinds of student writing are presented
below. Other arrangements are possible, but those below
are ones [requently needed in school writing. Afier discuss-
ing this information with students, teachets can post it in
the classroom for swdents® reference during composing.

Arranging Ideas for Describing

When you describe something. arrange the ideas in
space order. You ¢an desc¢ribe from

¢ top to bottom, or hottom to top
s [eft 1o right, or right 10 left,
* inside 1o outside, or outside to inside.

Connect your sentences and paragraphs with
words that show space order, like on fop of, next to,
beside, in the corner,

Arranging Ideas for Storyteliing

When vou write a story, arrange your ideas so that
you have a beginning, 8 middle, and an ending to the
story. Teil the events of your story in the order that
they happened. |f you include a flashback, teli the
events in the flashback in the order that \hey happen.
Connect the sentences and paragraphs in your story
with words that show time order, like then, later that
day, the next mc:ning.

Arranging fdeas for Informing and Explalning

When you write information or write t. explain
something, amra..ge your ideas in an order that makes
the best sense for your tor 'c.

For a compariscn  Write about the same part of

of two things: both things before you write
about 4 different part, or write
all your 'deas about one thing
and then all your ideas about
the other thing.

For a newspaper Arrange your ideas by how
reporl; important they are—put the
most important ideas first.
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For dnections: Write the directions in the ordet
that you do each step.

For a science Tell what you did and whst the
report: results we:e.

Connect your sentences and paragraphs with words
like also, on the olher hand, because, after that, next.

Arranging Ideas for Persuading

When you want to persuade someone that your
opinion is right, arrange your ideas in order of how
important they are. You ¢an also arrange them by
writing.

s the reasor.s for and then the reasons against,
= the reasons against and then the reasons for.

Connect your sentences and paragraphs with we:ds
like because, for thal reason, also, next.

R

increasing Writing Practice Without increasing
the Paper Load

Teachers know and research confirms that studants
write better if they write every day. However, teachers who
wish to provide more writing prartice arc immediatel- con-
fronted with two problems:

1. Where to find time for writing in an already over-
scheduled day,

2. How to get students to write more, yct not have to
grade more papers..

One solution to the first problem is to reallocate a portion
of the time devoted to rrading. Some teachers have made
this adjustment, and their students’ reading scores have
gone up-~students’ reading iniproved when their time
spent on writing increased (Graves & Murray, 1980). The
second proolem may be solved by several techniques
presented below.

Freewriting

Freewriting is a good technique 1o give studznts regular
practice in writing, yet it does not burden the teacher with
additional paper grading (Elbow, 1973). Studcnts are first
given two ¢ nstraints. Then they start writing, and they
kecp moving . 1eir pencils until they are toid to stop. These
are the twe constraints:

1. Do not stop moving your pencil to think about
Qo spclling or punctuation or grammar or any of the

F MC rules,

Aruitoxt provided by Eic:
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2. Do not stop maoving your pencil cven if you can't
think of anything 1o say —cither just keep writing,
**1 can’t think of anything to say,*’ or repeat your
last word over and over. Eventually you will find
something to write about.

Unlike othet writing assignments. freewriting i+ not looked
at at all unless teachers have no other way to make sure
that students have done their freewriting. 1t would be a
mistake for a teacher ever to try 1o grade a freewtiting
assignment or read it for correctness. The purposes are
simply to give students writing practice and 10 convince
them that they do, indeed, have something (o put down on

paper.
Journal Writing

Another appropriate technique for ungraded writing is
journal writing. Students write at least three senlencesina
special notebook or notebook section at any time during
each day. They write about something they see, think
about. are confused about, or want to complain about,
Some teachers rollect the journals and write responses to
the students: they respond to the content (o what students
write about), not to the form (to the cor.ectness of the
writing). However, teachers may choose not to read the
journals at all, allowing the studenss’ writing to be private,
personal reflections.

Keeping a jourral gives students both important writing
practice ard first-hand experience with writing as a way of
communicating. Teachers have found and studies have
shown that students who keep journals and write in them
regularly improvc their writing dramaticatly over the dura-
tion of a school year {Staion, 1981).

Sentence Combining

Sentence combining is an instructional technique to help
increase students’ syntactic fluency: Students are given two
or more simple sentences and taught how 1o conibine them
into one sentence. The sentence-combining techiugue and
ideas for developing sentence-combining instruction are
described in degail in an carlier Mnstructional limprovement
Dhigest (No. 4).

This technique has an additional special appt- ation
k e—it can provide ungraded writing practice. Once
students undcrstand the principles of sentence combining,
they can develop their own sentence-combining exercises.
They can find them in their reading, in books and
perniodicals, or they can compose the exercises themselves.
These student-generated esercises can then be distributed
to the ¢lass for other students' writing practice. Not only
will both problem-auihors and problem-solvers get addi-
ional writing practice, but the problun-authors in par-
ticular wilt learn much about senence structure as well.

Peer Critiquing

Pecr critiquing is a strategy that reduoces the teacher's
paper-grading load because students do some of the
rcading of and commenting on other students' writing,
(Proecdwn es for implementing pezr critiquing ~re described
in Instructional lmprovemen: Digest No, 2., “Write
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. Now—Change Later: Teaching Students to Revise.’’) Us-

ing peer responses does more than alleviate some of the
teacher’s evaluation burden. This technique also provides
students with insights about their own writing, teaches
them new writing techniques by exposing th~m to the dif-
ferent writing sirategies used by their peers, and helps
students become more perceptive about written language.

Summary

Students will write better if they understand how to
generate and arrange their ideas. Students will write more,
without increasing the paper-grading load. by doing
freewriiing, keeping journals, devising sentence-combining
exercises, and critiquing their peers® work. And this is what
teachers, studcnts, and parents want-—more writing and
betier writing.

—Ann Humes
Member of the Professional Staff
SWRL Educarional Research and Development

Note: This article is an ¢.aboration of the filmstrip Helping
Students Write Better and Write More'* (SWRL Educa-
tional Research and Development, Los Alamitos 1982).
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More Showing, Less Telling

One of the problems of student
writing 15 the lack of concrete detals,
chear examples, or vivid description, Stu-
dent wnting ofrcn suffers from tco
many generalities, too much “‘telling™
and not enocugh "‘showing.'’ Fere is a
writing strategy that directly w.tacks this
problem. In addition, it gencrales more
student writing, with less paper work for
the teacher, and yet emphasizes ¢valua-
uon of :tudent writing both from other
students and from the teacher. It is ap-
plicable to a wide range of gradc leveis.

This writing unit ought to last several
wecks, with assignments gwen  just
about every day, Monday thioug.
Thursday, for example. The daily
routine is an important part of the unit.

Begin by giving a “teling™” sentence:
My sister is @ brat, My room is @ rmess,
Math is hard The pizza tasted good,
The dragon’s countenance was hideous.
These santences may be found in student
writing, ¢lassroom literature, or can be
made up by the 1eacher. Ask students to
begin their writing with these sentenees.
Their job is o “‘show™ what the
sentences 'tell.’” Use any prewrsting

F ‘llCniqucs that may be helpful at this
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ume. After awhile, stud ents may ask if
they can mowve the “t-lling’’ sentences
around or omit them altogether. At chis
point, the teacher may want 10 discuss
toplc seniences since these are what the
students have been cued with.

On the lollowing day, collect the
papers and read aloud three to seven of
them at random. Ask the Students for
v mcal remarks. You ~ught Segin with
oniy asking for posilive comaments. The
feacher records these comments on the
paper, addiug comments only if
something good is missed. At 1hic point,
the teacher gtades the paper. [ usually
,ui grades of ealy A through C, not
gr:ding or rcadmg papers that arc below
C. Before the papers are handed back
the nexy day, the teacher may read more
papers . home for grades or 1o chek a
student’s progress. | usually read five Lo
s¢ .n papers, giving about ten total
groded papers. During the unit, | ucpally
allow students to choopse 'wo or three
papeérs no! to be counted. They write
“'Do Not Grad:"" at the op of the papet
to indicate they are raking a byc on (his
parficular assignment.

Many specific wnting shalls can be
practiced, depending on the "teaing’’
seniences chosem. | use them 10 1cach
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vocabulary (Estelle was a supercilious
person), 1o pratice comparison and
contrast (My wother is very different
Jrom my farher), and 1o help them write
about literature (Miss Havisham and
Abel Magwiich were both motvated by
vindictiveness). This writing approach is
especially effective in con:bining
literatnr- and writing. When reading a
novel, for example, | give students some
“telling’* sentences about the serting and
physical descriptions of chazrcters.!
Then 1 give (hem sentences about
characters and thewr actions of moliva-
tiov ' This is ‘ollowed by comparison
and contrast sentences,’ and concluded
with sentences aboul theme or writing
technigues.*

'Lennte was different.
"George and Lennie had o dream.

SThe relationsiup between George and
fennte wus sintilar o thar of Candy
and s dag.

*The title OF Mice and Men wes un ex-
ample of foreshudowtng

Part of the succes of his writic
approach is in the i iate response (o
thie students’ wriimg by both other
students and 1he wacher. It does not
have to be a response to a particular stu-




dent to be effccuve or affecuve. Con-
crele detail Pegins 10 increase, Nigurative
language grows, clanity is improved, and
all of this at no in.rease 1o the teacher’s
reading load.

(adapted from Rebekah Caplan,
Teacher Consullant. Bay Area Writing
Project)
Willam Burns, Chairman
English Department
Sanora High School
Fulterton Union High
School District
L.a Habra. California

Organizational Patterns of Writing

In adgition o the writing ideas
presented in this issue of the Digest,
students also need insteuction and prac-
tice with planning and writing longer
papers. Longer papers ofien require a
particular writing plan or erganizational
patieen. The plan or pattern (of com-
bination of parterns) usually develops
ducin.g the pre-wriling stage as a natural
outgrowth of an awhor’s purpose and
intended audience, For example. a
writer descaibing 2 1echnical process in
compuler programming will use a pat-
tern ddferent from one that a social
sctennist wil use in arguing a political

Q
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Commenis (cont,)

theory. Readers must then detect the
writer’s dominam  patiern{s) of
organization as part of comprehending a
message. Becoming consciously aware of
the variely of organizational patterns as
part of recading instruction can form the
basis for guiding students’ pre-writing
strategics. This reading/v.riting connec-
tion, if pursued by teachers, can present
students with additional purposes for
attending to patterns other than for
reading comprehension. One way 1o
help students become familiar with a
range of pat:ern options is to have them
write a paragraph about an idea in dif-
ferent patterns, for different purposes
and differen: audiences. Some of the
mo.c frequenl organizational palterns
useful to readers /writers include:

HOW-TO —instiucioms for pesform-
INg & Particwlar rask or
process

DESCRIPTION —deschbing 1he features of
an exPtoience, cvent. b+

ject, or fecling

PROBLI-M-S01 VING —imiroduce 2 proMem and
sPEe e ways 10 solve it

ARGUMENTATIVE —PresenlingE & pro.cen
discussion  of an 1ssue
wilh staremenls sepport-

284

g anc sI0w M Lavar ol
the othet

CAUSE-EFFECT —olaming the ymerrela
tion<hip of two nf moie

cvenls

Consider how cach writing patiern
can be ysed for a single top’:, for exam-
ple *'Participating in a Job Interview®';
the HOW-TO pattern can include infor-
mation on what 1o wear and wha. (o say;
the DESCRIPTION pattern can include
o servations of the actual interview; and
other patterns can be used in the same
way. As students become familiar with
varous organizational patterns, they
will benefit more from other jnsteuction
and practice vith planning and writing
longer pap.rs.

Lyndon W._ Searfoss
Associate Professor
Elementary Education
Ariiona State University.,
Tempe

Thomas W, Bean
Associate Professor
Reading Institute
Ce.ifomia State Universiiy,
Fullerton

Readers' comments are always welcome.
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PART 1V

SPELLING

introduction

For well over a decade, SWRL has been a major center for research
and development In spelling. Past work has included such activities as
the following: analysis of the English spelling system; studies of the
effects of dialect (Black English) on spelling performance; development
of elementary school spelling instruction. Although spelling is a sur-
face feature of writing, it is also an important feature of writing--
not only because of public demands for correct spelling, but also because
correct spelling makes text easier to read and because students who have
better control of spelling can be more fluent writers.

The issue of regularity In English spelling Is an important one,
both for theory and for practice. In the first section In this part,
Bruce Cronnell addresses ""Regularity and Irregularity in English Spelling
and in Spelling Instruction” (Technical Note No. 2-82/29).

SWRL's work with spelling during the present contract perlod has been
directed primarily towards a better understanding of current spelling
instruction In the elementary schools. Two sections In this part are
reports of such studies of spelling Instruction In textbooks:

"The Occurrence of Selected Features in Elementary Spelling
Texts'' (Technical Note No. 2-80/13). By Larry Gentry.

"'"Relative Frequency of Homophones In Children's Writing'
(Technica) Note No. 2-82/21}. By Larry Gentry.

Based on these and similar studies of current spelling instruction in the
elementary grades, Larry Gentry has developed prototype assessment
instruments that survey students' spelling progress from grade 1 through
grade 6, These assessments follow the pattern of the Proficiency
Verification Systems (PVS) that SWRL has developed previously {for
reading and mathematics) under NIE contracts. PvS Spelling is a set of
instruments-~three for each grade (beginning, middle, and end of year)-~
that help teachers and administrators to assess Students’ regular spelling
deveiopment. The last section of this part of the report provides back"
ground on the development of these PYS surveys and Iacludes coples of the
prototype materials.
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SOUTHWEST REGIONAL LABORATORY
TECHNICAL NOTE

DATE: September 30, 1982
NO: TN 2-82/29

REGULARITY AND {RREGULARITY IN ENGLISH SPELLING AND IN SPELLING INSTRUCTION

Bruce Cronnell

ABSTRACT

The nature of regularity in English spelling is reviewed, and three
categories of sound-to-spelling correspondences are linguistically defined:
predictable, frequent but unpredictable, and rare and unpredictable, It
Is noted, however, that regularity may be a more compiex matter for
spelling instruction, for which at least eight categories are possible.

A revised version of the three-way ciassification of regu'arity, based
on jearner ;ehavior ond encompassing linguistic and pedagogical categorins,

Is suggested for the design and development of spelling instruction.

Thie document is intendsd for incecnal stelff discribucion and use, Peraidsion £0 repriet or quote from thie working
documenc, wholly or 18 parc, ohould bv obcoined from SWAL, 4065 Laapeon Avenue, Los Alemicos, Celfifornie 90730
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REGULARITY AND JRREGULARITY IN ENGLISH SPELLING AND IN SPELLING INSTRUCTION

Bruce Cronnell

Considerabte evidence Is available indicating that English spelting
Is, for the most part, regular and ruie-governea (Russel,, 1975}, However,
it is not completely regular. This paper is an attempt to categorize
regularity in a description of English spelling and to determine the
role of such categories in spelling Instruction.

Because of the complex relations between sound and spelling in
English, defining regutarity Is not a straightforward matter. Venezky
(1570} has perhaps best categorized these relationships into three kinds
of pr.terns: predictable, frequen* but unpredictable, and rare and unpred-
ictable. (The present author tndependently set up three similar categories:
rules, semi-rules, and sight words [Cronnell, 1970]).)

Predictable patterns are, as expected, those spellings that can be
readily predicted from Pronunciation. (Exceptions tu thess patterns are
minor and thus are ignored here, e.g., the spelling of /&/ In cetlo, of
/vl in gi.) Some predictable patterns are invariant; that is, the same
spelling Is used for one sound In all cases. Invariant spellings are
rather rare and apply to only a faw consonants and vowels, e.g., /v/ »+
v; /e/ and /3/ + th, /a/ + a. More commonly, Predictable patterns
Involve variant spellings that can, however, be predicted on the basis
of environment; e.g., /&/ ic spelled ch except when after a short vowel,
where the speliing s tch. Predictable spellings can be learned by rule,

although the variant patterns may involve somewhat complex environments.




When discussing frequent but unpredictable patterns, Venezky (1970,

p. 270) notes that "Many sounds have variant spellings which cannot be

predicted, but which occur trequently enough to merit special attention,”

e.g., final /o/ + o, ow, ce. Such spellings must be learned in groups

of words.

Rare and unpredictable spellings are found only In a small set of
words (probably 10% or less of the vocabulary of English), e.g., /v/ +
f inof, /1/ + o in women. Such spellings have very limited applicability,
although they often occur in frequently used words.

Venezky indicates the relaticnship between these categories and

learning to spell.

The value of this tripart classification in that it separates
spelling patterns according to the behaviors which we would expect
good spellers to acquire. Predictable patterns, while they may

require a concern for environment, are transferable to any word
containing the sounds Involved. Variant-predictable patterns require

attention to such features as position, stress, or following sounds,
but can still be transferred once the appropriate features are known.
Unpredictable patterns cannot be transferred to new occurrences of
the same sounds, but while one anticipates seeing certain frequent,
unpredictable patterns in new words, one does not expect to see the
rare, unpredictable patterns there. The difference between the two
classes is, then, that the first occurs in an open-ended set of
words and the second occurs in a closad set. (1970,.p. 270)
However, the boundary between rare and frequent unpredictable patteens
is unciear. For example, Is final /e/ + ey 'rare'' or are {ts seven or so
words “'frequent''? Since rarity has no absolute values, such distinctions
in instruction must be made on other grounds {(e.g., usefulness of the
words) .
The SRA spelling series {(Day and Lightbody, 1970, p. T}, for which
Venezky was the linguistic consultant, employs these three categories of

spelling patterns, coded by color:




® ‘“ords learned through regular spelling patterns' are printed
on green, ''suggesting the go-ahead message of a green traffic
light,"
® ‘'Words learned through pattern association'' are taught in groups
‘with @ common but not regular pattern.' These words are
printed on yellow, "indicating that caution should be used in
applying the pattern to new words.'
® ‘'ords learned by sight'' are “essential words with exceptional
spelling . . . taught individually.'' These words are printel
on red to indicate ''that the spelling is 50 unusual that it can
hardly ever be transferred to another word with the same Sound."
Included in the sight category are reqular words for which the
patterns have not yet been taught.
However, consideration of the words in Book A {second grade) indicates
that these categories are not strictly adhered to in practice. The
reasons are pedagogical in nature and are generally explained clea:ly
in the teacher's notes.

While a three-part classification of sound-to-spelling coirespondences
seems appropriate for linguistic descriptions, it is not so easily
applicatle to spelling instruction. At least eight categories appear
to be relevant to learning to spell.

1. Predictable spellings; e.g., /&/ ~ a, /k/ + ¢, k, ¢k, etc.

2. Frequent but unpredictable spellings; e.g., /e/ + &a...e, 3i, ay,

A

etc.
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3. One frequent but unpredictable spelling introduced before other
spellings for the same sound are taught; e.g., a...e introduced
before other /e/ spellings.

4. One or two useful exemplars of predictabie or frequent but
unpredictable spellings that have not been taught; e.g., saw
introduced before the aw spelling 1s taught.

5. trregular words that are '‘regular"” according to spellings already
taught; e.g., final /f/ after a short vowel is spelled ff, but
before that rule is taught, if is "reguiar" by the rule /fr » £.

6. Irregular but not unusual spellings, generally regular in terms
of spelling-to-sound correspondences, but not bv sound-to-spelling
correspondences; e.g.. odd, egg, which have irregular final
double consonants.

7. Compounds and affixed words that include @ previously taught

irregular base form; e.g., into and dolng after to and do have

been taught.

8. Rare and unpredictable correspondences (''sight words"); e.q.,

All eight categories need to be recognized for the purposes of
Instructional design. |t may also be usaful for teachers to be aware
of these categories and of %ow all words and rules included in instruction
fit irto them. Such information for the teacher might be indicated
in appropriate notes accompanying instructional maverials.

However, an eigh.~way classification system is clearly too complex
for use with students. Nonetheless, it is important that students know
how to respond to various words and rules in order to make fullest use

of the regularities of English orthography (cf. Cronnell, 1971}. And, as
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Venezky (1970, see above) suggests, it may be most appropriate to use a
classification that indicates ''the behaviors which we would expect good
spellers to acquire."

A three-way categorization, which parallels the linguistic
classification described above and which also includes the eight categories
relevant to learning to spell, is most suitable for the design and
development of spelling instruction.* These categories are based on the
type of learner behavior appropriate for different words and rules.

The first class ("predictable speilings'') covers words that students should
be abie to spell simply by listening to the sounds and applying rules

that have Ueen taught. This class includes categories ¥, 3, 5, and 7
above, where previous instruction provides the basis for spelling new
words; the spellings of such words are predictabie for the learner.

The second class ("unpredictable and rare spellings'') covers words that
must be memorized by sight. This class includes categories & and 8 above,
where previous instruction cannot or does not provide the basis for spelling
words; the spellings of such words are unpredictable and rare for the
learner. The third class ("unpredictable but common spellings®} covers
words in which the sounds heip students know how the words may be spelled,
but students must learn the words by memory or must check in a dictionary
in order to determine the exact spelling. This class includes categories

2 and 6 above, where previous instruction can provide some, but not a

*This categorization was suggested by Donna Schwab, who proposed
the labeis "listen words," *lock words,' and "listen and look words,'
with visual cues of an ear, an eye, and an ear and an eye, respectively,
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cemplete, busis for speliing new words; the spellings of such words are
unpredictable, but frequent or not unusual for the learner.

