¥

L

© . DOCUMENT RESUME

*  ED 264 286 ; cs 007 645

~__AUTHOR *  .Beck; 1sabel L. _ ) L .
T TITLE ‘ Developing Comprehension: The -Impact of the Directed’ -
] ' Reading Lesson. L : a L \

INSTITUTION Pittsburgh Univ,, Pa. Learning Research and
 Developnient Center. i B

SPONS AGENCY National Inst. of Education (ED), Washington, DC.

REPORT NO LRDC-1984/24 ’ oo ] ] -

PUB DATE 8¢ - . I S )

NOTE _ 21p.; Reprint from: Anderson, R. C., Ed.; Osborm, J.,

Ed.; and Tierney, R. J., Ed. Learning to Read in

: Amgrican Schools: Basal Readers and Content Texts.
; Lawrence Ezlbiﬁmﬂasgocigtgs"%36!; E
143

PUB TYPE Reports - Research/Technica

EDRS PRICE MFO1/PCOl Plus Postage.

DESCRIPTORS *Basal Reading; Basic Vocabu

‘ ; Basic Vocabulary; Content Analysis;
Curriculum Enrichment; Directed Reading Activity;.

Elementary Education; Questioning Techniques;

. *Reading ‘Comprehension; *Reading .Instruction;
i.ﬁaii‘éﬁ,‘ *Textbook

. ( :

*Reading Materials; *Reading

4l

:__ The following assumptions motivated this monograph's
commercial based reading programs: (1) basals réb:cggn;fi
e ) to offer suggestions
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aspects of ‘the earliest textual materials children encounter,

including limited story vocabulary, specific characteristics of
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ns of their programs

ce beyond its surface

ers problematic

by texts, and vocabulary knowledge -and instruction before,.during;
"and after reading. The second section deals with setting the
direction for story lesson reading and applying schemata:. The third
section deals with after-reading questions and the effectiveness of:

., sequential guestioning based on pict'events. Two studies~—(1) an
““~attempt to redesign a story lesson from a basal program and (2) a

| large vocabulary development program that investigated the
¢ relationship between vocabulary knowledge and reading _
comprehension--aré briefly discussed in the fourth section. The

monograph ‘doncliudes that; in an attempt to be everything to _
everybody, basals sqmetimes set too many goals for individual .- ..
lessons. Specific recommendations are listed for each of the problem

areas identified throughout the monograph. (QRH)
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Over the last five years I have spent an enormous amodm of'ume pormg !

over commercial rcading materials: My initial work was an analysis of

. . strategies USCP to teach decoding in eight begmn’mg reading programs

(Beck & McCaslin; 1978).'A second endeavor was an examination of all

aspects: of instruction (except cbde breaklng) that ‘might_affect “com-
Jprehension. For this study. we selected two wndely used basals as our

information bast (Beck. McKeown, McCaslin: & Burkes; 1979). Most
recently I have examined the dec ’dmg and mf)réﬁéﬁsi()ﬁ dimension of
three additional programs. The ¢ ng pro

grams has encompassed a moderat

(SEE éls"o' Bt:ck‘ 1981 Bébk ¢

rsa of my research on readmg pro-
to in-depth look at 13 basal programs:
Block 1979;" Beck; McCaslm; &

lin: 1981; Beck McKeown & M Cdslm in. press ) _
P Tﬁe followmg assumpuons motivated my analysis of commercnal pro- t
- .grams: first; that basals represent the state of the art of reading-instruc-

tloﬁ second; that to offer suggestions for the improvement of instruction.

rejearchers must understand existing pracuce at a detailed level; third.

that information about instfuction contained in the literature at-large or in
. publishers’ descnppons of their: programs was too global to promote
-~ - understanding of pracuce beyond its surface features:.

s anh that brief overview of my work with reading programs 7and my '

reasons _for pursuing that research: I now turn to the specific issues that - .

are. the.focus of this ‘chapter. The issues to be discussed were identified in ,

a 1979 monograph. I should point out; however: that since publication of

thal monograph I have worked wnh several other programf and have
’ .
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4 BECK °

d"in the monograph relevant to the additional

progmms. Hence A€ information base can be-considered larger than two -

programs. . L N . .
" The reading edbeatit ”j’cldr-‘iﬁ general and.the programs we ‘worked
with in particular view comprehensioh instruction as occurring shrough

the directed reading lesson (a serics of everts surrounding a textual selec-
tion from the children'§’i'éédél"§; and the skills sequences (exercises aimed

at pronjoting what aré considered specific “skills,” sich as finding the
main idea or following directions). Our work has focused on the directed
reading lesson becatiSe it is the most traditional format for reading instrac-
tion and because it consumes a major- portion of the instructional time
devoted to reading. This assumption is made by-ooking at the amount of

materiaj present in the teacher's guides and by teachers’ own reports

about how they $pend instructional time during reading periods. - |
The implicit objective of a directed reading lesson is to provide students
with meaningful ericounters with text so that they can build habits of

comprehending. The typical lesson plan followed by teachers involves
preparing students for an upcoming selection; having students read the
selection, and finally, a discussion of the selection. From_examination of

these components in randomly selected lessons. we have identificd seven
issuies that may plaX a role in student comprehension of the selections
they read. <N

As a background to a discussion of these jssties, the view of reading.

comprehension that underlies our work should be presenited. Reading
comprehension is not a unitary pgecéss. Rather. it is a complex process

comprised of a number of inter#cting subprocesses. Nor is reading com-

prehension a single ability. Rather, it is highly dependent upon the
reader’s decoding accuracy. détb@ﬁluencyf;ﬁvgciglpgliry”lfngedéé;
previous background with the conte a given selectian; and more. It

“would seem to follow, ther, that attempts to improve comprehension are '

more likely to be productive if consideration is given to the éomponents of

‘.

