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Abstract
This study focused upon the instructional approaches to decoding
and comprehension in the first.grade basal reading programs
published by Harcourt, Brace, Jovanovich (1983); Houghton Mifflin
(1579); Ginn (1976) (analytical phornics, meaning-ewmphasis
programs), and S.R.A. Reading Mastery (1983) (a synthetic
pbonics, code-emphasis program). In addition, analyses were
completed on the comprehensibility of matched and selected
stories frou e_ch of the four programs were analyzed. Results
reveal that with the exception of consonant sound instruction and
text-tied comprehension interactions, the programs vary
considerably. Results of the analysis of comprehensibility show

similar differences between programs.
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Are First Grade Basal Reading Programs Really All That Much Alike?
An Analysis of the Labyrinth of Instructional Approaches to
Decoding, Comprehension, and Story Text Comprehensibility

in Four Programs

Chall, in her benchmark publication, Learning to read: The

great debate (1967), spent 20%Z of her report describing the

differences between the Scott Foresman (1956) and Ginn (1961)
basal reading programs, pre-primer through 3-2 levels. This was
the first systematic review of beginning basal reader programs
that appears in the literature. Chall focused on story content;
instruction, and practice on new words; background preparation
for story reading; teacher guidance; teacher questions on
pictures, print, previous storles, or background knowledge;
literal and interpretive issues; and processes ranging from
structural analysis to picture clues for figuring out words in
connected text,

At the conclusion of her careful work, Chall (1967) was
quick to point out that, "these programs have become too easy a
target for fault finding" (p. 258). She defends the important
place that basal rcaders hold for administrators, teachers, and
children who are beginning to read, but goes on to ask a range of
questions about basals. Some of Chall's questions were: why are

so few words taught, and why is there so much teacher talk and so
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little student reading? We b that these are important
inter-related questions to i sw... ‘\most two decades have
passed since 1967 and while there ncreasing consensus that

basal reading programs determine cla. . .;oom instruction, there has
been little systematic research on the contents of these books.

Beck and McCaslin (1978) publirhed a monograph, "An Anclysis
of Dimensions that Affect the Pevelupment of Code—Breaking
Ability in Eight Beginning Reading Programs."” The purpose of
their study was to examine eight lower elementary grade reading
programs to determine: (a) general program characteristics such
as how reading was defined and the flow of iastruction in the
lessons; (b) letter/sound correspondences, such as how many
letters and sounds are taught; and (c) how the teacher is to
teach the program.

Beck and McCaslin performed this analysis in part because of
the unresolved debate between code—emphasis and meaning-emphasis
reading programs and to answer their questions about how
beginning reading skills are presented in published programs.
They were particularly concerned about reading programs used with
compensatory education students, those students who frequently
have trouble learning to read.

The programs ‘included in the study were published by Ginn,
Reading 720; Houghton Mifflin; Scott, Foresman, and Company's
Open Highways; Macmillan's Bank Street Readers; Merrill's

Linguistic Reéding Program; Harcourt Brace Jovanovich's Palo Alto
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Reading Program; McGraw Hill's Sullivan Readers; and Science
Research Associate's Distar Reading I and II. These eight
programs include four meaning emphasis programs with phonics
components (Ginn, Houghton Mifflin, Bank Street, and Open
Highways), and four code—emphasis programs (Distar, Sullivan,
Palo Alto, and Merrill).

The meaning-emphasis programs have phonics components; they
present phonics exercises in which students identify consonants
or vowels and then read the whole word. Beck and McCaslin
contend that, in these programs, students are not taught to apply
phonics skills in identifying new words. These programs appear
to include phonics practice while maintaining their primary focus
‘on the compound process of word recognition and comprehension.

The code~emphasis programs, on the other hand, present reading as

a more linear process, a process that begins by teaching sounds
in isolation, progresses to word identification, and then to an
equal emphasis on word recognition and meaning by the end of
first grade. All eight of these programs state that their goals
are to teach decoding and comprehension, though they go about
achieving these goals in very different ways.

A year later, Beck, McKeown, McCaslin, and Burkes (1979)
analyzed several aspects of reading comprehension instruction in
two commercial reading programs to apply theory, research,
logical argument, and their own teaching experiences and

intuitions to examine instructional materials. Their analyses of
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basals designed for the early primary grades focused upon what
they defined as (a) textual problems, (b) picture
characteristics, (c¢) previous knowledge assumed by the text, (d)
vocabulary knowledge and application, (e) directions for setting
the purpose Tor reading, (f) how the read...g lessons were
divided, and (g) questions that followed story-reading. Their
conclusions, after aualyzing the Houghton Mifflin Reading Series
(Durr, LePere, & Alsin, 1979) and the Ginn Reading 720 Program
(Clymer, Wong, & Benedict, 1976) were: (a) basal reader
vocabularies will be difficult for compensatory education
students, (b} pictures used to illustrate the texts should ke
more carefully designed to depict meaningful events, (c) too much
background kncwledge was assumed in the stories, and (d) the
programs depended too much on context as the primary means to
develop vocabulary. Beck and her colleagues also raised concerns
about the way basal stories are divided into parts, the
questioning techniques presented in the teachers' guides, and the
need for students to develop an overall sense of the story's
theme befora focusing on direct questions