These three classes, encompassing the eight categories rclated to
learning to spell, are useful in the design and development of spelling
instruction. In addition, chey provide a framework for instructional
purposes, to guide teachers and students. Such a system accounts for
the regularity of English spelling, based on linguistic and pedagogical

considerations, and {ndicates the expected outcome of instruction.
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TECHNICAL NOTE
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THE OCCURRENCE Of SELECTED FFATURES (N ELEMENTARY SPFLL+..G TEXTS

. Larry A. Gentry

ABSTRACY

Seven spc'ling Series were examined to identify the
relative emphasis accorded specific spelling skills. The scope and
sequence of major [astructional categories is presented and discussed.
Selected categories, given minimal treatment in an earlier study, are

subjected to critical analysis.
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THE OCCURREMCE OF SRLECTED FEATURES IN ELEMENTARY SPELLING TEXTS

Larry A. Gentry

Iin their recent review of elementary schoo) spelling practices,

Fitzsimmons and Loomer (1978) state, "'. . . if spelling instruction is

to improve in schools, it will be the direct result cf efforts by authors,

publishers, researchers, teachers, and pupils'' {preface). it is worth
noting that Fitzsimmons and Loomer list "'authors" and 'publishers"
before the other groups. This seems to suggest that the producers of
commercial spelling materials wield more influence than scholars or
schoo! personnel in determining the nature of spelling curricula.

Other authorities have made similar observations. Petty (1967)
notes that 'actual procedures foliowed in the teaching of spelling
throughout the country are considerably influenced by the commercial
materials used” (p. 70). Tidyman, Smith, and Butterfieid report that,
"In common practice, the program of work in spelling centers in a
spelling book' (p. 344).

The 1ink between spelling instruction and commercial texts is
deeply rooted in American educational history. Towery {1979)
indicates that. from the colonial period until about 1820, ''spellers
were the single, most important resource in the American educational
system'' {p. 24)}. Early spellers contained lessons in reading,
arithmetic, and other Subjects, as well as spelling. The use of
spelling books did not, however, decline with the publication of

texts in the other schoo) subjects. The best example of their
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continuing influence was the popularity of Webster's famous ''Blue-

backed Spetter” (i.e., The Americar Spelling Book). First published

in 1783, it went through countless editions and reprintings, remaining

in use for more than 3 century. While estimates vary, as many as 100 )
million copies of the “Blue-back' may have been circulated (Ha na,

Hodges, & Hanna, 1971}).

The early part of the twentieth-century saw the <toncomitant
growth of the public schools and the American publishing Industry.
With the spelling-book curricula now firmly established in virtually
every elementary classroom, the publishers had a ready market. In
the enswing decades, while spelling instruction moved between cycles
of rr.lative emphasis and de-emphasis, the text remained its primary
medium., The centra? role that commercial spelling books continue

to play in the curriculum is exemplified by the fact that the (979

edition of El-Hi Textbooks in Print lists some 35 elementary spelling

series, the products of 24 different publishers.

DIVERSITY (N CONTENT

As might be expectced when so many publishers are competing for
the attention of the education market, a considerable amount of
diversity exists in the content of the various series. The disparate
composition of different spetling texts has been noted by several
authorities. Betts (1949) examined the vocabularies in eight spelling
programs., He }ound a total of 8,652 words in the eight programs,
but only 483 words that were common to all series., Ames (1965)
conducted a vocabulary study of seven spelling series, and counted a

total of 6,043 words; 1,283 words were common to all seven.
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Cohen {1970) examined the structural analysis methods taught in

nine sixth-grade spelling books. He found a substantial difference

In the relative emphasis c'ven different skills. In one book, for

example, 46 percent of the content was devoted to affixgs and inflec-

tional endings. 1In another book, only 13.5 percent of the exercises

dealt with that topic. Similarly, he discovered that the content
devoted to ''phonics™ exercises ranged from a high of 58 percent in

one book to @ fow 18.5 percent in another.

Graves (1977) replicated Cohen's study to see if spelling content
had changed in the intervening years. While he perceived a general
trend toward the inclusion of more ''language arts'' skills, he found
that pubtishers still disagreed on specific areas of emphasis. The
investigation revealed, for example, that the relative emphasis
accorded affixes and inflectional endings ranged from 7.4 percent in
one book to 31.4 percent in another; attention given “phonics'
exercises ranged from 9.2 percent to 32.8 percent. Table | presents

the results of both the Cohen and Graves studies.
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Table 1
Percentages of Word Study Exercises in the Cohen Study

Word Study Exercises

by Major Category Textbooks and Copyright Daves
{Houghton (Silver {(Lyons & {World (McCormick-  (Row
(Merritl) {Webster) Mifflin)} Burdett) Carn<hnan Book} (Ginn) Mathers) Peterson)
1957 1960 1955 1957 1969 1960 1956 1958 1961
1, Affixes and Inflec~ 24,4 20.5 46.0 25.9 13.5 16.3 29.0 27.7 15.1
tional endings
2. Syllabication 10,1 5.0 1.5 5.5 L.k 6.3 10.7 7.7 18.3
3. Phonics 18.5 h7.7 24 .4 30.5 h2.4 58.0 25.4 38.0 22.2
b, Responding to the 19.7 13.7 10.5 18.1 24,4 6.5 16.6 16.6 9.1
Meaning of the Word
5. Language Arts Skills 27.3 13.1 17.6 20.0 15.3 12,9 18.3 10.0 35.3

Percentages of Word Study Exercises in the Graves Study

Word Study Exe-cises

by Major Category Textbooks and Copyright Oates
(Rand {American (Harper (McGraw (Harcourt (Lippin- (Houghton
McNally) Book) Row Hill) Brace) cott) (Noble) {SRA) Mifflin)
1976 1976 1975 1976 1974 1973 197 1970 197
1. Affixes and Inflec- 18. 4 22.8 15,3 7.4 25.0 24,8 24.5 3.4 12.8
tional endings
2, Syllabication 1.3 5.0 h.7 3.3 5. h 3.6 3.8 7.8 5.1
3. Phonics 32.8 32.6 22.7 27.6 23.0 9,2 21.1 15.8 30,7
b, Responding to the 27.1 1.1 24.8 9.7 14,2 1.6 16.6 23.0 19.6
Meaning of the word
5. Llanguage Arts Skills 19.9 28.5 32.6 52.0 32.4 50.8  34.0 22.0 3t.8
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PVS SPELLING INVENTORIES

The diverse nature of spe'ling texts poses problems for the design
of meaningful instruments for large-scale assessment., 1f more than
one spelling series is employed at the same grade level in a school or
a distric., it can De assumed that not all students are receiving the
same spelling instruction, Thus, large-group tests that do not adjust
for this factor cannot be considered valid measurements of the effects
of instruction. As Cronnell and Humes (in press) say, "To test
students on what they have not been taught is unfair; analysis of the
content and nature of instruction is a necessary preliminary step to
designing tests that accurately assess learning."

One answer to this problem is the development of tests that

. reflect those factors common to the various spelling materials being
used in a sc,o0l or a district, This is the approach taken by SWRL
in the design of ity Proficiency Verification Systems (PVS) inventories.
These inventories, developed for use in grades 1-6, are based on a
computer-assisted anaiysis of the skillsl taught in seven popular
spelling series (see Appendix A).

The SWRL researchers subjected each text to a detailed, page-by-
page analysis of instructioral content. Using the spelling skills
indicas developed by Cronnell (1978), they coded each instructional
exercise according to content category (e.g., short vowel, inflectional
suffix) and, where approoriate, subcategory (e.g., /e/~e, ~ing).

These data were then p-ocessed by tomputer, resulting in a cowntent-

specific analysis of instruction at each grade level. The next phase

_Tha used in this paper, "spelling skills™ refers to sound-to-spelling
correspondences, spelling rules and principles, and other spetling-related
content.
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P ™
of the project entaiisd identifying the skills that were commonly

taught in a majority of the series and determining the grade levels
at which most students have encountered the skills. This informaticn
provided the vasis for the construction of test items fo~ each of the
six PVS inventories, A more detailed description of the procedures
involved in the project is provided in an earlier report (Gentry,
1379} .

in developing the PVS inventories, the SWRL researchers were
primarily concerned with two factors: (!} the classification of
content, and (2) the grade levels at which skills are normatly
introduced. Minimal attention was given the relative emphasis of
broad instructional categories (e.g., consonants, affixes) at any
given level, or the number of exercises provided for specific skitls,
Additionally, certain spelling categories were given broad treatment
in the study. Unlike more stable features, such as sound-to-spetling
correspondences, these categories seem to reflect the individual
preferences of the authors and publishers., Thus, the original study
made no attempt to specify content relaring to the following cate
gories: (1) consonant clusters, (2} irregular words, (3) compound
words, (4) homophones, (S) abbreviations, (6} contractions, and (7)
syllabication processes.

The purpose of the present study is to focus on those features
of spetting textbook instruction that were not included in the original
investigation. This paper wil. present data gathered from further
analysis of the same seven comnercial Series used in the development

of the PVS inventories, The information gained from this analysis witl
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provide a better understanding of elementary school spelling instruction
and will serve as a useful resource for the design of instruction~

referenced assessments,

AN OVERVIEW OF SPELLING INSTRUCTION

While publishers differ in the relative emphasis that they accord
the various skills, this investigation made it possible to discern
the general pattern and Sequencing of major skill areas as they occur
across the eiementary grades (see Appendix B). 1t was found, for
exampie, that instructinn in spelling consonants makes up an average
of 61% of first grade exercises, drops to nine percent in second-
grade, and remains relatively constant thereafter, An average of

. 122 of textbook content in both the second and third grades is devoied
to the teaching of specific affixes. This percentage doubles in the
fourth grade, remains constant in the fif:h grade, and increases to
a mean of 33% in the sixth grade. These data, reflecting concern
with major categories of instruction, indicate that publishers are
generally consistent in the sequencing of major skill areas and in
balancing instrustion in these elements from grade to grade.

The data presented in Appendices B-D permit certain observations
regarding the scope and sequence of instruction. The first grade
curriculum, for example, consists primarily of introducing the saund*
to-spelling correspondences of consonants and Short voweis. On the
average, the seven spelling series devote B87% of their exercises to
these features, Most of the series also include instruction in

. irregularly spelled words and the vowel-consonant-final ¢ spelling
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pattern (e.g., name, home). Three series introduce consonant clusters
at this level,

Second grade texts present a great deal of new .nstruction,
Typically, almost 50 percent of the text is given to teaching a nuwber
of long-vowel spellings, basic suffixes (e.g., -$, ~ing), and irregular
words. All of the series tzach some consonant digraphs at this level,
and most 9ive considerable attention to consohant clusters and
diphthongs.2

After second grade, the introduction of new sound-to-spelling
correspondences decreases markedly. The third grade texts introduce
an average of 10 specific spellings (as compared to a mean of 27 in
the second grade), but typically provide practice exercises for some
25 spellings that were taught previously. The review of long-vowel
spellings and affixes receives particular emphasis at this and all
higher levels (see Appendix B). Third graders do, however, receive
an introduction to several new skills. Al) series include instruction
in the rules governing the addition of suffixes (e.g., dropping final
e, doubling fina) consonant). The spelling of some compound words,
homophones, and contractions s also present in all third grade texts.
Most books at this level include sy!labication exercises and introduce
the more common vowel-r spellings.

Fourth ana fifth grade texts are similar in the types of content

they contain. At both levels, affixes and rules of affixation

Yhere is some disagreement as to which phonemes should be
classified as diphthongs. As used in this paper, “dipthong' refers
only to the following spellings: /oi/-gi, oy; /ou/~au, ow,
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constitute about one-third of the content. While & numwer of new

spellings are ‘ntroduced {(an average of 12 in the fourth grade and 15

in the fifth grade), more than 70 percent of the exercises dealing with

specific spellings is review of material previously taught. Fourth
graders are introduced to abbreviations and prohunciation symbols,
while fifth graders receive some instruction in the spelling of
possessives.

Sixth graders receive little in the way of new spellings.
Typically, five affixes, two long-vowel spellings, and alternate
spellings for the schwa sound comprise most ¢f the new instruction
at this level. S5ome series place a greal deal of emphasis on syllabi-
cation in the sixth grade, but overall, the review of previously
learned affixes and affixation processes ;s the most characteristic
feature of textr at this level. On the average, the seven series
devote more than 40 percent of their sixth grade exercises to these

iast two elements.

SPECIFIC FEATURES

The previous section established the relative emphasis given
certain major instructional elemerts by textbook publishers. There
are, however, a number of features that, while found in virtually all
speliling texts, are usually accorded more incidental treatment. These
features include (1) consonant clusters, (2} irregular words, (3) com-
pound words, (4} homophones, (5) abbreviations, (6) contractions, and
(7} syllabication skills. One aspect of the present investigation

involved an examination of each text to determine the precise content
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of instruction in these areas. A compilation of the most common content
for each of these skills is found in Appendices E-K. The remainder of
this paper is concerned with 8 discussion of the treatment accorded
them in the various series.

Consonant clusters are genxrally introduced in the cecond grade,
although three %eries include some clusters in their first grade
texts. One series presents final clusters in the first grade, but
doesn't teach initial clusters until the third grade. There i
little agreement as to which clusters should be taught or as to the
appropriate grade level for any specific spelling. Only two initial
clusters (i.e., s1 and tr) and five final clusters (i.e., ft, mp, nd, nt,
and st) are tdught in al) seven series. The lack of consensus as to
anpropriate grade level is exemplified by the fact that one series
teaches the initial cluster sn in the first grade while another series
doesn't present it unti) the sixth grade. None of the 38 clusters
appearing in at least three of the series IS introduced 3t the same
grade level oy all series teaching that element {see Appendix E).

Six series give considerable attention to teachir: irregulariy
spelled words, while the remaining series provides no expiicit instruc~
tion for this element. Only two irregular words {i.e., sald and 192)
are commor, tO the Six. Ten irregular words are common to five series;
another twelve are found in four, and 3% irregular words are common to
three scries. Several words that are taught as irregular are not
commonly considered as such. Words such as boy, in, and my are often
taught as irregular in the first grade so that students may use them

in writing connected prose (see Appendix F).
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Compound words are given significant treatment in all seven
series, normally appearing initially in the second grade, Of the
many hundreds of compound words taught collectively from the second
through the sixth grades, oniy thirteen occur in 3il series. As with
most spelling elements, there is 3 considerable deaviation in the grade
levels at which publishers teach these words. The compound without,
for exampie, is introduced ot four different grade levels, One series
teaches without in the second qrade, while another doesn't teach it
until the sixth grace {see Appendix G).

Sixty homophone pair-s are common to at least three serles. No
homophones are common to all seven, and only two {i.e., brake/break
and 10/t00/two) are taught in six series. Uniike most of the spelling
elements discussed in this section, homophones generally appear at
simiiar grade levels in the various series {see Appendix H),

Each of the series teaches some abbreviations, but publishers
vary widely in the treatment they give this element. Whiile some
pubiishers introduce a few of the more common abbreviations in the
second or third grades, most concentrate jinstruction in the upper
grades. One series teaches scores of abbreviations in the fourth
grade and very few at any other level. Others scatter abbreviation
exercises in a seemingly random fashion throughout their upper-grade

texts, Curiousiy, only six abbreviations are common to all seven

series: Ave., Dec., Feb., Nov., Oct,, &nd Sept. (see Appendix ).

Thirty~eight contractions are taught in three or more series, with

18 of these appearing in al} seven. All pubiishers introduce some

311




12

contractions in the third grade (e.g., can't and didn't are taught
by ¢ 1 of the seven at this level), and most spread additional
instruction throughout subsequent grades (see Appendix J}.

The continuing controversy over the usefulness of Instruction
in syllabicati:n s reflected by the differential treatment accorded
this skill by the publishers. A few give syllabication a great deal
of attention, while others grant it minimal space in their texts.
None of the common Syllabication techniques (e.g., dividing between
doubled consonants) appear in all seven series. The only exercises

common to all series partalned to (1) dividing three~syllable words,

(2) identifying stressed and unstressed Syllables, and (3) identifying

the number of syllables by counting the number of vowel sounds {see

Appendix K).

CONCLUS ION

An examination of the date collected for this study reinforces
the notion that, while publishers generally agree on the broad
parameters of spelling instruction, there is little agreement regard-
ing the specific content of instruction or the sequence in which
content should be presented.

Those responsible for adopting spelling texts for classroom
use should examine a variety of series carefully In order to assure
articuiation with 1ocal curriculum guidelines and behavioral
objectives. Where the materials in use seem inadequate or incon~
sistent with preferred practice, it may be necessary for teachers

to supplement textbook instructicn through other methods.
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Finally, those responsible for designing spelling assessments
wust be certain that their assessments match actual classroom Instruce
tion. Studies such 35 this cne can provide curriculum date that will

assist in the construction of meaningful and valid instrumencs.
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Appendix A
SPELLING SERIES AMALYZED
Benthul, H. F., Anderson, E. A., Utech, A, H., & Biggy, H. B. Spell

correctly. Morristown, NJ: Silver Burdett, 1971. (Only
cosmetically different from a more recent edition.)

Glim, T. E. & Manchester, F. $§. Basic spelling. (Revised edition.)
Phitadelphia: J, B. Lippincott, l9;,.

Kottmeyer, W. & Claus, A, Basic goals in spelling. (Fifth edition.)
New York: McGraw-Hill, 19/6. -

Madden, R. & Carlson, T. Marbrace spelling program. New York:
Harcourt Brace Jovanovich, 1974.
Novicky, W. N. Dorocak, 5., raulhaber, H. C, Himes, H., McNernery, K.,

Petruziello, R., & Wolfert, R, Growth in spelling., River
Forest, IL: Laidlaw, 1975.