the, comprehension process apd the abilities and knowledge required to -

___pttform these processes and the instructional procedures used to pro-

mote the abilities and teagh the knowledge:

" Also underlying our ®ork are some notions about condition® that

should facilitate the comprehension of a specific text. Here. we acknowl-

“edge that new knowledge is more readily acquired by oral/aural fanguage

experiences until children are able to_comprehend as efficiently by read-

ing as they are by listening. Stich?, Beck, Hauke, Kleiman, and James -

(1974) suggest this occurs around the seventh or eighth grade. Hence; an

oral language to written language sequence is inherent in our notions
about comprehension instruction. . S

Now the discussion can procetd to the issues We identified: The first
issue concerns the very earliest texts that children cncounter:

il

-]
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PROBLEMATIC ASPECTS ©F-THE EARLIEST ‘
TEXTUAL MATERIALS . :

‘-

In vmually all reudlng programs chrldren ire requ|rcd to mteract |nde-

pendently Wrth pieces of connected text eurly in the process of learning to

read: That is; they are assrgned to reﬁd a story seleetpn silently. To be

surc; at the begrnmng the texts rcad gre just sevcral sentences—hut they

ate meant to convey meaning: It is during the time th'tt each. ch|ld in-

“teracts with'the*text mdependently that comprehenslon is constructed Jnd

' the mezinlng of the text becomes rcpresented in memory.

Since 1t is. |mportant that children be taught to dcvclop a mcamng-

detection rathcr than a word-recognition orientation to the process of
re:girng. n\rs necessary that they have all #he elements needed f9",'§,°,"’

‘ 1 . _Young readers¥an recognize so few- words in print;
however, that dev ’R)pers of beginning reading materials must of necessity

work within a sevekely restricted vocabulary pool to ¢teate textual mate-
- rials. Such vocabuthry limitations |mposcd upon the earhcst texts often:.

preclide the maest direct way of conveying meaning.
We found that these re'strictions can lead to two typcs of problematrc

texts in begrnr{mg reading materials: (a) those for which-the best words to

describe a story concept are unavailable, and are replaced by roundabout
language or by referring expressions; such as fiere and rhis: and (b) thosc
that partnally or totally omit information niceded for story developiient. |
will ‘present an example of a text that has both roundabout language and
omrtted information:' This text attempts to communicate that a character

is running so fast that he cannot stop in time to avoid falling inta a pond

The chlldren read:-

) Ican run_fast. oy
I see a pond.
I i'(ii.isl stop.

lcan't/stop.
The p nd is bad luck.
Certalnly these words do not represent the most d|rect way of com-

municating the intended message.
To compensate for the incomplete nature of the early texts, program
developers often rely on accompanying pictures and information that is to

. be provided by the teacher or elicited from the chijdren to carry the story

content. .
' We selected a number of problematlc texts and analyzed and evaluated

used to compensate for incomplete texts: ln sOme cases, the program

'The example was altered to muke program attribution difficult.

: S :
.

1. DEVELOPING COMPREMENSION - 5
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mechamsms seemed successful for mamtarmng textual coherence. In

other cases, the mechanisms did not seem adequmate to make texts from

which young readers would be ltkety,to'construct meal‘ung

- _._J LI

Recm)ﬁ;tendanons» Smce tbe llmlted vocabulary of all early readmg
materials is inadequate to carry well- forfned story lines or even’well-
formed méssages we make the recommendation;that developers vrew
these early texts as stories that are partly_told to Cchildren. Some-of the
story would be read but the remaining elements necessary for textual
coherence should be provided by the teacher. through judicious Use of
questions and discussion during the reading lesson. The major concern
liéré is tli:it chtldreii bé giveh iiII the eleiiieiits h’e’cess’é’ry for coﬁstructiﬁg

is a new enterprise: childreni. ne_eg to be made aware. that the reading - -
process is directed toward constructing meaning.

5‘

Picture Characteristics : - =

There is same r"?tarch that tﬂ/dicates that plctures whose content agrees

wrth that of a prmted text improve children’s comprehension; but that

p|ctures whose content is out of keepmg w:th a printed text reduce com-

prchension (Peeck l974) In addmon some evidence suggests that sty-

listic factors .of pictures (the Way in which plctures are drawn) affect

children's comprehension of a story (Poulsen. Kintsch; Kintsch, & Pre-

mack; 1979). Our work focused upon isolating soeclﬁc aspects of pictures,

.under the two broad categories of szyle and content that may help or

hinder comprehension. *

First; let us consider style. Inour revnew ofthe plctu‘res mcluded in the
first two grades of sevcral programs, we |dent|ﬁcd artistic stylization as,a
potentially problematic factor. In an effort to expose children to a variety "
of artistic styles, recent programs have included story illustrations that
range from the very realistic to. very abstract, and from very srmple to
highly elaborate.

It is our view that in sofmie cases. abstract or elaborate styllzatlon may

increase the task demands for ldenttfymgian upportant picture element:

For example. in onc story. stylrzatton takes the form of elaboraté—cos-

tumics worn by the story’s animél Characters In the story. the words for -

some of thc .immals.(e’g boar; ox, clragon. rooster) are jusg being in-

troduced into the children's rcadmg vocabulary It seems that children

mlght ggmﬁclcarer copccgtlons of any animals that may have been previ-
“ously unknown if the pictures were lessiornate. Indced, Poulsen “t <al.
1. In

(1979) have suggested that exeessrvc 'claborate detall dlstracts cl?Td?c

o
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anothcr slory. a grasshoppcr is a m:uor charicter: Here; the gmsshoppcr

is drawn in colorful Picasso-like stylc When scvekal adults were ques-

tioned about the picture; they could not identify the creatare;

Another stylistic factor thai may cause comprchension dlfﬁcuh'm i

change of pcrspccuve Poulsen et al.. found that children. cxpcncnce

difficulty in. understanding a story in which the pictures umjﬁf-‘gd },ross'
changes in pcrspecllve" {p. 398). We found a_nutber of: Selections ¢ ex-o o
hlbmng what wé nsldm:ed lo be mduc&l hlﬂs |n pcrspccuve FJor ln-’

Wc 5uspect that dlfﬁculues in comprchcnslon can di‘f) dnsc bccéusc of_ .

the content of the art, that is the clements of a story that are |nclu¢cd in

- pictures or the overall .view of a story that is depicted. '‘Oné problc.m of.
* picture content is that ofa conﬂlct between the plcturc and the text; we

did - mdeed find some pictures that were truly in defiance of lhe basnc '

tencts of thestories lhey accompamcd

~

Rec ommendarions It would seem that problemahc pncturg.qngu‘mons

bR RS

.

could be reduced by glvmg more deliberate consnderallon to the role of .

plctures in early reading materials: Since pictures arc oftcn an lmegml

part of the texts in early grades; efforts should be made to détzlgn pictares

. and the discussion around them so that they hlghllght clanfy, or comple- .

. ment text concepts: Certainly they should not ‘confuse text concepts:

Accordingly, attenipts by developers of prbgrams to include a range of

- artistic styles in their student materials should not take précedcnce over,

lne goal of devising pictures that children understand easily:

Dwnsnons Within aStory .

/ln the pnmary grades chlldren are usually assngned a poruon of atext to
read and then are Stopped for a questioning/discussion period. In our
review of teacher's manuals, we found instances where little attention had

yde might impede com-
bpriate paragraphmg or
punctuaucn can dnsrupta more mature reader’s comprehension. For the
‘mature reader; when the discourse unexpectedly twfitinues in the same

vein as before the mterrupuon comprehension may suffer. The qﬁestlon-

ing/discussion period between the ending of one silent reading unit and

the beglnmng of the next can be as long as several mlnutes When lhlS

comprehension may suffer

Qo

bééi‘i giVéﬁ t6 lhé §Uitébi|ity of §t6iji.5ii‘ig ﬁﬁiﬁts Wé think that iriterrupting:
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Recommcndmums When narratives are to be divided into smaller

.

portions for the purposes of qucstlonlng/dlscusslon it would seem wise

to divide them in accordance ‘with a plan that takes into account the

sEqULﬂCN of cvcnts in the stories: ‘We suggest the episodic structures that-.

story grammars describe may provide some helpful constructs for iden-

tifying Jpproprmtc division points: Appiylng these constructs of episodic
structure may c,mphaslzc the unified nature of the ep:sodes and may thas_

ni.'mh'es bctween thc p?evnoUs 'nowledgc lmportanI far nnderstandmg‘

mcdmtc-gradc booRs we becanye concerned with what could be rlns-

sumies knowledgg of the ameellum South and an understandmg of vari-

ous facets of a slave’s life: Cgmprehension of the story would be likely to

suﬁlr unless sti‘d‘en s have ay appropriate background in which to fit suuh
conccpts S Quaker Unerground Rallroad free stams,. o

sixth’, grade ptory lhat is heavily dependenl upon nautlcal and sea-rclated
knowledge,(\r(a fourth-grpde story that relies upon knowledge of the
iﬁiéf&éﬁénd{n”é of. éniniiil in nature. Sophlsucated knowled.gc striictiires

Scmng the stage j'or coft prehcnsmn through the prcreadlng dlscusswn
ébiiézii'é,i'athéi',oéijfunétry ip some recent programs, We did not see
Wiihin thé ié;i'chéi"§ gijles any systemauc prt:p*érauo‘l for those selec-

.

Recommcndanons j or texts that reqmrg consndﬁr'lble ﬁnbr —knowl-

edge, the prcreadlng djscussion should certainly be. -given morg serious

cons:deratton Of colrge, wide mdivnduzl differences among students us-
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" ing thesprogram rﬁakc it lmpo\SIblc for program dc’ clopcrs to accommo-

date the njultitude of variations in the backgrounds; of thosc students. But -
it_would fappear that desighing more suitable prereading activities,
climinating unnecessary terminology. and discarding cerlain Selections -
would 'makc sclcchons moro Jpproprlatc for gcncral use. Program de-
drcn comc to tcxts with warying degrees of rclevant previous knowlcdge
and that their tcachmg must be adjusted accordmgly ‘Reading programs.
can prcclude some comprchens:on problems by providing activiticsithat
will help children acquire knowledge appropriatc to a specnﬁc rcadmg
schection; for example, pre-reading-time oral discussions structured to

devclop knowledge frameworks relevant to the upcoming reading selec-

tion. ‘
There has: been about for a long tlme the notion 7of tcachmg rcudmg
through 1hc comem SUbjCClS l—s ] rt that nouon but l tlhnk ‘we should

Vocabulary , - i
Very. closcly relatcd to lhe background knowledge rcqulred for readmg a

text is vécabulary knowledge. In_this section my cmphasls is on _single
words rather than networks of ideas as was the case in the seclron on

XN

By abeut the thyrd grade,.and certamly by the fourth grade ‘most ofthc
selections; in the fewer reading programs are drawn from indeperidently
publlshed materlals as cqmpared to selections créated by a publisher for
inclusion in their series. The newer basals are vrr}ual anthologies. Au-*

thors oihe selections are profeSStonal writers using the best words. avail-
able from the general vocabulary to commuriicate their ideas: Thus the

- kind of votabylary control found in the older basals is not in evidence in

currem programs: The sophrsueated vocabulary in the selections from the

ngwer basals has both posiuve and negatlve potequal for students reading

the books: The negative potential i1s obvrous—too ‘many unfamiliar words

will cause compgehension problems. The osmve potemral is afso obvi-
ans—children can add words to their store of véx -abulary™~