Ort, L. L. & Wallace, E. E, Word book. Chicago: Rand HcNally, 1976,

Thomas, 0., Thomas, 1|, 0., & Lutkus, A, The world of spelling.
Lexington, HA: 0. C. Heath, 1978,
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Appendix B

GRADE LEVEL DISTRIBUTION
OF SPELLING ELEMENTS
IN SEVEN SPELLING SERIES

Number and Percentage of Exercises

1st Grade|2nd Grad;e-[ﬂ-d Grade Jith Grade Fth Grade [bth Grade
Consonants hi2 61%] iy 9% t2h B | 134 %1138 7%] 67 W%
Consonant Clusters 78 5%p102 6% 65 4¥] 48 2%) S0 3%
Consonant Digraphs 168 10%| 69 4% | 57 33] 68 3%} 6 «*
Short Vowels 184 26%) 252 15%f 2t 1%| 80 ux| Sh 331 76 A4y
Long Vowels 38 5% 353 22% _?98 193 | 271 15%] 253 12%{ .54 9%
r~Controlled Vowels 99 6%| 42 d%| 56 3% 15 +#
Diphthongs 67 W%] 42 3%} 32 23] 9 W%
Endings Ne 7% 8 3%} 28 2% ] 61 3% 47 3%
Affixes 205 1231198 12% _llZS 232- 493 24%| 593 3&
irregular words ] 67 8% 198 12% 102 6%| 85 52__ 7 3i_h 65 W%
Compound Words 26 2% 96 6% ;101 S5%; 85 4% 125 7%
Special Sets of Words 28 2%
Homophones 8o 53| 53 33) 722 33 % st
Contractions B0 5% 36 2%| 60 3%[ 58 3%
Possessives 23 1% 20 1%
Abbreviations 58 3%| 66 3%] S50 3%
Pronunciation Symbols 64 3] 63 3%| W6 3%
Affixation Processes 123 8% 155 8%] 201 10%| 174 10%
Syllabication 57 Ly [117 6% 183 9| 18 8%
Alphabetical Order o 2%} 43 3%
Guide words _ 2 13| 24 V%] B8 %
TOTAL 721 100% 1642 1003 1606 100% r855 100% 12099 100% }1784 100%

*
Less than one percent.
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ﬁirst Grade / Second Grade

AppeMlix C

INTRODUCTION AND REPETITION
OF SELECTED SPELLING ELEMENTS#

Third

rade

Sixth Grade

Consonants |[MNew {19 442 100% 3 82 63% 2 42 533 2 39 hex 3 45 b6}
0ld 2 48 37% 2 38 LY 4 2 4o chy 2 b7 c1% 2 67 100%
Consorant New 5 168 100%| I 24 35% | 19  33%
Digraphs 0ld $ 3 45 65% 2 38 672 3 68 100% 1 6 100%
Short Vowels | New S 184 100% P30 12% 2 38 82 121 393
0ld 5§ 222 883 1 21 100% 2 42 62% 2 33 61% ) 19 100%
long Vowels | New 3 38 100% 9 247 70% 2 30 10% 1 20 8% 2 25 16% ]
Otd 3 106 30% 11 268 90% 9 271 100% 9 2313 92% 7 129 B4i%
r-Controllec | New b 93 1003 1 20 8% 1 37 66%
Vowels 0ld ) 22 62% ) 19 34% ] 15 100%
Diphthongs New 2 67 100% 2 3 3%
old 2 42 100% l 32 100% 2 57 63%
Endings in New 3 Hh 1002 | 28 100% | 19 g
root words J 01d 2 48 100% 1 42 69% 2 47 100%
Affixes New 4 205 100% 1 W8 24% S k7 35% 6 99 22% 5 96 163
0ld h 150 762 g 278 65% 10 394 78% 14 497  Bug
" Thew 127 666 100zl |27 913 mal [1o 23 285} [12 201 208 | [us 275 2u2| | 7 0 13
TOTAL old 1o 376 29350 |25 612 722| |22 728 71z | {30 593 763| |28 780 873
» d i spelling series (see Appendix D)
B verage ed on occurrences in seven spelling serie . -
3, 318
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Appendix D

FOCUS OF EXERCISES
(N FIVE DR MORE SERIES

First Grade
No. of Avg. per
Skitl Series Exercises Series
1. Irregutar 5 57 11.40
words
2. Jo/~o 7 b3 6.14
3. Ja/-a 7 41 5.86
h, /e/-e 7 38 5.43
5. Ju/-u 7 32 L.57
6. /p/- 7 3t 4.43
7. [Ji/-i 7 30 4.29
8. /b/-d 7 29 4.th
/9/-g 7 29 4.14
/nf-n 7 29 4.14
1. /d/-d 7 28 4.00
C ) 12. /n/-h 7 27 3.86
13. /r/-r 7 26 3.7
/t/-t 7 26 3.7
15. /f/-F 7 25 3.57
/ki=¢ 7 25 3.57
17. /W1 7 24 3.43
/m/~m 7 2k 3.43
19. /v/-v 5 16 3.20
20. /k/-K 7 22 3.14
Iw/~w 7 22 3.14
22, fa/-a...e 5 15 3.00
23, [i/~i...e 5 14 2.80
2. /s/-3 7 17 2,43
25, [z/-z 5 12 2,40
26. /j/~) 7 15 2.14
/v/-y 7 15 2.1h
28. /o/-o...e 5 9 1.80

3
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Appendix 0 (continued)

Second Grade

No. of Avg. per
Skill* Series Exercises Series
1. lrregular 7 198 28.29
words*
2, -s 7 113 16,14
3. Clusters 6 78 13.00
4., -er (root 5 W 8.20
words)
5. =-in 6 b7 7.83
6. /a/-ar 7 52 7.43
le/-e* 7 52 7.43
8. /ou/-ou 5 37 7.40
9. /e/-y 6 b3 7.17
10, /th-th 7 h9 7.00
11. Alphabetical 6 ho 6.67
order (1st)
12. /u/-00 6 39 §.50
13, /i/-TF 7 M 6.29
th. /ch/-ch S 3 6.20
. 15, /4/-00 5 30 6.00
/ou/~ow 5 30 §.00
17. /a/-a...e* 7 ) 5.86
/e/-ee 7 W 5.86
19. /1/-11 7 40 5.71
fuf -y 7 ho 5.7
21, /of-o* 6 34 5.67
22. /sh/-sh 6 32 5.33
23. /ng/-ng 5 26 5.20
Compounds 5 26 5.20
25. /i/-i...et 1 35 5. 00
fo/-0 7 35 .00
-ed 6 30 5.00
28, /k/-ck 5 23 4.60
29, /hw/=wh 7 30 4.29
/-y 7 30 4.29
/o/-0...e* 7 30 h,29
32, /fof-ow 6 25 h.17
3. fal-ay 7 25 41k
34, /Kk/-k* 7 27 3.86
5. /e/-ea 5 18 3.60
36, /el-e 7 25 3.57
37. /k/-ct 6 2] 3.50
/al-3i 6 21 3.50
39. /s/-ss 6 19 3.17
o, -es 5 15 3.00
¢ W1, /57-0a 5 T 2.80
42, CCV_V 5 " 2.20

*
Also emphasized in first grade.
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Appendix D {continued}

Third Grade
No. of Avg. per No. of Avg. per

Skill* Series Exercises Series Skill¥ Series Exercises Series
1. lIrregular 6 102 17.00 26. /s/-¢ 5 21 h.20

wo rds# /4/ -oo* 5 21 k.20

Clusters® 6 102 17.0¢ 28. /o/-ow* 7 29 b1k
3. Compounds* 7 96 13.71 29. /ch/-tch 6 2h h.00
b, Homophones 7 80 11.43 lou/-ou* 6 24 b, 00

Contractions 7 80 11.43 31. Alphabetical 7 27 3.86
6. Syllabication 6 57 9.50 order (Ist)*
7. e dropped 7 63 9,00 32. /a/-a...e* 6 23 3.83
8. Doubling (1) 7 60 8.57 33. /ér/-ur 6 21 3.50
9, -st 6 48 8.00 3. /sh/-sht 5 17 3.40
10. -er affix 7 48 6.86 /a/-ay* 5 17 3.40
1. /fe/-y* 6 18 6.33 36. /s/-ss* 5 16 3.20

- ing* 6 36 6.33 37. la/-ai* 7 22 3.4 ©
13. /ar/-ar 5 29 5.80 T/ . .erx 7 22 3.14
Wh, /[e/-ea? 7 40 5.7 39. /ou/-ow 6 18 3.00
15. Misc. doubled 6 34 5.67 40. /ch/-ch* 6 17 2.83

consonants /o/-va* 6 17 2.83
16. /ér/-or 5 27 5.40 2. fol/-o...et* 6 15 2.50
17, /[-ed® 6 32 5.33 43. Alphabetical 7 16 2,29
18, /o/-o* 5 25 5.00 order (2nd)
19. Guide words 5 24 4.80 hh. /th/-th* 5 1 2.20
20. -es* 7 32 4.57 45. CC/V_V* 5 10 2.00
21, /g7-00* 6 27 4,50 e 5 10 2.00
22, [e/-ee* 7 31 h.43 Wy, /[i/-ie 5 8 1.60
23, /V/-T1% 5 22 b, 4o 48. Alphabetical 7 1 1.57

/T/'Eﬁ 5 22 4 4o order (3rd)

lér/=ir 5 22 . 4o

*
The number of asterisks indicate the number of grade levels at which a skil) has previously been emphasized.
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Appendix 0 {continued)

Fourth Grade

tz

No, of Avg. :er No. of Avg. per
Skilix Series Exercises Series Ski bt Series Exercises Series
. Syllabica- 7 17 16.7) 27.  /u/-oo** 5 23 h.60
tion* un- 5 23 4,60
2. Compounds®: 7 101 Th, b3 29, Ja/-ai#* 6 27 4,50
3. lrregular 6 85 14.17 30, /ar/~ar* 5 22 R
words & 3). Misc. doubled 6 24 4,00
h. Clusters*: 6 65 10.33 _consonants¥
5 - 5 54 10.80 /o/-oa** 6 24 4.00
6. -er* 6 64 10.67 Guide words* 6 24 4,00
7. Abbreviations 6 58 9.67 /er/-are 5 20 4,00
8. Pro., symbols 7 64 ~0h fle) to ves 5 20 4,00
9. -ed## 5 bt 8.80 36, 7&/-ck# 6 23 3.83
10. -ing*# 7 60 8.57 37, /ch Schan 5 19 3.80
1., -es#x 7 59 8.43 /sh/-sh## 5 19 3.80
12, [e/-eet* 6 50 8.33 //-ea 5 19 3.80
13. Homophones* 7 53 7.57 ful-0 5 19 3.80
e dropped* 7 51 7.57 by, /Jk/-cH 6 22 3.67
to i 7 53 7.57 b2, /i/-igh* 7 25 3.57
16, fe/-ea* 6 by 7.33 h3,  [T/T.. . et 6 21 3.50
17, -sh* 7 51 7.29 bh, /j/-ge 6 20 3.33
18. Contractions* § 36 7.20 45, /kw/=qu 6 19 3.17
19, =i 6 42 7.00 /n/=kn 6 19 3.17
20. ou/“oys* 5 32 6.40 47, fe- 5 13 3.00
21. Doubling 5 29 5.80 48. Months (set) 6 17 2.83
(1 syl.)* 49, -en 5 13 2.60
22, e 5 28 5.60 5u. Days (set) 6 N 1.83
23. 73/.92** 6 32 5.33 51. /Ja/-a** 6 10 1.67
2h, Silent cons. 5 26 5.20
25. /of-ow** 6 29 4,83
26. Ja/-a...et** § 28 h.67

“The number of asterisks indicated the number of grade levels at which a skill has previously been emphasized.
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No. of
Skill® Series
Syllabica- 6
tion%h
e dropped** 7
Compounds®*x 7
Homophones*® 6
Contractions**g
Abbreviations®é
'22?* 6
Pronuncia~ 6
tion symbols*
Irregular 7
words ek
Clustersass
to i*
-5k
-—edht

i ngihs
Sy
Silent

consonants®
-es***

[&/-er
le*
un=*
73%"52?**
/é/-sef**
/ou/-ow**
Is/-c*
/ou/-g_l*'.'c*
/j/-ge*
Possessives
-ioh
/37:éi?**
Doubl ing

() syl,)==

wad WAV NV g W g Oy wd OO O g I R

Exercises
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Appendix 0 {continued)

Avg. per
Series

31.33

13.14
12.14
12.00
12.00
11.00
10.83
10.50

10,14

9.60
8.57
7.7
7.60

EEEEEEEEEVIVIOON OO~y ey
SO-—U\ Voo-—
O =dad O O~y

NN EREm OO
WWDOONNOWORnD

Fifth Grade

32,

3,
35.
36,

37.

ho,

LS.

W8,
49,

53.
Sh,
55.
56.

S7.
8.

59.
61,

No. of

Skill= Series
16/-am 5 21
Ju/-go## 3 21
/5/-3. . .et#xx ] 29
lif=i,, etin g 20
[e/-ee*iF 7 27
Jeh/~tch* 5 19
lér/-ur* S 19
7o ¢ H

kw/-qu* 19
/2/-5?- 6 19
/0 -owtxk 6 19
el ending 6 19
re-* 6 19
J8/-0...en%% g 18
/oi/-0y S 18
fle) to ves* § 18
-ful 7 24
379 5 7
[of-o* 5 17
/o/-oatix 5 17
~en* 5 17
137;2?** 5 16
fu/-y...e 7 20
/1/-igh#* 6 17
ex- 5 1
Toi/-0i 6 16
-or S 12
/n]-nb 5 9
Guide words** § 8
-ar S 7

Exercises

Avg. per
Series

h.20
h.20
h.Th
&.00

-t o B PO B B B Wl Ll Wl Wad Wk Wl Wl Lk Wk Gk Wl Wl Wk Wkl ad g Ll
h O CD £ O\ €D €D €D Ao £ £~ 2= 4 I~ O O OF O\ O Oh ON O\ 00 €0 &0 €0
SZFELETIRESEEES22E5%%5szeey

previously been emphasized, 328

tt




N

[« 0¥ o I gl PN ]
[ ] - [ ] -

W Dy

12.
'3.
[L®
15.

16.
17.

18.
19.
20.
2.

23.
24,
25.

Appendix 0 {continued)

Sixth Grade

No. of Avg. per No. of
Skill* Series Exercises Series Skilt: Series
Sytlabica- 6 148 24.67 27, -ity S
tiontar 28. -ate 6
Compound 7 125 17.86 29. /[3-a.. entanss
words thast /2./-23_2'-*** ]
Homophones*#% 7 90 12.86 fuf-u...e* S
-ion* 7 8s 12. 1k - ingFrae 5
e droppeds#s 6 n 11.83 33, el® 6
Contrac- ) 58 11,60 34, ~ness )
tions#nsd 35. /B/-o** 6
y to i 7 76 tt1.29 36. -ment S
Irregular 6 65 10.83 Doubling )
words *rats (] syl.)***
Clustershaxx § 50 10.00 38. /e/-ea* 6
Abbrevia- 5 50 10.00 39. /s/-c*x* 5
tionst¥ fal-aikahi 6
Schwa (/3/) 6 57 9.50 WM. /e/-ie 6
-al# 7 59 8.3 -ar® 6
~Er ki 7 57 8.40 43, /n/-kn# 5
- Jy# 6 h9 8.17 /e/-eexrk  §
Pronuncia- 6 L6 7.67 re-*#* S
tion symbols#*t b6, Ter/-er* 6
e daka 7 53 7.57 h7. ent 5
Misc. silent 6 39 6.50 Doubling )
consonants’ (2 sy1.)
-gARAk 6 35 5.83 h9. /u/-ue 6
ceghiiA 6 32 5.33 50. /ch/~ch**% S
J&/-eartrx  § 24 .80
un-#% 5 22 .40
-able 5 22 L.40
Jek* 6 26 4.33
“Ful+ 7 29 4.0k
Possessives* 5 20 4,00
-or* S 20 h.00

Exercises

19
22
18
18
18
18
21
17
20
16
16

19
15
18
16
16
13
13
13
15
n
1

3
6

Avg., per
Series

3.80
3.67
3.60
3.60
3.60
3.60
3.50
3.40
3.33
3.20
3.20

3.7
3.00
.00
.67
.67
.60
.60
.60
.50
.20
.20

R RN AN R A

.50
1.2n
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Appendix E

CONSONANT CLUSTERS TAUGHT IN
THREE OR MORE SPELLING SERIES
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. Appendix F

WORDS TAUGHT AS I1RREGULAR 1IN
THREE OR MORE SPELLING SERIES

SERIES AND GRADE LEVEL

Word A 8 c* D

m

Pl ||

[ad = |V

again

answer

-

are

aynt -

beauty

L

been

bov

s h)UiU‘ £

buy

caim

come 2

wl

dead

do

M N

does

done

door

quwnqbnmu o] 2

‘I’ dough >

eye

i

friend

MM

from

front

N\Jruhoh)d\hlh)h)-u:hltJN

_give ]

Vbl Pt Pond

ooes 2

__90 ne

qreat

—
[ 7Y] WY

have ]

height

haa oy

herd

Nl Oy MR TN

here

in 1

hs

mi nute S5

mother ]

>

move 3

my ]

nejthe [

ocean 5

of ]

once

one [

L L T e

said 2 ]

o —hw| el slrohnhus] =] rofun| =] =] ro

saw ]
. sew 2

M=im|—ha|rj oy =] [=| |=~]=]|r|wn|oy—~ju]ro]=|ro]=]=| ] n|ro]=]=]|= —wnrn--:-a-—-:-g- o

%
Series C does not explicitly teach irregularly
spelled words
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. Appendix F (continued)

SERIES AND GRADE LEVEL

Mord

C

b

E

[ 2]

Ssome

L ]

Sure

the

-l P2 |

their

_c]

there

they

e | D [had | == had P |

though

through

to

was

were

LY L

what

where

you

e L] M

—

your

L Lt

LI S T B 8] W] W R TR ] S ot | N

] i | ] et | s}t | Ry [y | e
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Appendix G

COMPOUND WORDS TAUGHT 1IN
FIVE OR MORE SPELLING SERIES

SERIES AND GRADE LEVEL

Compound Word

c D

af ternoon

aircraft

airplane

3
3

airport

anybody

anyone

i oo

anything

anyway

23w fuar s

01:-:-a-a-c~a\ap -|

£

anywhere

baseball

hnt P o s fons uss s s o
wu.ﬁjnuwnhﬂ&w m

basketball

£ VY e

bedroom

Ay

birthday

S

cowboy

sl

downstairs

everybody

phw| o]

everyone

everything

Al Poas

£ £ flnd ] Y B

everywhere

b o]

fireplace

Al

M

football

grandf ather

_._..'._.,_Jg..u .I.J-n-‘.a-‘ hwhapws| J&fn]e] | Svnie |e

b Pond Pk :Jmuuw.:-' s | £

Ml s iy

raf ra| rafon] ool s-bqu»u;-{u

randmother

himself

inside

hoo | £ BV

‘.-"L‘-’L.‘.“.*_“..t.‘

moon | ight

newspaper

outdoors

outiine
-

outside

popcorn

F_ =ho

2w fowit| £ 20

post office

railroad

sidewalk

A U'lUlrM‘..‘J.J —d

somebody

w2 e un] | e | oo o] £ £ | o] 2 2 et

somehow

Sy e

somedne

)
i

Pass Pt o )\ﬁ.ﬁmm.ﬁ-.ﬁml\d

someth{gg

e L L L o £ B B B B B 2o

somet | me

somewhere

a0 R B )|

I i Pay

sunshine

upstairs

£ £

without

O 2 O R wk“\h\h I'l\»\ﬂi
e G2

| &g rofun)
ho| 2 papo
a2

’\.» rojwn] edushaas
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Appendix H

WORDS TAUGHT AS HOMOPHONES
IN THREE OR MORE SPELLING SERIES

“SERIES AND GRADE LEVEL

Homophone A 8 ¢ D E F G
ate - eight 2 3 3
beat - beet -3 4 3
berry = bury 6 5
berth - birth 6 6 [4
blew - blue 3 3 3 4 3
brake - break b -5 3 6 h 4
buy - by 3 2 2
capital - capitol S 5 b
cent - sent 3 -3 4
creak = creek 5 5 5
dear - deer 4 K 2 2 3 3
desert - dessert S S _ 4
die - dye S S | & 3
fair - fare S 4 (‘N
flour - flower [ 3 4 ]
forth - fourth & 2 [
hall - haul 3 3 5
heal = heel 5 5 3 [ 5
hear = here 2 2 2
heard - herd 3 S 3 b 5
hole - whole 4 3 3 3
hour ~ our 3 1 4 3 3
knew = new 3 4 2 3 3
NOW = no 3 . b 2 L) 3
made - maid s 4 3 5 3
mail - male 3 ! 2 3 5
main - mane I 5 S 3
meat - meet g 3 3 3
one = won [ & 2
pail - pale g 3 4 3
pain - pane 4 N 5 3
pair - pear 3 4 3 3 3
peace - piece S 3 1] 5 3
pedal - peddle 6 4 _ 4
peer - pier 6 5 b
ptain ~ plane 5 4 4 4
right = write 3 b 2 3 3
ring - wring 5 & 5 5
road = rode 3 2 2 3
root - route b ] 5 5
sail - sale '8 3 3 4 4
sea - see 4 3 3
sew =~ SO 5 3 5 [
shone = shown 4 4 [
soar - sore 6 ] 4 4
sole = soul [ S 6 5
son - sun ] 3 3 ] 3
stake - steak 6 | S 4 & S
steal - stee) 3 4 ] _
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Appendix H (cont inued)

SERIES AND GRADE LEVEL

Homophone A 8 C b E f
Straight ~ seraje 6 5 6
tail -~ taje 3 3 E ]
their ~ there 3 2 3
threw ~“throuah 1) 5 3 4 3
10 ~ 100 ~ two 2 2 2 2 3
toe ~ tow 4 4 4 3
Waist ~ waste [ & 5
wWait - weight [ 5 3 3
weak ~ week [ 3 3
weather - whether 5 4 %
wood = would 1 311 2 2
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Appendix |

. ABBREVIATIONS TAUGHT IN
THREE OR MORE SPELLING SERIES

SERIES ANC GRADE LEVEL

L =4
my

Abbreviation C

-|

a.m, {(ante meridiem)

W

OO |

adj. 5adiective)
adv. ladverl)

ant. (antonym)

Apr. (April)

Aug. {August)

Ave. (Avenue

Co. {Company

0.C. ist. of Coltum.)

|
o

Dec. (December)

doz. {dozen

O\E#"\HUT#‘S'

br. {Doctor

[ etc, {et cetera)

£ oy

eqeﬁﬂbuhq o= |

_Eeb. February)

Fri. (Friday)

ft. {foot)

gal. (gallon).

o

| v el

Jan, (January)

Jr. (Junior)

mo\\n* oodn|ioy [w|oy oo

. 1b. {pound) §
Mar, (March)

mi. iymile)

01

[ Mon. (Monday)

~|

Mr, (Mister 3

Al
ot

™~

ad P

Mrs. (Mistress)

Ms. (feminine title)

sl [t un| 2Jun] o :-'mr\.n L4

Mt. (Mount)

n. {noun)

w0, {number)

Nov. {(November)

o e

Oct. (October)

0z, {ounce)

oY an.nlv!la\ o
\.nL-lh

o.m,_(post meridiem)

F

P.5. (postscript)

qt. {quart)

Sat. (Saturday)

o G ol G s T Bt B e B B

-

Sept. (Septembzr)

St. (Street)

| Sun. {(Sunday)
[ Thurs. {Thursday)

FoF o WLWMI

Tues, {Tuesday)

U.S. {(United States)

a1:-4rarvﬁaﬁa-uuuuunuu:ﬁar\nﬂ

v. (verb)

-:'1-=-\nr £
.