Vocabulary developmcnt strategies greated fr each story lesson begm'
wnh the Jdcnuﬁcatron of a subset of words that developers believe may
cause: decoding or meaning difficulty. These words are listed in the
teacher's manuals. By the third or fourth grade the programs assume
.competent decodmg., most of the words noted _the teacher's manuals
-are of the iiiéaiiiiig’drfﬁculty variety. These worcls become “target words™

-.far vocabulary developm‘em actlvmes Tradmonally the developmen‘l of
. Lol S

. -vf / R o N

. N b - - - - .
-
. .- N 1 N .
. N L= . P .
. M ) 1‘ 0 “ < N
. .
\ B .
. . .~ R B .
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Wiii-d micaning jv attended to by ‘instriictional events that occur prior 1o

reading; durmgé"remlmg and after reading. 1 will summarize briefly thc

>

vocabulary instruction founé at cach of these pomls

Pr/or to Ffeadmg o ’:‘;-

R

'_‘, An th'. teicher” S m.muals of mOst mt'.rmcdmu. lcadln;. progmms: the
developers provide specific instrugtional strategies for dealmg wwh the
I u..mmg of target words. One of the programs we studncd is very atypical

1 this reg.nrd as no such strategies .nrcu.lct.ulcd There is:simply a general

. \Iggt.s'llun thiit thc tg.uh'.r muy. want to prcmtroduce targct words by

wnu?ﬁ. them on the bourd und usmg thcm in strong ordl"contc'd The
Other programs we studied do reflect the (r.xdmonal tendency to préiéééﬁ
at leist a subset of th:. “target words:.In most cases of prereading: Anstruc-
tion, mrgct wqrds are presented in sentences constructed ‘to provnde
cnough context to allow the students toinfer the meaning of the target

word. Besides this® contcxt mcthod tlﬁ.rc are othcr tradmonal d:.ﬁmng

- _ '

tasks ;md sentence g:.m.nmon tasks. . T ‘ N

- ’H‘.
¢ Vaax

ﬂunng Reading Pov o s ' .

ms we melno.d thc mam vehicle for vowbul.lr) in-

In all the prog

“struction is the rcadmg scl;cuon itself. Children are expected to learn ncvy

_.words by inferring their meanings trom the text. But the texts.children dfe
' u’smg have not been specifically LOl’i\slI'UL(cd to provide the context neces- . -.

sary for conveying the meaning of target words. Rather. as 1 nm:.d previ--
omly Ahe selections were written by professiond) Wrners ‘vhose concem

is the commuiinication of ideas rather than the speclﬁc demonstrauon of

the meanings of particular words Sin"cc thc texts are not construcvéd

specifically to establish the meanings of target words; it seems thaf thc

extent to which a context is likely to lead a reader to the mcamng of a

target word depends on chunce rafher than on design.

We conducl:.d u small study td see how helpful these contexts werc ;

-~

Two storigs were selected from the basal’ readers; and the target v»qrds

. were blicked oat: Adults were then .xsked to read the storics dnd déter-

miné the targct words: or cfbsc syflonyms. The adult réaders were, able to

Identlfy ag average of only 519 of the target words {(or synonyms) from

' -contcxt These: target words were already, in the vocabulary rcperimres of

our aduit 5ub3ccts n would sccm that Chlldl't.n unf.xmllnar w:th th'. words

sjon of that is not germ.mc 1o this paper § {5cc Bcck

cKeown & McCu in, in 'pifcis). TEi'c p

t hfc is 5‘“ patural tontexts
are not a reliable way of coﬂveylng meamn of p tntially unfamlhar

words - ) R . .

.;‘1\‘::..

’
~
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", Most prog.r.nmx nuludc a glossary in the student rc.ndcr. Cblldrcn tre
.expected to refer to the glos\.lrv for meaglng\ of unfumiliur ‘words cn-

countered in their rc.idmg selections. Unqumlronubly knowmg how to

usea g.lossary is highly valuable skill: But there is evidence that expect-

ing children to look up unfamiliar words ds they are encéuntered dunng

lL.idln[.'. is quullon.rble as i major str.ncgy for tcaching word meaning:

: chond thrrd grade; children read sclections mdcpcndcntly they arcon
their own to identify and look up unt.tmlllarfwords Studies have shown
that children have difficalty rsol.ﬂm@ words whose meanings theytdo not
know t(Anderson & l\ulh.wy. 1973: Harris & Sipay. 1975); many children

nmy hc unhkely to rc.cognug lhe ncgd to use .n rdercncc Evcn when lhcy

:h.wc lnf‘ormully quesuoncd rcport that they rarcly see thdlr 5ludcnts rcfcr

to the glossaric's in their books. .
The programs’ reliance on story ¢ontext and’ mdepcndent use ot‘the
t.losx.nry as mcthods of vocabulary development are ‘at best approprmtc

+ only for the mpst motivated and competent rcaders. Children. most: in

need of vocabulary development, the less skilled readers who are unlikely

10 add to their vocabulary from outside sources, receive little bcneﬁ‘l from

b .

siich mdurccl opporlunmes

Afrer Readmg

In most programs after-readlng acuvmes nnciu.de a varlety of “skllls“'-

devclopment exermses For v0cabulary they consist mostly of mdepcn-

. dently complclzd exercises. 4n qne of the programs we worked with,
' after- rcadmg aclwnles in the voc&bulary strand are oriented loward rein-

forcing target words: For each story lesson. afier-reading exercises are

provided for the same set of target words foun ifsThe story. These ac-

tivities provide oné more -encounter, with the, words. The words do not

rmppear on any regular basis in lat;r readlng selections. In another pro--

gram (the’ same-ffogram that detailed no vocabulary preteachlng strate-

gics); after- reaJl  vocabulary activities introduce an entirely new set of

words. No effor.j‘is made to provide experience wnh the targel‘words
introduced in thta,:{-oncs ' .