Wed., (Wednesday)

mc\mawa\mqa\\mm

yd, {yard)

N o wL.»wma-wO\ NN oy owc\m’umrm emlmuﬂmm o | |o

Wall
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Appendix J

. CONTRACTIONS TAUGHT IN
THREE OR MORE SPELLING SERIES

SERIES AND GRADE LEVEL

3

>

Contraction

adl L

aren't

can't

A\l sl o

co:ldn't

didn‘t

doesn’t

wiha o un|

don't

hadn't

a{a%»'rhn.gLﬂJP o

hasn't

o \n*».ﬁuﬂ-

haven't

here's

B

he's

i'd

Ot P ] O] O | O O ||

iI'm

WU EL TR Fo I o, W) W) 70 PR T

b

isn't

it's

I've

s Pnd Toond Plund

Aol Eog JFUIF o (P PO L

.
:lu:v:uag:us-n.r

let's

24| 2
-1

o'clock

. she'll
she's

shouldn't

that's

theie's

shwhulnpnlod kel hohohohohs] ofvnponhoha

Frhey're

l:-oiu1 r| oy O

vasn't

has] o o o O

we'll

we're

| weren't

MW poiaaunun] o ¥
h

wi ' ve

wluvauaunf Bunjun] v hs o] 29 o] B e \Nl\.ﬂcl!" Viw:‘"\d-l‘.‘ L2

‘I‘..-.l‘.A_lU'I\n wajwn Aad Rl e d Vel Feg [-0 LN ] WX WRT WY Ll LE ] bml\.numL»uwm «y

M-
ounlu

_g{a:‘s

wnerc's

o| = o ol o efw] o V] eton]| |t

who's

R LAY ]

won'i 4

Cwouldn ' t 3

you'll

you're 6

hod b un] e unlon
e

ununknL#

funt st A2 lnd

you've

\at] O o] Oy (- [-a V] WY}

wajwvajuy e e

: Q 223(;
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Appendix K

SYLLABICATION SKILLS TAUGHT IN

THREE OR MORE SPELLING SERSES

SERIES AND GRADE LEVEL

Syilabication Skill A B ¢ 0 E F
loividing ¢'/c! (e.q., rabebit 31 s s| 3{ 3
{Dividing C'/Cz {(e.g., pic-nic) 3 5 3 3
iOividing V/CY {e.g., mu=sic) 51 s 3] 3¢ 4
|0ividing VC/V (e.g., fin~ish) 3 3|1 3
IOividing __/tle {e.g., ta-ble} 3 31 &
F)ividing compounds {e.q., side-walk)] & 6 3
[l;ividing after prefix (e.g., re-turn) 5 4 3
Eividlng before suffix (e.g., S| 41 6| 6

dur=ing)
IDividing three-syll: ble words 1 5 b b b 4
Pividing four=syllable words 6| 6 5|1 &
Vowel sounds equal cyllables 2 L 2 2 2 3
Stressed/unstressed syllables 2 é 3 3 3 3
Pictionary syllabication b 4 b b 3
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SOUTHWEST REGIONAL LABORATORY
TECHNICAL NOTE
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NO: TN 2-82/21

RELATIVE FREQUENCY DF HOMOPHONES IN CHILDREN'S wRITING

Larry Gentry

ABSTRACT

The relative frequency of homophones in children's writing is
examined. A composite listing of the most commonly used homophones in
Grades 2-8 is provided, as are listings of the most common homophones

at selected grade levels.
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RELATIVE FREQUENCY OF HOMOPHONES IN CHILOREM'S WRITING

Larry Gentry

Studies of children's spalling errors indicate that the correct
spelling of homophones (words with the Same pronunciation, but different
meanings and spellings) is @ difficult task for many students,

Johnson (1950} 1listed 28 homophones among the 100 words most
frequently misspelied by students in Grades 3-8, and seven among the

first twelve {i.e., their, too, there, our, through, you're, clothes).

Fitzgerald (1952) found similar results in his study of misspellings in

Grades 2-6, with 26 homopkones among the 100 most difficult words.
Although most spelling texts devote some attention to instruction

in homophones, there are considerable differences between programs in

the specific homophones selected for instruction. [(n an examiration of

seven elementary spetling series, the author found no homophones

common to all seven, and only two pair comnmon to six Series. Some homo-

phones that are infrequently used in children's writing (e.g., heal/hes!,

toe/tow) appeared in the majority of series, while some frequently used

homophones {e.g., for/four, its/it's) appeared ir. only one or two {Gentry,

1980} .

The present study identifies the homcphones most commonly used in
children's writing in Grades 2-8 and shows how the relative use of
specific homophones thanges as writing skill develops. Suth datz should

prove useful in designing appropriate homophone instruction for students.
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The study is based on the homophone units {groups of two or more

homophones) appearing in Rinsland's A Basic Vocabulary of Elementary

School Children (1945). The Rinsland list, compiled from & national

sample of children's writing in Grades 2-8 (and orsl vocabulary at Grade
1}, contains 14,571 words that were used three or more times in some six
miliion running words.

Homophones appearing in the Rinsland 1ist were identified by cross~
matching the Rinsland vocabulary with the extensive !ists of homophones
conpiled by Whitford {(1966) and Cronnell {1970). This procedure extracted
217 homophone units consisting of 451 words.

A tabulation was made of the grade~level frequency of each homophone
ocecurring in Grades 2-8. '"Common'' homophones were defined as those in

. which at least two members of a homophone unit occurred ten or more times
at five different grade levels. A tota) of 49 homophone units met this
criterion.

These reraining homophone units were then placed in rank order from
most common to least common by listing each individual homophone by

umber of occurrences. The highest rank was assigned to the homophone
unit In which the "weaker'' {least frequent) member of a pair occurs more
frequently than the wesker members of other pairs. For example, although
the word | is the most frequently used member of any homophone unit, its
homophonous correspondent, the word eye, is relatively infrequent. The
1/eye unit thus ranks behind those units in which both members of a unit
occur more frequently {e.g., there/their).

By applying these procedures to the tctal occurrences of 49 homophone

units in Grades 2-8, the rank order shown in Table 1 was estabiished.
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Table |

Composite Rank Order of Homophones in Grades 2-8

i. there/their 26. we'll/fwheel ¥
2. to/two/too 27. piece/peace
3. know/no 28. biuve/blew
b, write/right 29, be/bee
5. for/four 30. nose/knows
6. here/hear 31. flower/flour
7. by/buy 32. merry/marry®¥*
8. its/it's 33. fourth/forth
9. new/knew 34. your/you're
10. would/wood 35. seen/scene
11. ate/eight 36. wait/weight
12. our/hour® 37. sail/sale
13. see/sea 38. plane/piain
4. road/rode 39. sent/cent
15. where/wear®* L40. way/weigh
16. one/won 41. aunt/ant#ik
17. hole/whole 42. week/weak
. 18. through/tirew 43, which/witch®*
19. meat/meet k. made/maid
20. dear/deer 5. rose/rows
21. sun/son 46. axe/actshins
22. pass~d/past 47. bear/bare
23. weather/whether®® 48. heard/herd
24, t/eye 49. capital/capitol
25. so/sew

*Qur and hour are homophones when our is in a stressed position in
a sentence. When ¢ our is unstressed, it is homophonous with are.

*%These words are homophones only for those speakers who do not
distinguish between /w/ and /hw/.

#%#dome English speakers distinguish between the vowel sounds in
nerry and marry, and/or aunt and ant.

#xitMost English speakers do not pronounce the t in acts.
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As a composite listing, Table 1 reveals those homophone units that
are most useful across grade levels. Since students in the higher grade
levels provided more running words for the Rinsland study than those in
lower grades, it is somewhat biased in the direction of older writers.
It {s revealing to note, however, that certain homophones are dominant
at every grade level, Two homophone units, there/their and to/two/too,
exhibit the greatest utility at every grade level. Certain other units
vary slightly in their utiiity from grade to grade, but maintain a high
degree of usefulness throughout the elementary.years. An example of this
stability is seen in Table 2, a listing of the 15 most common homophone
units in Grades 2, 5, and 8. Ten homophones are common to all three
{ists; these ten are among the first eleven in the composite ranking.

in both tatles, the more freguent member of a homophone unit (or

most frequent in some cases) is listed first {e.g., in there/their,

there occurs more often than their). As Table 2 shows, this *'strong2r/

weaker'' relat -nship remains the same across grade levels for most
homophones. In a few instances, however, changes in relative strength
do occur. For example, while no is more frequent than know at Grade 2
(indicated as 22{522!), the reverse 15 true at Grades 5 and B8 (indicated
as Egggfgg). Other units that exhibit reversals in relative strength

include too/two, its/it's, and rode/road.

An important implication of these findings is that many homophone
units that are generally considered the province of primary«grade instruc-
tion should be reviewed and practiced throughout elementary school

spelling instruction. This view is reinforced by Furness and Boyd's
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Table 2

Rank Order of Homophones at Selected Grade Levels

14,
15.

— o —
W = O\ GO O ) B =
+ ® + 0w ®w ¥ 8 ¥ 4 ® € w @®

Grade 2

to/ too/twe
there/their
for/ four
no/know
write/ri,ht
by/buy
where/wear
ate/eight
dear/deer
here/hear
would/wood
be/bee
its/it's
rode/road
meat/meet

- b ol
W oE W o= DD OO O Bl by —
L] - - - - L] L] L] - L] - - - - L]

Grade 8§

there/their
to/two/too
know/ no
write/right
for/four
new/knew
our/hour
see/sea
its/it's
ate/eight
here/hear
would/wood
by/buy
road/rode
one/won

e wt — — — —
VOB N — D
+ s 8 % s a

D QG CYOn Bl b -

Grade 5

to/ too/ two
there/their
know/no
write/right
here/hear
for/four
by/buy
new/knew
would/wood
one /won
ate/eight
it's/its

through/threw

our /hour
whole/hole
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study of high school spelling (1358); the homophones their, there, they're,

to, too, two, its, and it's, ail prominently mentioned in the preceding

totles, were all found in their list of "real demons" for high school
writers.

Since spelling books differ widely in their treatment of homophones,
it is important for teachers to be aware of the instructional nseds of
their students and to provide exposure and practice with the homophones

that they need in everyday writing.




References

Cronnell, B. Homophones in the vocabularies of children aged 6-9
{Technical Mote MHo. 2-70-TL). Los Alamitos, Calif.: SWRL
Educational Research and Development. 1970.

Fitzgerald, J. A. Spelling words difficult for children in grades
11-vi. Elementary School Journal, 1352, 53, 221-28.

Furness, E. L., & Boyd, G. A. 231 real spelling demons for high school
students. English Journal, 1958, 47, 267-70.

Gentry, L. A. The occurrence of selected features in elementary
spelling texts (Vechnical Note No. 2-80/13). Los Alamitcs, Calif.:
SURL Educational Research and Development. 1980. (ERIC Reproduc~
tion Service No. ED 192 353)

Johnson, L. W. One hundred words most often misspelled by children
in the elementary grades. Journal c¥ Educational Research, 1250,

Lk, 15455,

Rinsland, H. D. A basic vocabulary of elementary school children.
. New York: The Macmitlan Company, 1945.

whitford, H. C. A dictionary o/ American homophcnes and homographs.
New York: Teachers College Press, 1966,

T 346




D-

PVS Spelling

347




. PROFICIENCY VERIFICATION SYSTEMS FOR SPELLIKG

Despite many new developments in writing instruction during the
last decade, certain elements of the composition curricuium remain
fundamentally unmalleable. Amnong these elements is the teaching of
spelling in elementary schools. Although language arts programs often
differ in specific content or impiied philosophy, ali provide for some
type of instruction in transcribing language from speech to print.

In most schools, spelling instruction is based on the content of
commercially prepared textbooks. These materials are most frequently
adopted as » graded series of consumable workbooks to be used
independently of other language arts or reading materials. Since a
number of major publishers produce elementary spelling texts, it §s not

. unusual for several different series to be employed by different
teachers in the sasme school district or even in the same school.

tEven & cursory examination of various spelling books reveals
substantial differences in organizetion and instructional design, even
smong those written for students at the sgme grade levels. Texts differ
in such particulars as methodology (e.9., code-emphasis vs. vocsbulary-
emphasis), the inclusion or exclusion of spelling rules, and the scope
and sequence of sound-to-spelling correspondences (Cronnell & Humes,
1980).

This diversity poses problems for the design of meaningful

-~ Instruments for the large-scale assussment of spelling competence. If
more than one series is employed ot the same grade level iIn O?SChOOl or
s district, it can be assumed that not ail students sre recelélng the

. seme instruction. Thus, large-group tes*s that do not adjust for this
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fector cannot be considered valld measurements of the effects of
instruction,

SWRL responded to this problem by developing the Proficiency
Verification Systems (PVS) Spelling Iinventories, a series of carefully
sequenced tests that reflect those factors most common to contemporary
spelling iInstruction. These inventorles, deveioped for yse in grades
1«6, sre based on & computer-sssisted analysis of the skills tsught in
seven popular speliing series.

In order to identify the specific skills teught, each text was
sub jected to a detailed, page-by-page analysis of instructional content.
Using indices developed by Cronnell (1978), each instructional exercise
was coded according to content category {e.g., short vowel, inflectional
suffix) and, where appropriate, subcategory {e.g., /e/-2, -ing). These
data were then processed by computer, resuiting In a contentespecific
snalysis of instruction 8t each grade level. The next phase of the
project entalled identifying the skills that were commoniy teught in a
ma Jority of series and determining the grade Jevels and the semesters at
which most students have encountered the skills {(Gentry, 1979, 1980).
This information provided content for the development of three
inventories at each grade level: @ Beginning Inventory, & Mid-Year
Inventory, and End-of-Year Inventory. The content of the inventories is
specified in the Appendix; copies of the sctual inventories and

directions for their use follow this paper.
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The inventorles are of varisble length, renging from 21 Items for
the Beginning Inventory st Level One' to 40 jtems for invantoriss st
Levels Five and Six. The majority of sssesiment items In each iInventory
sre muitiple-choice, but all Inventoriss contain & constructed-response
section. For t' = Beginning Inventory st Level One, the constructed-
respons® zection sssesses handwriting; for all other inventories, this
section requires students to generate the spelilngs of dictated words,

The Inventories for Levels 1-3 are designed to be used as
consumable, machine-scannable booklets. This feature ensbles primary-
qrade students to merk directly in the booklets. Inventories st Levels
4-6 sre printed ss rousable bookiets and sre sccompanied by machine-
scannable snswer sheets. Directions for sdministration were prepared
snd printed as sepasrate booklets. At Levels 1-2, these directions (and
spproprlate distractors) sre read sloud to students.

The Beginning Inventories for all six grades were field-tested in
August, 1982. A suburban, sll-year schoo! in Orsnge County, Californis,
was selected 83 the test site. The student pcpulation consists largely
of children from low= to middle-income families. While the msjority of
children sre white, first-langusge speakers of English, s representstive
number sre from Latin Americs and Southeast Asis. Black students
constitute & very small segment of the school populstion.

Inventories were administered to 197 students. Teachers

sdministered the Inventories to their own classes during the regulsr

liLevel” corresponds to the like-numbered grade {e.g., Level One
corresponds to Grade One). The term "level' is empioyed to provide for
individual sssessment across grades.
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school doy., There were no reported difficulties In administration and
no anecdotal reports of student problems in following directions, After
the test, all booklets and enswer sheets were returned to SWRL for
scoring and evaluation.

Computer snalysis of the rasults indicetes that the inventories
provide reliable date for evalustion and planning, Kuder-Richardson=20
realiability coefficients for the inventories at Levels Two through Six
renged from .83 to ,91, The relisbility coefficient for the Level Cne
Invantory was only ,52, This latter inventory was essentially @ pre-
spelling assessment of readin.ss skills ond consisted of only 16
nultiple=choice items, Since the mean score on the Level One tnventory
was high (14,2), and only three items elicited error rotes of more than
202, the low rellablility coefficient appears to be an ertifact of the
small number of items,

(tem snalysis, including point-biserial correlations for all Items
on the six inventories, provided information on the suitability of items
for students at the various grade levels, The point-biserial
correlations were uniformly positi-., and only & few items appear to
need revision for future administrations,

The Mid-Year and End-of-Year inventories have not yet been
administered, It is probable that both Inventories will be field-tested
at the same school at the appropriate times during the current school

year,
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gnd~of-Year

APPENDIX: CONTENT OF PVS SPELLING INVENTORIES
LEVEL 1
Beginning Mid-Year
SOUND DISCRIMINATION: CONSONANTS :

Inltial consonants ~ /b/, /k/
Final consonants - /n/, /t/
Medial vowels - /a/, fu/

VISUAL DISCRIMINATION (matching
letters): b, c, h, j, u

LETTER RECOGNITION (visual
recall): d, g, m, s, w

W

Initlal - /b/-b, /€/-€, /hf=h,
1§/-j, F\/=1, Ief=r, [s/-s

Final - /d/-d, /g/-g, /n/-n,
/e/=p, /t/-t

VOWELS:
Short - /af-a, /fe/-e, [i/-1,
/o/~¢, fuf-u

CONSONANTS :
initial - /b/-b, /€/-f, /k/-c,
mf-m, fe/-c, fwi-w
Final - /fg9/~g, /n/f=n, /p/-p, /t/-t

VOWELS:
Short - /a/-a, /e/-e, /1/-}, fo/~o,
fuf=-u
Long ~ /3/-a..e, f1/-1..e, fO/-0..e

DICTATION: big, fun, job, ran, wet DICTATIDN: cut, dig, fed, home, hot,
HANDWRITING (copying): 11ke, sat, save
d, e, k, m, s
LEVEL 2
Beginning Mid-Year End-of-Year
CONSONANTS: CONSONANTS : CONSONANTS :

Initial -~ /b/-b, /€/-€, /h/=~h,
1i/=], Ikt=¢, IkI-k, /1/-1,
fe/=c, [s/-5, fw/-w

Final - /d/-d, /9/-g9, /m/-m,
/In/-n, /p/-p

VOWELS:
Short '~ fa/-a, /e/-e, /i/-1,
/of-0, Jfuf-u
DICTATION: had, pet, run, top,
win
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Initial -~ /€/~€, /h/=h, /k/-c,
Iv/-v, Is/~s, /w/-w

Final -~ /b/-b, /g/-9, /ks/-x,
/-0, Inf-n, /p/-p, /t/-t

Digraphs - /ng/-ng, /sh/-sh

VOWELS:
Short ~ fe/~e, /i/-i, /o/-0,
/u/=u
Long - /a/-a..e, [é/-ee, [T/~i..e,
f8/-0..e

DICTATION: bake, feed, gum, hill,
joke, pop, ride, sad,

web

Final - /k/-ck, /ks/-x, /1/=11, /s/-ss

Digraphs ~ /tm/-wh, /ng/-ng, /sh/=sh,
/th/-th
Clusters ~ dr, nd, sp

VOWELS: .
Short - /u/-o00
Long - fa/~a..e, /fa/-ai, [é/-ea,
lé/-ee, /E/~y, [B/-0a, [G/-0..e,
[6/-00
r-controlled ~ for/-er
Diphthong ~ /ou/~ow
DICTATION: broom, cook, drive, rain,
read, soap, sweet, town
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pPVS SPELLING INVENTORIES

éeglnning

CONSONANTS:
Final - /kl-ck, /ks/-x, /s/-ss
Digraphs ~ /hw/-wh, /ng/-ng,
/sh/=-sh, /th/<th
Clusters - ¢, mp, St

VOWELS:
Short - /4/-o0
Long -~ /3/-a..e, /3/-al, /e/-ee
Diphthong - /ou/-om

STRUCTURE:
Alphabetization -~ first letter
irregular words - been, does,
give
DICTATION: bath, bring, lunch,
prize, rain, why,
wood

T Y R W A R W W R R A D e mk S Y A W W WA A AR A A

LEVEL 3
Mid-Year

CONSONANTS:
Final = /f/-ff
Digraph - /eh/-tch
Clusters - br, mp, n., sn

VOWELS:
Short - /8/-a
Long -~ Ji/-ie
r-controlled - /dr/-ar, /fér/-er,
/ér/~ur, /br/-or

AFFIXES:
No spelling change + -er, -es
e-dropning + -ed, ~ing

STRUCTURE:
Homophc..es - hear/here, new/knew,
right/write, to/too/two
DICTATION: burn, die, march, pitch,
send, shirt, small,
stiff

R e R e T L N T p—

End=of=Year

CONSONANTS:
Inittal - /s/-c
Medial - /1/-11, /t/-tt
fFinal -~ /s/-ce

VOWELS:
Short -~ /8/-aw, /i/-u
Long - /i/-igh, /U/-ue
r-controlled ~ /er/-air, /er/-ear,
lir/-ear

AFFIXES:
Doubling + -ed, -ing
e~dropping + -ed, -ing

STRUCTURE :
Contractions - can't, she'll
Compound words « everyone, sidewalk
DICTATION: cents, chance, clear, hair,
lawn, pull, tear, tight




PVS SPELLING INVENTORIES

.Beginnlng

CONSDNANTS:
Initial - /s/-¢
Medial - /b/-bb, /d/-dd
Final - /s/-ss
Digraph - /¢ch/-ch

VOWELS :
Short - /6/-aw, /u/-oo
Long - /T/-ie, /T/~igh, /o/-0,
fu/-ve
r-controlled - /ar/-ar, /er/-ur
Diphthong - fou/-ow

AFFIXES:
No spelling change + -ed, -er,
-es, =Y

Doubting + -ed
e-droppirg * -ing

STRUCTURS :
Alphabetization - 2nd & 3rd
12ttors
Homophones - new/knew, week/wezk
Contractions = don't, v.y're
Compound words - 2¢ter.acon,
outside
DICTATION: bright, city, ground,
match, near, nice,
't seare, storm

O e T T A R A o W W e S g R N Ny W W W A

LEVEL &
Mid-Year

CONSDNANTS:
Initial = /fs/-c
Medial - /t/-tt
Final - /s/-ce
Digraphs - /ch/-tch, /ng/-n

VOWELS:
Short - /e/-ea
Long - /&/-ie, /T/-i
r-controlled - Ser/-or, fir/-ear

AFFIXES:
Doubling + -ed
e-dropping + -ing
f tov + -es
y to i + -er, -est

STRUCTURE :
Pronunciation symbols - /bak/,
/kol4/, jfeV/, [Hik/
DICTATION: bounce, child, earn,
fault, health, scratch,
sink, thief, third,
world

L T T A R uy o am  a AaA

End-of -Year

CONSONANTS :
initiat - /kw/-qu, /n/-kn, /r/-wr
Medial - /z2/-s
Final - /j/-dge, /j/=ge, /m/-mb,
/z/-se, /2/-z¢

VOWELS : .
Short - /0/-augh, /6/-ough
Lorg - fu/-ew
r-controlled - /or/-ore
Diphthongs - foi/-ol, /oi/-oy -

AFFIXES:
e-dropping + -est
f tov + -es
y tol + -ly
Prefixes -~ a-, un~

STRUCTURE :
Abbreviations - Dr., Sat.
Contractlion - 1've
Possessive - mother's
0! TATION: bomb, brought, charge,
fudge, knit, point, quake,
shore, taugh’, wrist




PYS SPELLING ENVENTORIES

Beginning

CONSONANTS:
Initial - /kw/-qu, /n/-kn,
/r/-wr
Finat - /j/+~dge, /2/-se

VOWELS:
Short - /e/-ea, /0/-augh,
ful-o,. e
Long ~ /T/~i, fu/-ew
r-controlled - /éer/-or
Oiphthongs - /oi/-oi, /oi/-oy

AFFIXES:
No spelling change + -er, -est
y to i + -es, ~ly
Prefix = un-

STRUCTURE:
Pronunciation symbols - /s&t/

/taks/
Abbreviations - 1b., Oct., yd.
Special Sets of Words - twelve,!
Christmas, February, Wednesday
Contractions - here's, she'll,

]
they've i
]
1
OICTATION: brought, cities, !
drank, huge, knife, !
lately, leaves, share,!
1t shortest, worry !
;
]
i
]
]
1
:
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LEVEL §
Mid-Year

CORSONANTS
Initial ~ /s/-sc
Medial - /f/-ph
Final - /f/-gh, /k/-1k, /n/-gn

VOWELS:
Short - /u/-o
Long - /€/-ie, /U/-ou, fU/-u..e

r-controlled - /er/-ear

AFFIXES:
Endings ~ al, el, le
Prefix - re-

STRUCTURE :
Abbreviations - Ave., Mon,
Homophores - hour/our/are,
male/mail, meet/meat,
passed/past
DICTATION: crowd, earn, jewel,
medical, nothing, refill,
rule, soup, sprinkle,
trophy

e s e, M e e v e e R A R A T U R A

End-of -Year

CONSONANTS:
Initial - /g9/-gh, /j/=9g
Medial -~ /s/-sw
Final - /£/-1F, [v/-ve

VOWELS:
Short - /6/-au, /u/-ou
Long - fu/-ui
r-controlled - /er/-ear, /or/-ore

AFFIXES:
No spelling change + -ed, -ion,
~less
Doubling + -er
e-dropping + -y
i toy + ~ful

STRUCTURE ;
Compound words - moonlight, popcorn

Pronunciation symbols - /noiz/,
/skit/

CICTATION: helieve, careful, cause,
champion, clue, dismiss,
priceless, suggest, thirsty,
touch
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Pv3 SPELLING iNVENTORIES

Beginning
CONSONANTS:
Medial - /ch/=ch, /ch/-tch,
/t/-ph
Final = /m/-mb, /s/=ce, /2/-se,
l2/-ze
VOWELS:

Short - /6/-au, /u/-cu

Long - fu/-u,.e, fu/-ul

r-controlied - /er/-ear, /er/-er,
/8r/-oce

AFFIXES:
No spelling change + ~ful
e~dropping + =ion
f tov + -es
y to | + -est
Prefixes - dis-, un-

STRUCTURE:
Homophones = pail/pale,
peace/piece, threw/through
Pronunciation syrbols ~ /mil/,
/sun/
Irregular words = again, aunt,
friend, minute, ocean
DICTATION: bruise, fearless,
energy, healthy, honey.
kennel, search, tune,
trouble, wonderful
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LEVEL 6
Hid=Year

CONSONANTS :
Medial = /r/ewr
Final = /f/-gh, /j/-ge, /a/-gn,
/s/~se

VOWELS:
Short = /6/-augh, /u/f-o
Long = fu/-ve )
r=controliea - /er/-are, /er/-er

AFFIXES:
No spelling change + =-ly
Doubling + -ed
e-dropping + =ion
f to v + -es
v to | + =est

STRUCTURE :
Abbreviations: Co., oz,
Homophones - flew/flu/flue,
their/there/they're,
write/right
DICTATION: approve, coupon, disloyal,
elaction, laundry,
national, nephaw, ounce,
renresent, rough

End-of -Year

CONSONANTS :
Medial - /k/-ch, /s/-st, /sh/=ch,
/sh/=ti
Final - /z/-se

VOWELS:
Short - schwa
Long - fa/-a, /fa/-ei, [a/-eigh,
/e/-e,.e, [6/-0u, [i/-u

AFFIXES:
No spelling change + -age, -ance,
~ence
Doutling + -ed
e-dropping + -able, <or, -ure
i toy + =ness
Ending -ar
Prefix = in-

STRUCTURE:

Homophones - dough/doe, so/sew/sow,

through/threw

{rregutar words - calm, height
DICTATION: boulder, chemist, concrete,
freight, musical, parachute,
patient, station, vein,
whistle
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PROFICIENCY VERIFICATION SYSTEMS N SPELLING
DIRECTIONS FOR LEVEL 1

Genersl Information
This booklet contams directions for the following PVS Spelling Inventories:
Beginning Inventory—Level 1: for studenis who are just beginning Grade One spelling instruction.

Mid-Year Inventory—Level 1: for students who have completed the first semester of Grade One
spelting instruction.

End-of-Year Inventory—Level 1: for students who have completed Grade One spelling instruction.
Students should be given the inventory that matches the level of spelling materials they are using for in-
struction, regardless of their grade in school. For example, if Grade Two students are using materials
normally used at Grade One, they should take the appropriate Level One inventories,

Preparation for Administration

¢ Give all students in a test group idcntical PVS booklets since each invemory is administered orally
by a teacher or an aide,

* Make sure cach student has a number 2 lead pencil and an eraser, Pens of crayons cannot be used.

* Have students write their first and Jast names and their teacher's name on the appropriate lines at
the top of the first page. (Some teachers may nrefer to complete this information before handing
out the booklets.})

¢ Helpstudents fil! inthe identification circles at the top of the first page. This information is critical
if students’ answers are to be scored and reported properly. It is recommend ) that Grade One

teachers complete this information themselves,

1. Have students fill in the circle for their grade in school. (if the school is ungraded, leave this
space blank.}

2. Have students fill in the circles for their first and last initia’s. (Students shou.d ignore the op-
tional student number. This is provided for teacher convenience and is described below.)

¢ Tell students that You will read the directions aloud. (Directions begin onpage 3.) They will answer
each itcm by fillitig in the correct answer. Remind them to fill in the entire circle.

¢ Tell students to crase any answer that they want 1o change.. They must erase it completely since two
responses are counted as an incorrect answer.

* Give students ample time to mark their answers: Re-rcad any item if a student asks youto do so.

¢ If desired, provide practice items on the board or on ditto shects prior to adminisicring the inven-
tory. The objective of a practice s¢ssion is to assist siudents in following directions.
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Checking Students’ Materials for Machine Scoring
Teachers should spend a few minutes skimming the materials to see that they are correctly marked.

Be sure that the psoper marker was used. If some students have not used a number 2 pencil, have
them recopy their answers.

Besure that the identification indvrmation or the froat page was counpleted properly. Stdenis are
identified by their initials only. If several students have the same initials, assign numbers to alt
pupils. Studemt numbers may be assigned in addition to initials even where there is no problem
with pupils having the same initials.

There is a section on the front page to mark a student number. Two digits must be used. For exam.
ple, if the student’s number is 2, code the number **02,"’ by marking a “0"™ in the first column and
2 "2"" in the second column. (Optional student numbers are usvally taken directly from the
teacher’s classroom roster.)

Be sure (hat no stray marks are on ihe pages. Stray marks can interfere with machine scoring and
can result in lower scores, If possible, erase all stray marks,

Be sure that the Handwriting cr Dictation Section has been scored. Each inventory includes a
Handwriting or Dictation Section. Space is provided in each booklet for student response.. Upon
completion of tlie inventory, the teacher must check the items and mark the appropriate scoring
circle. Specific scoring directions are provided for each inventory.

Completing the Classroom Identification Sheet

Read and follow directions on the Classroom ldzntification Sheet. No materials can be scored or sum-
marized without the proper classroom identification.

* Teachers should already know their permanent District, School, and Teacher Numbers. I they are
not known, principals can provide this information. In the cou:se of the school year, teachers are
assigned many numbers. Only PVS-assigned codes should be used.

® The example below shows how teachers should mark their Classroom ldentification Sheets:

Mr. Davis has 25 students In his ciass. His District Numberis 10. His School Number is 209. His
Teacher Number i3 41. Mr. Davis compleles the number code portion of his Classroom Iden
tification Sheet accordingly:

You should already know your District, School, and Teacher Numbers. If you ¢ not know them,
Jour principat can gise you this information.
guvier [ 1 Schew | | Toschr
Wrile in the aumbers hete. —r—er
Writle just one digil in each box. 10 ‘2| 0 l 3 I4l { |
Then matk the digil in the circle below. @ OF "4 OF°,;
9 080 oJ -
® OO OO
QOO 00
® (OO SN <} 8
L
08 ®C¢ 8
© [OROROI N RO
[OROB R [0XOX + 1§ MOXO]
Count the number of students’ maienals that you a‘e mailing with this Classroom ldentification
Sheet Mark the circie for the nearest number.
5 10 15 26 25 30 235 40 45 S50 55 60 65 70 75 Gu B85 90 95 100
0O00C00@0 0000000000 0O000O0

Q 2
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It Mr. Davis submitted this Classroom identification Sheet with his students' matenals, he
would receive 25 individual student summaries and & Classroom Profile which summarizes the
performance of the entire class.,

* Mark the number of students’ materials to the nearest S, (For example, Mr. Davis is submitting 25
students’ materials, so the circle under the number 25 is filled in. A teacher who submits 33
students’ materials marks the circle under the number 35.)

¢ Some teachers prefer 1o receive separate reperts for each instructional group. This can be done by
simply subsmitting a separate Classroom Identification Sheet with each group. No special record-
ing is necessary. For example, Ms. Jones has three instructional groups. She fills out three iden-
tical Classroom Identification Sheets and places one with each group's materials. Ms. Jones will
receive three separate reports. Each report will provide individual student summaries and an
overall group profile. By looking at students* initials (and optional student numbers, if used), Ms.
Jones can easily associate cach report with the proper group.

Always place the completed classroom identification shiet on 1op of the stack of students* materials.

DIRECTIONS FOR THE BEGINNING INVENTORY—LEVEL 1

TEACHER:

Look at Number 1.

Look at Number 2.

Look at the picture of the cup. Think of the sound that you hear a the
oeginning of cup. Now look at the two pictures next to it. Which picture
begins with the same sound that you hear at the beginning of cep? Fill inthe
circle under the picture.

Look at the picture of the bed. Think of the sound that you hear at the
beginning of bed. Now look at the two pictures next to it. Which picture
begins with the same sound that you hear at the beginnirg of bed? Fill in the
circle under the picture.

Now we wiil listen to the sounds at the ends of words.

Look st Number 3.

Look at Number 4.

Look at the picture of the sun. Think of the sound that you hear at the end
of sun. Now look at the two pictures next to it. Which picture ends withthe
same sound that you hear at the end of sus? Fill in the circle under the
picture.

Look at the picture of the nut. Think of the sound that you hear at theend
of nut. Now iook at the two pictures next to it. Which picture ends with the
same sound that you hear at the end of nut? Fill in the circle under the
picture.

Now we are going to match some rhyming words.

Look at Number §.

Look at Number 6.

Look at the picture of the hat. Now look at the fwo pictures next to it.
Which picture rhymes with hat? Fill in the circle under the picture.

Look at the picture of the rug. Now !ook at the two pictures next to it.
Which picture rhymes with rug? Fill in the circle under the picture.
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Now turn 10 the next page,

Loos at Number 7. Look at the first letter. Now look at the letters next to it. Which one is the
same as .2 first letter? Fill in the circle under the Jetter.

Look at Number 8. Look at the first letter. Now look at the letters next to it. Which one is the
same as the first Jetter? Fill in the circle under the letter,

Look at Number 9. Look at the first letter. Now look at the letters next 1o it. Which one is the
same as the first letter? Fill in the circle under the letter.

Look at Number 19. Look at the first letter. Now Jook at the letters next to it. Which one is the
same as the first letter? Fill in the circle under the letter.

Look at Number 11. Look at the first letter. Now Jook at the letters next 1o it. Which one is the
same as the first letrer? Filt in the circle ynder the letter.

Look at Number 12. Look at the letters. Which une is the jetier s? Fill in the circle under the s.
Look at Number 13. Look at the letters, Which one is the letter w? Fill in the circle under the w.
Look at Number 14, Look at the letters. Which one is the letter g? Fill in the circle under the g.
Now tura 10 the next page.

Look at Nomber 1S, Look at the letters. Which one is the letter m? Fill in the circle uader the m,
Look at Number 16. Lock at the letters, Which one is the Jetter d? Fill in the circle under the d.
Now turn 1o the next page.

Look st Namber 17. Look at the letter 5. Next to the letter s you will see a place for you to copy
this letter. Use your best printing to copy the letter,

Now Jook at the rest of the letters on this page. Next 1o each letter is a place
for you to copy that letter. Use your best printing to copy each letier. Take

your time and do a good job. When you are finished, put vour pencil down
and [ will collect your booklet. You may begin.

Directions for Scoring the Handwriting Section
The Handwriting section must be scored by the teacher. Each item (numbers 17-21) is followed by three
scoring circles, labeled Good, Acceptable, and Unacceptable. Using a number 2 lead pencil, fill in the
appropriate circle for each item;

Good — The response approximates the model in size and in stroke formation.

Acceptable —~ The response is legible, but differs from the model in size or stroke formation.

Unacceptable — Tt = response is illegible or difficult to read, or no response was attempted.




DIRECTIONS FOR THE MID-YEAR INVENTORY—LEVEL 1
TEACHER:

Look at Number 1. Which letter begins the word? Fift in the circle under the answer,

Now do the rest of the page by yourself. Fill in the circle under the letter
that begins each word, When you see the stop sign. put your pencil down.

{Circulate around the class (o make sure that students understand the directions.)
Now tura the Dage.
Look at Number 8. Which letter finishes the word? Fill in the circle under the answer,

Now do the rest of the page by yourself. Fill in the circle under the letter
that finishes each word. When you see the stop sign, put your pencit down,

Now tura the page.

Look at Number 13. Which letter goes in the middl~ of the word? Fill in the circle under the
answer,

Do the rest of the page by yourself, Fill in the circle under the letter that
goes in the middie of each word, When you see the stop sign, put your pen-
cit down,

You may turn the page.

Now you are going to write some words. | will say the word and use it in a sentence, Write only the word
that 1 tell you to write,

On line 18, write the word fua. The children had fun at the park, Fun.
On line 19, write the word big. The giant was very big. Big.
On line 20, write the word wet, When i. rained, Bill got wet. Wet.
On line 21, write the wor- job. Mother works hard at her job. Job,
On line 22, write the word ran. The gir! ran very fast. Ran.
Directions for Scoring the Dictation Section
The Dictation Section must be scored by the teacher. Eacli item (numbers 18-22)is foflowed by two scor-
ing circles, fabeled Correct and Incorrect. Using a number 2 fead pencil, fill in the appropriate circie for
each item:
Correct — The word is spelled correctly. (Do not penalize studerts for the use of capital lettess.)

incorrect - The word is spetled incorrectly, or no response was attempted.




DIRECTIONS FOR THE FND-OF-YEAR INVENTORY—LEVEL 1
TEACHER:
Losk nt Number 1. Which letier begins the word? Fiil in the circle under the answer,

Now do the rest of the page by yourself. Fill in the circle under the letter
that begins each word. When you see the stop + gn, put your pencil down.

(Circulate around the class t0 make sure that students understand the directions.)
Now tum the page.
Look st Number 7. Which letter finishes the word? Fill in the circle under the answer,

Now <5 numbers 8, 9, and 0 by yourself. Fill in the circle und:r the letter
that finishes each word. When you see the stop sign, put your pencil down.

Look #t Number 11. Which letter goes in the middle of the word? Fill in the circle under the
answer,

Do numbers 12, 13, '4, and 15 by yoursel!. Fill in the circle under the laiter
that goes in the middie of the word. When you see the stop sizn, put your
pencil down.

Look st Number 16. Which letters finish the word? Fill in the circle under th. r 1swer,

Now do numbers 17 and 18 by yourself. Fill in the circle under the letters
that finish each word, When you sce the stop sign, put your penc’! down,

Tura the page.

Now you are going to write some words, I will say the word and use it in & sentence. Write only the word
that | tell you to write

On line 19. write the word sat. Linda sat on the chair. Sat.

On line 20, write the word like. Most children like ice cream, Like.

On line 21. write the word dig. We will need a shovel to dig a hole. Dig.
On hne 22, write the word home. Does your sister live at home? Home.
On line 23, write the word cut. Use the knife to cul the cake. Cut.

On line 24, write the word save. John wants 10 save his money. Save,

On line 25, write the word fed. Mary fed the dog last night. Fed.

On line 26, write the word bot. The sun is very kot. Hot.




Directions for Scoring the Dictation Section

The Dictation Section must be scored by the teacher. Each item (numbers 19-26) is followed by two scor-
ing circlee, 1abeled Correct and Incorrect. Using a aumber 2 lead penci!, fill in .he appropriate circle for

each item:

Correct  — The word is spelled correctly. (Do not penalize students for the use of capital letters.)

incormect — The word is spelled incorrectly, or no response was attempied,




)
PROFICIENCY VERIFICATION SYSTEMS IN SPELLING
DIRECTIONS FOR LEVEL 2

Geueral Information
This booklet contains directions for the lollowing PVS Spelling Inventories:
Beginning Inventory—Level 2: for students who are just beginning Grade Two spelling instruction.

Mid-Year Inventory-—Level 2: for students who have completed the first semester of Grade Two
spelling instruction,

End-of-Year Inventory—Leve! 2: for students w0 have completed Grade Twe spelling instruction.
Students shuuld be given the inventory that matches the level of spelling material. they are using for in-
sttuction. regardless of their grade in school. For example, if Grade Two students are using materials
normally used at Grade One, they should take the approptiate Level One inventories.

Preparation for Administration

v Give all students in a test group identical PVS booklets since each inventory is administered otally
by a teacher or an aide,

¢ Make sure each student has a number 2 lead pencil and an eraser. Pens or cravons cannot be used.

¢ Have students write their first and last names and their teachet’s name on the appropriate lines at
the trp of the first page. (Some teacheis may prefer 1o complete this information before handing
uut the booklets.)

* Helpstudents fillin the identification circles at the top of the first page. This information is critical
il students’ answers are 1o be scored and reported properly. Iy is recommended that Grade One
teachers complete this Information themselver.

1. Have students fill in the circle for their grade in school. (If the school is ungraded, leave this
space blank.)

2. Have students fill in the circles for their first and last initials. (Students shc-ild ignoi e the op-
tional student number. This is provided for teacher convenience and is described below.)

* Tell students that You will read the directions aloud. (Directions begin on page 5.) They will answer
each item by filling in the correct answer. Remind them to fill in the entire circle.

* Tell sudents to erase any answer that they want tochange. They must erase it completely since two
responses are counted as an incorrect answer.

s Give students ample time 1o m -k their answers. Re-rcad any ilem if 2 stud<nt asks you to do so.

¢ If desired, provide practice items on the board or on ditto sheets prior (¢ administering the inven-
tory. The objective of a practice session is to assist students in follow’ag directiuns.
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Checking Students’ Materials for Machine Scoring
Teachers should spend a few minutes skimming the materials 10 see that they are correctly marked.