E

The Best and Worst in Juxtaposmon

Let us now for “&.moment consider the besl case of vocabulary lnslruc-
tion that we found in the* programs we studied. A new vocabulary word is’
presenled in a sentence fhat elucidates the meaning of the new word; the

word is encountered in the text selection, and the student lodks it up in
the glossary if she/hedoes not remembér lts meamng. the word appears a '
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word does not appear agaln m subsequent selectrons or in vocabulary

work. Remember, this.is the best instance of new Word experience that

we encountered. It does not necessanly occur with any regularity:

At worst, a iew word appears solely ina seleetlon and the ¢ student sklps

.over it becaiuise she/he either does not recognize it as an unknown word or

does niot want to be bothered Wllh the dlsruptrve glossary step:

K

Recommendanom Clearly. there is a big- dlfference between these

instances in the chances that a new word will be learned. HOWever we

‘believe that even in the best case presented it is likely that a new word - - '

1as not had enough exposure for its meaimng to be readily accessed evena

hort time after the instruction: Indeed; it is our assertron that 4 takes an

extended series of fairly intense exposures before one “owns™ a word,

that is, before it can be quickly accessed and applied in appropriate con-

o [

We bellevea LS ls pamcularly SO since words mtroduced at thrs level

eard in everyday conversation, and thus not rellably
reinforced: ‘Thépefore; we believe that nefther the frequency conditions
nor the instructional strategies in intermediate grades reading programs
are effective for enhancmg word knowledge.

.~Toward the end of this chapter, I discuss an instructional experrment

that we have conducted that investigates the relationship between vo-

cabulary and readmg comprehension. There are lmpllcatlons for program
developers inherent-in th|s~work

SETTING THE 'DIRECTION FOR STORY LESSON"
_ READING

We next eXéiﬁiﬁed the tr:idntnonal practice of setting a purpose for readmg ‘

each selection. In closely examining the direction-setting activity through

thy mtermedlate grades in several programs. we found_examples that

mlght have a positive cffect on the reader’s comprehensron of the text,

and exampled that might have a generally negative effect on reading be-
havior and, in turn; on comprehension We agree with a statement made
by Frase (1977) that “purpose in reading r may lead a reader to stray from,

as well as move toward, desirable learning outcomes™ (p. 33). In the

present discussion; the “desirable learmng oulcome" is, of course, good

@omprehenslon of the téxt.

First, I consider some examples of mterfermg dlrcétlon settmg ac- ,

IthltleS and discuss the reasons they may affect eomprehensmn nega-

tively. Interfering direction-setting activities err in three different ways:. -

There are mstances of direction-setting activities that could set the reader

[EY
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off in the wrong direction; these misdirective activities seem likely to

. evoke thappropriate cxpectations; expectations that are not confirmed

wheri the story 1s read. S :
Secondly, activities in which the dlrccuon semng seemed nght but trhe

scope too narrow. That is; the focus of the direction- semng gcuvnty was
on only a small portion of the selection; usually found at either the begin-

_ ning or ending of the story. The activity; thercfore; excludes most ofthe

story’s content from its focus. ]
Thlrdly. instances of direction- scmng acuvmes that in themsélves glve

take him or her thiough the whole journey, and make the reac
story either unnecessary or anticlimactic.

ldeally a positive direction- -setting actlvny. by ¢vok|ng a nctwork of
relevant associations, should prepare children to construct the meaning of
text. It should not just elicit one or two bits of information. A direction-

scmng acuvnty should prt)wde a framework fpr the orgamzauon of events

‘interrelated: To ldenufy the key lngredlents of dlrecuon -setting . acuvmes

that would further these ObjEC(IVES the notions of Anderson (lW?) and

others about schemata are helpful:

-

Schemata; which havg Vanously been called scripts, frames or pians.

are already existing structures into which new concepts can be incor-

porated. Anderson describes a schema as a framework for ideas that can

be thought of as containing “slots” to be filled:

Rébbhiiiiéiiddnbhs Direction-seiting activities should be formulated
“to conform to a schematic design. A schema promoting a network of ideas
relevant to the content of a text might transform a dlrectlon-setung activ-
‘ity from an information-gathering derCl:VC into a plan that would help.
ch:ldren identify, interrelate, and remember important story elements.
The schematically oriented direction-setting activity differs from the in-
formation- -gathering type in that it is more concerned with setting children
Iﬂmkmg in ways that will heip them 1o understand the story than specnfy-

ing particular story elements to be located and remembered.

AFTER-READING QUESTIONS

I turn now to gsonsideration of quesuons asked in conjunction wnh story

- ureadlng Quesuonlng students on what they have read is the most exten-

would indicate that questlons are asRed for two purposgp First.. because

frd
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comprehenslon occurs msnde the head and cannol be observed teaehers
“ask questions. to- determine whether students have understood a text.
Answers can funciion as a fmeasiire of comprehengion. Second, questlons
are seen as an aid to the development of comprehension Nﬁl does not take

place. spentaneously diiring reading: that is, questions can funcuon as ’

pest hoc probes for organizing and integrating story content: It.is this
latter function of questions with which we were concerned:

- Sinice after-reading questioning is such a prevalenl instMuctional prac-

uce it has received much attention in the Ilterature The sthdy of ques-

tions “generally revolves around taxonomic notidns of comprehensnon.

" there afe several fexels of Comprehersslou from low to high; or snmple to.

comiplex. Numerous studies have analyzed after—readmg questions from

basal readers or teacher-generated questions: The most often citéd rec-

ommendation from sich studies is that more attention be given to higher

levels of comprehension for example quesuons that elicit lnférences

evaluation; and appreciation. .