Be sure that the proper marker wag used, If some students have not used # number 2 sencil, have
them recopy their answers. :

Be sure that the identification information on the front page was comy. ' .ted properly. Students are
identified Ty their in;tials only. If several students have the same initials, assign numbers to all
pupils. Su.dent numbers may be assigned in addition 1o initials even where there is no problem
with pupils having the same initials.

There is a section on the front Page 10 mark a student number, Two digits must be used. For exam-
ple, if the student’s number is 2, code the number "*02," by marking a **0" in the first column and
a *2" in the second column. (Optional student numbers are usually taken directly from the
teacher’s classroom roster.)

Be sure thal po stra¥ marks are on the pages. Stray marks can interfere with mackine scoring and
can result in lower scores. If possible, erase all stray marks.

Be sure that the Dictation Sectlon has been scored. Each inventory includes a list of words to be
dictated to the students. Space i5 provided in each booklet for student 12sponses. Upon completion
of the inventory, the teacher must check the dictated items and mark the appropriate scorirg cir-
cle. Specific scoring directions are provided for each inventory.

Completing the Classroom Identification Sheet

Read and f~llow directions on the Classroom Identification Sheet. No materials can be scored or sum-
marized without the proper classroom identification.

* Teachers should already know their permanent District, Scheo-i, and Teacher Numbers. If they are
not known, principals can provide this information. In the course of the school year, teachers are
assigned mauty numbers. Only PVS-assigned codes should be used.

¢ The examplc below shows how teachers should mark their Classraoom ldentification Sheets:

Mr. Davis has 25 students in his class. His District Number is 10, His School Numbcr is 209. His
Teacher Number is 41. Mr. Davis completes the number code partion of his Clsssroom Iden
tification Sheet accordingly:

You ih(‘mld already know your Esinct. School. and Teacher Numbers If you do not know tham,
your prinCiDal can give you (his informalion

Diwtrig School Teachas
Nurmber Number Number
WnleT:Jrs..tteol:etgleg:;ulr?:':hh;;i__. Ll—lc:) 0 —Z@J'g g) l_tl_’@ /
Then mark tha digih in Ihe circle below o 8 OO0 o) g
O I0Q0|| O®
(0JON §IOROJOI I OJO.
00, 8 OOl ©
Q0 1020 8
(OO, 8 1020
25 (12931 88
36 |[33€!{ 88

Count the number of studenls’ matenals that you ar¢ maning with this Cilassroom ldenhfication
Sheet Mark the circle for the nearest number

5 10 15 20 25 30 35 40 45 50 5 60 65 70 75 80 85 90 95 100
O000DOO0000O00OO0O00O0DO0D0O00O0D0O0O0O0O0
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i Mr. Davis submitted this Classroom ldentification Sheet with his siudents’ matenals, he
would receive 25 individual student summaries and a Classroom Profile which summarnizes tre
Performance of the entire class.

¢ Mar¥ the number of studen*s’ materialsto the nearest 5 (For example, Mr. Davis is submitting 25
students’ materials, so the circle vnder the number 25 is filled in. A teacher who submits 33
students’ materials marks the circle under the number 35.)

* Some teachers prefer 10 receive separate reports for each instructional group. This can be done by
simply submit1ing a separate Classroom Identification Sheet with each grovp. No special record-
ing is necessary. For example, Ms. Jones has three instructional groups. She fills out three iden-
tical Classroom Identification Sheets and places one wiil each group’s materials. Ms. Jones will
receive three separate reports. Each report will previde individual student summaries and an
overall group profile. By looking at students* initials (and optional student numbers, if uscd), Ms.
Jones can easily associate each report with the prope. group.

Always place the completed classroom identification sheet on top of thr stack of students’ materials.

DIRECTIONS FOR THE BEGINNING INVENTORY—LEVEL 2
TEACHER:
Look at Number L. Which letter begins Lac word? Fiil in the circle under the answer.

Now do the next nine items by yourselves.. Fill itt the circle under the letter
that begins cach word. When you sec the stop sign, put your pencil dowtr.

{Circulate around the class to make sure tf ! students understand the directions.)
Look st Number 11. Which letter finishes the word? Fill in the circle under the answer.

Now do the rest of the page by yourselyes. Fill in the circle under the letter
that finishes cach word. When yon sce the stop sign. put your pencil down.

Tam the page. \

Look at Nu er 16. Which letter goes in the middle of the word? Fill in the cirde under the
answer.

Now do the 1¢st of the page by yourscives. Fill jn the circle under the letter
that goes in the middle of each word. When you sce the stop sign, put yotr
pencil down,

Turn th.e page.

Now you are going to write some words. 1 will say the word and usc it in a sevitsnce. Write only the werd
that 1 tell you to write.

On line 21, write the word run. How fast can you run? Rua.

On line 22, write the word pet. John has a pet rabbit. Pel.




On line 23, write th. word top. The glass is on the top shelf. Top.
On line 24, write the word had. The children had a good time. Had.

On line 25, write the word win. Our team will win the game. Win,

Directions for Scoring the Dictation Section
The Dictation Section must be scored by the teacher. Each item (numbers 21-25) in this section ;s fol-
lowed by two scoring circles. The circles are labeled Correct and Incorreet. Using a mumber 2 lead pencil,
fill in the appropriate circle for each item by applying the following criteria;

Comreet — The word is spelled correctly. (Do not penalize students for the use of capital letters.)

incorrect — The word is spelled incorrectly, or no response was attempted.
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DIRECTIONS FOR THE MID-YEAR INVENTORY—LEVEL 2

TEACHER:

Look at Number 1. Which letter begins the word? Fill in the circle under the answer.
Now do the rest of these items by yourselves. Each word is missing one or
more letters. In some words, the first letter is missing. In some other words,
the middle of the wosd or the end of the word is missing. Look at each word
carefully and then fill in the circle under the answer. Keep working until you
sec the stop sign; then put your pencil down.

(Circulate around the class to make sure that students understand tae directions. studints are ro
continue working until they complete item 23.)

Now turn the page.

Now you are going to write some words. 1 wil} say the word and vse it in 4 sentence. Write only the wosrd
that 1 1¢'] you to write.

On line 24, write the word gum. Alice bought some gum at the store. Gum.
On lire 25, write the word bifl. Wz walked !0 the top of the hill. Hill,

On line 26, write the word joke. I laughed when Alex 10id a joke. Joke,
On line 27, write the word feed. Ralph lixes 10 feed the virds. Feed.

On line 28, write the word pop. 1 didn't mcan to poep the balloon. Pop.

On line 29, write the word ride. Would you like to ride my bike? Ride,

On line 30, write the word sad. Mary told vs a sad storv. Sad.

On line 31, write the wo:d web. The spider is spinning @ web. Web.

On line 32, write the woid bake. Shalt we bake some cookies? Bake.

5
gfor Scoring the Dictation Section
!
s T8 4
Tht{ "id{ion Section must be scored by the teacher. Each itern (numbers 24-32) in this section is fol-
lowef By two scoring circles. The circles are labeted Correct and tncorrect. Using a number 2 lead pencit,
fill jh the appropriate cirv.e for each item by applying the {ollowing criteria:

M
" Correct — The word is spelled correctly. (Do not penalize students for the use of capital letters.)

tneorrect — The word is spelled incorrectly, or no response was attempted.




DIRECTICNS FOR THE END-OF-YEAR INVENTORY--LEVEL 2
TEACHER:

Look u: Number 1. Which letter or letters compleie the word? Fill in th ... ¢ the
answer.
Now do the rest of the iteris by yourselves. Each word is missing one or
more letters. In some words, the missing part is at the end of the word; in
other words, the missing part is at the beginning of the word. Look at each
word car-fully and fill in the circle under the answer. Keep working until
you see ine st0p s1gr; then put your pencil down. You may begin.

{Circulate around the closs to make sure that students understand the directions. Students are 1o
continue working until they complete item 22.)

Now turn the page.

Now you are going 10 write sorme words. I will say the word and use it in a sentence. Write only the word
that { tell you to write,

On line 23, write the word rain. 1 think it will rain today. Rain.

On line <4, write the word tewn. John is moving to another town. Town.

On line 25, write the word broom. Use the breom 1o sweep the fioor. Broom.

On line 26, write the word drive. My brother can drive a car. Drive.

On line 27, write the word cook. What sha.. wi ceok for dinner? Cook.

On line 28, write the word read. Elena likcs to read animal stories. Read.

C4 line 29, write the word soap. Wash your hands with soap and water. Sosp.

On line 30, write the word sweet. This candy is vesy sweet. Sweel.

cop ;

Directions for Scoring the Dictation Section
The Dictation Section must be scored by the teacher. Each item {(numbers 23-30) in this section is fol-
lowed by two scoring circles. The circles are labeled Correctand Ineorrect. Using a number 2 lead pencil,

fill in the appropriate circie for each item by applying the following criteria: ~

Correct — The word is spelled correctly. (Do not penalize students for the use of capital letters.)

ineomreet «— The word is spelled incorrectly, or no response was atterapted.




PROFICIENCY VERIFICATION SYSTEMS IN SPELLING
DIRECTIONS FOR LEVEL 3

General Information
This booklet contains disections for the following PVS Spelling Inventories:
Beginning Inventory—Lavel 3: for students who are just beginning Grade Three spelling instruction.

Mld-Year Inventory—Level 3: for students who have completed the first semester of Grade Three
spelling instruction,

End-of-Year Inventory—Level 3: for students who have completed Grade Three spelling instruction.
Students should be given the inventory that matches the level of spelling matertals they are using for in-
struction, regardless of their grade in school. For ex imple, if Grade Three students are using materials
normally nsed at Grade Two, they should taae the appropriatc Grade Two inventories.

Feparation for Administration

* Give all students in a test group identical PVS booklets.

* Make sure each student has 3 number 2 lead pencil and an eraser. Pens or crayons cannot be used.

* Have students write their first and last names and theis teacher’s name on the appropriate lines at
the top of the first page. (Seme teachers may prefcr to complete this information before handing
out the booklets.)

¢ Heip students fill in the identification circles at the top of the first page. This information is critical
if studznts’ answcrs are to be scored and reported properly. Again. some teachers may wish to

complete 1lys information themselves.

. 1. Have students fill in the ciscle for their grade in school. (If the school i vngradcd. leave this
* - space blank.) Pl

2. Have students fill in the ciicles for their first and last initials. (Students should ignore thigy
- tional student number. This is provided for tcacher ronvenience and is described below

* Tell students that they are to read the directions for ec.ch itcm and then fill in the circle for the gor-
rect answer. '

: * Tell students to erase aty answer that shey want to change. They must erascit completely sincc two
responses are ¢ounted as an Incorrect answes.

¢ Give students ample time o mark their answers.

¢ [f desired. provide practice itcms on the board of on ditto sheets prior to ad:ninistering the inven-
tory. Tte objcctivc of a practice session is to assist students in following dir.ctions.
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Checking Students’ Materials for Machine Sco:ing
Teachers should spend & few minutes skimmis.g the materials to see that they are correctly marked.

Be sure that the proper pmarker was used. If some students have not used a number 2 pencil, have
them recopy their answers.,

Be sure that the jdentification Information on the front page was completed properly. Students are
identified by their initials only. If several students have the same initials, assign numbers to all
pupils. Student numbers may be assigned in addition to initials even where there is nc problem
with pupils having the same initials.

There is a section on the front page to mark a student number. Two digits must be used. For exam-
pte, if the student’s number is 2, code the number *'02,"” by marking a **0"*in the first column and
a2 2" in the second cvlumn. (Optional student numbers are usually taken directly from the
teacher’s classroom roster.)

Be sure that no steay marks are on the pages. Stray marks can interfere with machine scoring and
can result in lcwer scores, If possible, erase all stray marks.

Be sure that the Dictation Sectioz has been scored. Each inventory includes & list of words to be
dictated to the students. Space is provided in each bookiet for student responses. Upon completion
of the inventory, the teacher must check the dictated items and mark the appropriate scoring cir-
cle. Specific scoring directions are provided for each inventory.

Completing the Classroom Identification Sheet

Read and follow directions on the Classroom identification Sheel.. No materials can be scored or sum-
marized without the proper classroom identification.

¢ Teachers should already know their permanent District, School, and Teacher Numbers. If they are
not known, principals can provide this information. In the course of the school year, teachers are
assigned many numbers. Only PVS-assigned codes should be used.

¢ The example peiow shows how teachers should mark their Classruom Jdentification Sheets:

Mr. Davis has 25 students in his class. His District Number is 10. His Schoo! Number is 209. His
Teacher Number is 41. Mr. Davis completes the number code portioh of his {4z
tificatipn Sheet accordingly:

; e f B
. You should already know your Distnict School. and Teacher Numpers. It ioq do ncffidow them,
your pyintipal can give you this information. v f

Wrile in the aumbers here. — —»
Whnie just one digit tn each box.
Then mark the digit in the circle below.

Sit

GOOOOO0BTI
COREEEOHO0

OOOORREOE
RO

10,0)
10

Count 1he number of studenis’ malenals thal you are mailing wrth this Classroom tdennficalion
Sheel Mark the circle for the nearest number

§ 10 15 20 25 30 35 40 45 50 55 60 65 70 75 €0 65 90 95 100
00000000000 OODOOLOLOOO

RIC :
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If M. Davis submittes this Classroom Identitication Sheet with his students’ mater:ats, he
would receive 25 individual student summaries and a Classioom Protile -which summarizes the
performance of the entire class.

* Mark the number of studems* materials 10 the nearest 5. (For example, Mr. Davis is submitting 25
students’ materials, so the circle under the number 25 is filed in. A teacher who submits 33
students' materials marks the circle under the number 35.)

* Some teachers prefer to receive separate reports for each instructic yal group. This can be done by
simply submitting a separate Classroom ldentification Sheet with each grovw. No special record-
ing is necessary. For example, Ms. Jones has three instructio—al groups. She fills out three iden-
tical Classroom ldentification Sheeis and placy; one with each group’s ruaterials. Ms. Jones will
receive three sepazate reports. Each report will provide individaal student summaries and an
overall group profile. By looking at students* initials (and optionial student numbers, if used), Ms.
Jones can easily associate each report with the picper group.

4lways place the completed classroom ldentification shzet on top of the stack of students* materials.

Directions for Administering the Dictation Section

When al! students have completed the muhiple-choice sections of the ... 'entory, have them turr 10 the
Dictation Section un page 4. Dictate the applicable words as indicoted below:

Dictation—Beginning Inventory

TEACHER:
On line 21, write the =« d rain. Mike is walking in the rain. Rain.
On line 22, write the word lunch. Maria will eat her tunch. Lunch.
On line 23, write the word wood. Put some weod on the fire. Wood.
On line 24, write the word baih. John will give the dog a bath, Bath.
On line 25, write the word why. | wonder why Alice isn’t here. Why.
On 6, write Lhe wnrd prize. Patricia won the ﬁ}'sl prize. Prize.

o

Oq,{hc 27, write the wor.] bring. What did you bring-io the picnic? Bring.

- "
Dictation—Mid-Ye.r Inventory

Ou e 21, write the word pitcti. Gloria will pitch the ball. Pitch.
* On line 22, write the “vord stiff, My arm is sore and stiff. Stff.
O line 23, write the word march The band will march in the parade. March.

On li v 24, write the word burn. Do you think this wood will burn?
Bors. ‘o

On line 25, write the word small. One cat is large. The other is smatl.
Small. )
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On line 26, write the word shirt. Tom is wearing a new shirs. Shirt.
On line 27, write the word die. Water the Rowers before they die. Die,

On line 28, write the word send, Did you send the package? Send.

Diciation—End-of -Year Inventory

On line 20, write the word pull. Help me pul! the wag.n. Pull.

On line 21, write the word cents. John has ten ceats to spend. Cents.
On line 22, write the word lawn Did you mow the front lawn? Lawn.
On line 23, write the word tight, These shoes are oo tight, Tight.

On line 24, write the word hair, Comb your hajr before you lcave. Hair,
On line 25, write the word chance. Linda has a chance to win. Chsence,
On line 26, write the word clear. The water was cool and clear. Ciear,

On line 27, write the word tear. Do not tear the paper. Tear. |

Directions for Scoring the Dictation Section

The Dictation Section must be srored by the teacher. Each item in this section is followed by two scoring
circles. The circles are labeled Cofrect and Incorrect, Using a sumber 2 lead pencily fill in the ap- |
propriate circle for each itetn by applying the following criteria: ‘

Consct — The woid js spelled correctly. (Do not penalize student, for the use of capital letters.) |

tncorrect -~ The word is spelled incorrectly, or no respoise was attempted.
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PROFICIENCY VERIFICATION SYSTEMS IN SPELLING
DIRECTIONS FOR LEVELS 4, 5§, AND 6

Ueneral Information

This bookict contain- directions for all PVS Spelling inventories at Levels 4, 5, and 6. Each level has a
Beginning Inventory, a Mid-Year Inventory, and an End-of-Year Inventory.

Students should be given the invenory that matches the level of spelling materials that they are using for
instruction, regardless of their grade in school. For example, if Grade Five studonts are using materials
normally used at Gracic Four, they should take the appropriate Level Four inventories.
Preparation for Admininratios

* Give each student a PVS booklet and an answer sheet.

* Make sure each student has a number 2 lead pencil and an eraser. Pens cannot be used,

* Have students write their first and 1ast names and their reacher’s name on the appropriate lines at
the wop of the answer sheet.

* Help students fill in the identification circles a1 the top of the answer sheet. This information is
critical if students’ answers are 1o be scored and reported properly. .

. Have students fill in the circle for their grade in school. {If the: school is ungraded, leave this
space blank.)

2. Have students fill in the circle for the levei number of the PVS Inveniory th 'y are about 10 take.

3. Have students fill in the circle that indicates the type of inventory they are abour to take @.e.,
Beginning, Mid-Year, or End-of.Year).

4, Have students fill in the circles for their first and 1ast initinls. (Students should ignore the op-
tional student number, This is providegd for teacher convenience and is described below.)

lng'l omhc answer shect. They should b» -ery caroful 1o

* Tell suidents that all answers must be 03
mnrk. their answers in the right place @A sheet, Remind them 10 ﬁ!’ A0 the entire circle,

* Give students ample ime to mack their answers.

» If desired, provide practice items on the board or on ditto sheets prior to administering the inv

tory. However. be careful 10 avoid the actuat content of the inventory, The objective of a practlée
session is 10 assist students in following directions.
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Checking Students’ Materials for Machine Scoring
Teachers should spend a few minutes skimming the materials to see that they are ¢c vectly marked.

Be sure that the proper marker was wsed, If some students have not used a number 2 pencit, huve
them recopy their answers.

Be sure that the ldentification information was completed 1 -operly. Students are identified by
their initials only. If several students have the same initials, assign numbers to ali pupils. Student
numbers may be assigned in addition to initials cven where there is no problem with pupils having
the same initials.

There is a section on the answer sheet {0 mark a student numbzer. Two digits must be used. For ex-
ample, if the student’s number is 2, code the number *‘0z,"* by marking a *“0"* in the first column
and a 2" in the second column. (Optional student numbers are usually taken directly from the
teacher’s classroom roster.)

Be sure that no stray marks are on the answer gheet. Stray marks can interfere with machine scor-
ing and can result in lower scores. If possible, erase all stray marks.

Be sure that the Dictation Section has been scored. Each inventory includes a list of words to be
dictated to the students. Space is provided on the answer sheet for student responses. Upon com-
pletion of the inventory, the teacher must check the dictated items and mark the appropriate scor-
ing circle. Specific scoring directions are provided for each inventory.

Completing the Qassroom Identification Sheet

Read and follow directions on the Classroom Identification Shcet. No answer gsheets can be scored or
summarized without the proper classroom identification.

e Teachers should already know their permanent District, School, and Teacher Numbers. If th.ey are

not known, principals can provide this information. In the course of the school year, teachers are
assigned many numbers. Only PVS-assigned codes should be used.

® The example below shows how teachers should mark their Classroom ldentification Sheets:

Mr. Davis has 25 students in his class. His District Number is 10. His School Number |5 209, His
Teacher Number Is 41. Mr. Davis completes the number code portion of his Classroom Iden-
titication Shest according

You should aheady kKnow 5

your prineipal ean give you (B information. SUTL

i
H
;‘

‘l
Wfi‘é.ll'l the numbers here. ——wwe

Wrire jugtone digit in each box.
Then mark the.8igit in the cirele bajow.

——

1©,010C,0,0/00 LG CII0

oo ololoe, Jio)
0000000

ololoicoolce 0
PRS0
ccecoelole, o i

OO IO~

C

Count the number of students’ matenals that you are maling wit: this Classroom tdentilication
Sheet. Mark the circte jor the nearest number

5 10 15 20 25 30 35 40 45 S0 S5 60 65 70 75 S0 85 90 95 100
OCGCO0O0®QCO0O000000O0O0VO 000
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11 Mr. Davis submitted this Classroom Identih.cation Sheel with his £'udents’ answer sheels, he
would receive 25 individua: studont summaries and a Classroom Profile which summa’izes ihe
performance of 1he entire class,

» Mark the numbes of answer sheets 1o the nearet $ (For example, Mr. Davis is submirtting 25
answer sheets. 50 the circle undev the number 25 is fillsd in. A teacher who submits 33 answer
sheets marks the circle under the number 38.)

¢ Some teachers prefer to receive separate reports for each instructional group. This can be done by
simply submitting a separate Clazsroom Identification Sheet with each gronp. No special record-
ing is necessary. For example, Ma. Jones has three instructional groups. She fills out three iden-
tical Classroom Identification Sheets and places one with each group’s ansv.er sheets. Ms. Jones
will receive three separate reports. Sach report will provide individual student summaries and an
overall group profile. By looking at students’ initials (and optional student numbers, if used), Ms.
Jones can easily associtte each repont with the proper group.

Always place the completed classroom identification sheet cn top of the stack of students’ answer
sheets,
Pirections Sor Administering the Dict~tion Section
When ail students have comgleted the multiple-choice sections of the inventory, help them licate the
Dictation section on their answer sheets. The diztated words are 10 be written oh the app:opriate,
alphabetically ordered lines. Diciate the apMicable words as indicated below:
LEVEL 4

Begisning Inventory (Level 4)
TEACKEER:

On line A, write bright. The : un is very bright. Bright.

On line R, write match. Use a m..tch 10 Jight the fire. Mateh.

On line C, write gice, Isabel has a nice voice. Nice.

On line D, writc storm. it rained duri'ig the storm. Storm.

Un ae E, write cliy. Los Angeles is a large city. Clty.,

On line F, write ground : The seeds fell 1o the g.oand. Ground.

On line G, write near, Don't stand near the cdge. Near.

On line H, write scare. D4 the movie scare you? Scare.
Mid-Year Inventory (Level 4)
TEACHER:

On Jine A, write world. Th: space craft flew around the world. Waric

O line B, write hesith. Exercise is immportant 10 your health. Health,
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On line C, write thief. The officers caught the thief. Thief,

On line D, write sink. A heavy object will siak in water, Sink.

On line E, write child, Mr. and Mrs. Brown have one child, Child.

On line F, write third. My brother is in the third grade. Third.
On line G, write fault. The accident wasn't anyone’s fault. Fault.
On line H, write bounce. This ball won't boance. Bouace,

On imne I, write earn. How much money did you earn? Earn.

On line J, write scratck. A cat can scratch with its claws. Scratch.

Ead-of-Year Inventory (Level ¢)

TEACHER:

E

On line A, write fudge. Ralph loves to eat chocolate fudge. Fadge.

On line B, write wrist. Your wrist ;s part of your arm, Wrist.
On line C, write quake. Did you feel the ground quake? Quske.

On line D, wri‘e knit, | would like to knit a sweater. Knit.

On liue E, write bomb, The army tesied a large bomb in the desert.

Bomb.

On line F, write charge. General Lee led the charge. Charge.

On line G, write taught. My sisier taught me how to swim. Taught.

On line H, write shore. The sea gulls tanded on the shore. Shore.
On line 1, write point. A needle has a sharp point. Point.

On line J, write bought. Amy bought a gift with her own money,
Bought.

LEVEL §

Beglinning Irventory (Level 5)

TEACHER:

On linz A, write huge. An elephant is a buge animai, Huge.
On line B, write drank. The thirsty dog drank some water. Dreank.
On line C, write knife. Use a knlfe to cu, the cake. Knife.

On Jine D, write brought. Daniel brought his flunch with him.
Brought.
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! On line E, write worry. Try not to wosry about the game, Worry,

On line F, write leaves. The leaves fell off the tree, Leaves.
On line G, write cithes, We visited three different citles. Citles.
On line H, write shortest. Jim is the shortest boy in his class. Skortest. |
On line I, write Intely. Have you been to the show Intely? Lately,
On line J, write share, The children will share the candy, Share,

Mid-Year Inveatory (Level $)

TEACHER:

g'no line A, write crowd. A large crowd of people watched the show.
“.

On line B, write trophy. The winner will receive a large trophy.
Trophy.

On line C, write nothing, Eddie was sure that mothing would happen. ]
Nothing,

On line D, write rule, How long did they rule the country? Rule.
On line E. write soup, Let’s have some soup for lunch. Soup.

On line F, write earn, How much money did you earn? Earn.

On line G, write refill. Please refill my glass with water, Refill.
On line H, write jewel. This jewel is worth a lot of money. Jewel,

On line 1, write medical, Sick people often nced medical treatment.
Medical.

On line J, write sprinkle. Did you feel a sprinkle of rain? Sprinkle.
Eud.of-Year Inventory (Level $)
TEACHER:
On line A, write suggest. | suggest that you do your best, Suggest.
On line B, write cause. Emily always supports a worthy cause. Csuse.

On line C, write toach. The runner must touch ¢very base. Touch.
On line D, write clue, The detectives are searching for a clue. Clue,
On line E, write dismiss. The teacher will dismiss the class. Dismiss.

On line F, write careful. Be careful when you cross the street. Careful.

On line G, write champlon. Citation was a chswplon race-horse.
Champlon.

On line H, write priceless. Mr. Jones has 2 priceless diamond.
Priceless.
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On line 1, write thirsty. All the players were tired and thivsty. Thirsty,
On line ], write belleve, Miguel doesn’t belleve in ghosty, Believe,

LEVEL 6
Beginuiag Inventory (Leve! 6)
TEACHER:
On line A, arite homey. Most bears like to cat homey, Honey.
On line B, write tune, Do you know the words to that tune? Tune.
Qs;,ﬁ;e C, write search., Help me search for my missing watch.

On line D, write kennel. The kennel has many dogs and cats. Kennel.

On line B, write trowble. Did you have trouble with your homework?
Trouble.

On line F, write energy. The sun is a good source of emergy. Energy

On line G, write bruise, 1 have a bruise where 1 bumped my kne-,
m.

On line H, write wonderful, Everyone had a wonderful time.
Wonderful.

On line 1, write fearless. The lion is & brave and fearless animal.
Fearless.

On line J, write healthy. Exercise helps us stay healthy. Healthy,
Mid-Year Inventory (Level 6)
TEACHER:

On line A, write ounce. The recipe calls for one osnce of milk.
Ounce.

On line B, write nephew. Mrs. Garcia has @ niece and nephew.
Nephew.

On line C, write coupon. Joyce has a coupon for a free hamburger,
Coupon.

On line D, write represent. Will You represent our school? Represent.

On line B, write uational, George Washington was a nationst hero.
Natlonal. -

On line F, write lsundry. Tomorrow we must wash the laundry.
Laundry,

On line G, write rough. The wood was too rough to carve. Rough.

On line H, write disloyal. The spy was disloyu} to his country.
mm.
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On line 1, write election. Did you vote in the class election? Election.
On line J, write approve. | hope you approve of my choice. Approve.
End-of-Yenr Inventory (Level 6)
TEACHER:
On line A, write chemlst. John's motker is a chemist. Chemist.
On line B, write whistle. Dogs can hear & very shrill whistle. Whistle.

On line C, write parachute. The parachute floated 10 the ground.
Parschute.

On line D, write patient. The doctor 100k care of the patient. Patient,

On line E, write station. Do you have a favorite radio station?
Station.

On line F, write vein. A vein carries blood through your body. Vein.
On line G, write freight. The truck was loaded with freight. Freight,

On line H, write concrete. Most sidewalks are made of concrete.
Concrete.

On line 1, write toulder. A large boulder rolled down the mountain.
Boulder.

On line J. write musical. Teresa has a Jot of musical 1alent. Musizal.

Directions for Scoring the Dictation Section
The Dictation Section must be scored by the teacher. Each item int this section is followed by two scoring
circles. The circles are labeled R for Right and W for Wrong. Us.ag a number 2 lead pencil, fill in the ap-
propriate circle for ¢ach item by applying the following criteria:

fight (M ~ The word is spelled correctly. (Do not penalize students for the use of capital letters.)

Wreong (W) — The word is spelled incorrectly, or no response was attempted.,
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EVS SPELLING INVENTORY
NAME Answer Sheet

TEACHER —

What grade are you In? Mark the grade number here. ' oloJololelololo)]

Look at the tavel numbar at the top of your lest bookiet. Mark the level hers. ’ ee®

387

Beginning @
Marx the type of Inventory you ase taking here. MidYessr @
End-of-Yoar ©
Mark your first inital. ) PREEOLERNOROOREOIPOVELROO®
Mark your fast initia. ’. PEEREOAIWONOROEREOPVPOVOBBOR
OPTIONAL
PUPHL ND.
Mark your test answers below. 8e sure you
matk your answers from top to bottom. Just
mark one answaer for each question.
OB KO;
v @ ]| [2]3
DICTATION ONLY 8 8
1 @6 17O @|®
O® ®|@®
10000 BOOO® 8 8
1I0@OE 19®ECE ®&® 8 8
10066 WOOG®
50@O6E 20®EE ©e
HOLIOIC) 20066 ®®
ICIOIGIC yXICIOIGIC]
10060 | HOOO® ©e
IBEOO PICIOICIC 0@
Weeee BOOE®
1HCIOIGIC) yHCIOIGIC) ©o
nNOOEE BOOO® ®@®
NBEEEE 22O®EE
LXOIQIONC OIRIOIC) ©e
5P | NGO 0®
OO NOOG®




Teacher

N School

District

CLASSROOM IDENTIFICATION SHEET

¢ No materials can be scored or summarized without a Classroom identification Sheet,

+ Be very careful {0 provide the correct identification numbers. if a classroom is identitied incorrectly,
a tsacher may not receive a classroom report.

*  Place & completed identification sheet on TOP OF ALL PUPIL MATERIALS THAT ARE MAILED.

¢ [f you are not surs how 10 mark the number codes, ses the PVS directicns pamphiet.

USE A NUMBER 2 PENCIL ONLY

You should siready know your district, school, and teachsr numbers. If you do not know
them, your principal can give you this information. See ihe PVS directions pamphist
for the instructional program code numbers.

School Teacher
Number

{
i

Write in the numbers hers. ——»
Write just one digit In each box.
Then mark the digit in the circle below.

OO0
©/C.0,00l0,0,0]

PRBREOR
(=X(=
-l OO

OCRCEEOE
0]6,0,0,0,C0.6.0

0000000000

C.010.0.0.0.0,C.0.0

C,00. 000

Count the number of pupils’ materis’s that you are mailing with this Classroom Identiti-
cotion Sheet. Mark the circle tor ths nearest numbey.

5§ 10 15 20 25 30 35 40 45 50 55 60 65 70 75 80 85 90 95 100
O0000000O0O0O00O0O0OCO0OO0ODO0OOO
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PVS SPELLING—BEGINNING IN

NAME

L e

VENTORY: LEVEL 1

TEACHER

AR IesTov s\

RI0000.0[000
olotetolaloootelelolelole

YOFOME RN OME)
tololclolololotolclolole

. Lovet ‘ 1019 .'ovovorgv .'Yochcvo.vo‘
: $o%e SN

F.l i AR o Ll

i ]

0 1




Page 2

= VISUAL DISCRIMINATION

= 7 &

¢ e o ¢
= 0 0O
= 8

h h n b
= 0 0O
= 9

u n u m
= 0 0O 0O
= 10,

j i j g
= 0 0O 0O
= 11

b p d b
= 0 0O 0O
= LETTER RECOGNITION
= 12

z 5 C
= 0 0 0
= 13,

w u v
= 0 0 0O
= 14,

g j y
= 0 0 0

390




Page 3
16.
m n w
o o
i6.
d p b

391
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Page 4

HANDWRITING

17.
\S

la.

19.

20.

e T Y ——

21.

s s Good
0O

392

Unacceplable

Unacceptable

Unaccepisble

Unaccepiable




PVS SPELLING—MID-YEAR INVENTORY: LEVEL 1 - | f
NAME TEACHER. =
e R R ID2a00 -
= I m eas
=
CONSONANTS =
1 ~~\,I '

_— -~ -un ¢ ® : B}
/7 N 0 0 0 =

2.
S -
0 0 0 =

3.
et g ) k ¥
0 0 0 =

4.
‘0 —ug d v : -
. o o _

8.
e - . .
0 0 0 =

8.

§ - '
7.

/ _at




o

L

.

-
n
™
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VOWELS =
13. |

@\ s Ce .
0 0 0 =

4.
@ b_g e o a =
0 0 0 =

18.
@ c_p u a 0 =

o
o
o
]
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H

i

i

i
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Page 4

DICTATION
18,

- W e R R L WEE WA A WEE Semd s WEE mEE MR YR e

e OETE e W M MV WA M e A mmk  TER S e Sed S S mab S

S Aep R e Sl e S g T e W — . W gy Wb

- g . R W TER ML WM S mme PEE e mnl v wew R A

22.

O O S e s TR amy W AN ek wer SRS wen e R A ame W
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Incorrect
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PVS SPELLING—END-OF-YEAR INVENTORY: LEVEL 1 - |

NAME TEACHER =
ZETSRRSRITEOBRRRROeel e
5000000008 Bod -
CONSONANTS =

1.
—.ive v f p =
0 0 =

2.
el w m v =
o 0 0 =

3. -

__L —ap n w m =
0 0 0 =

4.
—ake w | r =
o 0 0 =




il

0
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Page 2

o ©

fa._

o

b_d

7 @

; .
S

9. K

10. g

VOWELS

11,

398




Page 3

14.
w._§g i 0
o 0
15.
c_..t e a
o o
186,
ite it
o 0
17.
op ope
o o
c— ak ake
o o

399

]

]

]

]

]

]

Lig o




JAruitoxt Provided

Page 4

ERIC.

= DICTATION _
= 19,
= 20,
=
= 21,
= 22,
= 23,
= 24,
= 25.
= 26,
= )
O
ERIC 400

Correct

Incormct

Incorrect




PVS SPELLING~BEGINNING INVENTORY: LEVEL 2

NAME ’ TEACHER —
2L 0.0 6.0.0.00.0.0,0,0.00,0.0,0,0,0,0,40.0.0 .06 =
Last Initiel D06, (0.0 0. 0.00.00,0,0,0.0,0,0,0,0.0,0 0, 63 | Grade |
Lewsd [t Optianal = X=X )Y w)(= (23]
Form .: m =X X ) (e Pbtetd
CONSONANTS
—8n 8 f v
0o 0 0o
—ope r | w
0o 0 0o
—eg w ' | r
0o 0o 0o
—ike d p b
0
—eb v r w
) 0 0 0
—ake ¢ k g
0 0 0
—at h p n
0
—et y g }
0o 0 0o
Q
401
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VOWELS
16.
b_g
17,
n.t
18,
w_li
19,
m_.p
20,
E ‘ ﬁ P—8
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DICTATION
21,

- e N Sl St S EER PAE Ay wal TEE G T aan G e S

R

il
)
)

o EE S el S S W s, wEE S S S we S S WA S

I
W
-

e e dmm WA wml e ST el WA e S s Wl sy SN s

il
X
;

o s ke o wE S S e EEE Smp WA WD S P s ey W %

R 404

Incomect

Incomect
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Incorrect




PVS SPELLING—MID-YEAR INVENTORY: LEVEL 2

NAME

TEACHER

B
(3

CONSONANTS

v-

Y X AT OO AT AT AT AT ATATAT AT YA A A
0103010, GIG01010,C 0 CHUI 0000 00/0CIO0 O

DOOOOOROEEOROOOOEEDE)

3,0.0,0

0.0

Sk,

_ =X
POEBREOOAEA

OYQTQVOfovo'YoTQT W ™

C.0.0.0.0,

el m w r
0 0 0
-—up e k g
0 0 0
—ix c z 8
0 0 0
—and n r h
0 0
_.ug r i w
0 0 0
_ire f v 8
0 0 0

9. ——
ha__ b t d
O 0 0

8.

ta._. d b g
0 0 O

405

] M on it




"

k } g
0 0 0
b p d
0 0
m b n
0
i ff |
0 0 0
8 X ks
0 0 0
ng 3 n
0 0
58 8 sh
0 0 0
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o n
0 0
& i
0 0
o e
0 0
i e
0 0
20.
ip ipe
0 0
21.
one on
0 0
22.
ate at
0 0
23.
€p eep
0 0

i

il

H

id
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DICTATION

e e e e wa s gy Ty TEE M S T amm oM W S AR W

& o ks R o ST R bk am S EE T mak G A R W

i W el W Sy S W WP s T E o M s S e A s

27.

Ay W Wy emm G S wak T Em mm mat S S O SN s w4

-— S Sy A R R e k. wak S o e, TR Y o Y ek o o

31.

- O s T A wa S S W T ma S amm e gy e G S

et A e e G Em S Ay SN ey TEm mm g S S wek




PVS SPELLING—-END-OF-YEAR INVENTORY: LEVEL 2

NAME

TEACHER
LS Cl01G00.010 000,007 I00.0,0,0,00,00, G000,
Pl ofctclototetolotelotalototelololelolotololo i tatle
Lovel Ko )EB(:) LA
‘ tetletolstolelcle

CONSONANTS
1.
du_ ck c
0 0
2.
we__ I ff
0 0
3.
T x 8
0 0
4.
dre.. 8 88
0 0
S.
sh 8
0 0
6.
w h
0 0
(A .
ri_ g ng
0 0
8.
@' tee__ th f
0 0

409
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Page 2
9.
70 ~-oon 8 p sp
0 0 0
10,
—-um dr d br
0 0 0
ha_ n nd d
0 0 0
VOWELS
12,
@ g— ote owt oat
0 0 0
13.
\> P r_. ake ak aik
0 0 0
14,
& | . ef eaf eef
0o 0 0o
16, poq
;3 st oav ove ov
N~ 0 0 0
16.
@ m__ on une oon
0o 0 0o
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ane
0

18.

H

eat

eet

19.

uk

ok

ook

oun
0

on
0

20.

er

flow__

22.
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= DICTATION
= 23
------------------- Cormeet Ineorrect
- 0 0
= 24,
------------------- Correct Incorvect
= 0 0
= 28.
___________________ Comect incorresot
= 0 0 E
k|
= 286,
------------------- Correct Incorrect
= 0 0
= 27
——————————————————— Correct incomact
= 0 0
= 28,
------------------- Correct Incomect
= 0 0
= 29,
___________________ Corect incorsect
= 0 0
= 30. h
------------------- Correct Incorrect
- 0 0
412




PVS SPELLING—BEGINNING INVENTORY: LEVEL 3 0 |

NAME TEACHER

NATETATATATETATDTO AT T YA ST AT AT AT T Y T oY s
0.0 G*O‘G @.0.0 0*043 0.0.0.0,0,0.0.0 0‘0§0’&J§Q’0¢0-

OEAOOEOORMOAONOOONOOOOBOONE  [Gmée]
i PROA0Be0ed  had
CONSONANTS
Which letter or letters finish the word?
—umb h th t
0 0
ki, ng n g
0 0 0
—p 8 ch sh
0 0 0
4, - \
‘ ~ —ale wh w hw
0 0 0
5.
ck k ¢
0 0 0
6.
gla_ se 88 8
0 0 0
7.
bo__ ks sk X
0 0 0
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P np mp
0 0 0
ki d c
0 0 0
8 t st
0 0 0
VOWELS
Which letter or letters finish the word?
i1.
Z& - ele eal eel
0 0 0
12.
ch____ an ane ain
0 0 0
13. W,
ﬁ . | ow 0 ou
0 0o 0
14
@ | ook ouk uk
0 0 0
16.
‘p’ n.___ ale al ail
0 0 0

414
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STRUCTURE
Answer the questions.
16.
Which word comes first
in a dictionary? sun car pan
0 0 0
17.
Which word come last
in a dictionary? fast bike tree
0 0 0
Which word finishes the sentence?
18.
Where have you
— all day? been bin ben
0 0 0
19.
Please ___me
the book. giv geve give
0 0 0
20.
When .____ the
bell ring? duz does dos
0 0 0

415
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DICTATION

Aruitoxt provided by Eic:

21,
___________________ —
0
22,
e mmmmmmmmm e -
0
23.
__________________ . —
0
24.
___________________ camer
0
25.
___________________ o
0
- 4
___________________ care
0
217.
___________________ s
0
e 416




PVS SPELLING--MID-YEAR INVENTORY: LEVEL 3

et

NAME TEACHER

DOOOOOOOTOOOGESEOOOOOOOEOC)
Sltetatoletatlololclotototuttolutotulololctolale =
Lovel  X1X2)4 ' LOOOCHDCHENE)
Form | BHAAOOGOOCH
=
CONSONANTS =
Which letter or letters finish the word? =
1.
—oom dr br b =
0 0 0 =
—ake sn 8 sm =
0 0 0 =
la__ m p mp =
0 0 =
te__ nt t n =
0 0 0 =
Read the sentence, L
Which letter or letters finish the word? =
6.
John fell o__ the bike. f ft ff =
0 0 0 =
6.
Try to ca_— the ball
with one hand. sh tch ch =
0 0 0 =
-
417 -.



VOWELS

Read the sentence.
= Which letter or letters finish the word?