1t should be noted; however, that quesuons from hlgher Ievels of lax- '

onomies; those considered to be “better” in the taxonomic vilew do not

- neceSsanly require greater interaction wnlh text information. For exam-

ple. a question that asks children to identify with a story character—
“How would you feel if you had been GOIdIIOCkSo“;WOUId be labeled an
apprccnauon question; the highest category on one taxonomy Yet a

response to such a question would probably require less reliance on text

information than a question that required a synthesis of story events;

Such a question would be found on a lower Ievel of the taxonomy:

Questions for promollng comprehension cannot be evaluated as “good™

or “poor” unless we know, within the story framework; the role of the

information tapped by the question: The importance of the information-

tapped by questions was emphaSIzcd by Kintsch and Vipond (1978) in

discussing the usefulness of ‘questions in measuring \:omprehensnon We
think this notion applies to promoting comprehension as well.

Through an extension of Kintsch and Vipond's notion, we are able to
dcscnbe how we believe qnestmns should function to promote com-
prechension of a story Our view is quite simple. Quesglons should tap

information that is central to story development. But it is not cnough for
questions solcly to clicit discrete bits of important story content. Ques-

tions for a story should be generated to promote the development of a

. unlﬁcdconccphon of the story; or a mnap of the story. Any coherent story

map must interweave explicit and implicit story concepts. Here we regis-
ter our concern with the tendency to structure questions .neeordmg to
taxonomic notions to the extent that question sequences begin by ellcmng

a "literal” recitation of a story without acknowledging that a basic under-

standing of what is read requires that inferences; be drawg. Questioning .

4
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that attempts to devclop a story map does recognize the importance of
making certain inferences as well as recalling ¢xplicit story events: i

_ Recommendations. To promote the devclopment of a story map;-in-
fo’riﬁ’ati’o’ﬁ elicited by ’ezi’ch question should build on what hé's -preceded.

that m.ltches the progresslon of |deas or of events in the story. Second;
questions _shpuld be framed to hlghhght thg |nterraatlonsh|p of story

ideas.
After a story map has been est.lbhshed addmonal quesuons can then

Jpproprmtely extend dlscusswn to broader perspectives. Text extcnsion
quesuons could ﬂevelbp a story interpretation, explore a genéral ihemc or

lesson embuodied i m the story. probe the usc of literiiry converiions within

the story; or act to extend the text by maklng story ideas a spnngboard for

more general discussion: In our view, thc extension of story ideas can

enhance comprehensron ofa story Ifa map of the story has already been

developed:; story extension questioning; however cannot subsmute for

the development of a siory map:

FOLLOWING THROUGH ON THE ISSUES.

We have ldenuﬁed some ofthe issues that mlght affect comprehenslon of
a given text. Throughout the published versions of our work we cited
existing thegry and/or research and/or logical argument and/or our own
teaching experiences as backdrops for our discussion of practices that
appeared problematic.. We view our work as issues generating; or as the

~ plowwork rieeded before empirical studying of some of the issues.

We have now completed the first phase of two experimental studies
about the issues we identified. The first study was an attempt to redesigna
story lesson from a basal program and to assess comprehension of the

redesrgned version and the ongrnal versiori. The second study was a very

between vocabualary knowledge and readmg comprehension.

I am not able to report either study in any detail. For the vocabulary

study 1 discuss the ﬁndrngs in several sentenees For the story study 1

A present shghtly more mformatlon as it covers a number of thé rssues l

The Vocabulary Study - 2
To investigate the relationship between vocabulary knowledge and read-
ing comprehension, we designed and implemented an extensive vocabu-

~lary program that taught approxrmately 100 words to fourth-graders over

\

)
Tyt



-16 BECK _____
4 five-month period (Beck, McCashn. & McKcOWn. 1980) Fourth grad-

efs from the same school who were matched on vocabulary and reading- -

achievement served as cumrols The two grodps were compared on tasks

using instructed and control words. Gains in specific word knowledge; in

compreherision at the word: sentence: and discourse levels: and in gen-

eral word knoWledge and reading’ comprehensron were made by the ex- .

7per|mental group chrldren ln contrast to some previous. vocabulary~
training studres. our work indicated that a vocabulary training program

can lead to gains in comprehen§mn (Beck; Perfem. & McKeOWn 1982).

¥ , - ' “\L
The Story LeSSon Study O : g

For the story work (Beck: Omanson & McKeown. 1982) we selected a
late- second-grade narrative about a. raccoon who inadvertently frightens
some bandits. When they flee. they drop a money bag which the raccoon
prcks .up and eventually drops-on a woman's doorstep while lookrng for
food.» The woman- finds the money and attributes her good fortune to -
having made a wish on a.star. A concept critical to understanding the
story is that it revolves around a series of coincidences. The program

. developers have designed lesson elements for the story that do not pro-

mote the concept of coincidence. Rather, these elements promote a va-

riety of concepts that are often distracting to this and other key aspects of

the story.
The program Iesson focuses on a discussior of raccoons as clever,

playful animals. Our redesign of the lesson attempts to introduce gthe

: " concept of coincidence and set up conditions that might help young

readers understand story events as coincidental: These*conditionsinclude

that bandits and raccoons share the physrcal characterlshcs of a masked

face, that animals behave in a routine manner; that they focus on seeking

food and avordrng danger: and that raccoons habitually pick up objects

N " that are in their paths:;

The plcurres that accompany the orlgrnal story are drawn ina fancrful
Style: They promote the idea that a fairy tale is happening rather than a-
plausible story: Although the pictures are quite engaging. the conflict of -
their style with the story is potentially problematic to comprehension. In
the redesign of the Icsson, the pictures were redrawn in a realistic style.