= 7
Put some s__1t on the eggs.

= 8,

Please t_. your shoe.
= 9,

The cows are in the b__n.
3 IOt

Sue goes to this ch__ch.
- .
= 11,

Which runner will be f__st?
= 12,

Marfa helped b__ brother.

[}

[}




Page 3
AFFIXES

Which spelling is correct? Remember the rules

you have learned about adding endings to words. =
13.
fast 4+ er faster fastter fastr =
0 0 0 =
14.
make + ing makeing macking making =
0 0 0 =
15. ¢
glass + es glases glasses glassees =
0 0 0 =
16.
live + ed livd lived liveed =
' 0 0 0 =
STRUCTURE - =
Which word finishes the sentence? =
17.
Did you _____ the dog bark? hear here =
0 0 =
18.
José has _ books. too to two =
0 0 0
W patwill __aletter
to her friend. right write
0 0
20.
Everyone ____ the
man'’s name. new knew
0 0
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. 2% .
B, —
23. -
M -
»
26. —
o
28. —

W e S s S meb Sy w Sy ew S S weh W A

Incorract

Incorrect




PVS SPELLING-—END-OF-YEAR INVENTORY: LEVEL 3 0

NAME TEACHER

oA ATl bl e AT A NS AT S AN S TYTITT-T e A g PN gl )
A O*G‘C%D*Q*O‘O*O"Oé)*O‘O*Q*O‘O 0+O*0‘0+0¢0¢:J¢0¢0‘ ),

Q.0.6,0.0.0,0,0.0,0.C,0,0.0.0,0.0.0.0,0.0,0,7,0,0.6, [Greds |
o0 BRAA3Ge00E 1Y
=
=
CONSONANTS =
Which letter or letters finish the word? =
1.
Joe lives in a large __ity. 8 z ¢ =
0o 0o 0 =
2.
Let's fo__ow Amy 1 1 w =
up the hill.
3.
Look at the bo__on:
of the picture.
4.
Do you like to dan__?
VOWELS
Which letter or letters finish the word?
5.
Please sit on the ch__.
6.
The gl . is very sticky.
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Which letter or letters finish the word?
7.
m n___ eer ear ir
0 0 0
8.
Did Jill dr_____ that picture? au 0 aw
0 0 0
9.
Help me p. h the wagon. 00 0 u .
0 0 0
= 10.
You can w my bat. ear air ere
= 0 0 0
= 1L
Thesunistoobr___ _. ite ight it
= 0 0 0
" AFFIXES

Which spelling is correct? Remember the rules
you Rave learned about adding endings to words.

= 12

race + ed raced raceed racd
= o 0 0
= 13.

rub 4+ ed rubbed rubd rubed
= 0 0 0

422



Which spelling is correct? Remember the rules
you have learned about adding endings to words.

Page 3

14,
bite + ing . bitting biteing biting
0 0 0
18.
dig + ing digging digeing diging
0 0 0
STRUCTURE
Which word completes the sentence?
16.
Jeff go with us, cant can't cant
0 0 0
17,
Liz said that help. shell she’l shell
0 0 0
Which word completes the compound word?
18,
every room one part
0 0 0
19,
o walk side any his
0 0 0

]
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DICTATION

- sy W S o S e e vEn e e R S A o M S

21.

O N S S SR Sl M NN Smp YR SED ST s M TS e Nl

— o S S S mae S w S iy S v dly A

e, EED s MEE MR IR A EED EEE L TER R e M W S SRl W

24.

A S i T S e Nl e v T amm Nl mmy we

e S e W R e Nl SR Wb S e A W e

S AN SRS MEE S R s vEm R AN M SIS SRR e wak AW em A

27.

e o A ey o A R g W E e N e o Sl W
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Incotrect

incorrect

Incorrect

Incorrect




" PVS SPELLING SER

Beginning Inventory—Level 4

CONSONANTS VOWELS
Which letter or letters complete Which letter or letters complete
the word? the word?

1. We saw a clown at the __ircus. 6. Dadt___ us to the show.

® = ok
(B s ® ook
© : © uk .
® e ® oke %;
Tho car stoppedin the mi_Je of .;;liehasag__ring. 3
olde
dd @ owld
: © ot
d
® ¢ ® ol
. Tony’ i .
3. Did youmi_ the bus? 8 ony’s dog likes to b__k at cats.
() ar
® ® a
s 0 er
© ee ® or
® st
4, Isabel ate an apple for lun__. 9. The baby can er— on the floor
@ all
sh oll
® ch © au
@ tch @ awl
@ ck
10. The old man told us a tr__ story.
8. My petra__it is black and white.
® b 2"
® oo
PP © ve
% bb @ ew
Q p o
ERIC
== , 425




Page 2

Which letter or letters complete
the word?

11, Did you b__n all of the wood?

@ wur
® er
© ir

12, We are moving tn a new ¢_n.

18. Ricardo m____ come to the party.

@ ite
it
© iet
® ight

14. The flowers will d__ if they
don’t get ~ater.

Which spelling is correct?
Remember the rules you have learned
about adding endings to words.

16. hike + ing
(@ hikeing
hiking
@ ]tllt g

16. stop + ed

® stopd
() stoped
(@ stopped

Which letter or letters complete
the word?

17. Susan is tall_. than Jenny.

19, Tom stay.._ in the house.
@ d
ed

20. Lets wash the dish__..

426




22. Which word comes last in a
dictionary?
splash
® spot
(©) spring
(® spoke

Which word completcs the sentence?

28, Our class will go to the zoo
next

® week
weak

24, I wish thatl

new
(® knew

how to dance.

25. Hurry!

@ Were
Wer'e
© Were
® Were

going to be late.

26, They

don't
() dont
© dont’
(# dont

know my name.

Which word completes the
compound word?

27, after______
(®) school
noon
(© this

® today

427
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" PVS SPELLING

Mid-Year Inventory—Level 4
CONSONANTS VOWELS
m&u« or letters complete the Wh;;? letter or letters complete tte
wo
1. David put his money in the 8. My sister is five y__s old today.
eer
® ng 8 ir
® en © ear
© aa @ or 3
® > g
7. ‘The farmer grows corn in this
Sire__ your arms above your £ 1d
head. _
® s -
© th @ ee
ck
8. Mike can play after he does his
3. Did you noti_._ Isabel’s new w_k
bike? _
® o ® -
® s © or
© » @ er
® =
We nead to buv a bo._le of milk. 9. Your hat won't fitonmy h__d.
u We y & e o
O # o
@ t © oo
© d @ ea
@ dd ‘
10. The zoo has many w__ld animals.
5. Danny bought some peanuts for
‘only ten __ents. ® ie
@ s - ®:
¢ © b
i © z @ y

428



STRUCTURE

Which spelling is correct?
Remember the rules you have learned
about cdding endings to words.

Which word is the one written in
pronunciation symbols?

1
11. busy + est 8. foald
(A busiest bike
bake
busyest © book
© busest @ back
12, wolf + »
wolfs 17. k3dld/
® wolves @ called
(© wolvs cold
© killed
could
13, slide + ing ®
(@) slideing
:h‘f::i:g 18. ifel
fell
@® full
14, hug + ed ®© fil
huged ® feel
(® hugged
© boge
19, fiik/
15. easy + er @ lake
(A easyer loo
(B) easer lick
(© easier ® like
429




PVS SPELLING

End-of-Year Inventory—Level 4

CONSONANTS

Which letter or letters complete the
word?

1.

2.

s.

4.

Most rabbits like to eat cabba__.

@) je
® i

© ge
® dge

Eric was too tired to cli__ the

the year.

Ann heard a loud __ock at the
door,

SE

5. A soft bree__ blew through the
pines,
@ z
8

6. We used a blue ribbon to __ap
the gift.

7. ‘The bird flew away __ickly.

@ q
kw
© qu
®) cw

8. The guard was wearing a ba__.
on his shirt.

® dge
® i

© ge
® dg

9. Do you rai__ carrots in your
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VOWELS 14, The ship is leaving for 2 long

v__age across the sea,

Which letter or letters complete the ® oi
word? ® oe
10, Greg threw the ball, and Julie @ oy
e tit. ® o
@ ough 15. Sharon th__t she knew the
¢ aw right answer.
© = @ o
@ augh au ‘h
© aw
11, A dime is a small silver ¢._n. @ ough
OX AFFIXES
oi
© oy Which spelling is correct?
S o Remember the rules you have learned
about adding endings to words.
12, Elena will be home bef.- 16. safe + est
six o'clock.
(®) safest
® ore (®) saffest
® oar (G) safzest
@
® or 17. thief + &
(@) thievs
18. Danny likes to ch__ gum. thiefs
@ ue © thieves
u
© ow 18. happy + ly
® oo ® happyly
(® happily
(@) hapily
Q
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Which letter or letters complete the

Which word completes the sentence?

Page 8

word? .
28. Thatismy ______ car.
@ mothers

mothe'rs
(© mother’s

19, Those two are twins.
They look ._like.

@) dis
® re
© pre
® a

24. glready read that book.

I've
® Ive'
© ke

20. We will get hungry __less we
eat something.

® »
(® un
© dis
® pre

STRUCTURE
Which abbreviation is correct?

21. Doctor
@ Dtr.
® Dor.
© Doct.
® Dr.

22, Saturday

® Set
® Se.
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PVS SPELLING

Beginning Inventory—Level 5

CONSONANTS

Which letter or letters complete
the word?

1. Alex took & ._art of milk out
of the refrigerator.

@ kw
(® cu
© av
® q

2. Patricia __ows where I live,

n
® k
© gn
® ke

8. Theca. .urned the __ong way
at the corner.

4, Which book did you choo_?

® =
(F) se
(©) ze
@ s

6. Mr, Brown will ju___ the contest.
[ ]
® ge
dge
© i
® dg

SER

VOWELS

433

Which letter or letters complete
the word?

6. I will need some br__d for my
sandwich,

(E) ea
(F) e

7. Mrs. Hill took her d____ter to
school.

8. The bird tried to catcha w__m.

(E) ur
(F) er

9. Did you hear a lond n__ge?

10. Gloria gr__ two inches last year.
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Which letter or letters complete
the word?

11, N___ of us liked the story.

@) un
® on
© umn
(® one

12. She is always k__nd to animals.

® i
® igh
© vy
®) ie

13. Do you enj_ swimming?

@ oy
®) oe
© wy
@oi

AFFIXES

Which s&llmg i8 correct?
Remember the rules you Fave learned
about adding endings to words.

14, carTy + 8

16. lucky + ly

Tuckyly
Tuckly
© luckily

Which letters complete the word?

17. It was a very strange bird.
It was the most __usual bird
Tve ever seen.

@) dis
® un
© pre

18, Today is the warm____ day of
the yea-.

® est
(® es
©) ist

STRUCTURE

Which word is the one written
in pronunciation symbols?




Which abbreviation is correct?

21. October

@ Othr.
® Oet
© Oer.
G O

22. pound

® .
® w
@© .
@) oz

23- yllrd

ORZ
® yr
©
® yd

Whicn spelling is correct?

24. The store will be closed on
Day.

Chrismus

(® Christmas

(@) Christmis

() Cristmas

28. Our homework is due on

(®) Wedsday
Wensday
(© Wendsday
(® Wednesday

26.

27.

30.
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months in a year,

There are

(®) twelv
@ twelf
©) twelfe
() twelve

is often a very cold month.

(A Feburary
Fehuary
(©) February
(® Febrary

———_been working very hard.

They've
® Theyve
(@ Theyve’
() Theyve

Elena said that ______ come
to visit us.

(@) sheil
shell
@© shell
(® shell

—— some candy for you.
Heres'
() Her'es

(G Heres

(#) Here's



PVS SPELLING

Mid-Year Inventory—Level 5

CONSONANTS

Which letter or letters complete
the word?

1.

That joke made all of vz iau__..

® f
® »pb
© ¢h
® fr

We learned about the different
planets in our _ience class.

“Keep Off the Grass.”

Did you hear the tele._one ring?

®
® ph
® f
® t

Carlos doesn't ride the bus.
He likes to wa_. to school.

@ k
® ck
© ch

® Kk

S

VOWELS

Which letter or letters complete

the

8.

436

word?

Mmi@c__m
ube
(@ ub
© ewb
@ oudb

We have t- paint the
walls and the c__ling.

A large gv___. of children
stayed for the game.

@ oop

ewp

© upe

® ouw
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Which leiter or letters complete
the word?

10. Someone is knocking on the
fr__nt door.

Whick letters complete the word?

11, The doctor is very busy at
the hospit.__.
@ le
@ al
©
® ol

12. The king and queen live in
& beautiful cast__.

® a
® il
© l
@) el

13, Terry is building a mod__
airplane.
G o
@ il
© o
@ le

14, Alice liked the book so much
that she is going to __read it.

STRUCTUTE
Which word completes the sentence?

15, We are adding a roomto _______
house,

@ hour
(8) are

16, Tony walked
large buildings.
passed
® past

17. The children agreed to ______
at the park on Saturday.

(®)- meat
meet

the

18. Lucy needs to buy a stamp
before she can her letter,

(® mail
(® male

Which abbrevation is correct?
19. Avenue

@ Avn.
Av.

© Ave.

20. Monday
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PVS SPELLING
End-of-Year Inventory—Level gn

CONSONANTS 6. Linda was the first one to find
the an__er to the question.
Which letter or letters complete the () s
word?
(B) sw
© ss
1. That horse is so _entle that
anyone can ride him. @ 8¢
@ gh
j VOWELS
© &
® gi Which letter or letters complete the

word?

2, It's a hard problem, but I think 8. Who is the __thor of that

that Juan can sol_._ it. boik?
® ve ® au
® fe ® aw
© v © a
@ f ® o

7. Nick’s family moved from the
city to the c_ntry.

8. dJenny is going to the costume party.
She will dress up likea _ost.

® e ® o

gh v

© g © oo

(® kh ® ou

4. If you can't eat the whole apple, 8. Yesterday, Patricia w._____ her

you can cut it in ha._. new shoes to school.

® fe ® oor

® ff ® or

@ f @ ore

@ i @ our
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Which letters complete the word? 16. beauty + ful

9. We have some fresh fr__in (® besutyful
the refrigerator. beautiful
@ oot () beauteful
(B) uit
5 ute 16. thin + er
® ut thinner

10. Have you h__d the latest news? (® thiner
(E) ur STRUCTURE
@ eer
© er Which word completes the compound word?
@) ear 17. _____com

AFFIXES @ farmer’s

cook
Which spelling is correct? © pop
Remember the rules you have learned @) tall
about adding endings to words.

11. care + less 18. moon ___
(&) carless SI_W
carriess ® night
© careless @ out

() light

12. guard + ed Which word is the one written in
guarded pronunciation symbols?
8 g""ﬁ:‘ _ 13. fnoiz/

gua
(® news
13. express + ion neise
] (©) nose
(A expresion ® nurse
expression
20, /skil/

14, ice + y school
icy (® skull
(F) icey (©) skill
@ icie @ scale
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PVS SPELLING

Beginning Inventory—Level 6

CONSONANTS

Which letter or letters complete the
word?

1. The al_abet has 26 letters.

@ f
®p
© pb
@ ff

2. Ricardo ate lunch becau__ he
was very hungry.

8. Becure to co__ your hair.

() mb
(B) mm

5k

Judy is the team's best pi__er.

® ch
() sh
© t
() tch

If it gets too cold, the water
will free_...

Which letter or letters complete the
word?

8.

8.

440

Bob will wear his new s____ to
the party.

® wut
@ oot
© ute
() vit

Do you know the final se___ of
the game?




Which letter or letters compleie the
word?

10. When did you l__n how to swim?

11. The accident was not kis f_It.

@ au
® aw
© o
® a

12. Her brother is too y__ng to go
by himself.

13. Terry found ajob asa cl_k
at the store.

@ur
ir
@er
(@ ear

14. Miguel plays the piano, and
Alice plays the fl___.
uit
(® oot
© ut
(®) ute

AFFIXES

Which spelling is correct?
Remember the rules you have learned
about adding endings to words.

15, wife + »

@ wifes
wives

16. waste + ful

wasteful
@ wastful

17. easy + est
@easieet
(®) easyest

18. complete + ion

completeion
(®) completion

Which letter or letters complete the
words?

19. It is __honest to take something
ihat does not belong to you.
@ un
mis
@ dis

20. Please __lock the door so that
I can come in.
dis
® pre
© un
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STRUCTURE

Which word completes the sentence?

21, Mayl havea of cake?

(® peace
® piece

22, Susan
than John,

(® through
(® threw

the ball farther

23. We will need a of water
to put out the campfire.

@® pail
(® pale

Which word is the one in
pronunciation symbols?

25. /mil/

(d) mail
mule

Which word completes the sentence?

26. My father's sister is my

(® aunt
(¥ ant

27. Maria went to the show with her

() frend

friend
© freind

28. Let's rest for just a

29. Mike wants to sail across the

(® ochen
(®) ocean
(C) oshen

30. Do ‘we have homework
tonight?
® agen
() agan
© sgin
® again
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Which letter or letters complete
the word?

10. Pat used a sh...vel to dig
the hole.

AFFIXES

Which spelling is correct?
Remember the rules you have learned
" about adding endings to words.

11. clip + ed
@) cliped
clippd
(© clipped

12. presty + est
prettiest

(F) prettyest
(© prettest

13. half + 8

@ halfs
halvs
(© halves

14. loose + ly

loosely

® looely
© lesely

15. celebrate + ion

(@) celebrasion
celebration
©  (© celebrashun

i
:;t
i

STRUCTURE
Which word completes the sentence?

16. Linda and Carlos did
homework after school.
their
(¥ they're

© there

17. Did you
your aunt?

(@) right
write
© rite
18. The airplane __ _ through
the clouds
flu

® flue
(©) flew

Which abbreviation is correct?

a letter to
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Which letter or letters complete
the word?

10. Pat used a sh...vel to dig
the hole.

AFFIXES

Which spelling is correct?
Remember the rules you have learned
" about adding endings to words.

11. clip + ed
@) cliped
clippd
(© clipped

12. presty + est
prettiest

(F) prettyest
(© prettest

13. half + 8

@ halfs
halvs
(© halves

14. loose + ly

loosely

® looely
© lesely

15. celebrate + ion

(@) celebrasion
celebration
©  (© celebrashun

i
:;t
i

STRUCTURE
Which word completes the sentence?

16. Linda and Carlos did
homework after school.
their
(¥ they're

© there

17. Did you
your aunt?

(@) right
write
© rite
18. The airplane __ _ through
the clouds
flu

® flue
(©) flew

Which abbreviation is correct?

a letter to
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PVS SPELLING

End-of-Year Inventory—Level 6

CONSONANTS

V/hich letter or l:tters complete the
word?

1. Jim used a sewing ma__ine to
make his shirt.

@) sh
® ch
© tch
() ss

2. You can hear the birds if you
li__en carefully.

® ss
® s
©) st
® sc

3. The sailors dropped the ship's
an._or into the water.

@ck
.c
© ¥
® ch

4. Juanita will spend he: vaca__ion
with her grandmother.

® t
(® sh
© ¢
® s

3

¥

:

8
B
¢
i#

G

B

5

5. Sharon likes to eat crackers

and chee__,

VOWELS

445

%rié:;n letter or letters complete the

6. Tony lives next door to me.

He is my n_bor,

eigh

Susan has a compl__ set of
old stamps.

@) eet
® et
(©) eat
) ete

That person is a very f._mous
movie star.

® ai
® ay
© a
() ey
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Which letter or letters complc e the word?

10.

11.

12.

The largest instrument in the
band is the t__.ba,

OR

ou

© oo

@ ew

When Jeff fell down, he hurt his
arm and his sh__lder.

Please bring a chair from
the kitch__n,

@) a
@ e
© i
® v

The bride was wearing a v__
that covered her face.

® al
® ale
©) eil
@ eyl

AFFIXES AND ENDINGS

Which spelling is correct?
Remember the rules you have leamed
about adding endings to words.

13. differ + ence

(@) differrence

diffrence
(©) difference

14. operate + or
operator

(®) operateor
(G operattor

15. lonely + ness

(@) lonelyness

loneliness
© lonhness

16. cover + age

(® coverage
(®) coverrage
(@) covrage

17. value + able

@ valuble

valueable
© valuable

18. admit + ed
(® admitted
® admited
(@) admmited
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Which spelling is correct? 24. The animals ran the
forest.
19. legislate + ure @) threw
(® legislature through
legislateure
(© legislachure

20. appear + ance 5. We can’t bake cookiea until

a we mix some ... ..
() appearance dough
(@) apperance ® doe
Which letters complete the word?
21. Andrew likes to work by himself. L.
He is very —dependent. Which spelling is correct?
@ un \
re 26. Let’s measure you to find out
your .
in
((g dis (® height
hite
22. Linda spent one doll__ at the © highth
store.
® er
® or
© er 27. Although some people were
@ ur frightened, Teres. remained
STRUCTURE colm
® calm
Which word completes the sentence? (@) cahm

23. Greg needs to ____ a button
on his shirt,

@) sow
®) so
© sew
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