The qucstions provided by the readmg program that are to be nskcd

after cach silent reading uinit are uneveén in quality. Whlle somc aim to

elicit |mpor1ant story content. others tap information that is irrclevant to-

the story line: For example, one question asks where onc mlght find out

why raccoons swish their food in water before eating it: Since these
7 qucsuons appear between silent reading units of the story when children

are in the process of constructing meuning from the story; thcy seem

—
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potentially distracting. The i'édeslgned quesuons systcmatlcally require
the reader to establish connections between important story states and
evenis in such a way that the plot is constructcd _

We presented the story ¥n.its original form dnd in a form that mcluded 3
all redesigned compdnents. We also attempted to explore the effects of |
the scparate revisions. For these 'baii’iiél revision _conditions, only one
revision element: was presented in the lesson while the-ather eleimicnts
rcmdlned as in the ongmal versnon We uscd a narrauve dndlySlS de-

recalls of the story. ThlS analysns xdenhﬁes the events and states of a
story, and the relauons that connect them. dnd on the basis of these
relations classnﬁes the cortent of -narratives as Central or Noncentral.
Central content descnbes the gist or plot-of a narrative.

The basic data for the story task is the prbporuon of content umts._
recalled. The two clearest results are: The total revision group recalled
miore central content at ﬁnal recall than the origmal story group, and none

of the partial revisions was sufficient to enhance recall. We then con- -

ducted a second study that used the raccoon story and the ongm@and R

revised forms of an addluonal story. The study had a larger sample and an

additional dependent measure, which was a set of forced- chonce quesuons

based on explicit and implied story information.. The result was that chil-

dren reading the revised stories recalled more from the stories and cor- -

rectly answered more questions than children in the original story group.

Thu$ we have reliable evidence that coinprehensnon of a text can be
enhanced through the careful craftmg of the lesson elements surroundmg

the text. . ‘-
I would like to say somethmg more about the generahzabnhty of en- .

hanced comprehension of a‘Spccnﬁc text. Tghe approach of redesigning a
single reading lesson_stems from a notion that daily encounters with read- -
ing lessons that consistently facilitate text comprehension may lead to the
development of general ‘comprehension fliency. Any attempt to test the
validity of such-a global fiotion must begin with a demonstration . that
comprehension ofa smgle story can be enhanced by a careful structuring
of the lesson elemernits siifrounding that story. If this can be demonstrated
with several individual stories, then the idea that the lesson elements
surroundmg a text can be “engmeered to enhance comprehensmn of

specific materfals.will have some empirical basns Howevcr evidence of

the enhancement of comprchensnon of specific texts is necessary, but not

sufficient; to permit the claim that general comprehension will thus be _

affected: Yetitis mtumvely compelling to think that reading experiences. -

designed to pgx!mlze conditions for the construction of comprehension
will better prepare children to comprehend subsequent texts. An attempt
to measure the validity of the notion concerning general comprehension

ey
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-Would requrre large scale lnstructronal manipulation and longltudlnal as-

- sessment: Suclt an undertaking is beyond the scope of the _present pro-

believe we have taken a useful step and beheve that the |ssues we have

raised can be used by developers now ' ) 7 4
: COMMENTS L *1
If 1 have one major crrirchm of current basars it eoiild be s .n:med up by

remarkrng that the basals are attempling to be eve:ythmg to everybody

and thereby have conflicting goals. 1 wouild like to. consrd&' some of these.
It appears that the basals want to expase. chlldren to “i)’od art and

varrety in styles of rllustratlon yet as I mentloned soimie ofthat goed art

the pnmary goal exposure to the art'or enhancement of the text" Basals
want to expose the children to varlety in dlscourse  types and toplcs 1)

sothe of them include many content selections in Lhe‘lr readers: What is

the goal, learning s%methmg about the temperatore in the arctic afid the

“desert in both-farenheit and cen(rgrade (an actoat seiectlon froma secbnd-

grade reader) or haVIng a surtable selection on whlch to practlce IoWer-

order processes" Basals WanLto teach reference § |lls 50 in the middle of

a compllcated narrative, the children are quest joned about where they:

thrnk the author got the information he needed to write the selection.

)iyhat is the phmary goal understanding the narratrve or learning that

there arc sources avarlabl; for finding |nformat|7z>n"1 could go'on and on,
but I'do not want to belabor the point. :

- My conclusion is that in an attempt to be everythlng to everybody the

baSals sometrmes set for themselves too many ,goaLs for |nd|v1(fual Ies-

donc at once. or all the trmc and that there are bctter placcs t‘or some of

_them to be incorporated. For instance, certalnly there are better placesto _
~-discuss - refcrcnce soufrces than in the* m1ddle of a complex narratiy,

‘ccrtarnly some texts are. not harmcd by abstract drawrngs. mdced th y
might be pnhanccd certainly a text about centrrgrade and f‘ircnhcrt te

perittures is better placed beyond seeond grade But #gain the recom--

mcnd.mon is for a more carcful crafting of cach story lesson:

Before concluding 1 shpuld like 10 pornt out a conflict that can be

.derived from some of the thrngs I have discussed und a resolution to that

conflict: Throughout this chapter; | have implied an equating of the case
ofcomprehcnslblhty with good reading instructional practice. However; 1

also discuss the need to ch;nllcnge studcnts in w.lys that add to thur store
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.%f]knov.lcdgc and vocabulary ,md cxlcnd lhcrr thinking about text ldcas

e notions of easy material and the need for challenge would seem to_

leave us with conflicting recommendations. Perhaps-what is needed is :

wo- lrack ystem of reading instruction: A darl) reading assignment of 4n
interesting but conceptually easy 5clcchon and also a regular presentation
of conccplu‘illy more drfﬁcull sclccuons groupcd around thc samc knowl-
requiré a greal dealyof processing. lhcy would allow chlldren to biild
reading ﬂhcncy The floncs with u greater conceptual load would help to

build students’ knowledge structures. Grouping texts around the siame

knowledge domain (e.g:. naotical selections). would efficicntly-use the .

time spent prcparmg children to read dbOUl speclﬁc'cdnlem E'ich suicces-

sive story in the strand could serve to reinforce. the children’s previous

knowledge of the topic and then proceed to build on that knowledge base.

For the most part; I have dealt with conditions that we vrewed as

polcmmlly problematic—and not those we found facrlilmrve My purpose

_in this_is not to dlspdrage commercial programs Indeed; we found many

eondmons |n cach of the progrqms lhal we v:ewed as hclpful in promolmg

problemallc condmons Ralher 1_have stressed problematic aspgcts in
order io point out that they exist. The issue is not whether they exist 5%

or 25% of the time. The i issue is that they be remedied when they exist:
Whrle cerlarh mslruchonal practlces hai'e been negaut'e]y a?essed in
ad under

panacea: for none exists: Fluent reading' abi’hly develops slgwly, over:

time:-~Improvements -in-instructional practice must be matched to this

gradual evolution: A refinement of slrategres armed at more‘~&areful de-

velopment of each daily lesson; seemsan appropriate-course to follow.

. -

, -

, 2 REFERENCES

-~ -

Anderson R. C. S(]lz'ma d:ra ted | | processes in languuge mmprehcn.smn (Tech. Rep. No.
© 50). Urbana Unn

l) of lllmots, Ccnier for the Study of Rcadmg July 1977. (ERIC

Anderson. R. C.. & Kulhavy, R. W. Learmng concepls from dcﬁmllons Amerirun Edirca-
tional Researih Jonrnal, 1972; 9. 385-3%0. B

Anderson. R. C.. Reynolds R. E,, Schallert, D. L.. & Goetz. E. T. Fr. neuQrquor coni-
prehendmg discourse (Tech; Rep:. No: 12); Urbana: University of lllinois. Center for the

- Slud) of Reading. July 1976. (ERIC Document Rebroducllon Servrce No. ED 134 935)

ble This does not mean lhe appllcatlon of Some mstant miructlonal :

. ..



LAl

ERIC

Aruitoxt provided by Eic:

. Beck, L L:; Omanson; R: C: & McKeown: M. G. A study of in

20 BECK |,
., I. L. Reading problems and lnslrucuonal pracllces ‘ln-T S. waller & G: E: MacKin-

~ Academic Press, 1981. .

: L: & Block; K. K. An analysis_ of two beginning reading programs: Some facts and
me opinions. In L. B. Resnlck,& P. Weaver (Eds.). Theory- and pracfice in earl)

readmx Hllliaaie N J Lawrence Erlbaum Associates, 1979.

""""""""""""""""""""""""""""" niversity of
"gmsburgh L;ammg Research and Developmém Center, 1978. '
Beck. I. L., McCaslin, E. §S., & McKeown. M..G, The rar;onalq and desigh o aprogra@ to

teach vocabulary 10 fourth-grade students: Pit _;!)urgh University of Pittsburgh, LEarﬁ-

ing Research and Development Center, 1980. .

Beck; [; L;; McCaslin; E: S:; & McKeown; M. G. Basal readers® pﬁrpoQ for story reading:

Smoothly paving lhe road or setting up a detour? The Elementary School Journal, I98I 7

81, 45-51; :
Beck,I.L. & McKEbWii M G. Developlng queslibns thiat prornolE com l’éhél‘SlOl‘i The

slory map: Language Arts, 1981, 58. 913-918. -
Beck. 1. L.. McKeown, M. G., & McCaslin; E: S: Does réadmg make sen}se? Problems of

-~

_ early reading texts. The Reading Téacher, 1981, 34, 780-785: . ~-'
Beck, I/ L., McKeowii, M. G.; & McCaslin, E: S: Vocabulary developrn@m: All contexts

T e TR R S !

_ are not creaied equal. The Elerrienrury Scheol Journal, in press.
Beck, 1. L., McKeown. M: G, McCaslin; E: S:; & Burkes; A. M. InStructional dimensions

that may afféct reading comprehension: Examples from tivo tommercial reading pro- .

- grdms. Pittsburgh: University of Pittsburgh; Learning Research and Devﬁlopmem Cen-
_ ter, 1979. — - l . '
Cegimal oo T

nsion 462-481.

cading comprehension. Readigg Research Quarterly, 1982, 17
.; Perfetti; C. A. & McKeown; M. G. The effects of long-term \fcabuiary instruc-
(]

tion on iexlcal access and readmg comprehenslon Journal of Educational Psychology; °

1982; 74; S06-521. l

‘ prehension. Newark, Del.: International Reading Association, 1977. |

diTis, A. J. & Sipay; E: R: How 1o increase readmg?abxlu) (6lh ed.). New York: McKay.

T 1975,
Kmlsch W, & Vii:iéiid D: Reading comprehensmn and readablllly in ej!ucauonai practice

and psychologlcal theory. In L. G. Nilsson (Ed.). lifemor) Processes and problems:

Hillsdale; N:J:: Lawrence Erlbaum ‘Associates, 1978, .
Omanson, R. C. An analysis of narratives: ldenllfymg Céntral, Suppbrt
content. Disconrse Pracesses. in press.. ‘
Peeck, J. Retention of pictorial and verbal conitent of a text wuh illus

ve; and Dlslracnng

rations. Jaurnal of

Educauonal Ps\chol J?V I974 880-888 ,,,,,,,,,,,,,,,,,,, :

Exéﬁjﬁy j'or sldrieé Jtmmal of Expenmenral C hrld P.n chofogg 7I979 28, 379—403.

Sticht, T.. Beck. L., Hauke; R.; Kleiman, G.. & James; ). Auding jnd reading: A de- ...

wldﬁriéfural modcl Aicxandna Va.: Hurnan Resources Research drgamzauon 1974:
: .

. . v i &
> 7 A \
. X J[

|

/

|
;
|
{
f
!
|

’ (Eds ). Reading research: Advances in theory and practice (Vol. 2). New York: .

ysis of dimensions that qff‘etr Ih? de elopmem o

ction dlmenswns that )

4rase L.T. Purpqse in readlng In J. T: Guthrie (Ed:); Cognimm, cur iqulum. and ¢om-

3