A later study presented similar conclusions about basal
reader comprehension. Durkin (1981) studied teachers' manuals
for five basal reading programs, kindergarten through sixth
grade. She found that the number of instructional, review,
application, practice, pravaration, and assessment pProcedures

differad greatly from one series to another. Durkin
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characterized basals as providing scanty direct, explicit
cimprehension instruction with a tendency to offer numerous
application and practice exercises. Durkin's data are coded so
that one cannot compare her findings for Ginn (1979) and Houghton
Mifflin (1979) with the earlier editions (Ginn, 1976, and
Houghton Mifflin, 1976) analyzed by Beck, et al. The other
programs that Durkin studied (Allyn & Bacon, 1978; Harcourt,
Brace, JovanoVich, 1979; and Scott Foresman, 1978) either had not
been analyzed previously (Allyn & Bacon, 1978), or had been
reviewed in earlier copyright editions (Harcourt, Biace,
Jovanovich, 1979; Scott Foresman, 1978).

Recent basal reader analyses have focused on even more fine
grained characteristics of programs such as the frequency of
letter—sound practice, and the directness of the teacher
instructions (Meyer, 1982, for example) or on just one aspect of
comprehension. Winograd and Brennan (1983) explored materials
for grades 1, 3, 5, and 8 from Houghton Mifflin (1981) and
Economy (1980) to find out how "main idea"” and "topic” were
defined. They also searched for differences in instructional
procedures and found that Economy distinguished between topic and
main idea and began teaching topic in first grade. Houghton
Mifflin, on the other hand, did not differentiate between main
idea and topic until third grade and then taught main idea first.
Winograd and Brennan also report that both programs used reading

and listening exercises to teach main idea through grade eight.
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They also found differences in the way the response mode was
presented to students in main idea exercises, and irn .he type of
text used in eighth grade, as well as whether or not a main idea
was explicitly stated in the passage.

Hare and Milligan (1984) analyzed four basal reading
programs (Allyn & Bacon, 1978; Scott, Foresman, 1978; Holt,
Rinehart, & Winston, 1977; and Scott, Foresman, 1983) for grades
1-6. They differentiated between explanations and directives and
then counted seven types of explanations and four kinds of
directives in the two programs. Like Durkin, Hare and Milligan
reported their results in such a way that a reader cannot
identify any series or compare these findings to previous
research. Their primary findings were that explanations evaded
difficult issues, and the result was tpat the similaritv was
greater than dissimilarity in the four programs.

Why Analyze Beginning Reading Programs?

Regardless of researchk support for phonics instruction and
Pleas for integrating phonics instruction with word reading
(Anderson, Hiebert, Scott, & Wilkinson, 1985), controversy
continues in the field of reading over whether code—emphasis is
better than meaning approaches for teaching beginning reading;
these comparisons "typically label a program as either code or
meaning emphasis wi.nout careful attention to a variety of
characteristics of the materials or context in which they are

used. Only two studies to date have attempted to predizt student
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reading performance while carefully taking some properties of
basal reading programs into account (Barr, Dreeben, & Wiratchai,
1983; Lesgold & Resnick, 1982). It is our contention that a
careful examination o. basal readers is only one piece of the
complicated puzzle that will determine the long-term differences
in developing reading comprehension ability for large numbers of
students.
Numerous research reports have focused on the differences

between meaning—emphasis aud code—emphasis approaches to

beginning reading. 1In the Handbook of Reading Research (P. D.

Pearson, R. Barr, M. Kamil, & P. Mosenthal, Eds., 1984), Barr
summarized what we have learned from two decades of research on
beginning reading. First, the instructional method is apparent
in learrers' performance. This is particularly true when
children are first being taught to read. Second, one approach
has not been shown to consistently produce superior student
performance. Third, differences in student performance within
classes taught with common materials suggests that variables in
addition to instructional method contribute to producing
variations in student achievement.

Barr further suggests that global comparisons of meaning—
emphasis versus code—emphasis programs are "unproductive" because
of those researchers' failure to examine other aspects of
instruction. In addition, we have, at best, cloudy knowledge of

how basal programs differ because research articles often report

10
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categories without clear definitions and also because
investigators have developed somewhat arbitrary definitions that
vary from one study to the next.

This analysis yields findings from a Systematic examination
of four first grade basal reading programs selected because they
represent a range of instructional approaches along the continuum
of meaning-emphasis (Houghton-Mifflin, 1979) to code—emphkasis
(S.R.A., 1983) programs. All the categories compared bear
generic labels because careful examination of these materials
reveals they don't match commonly accepted definitions in the
field of reading, nor do they actually do instructionally with
various word—types what they say. The inconsistent word group
treatment both within and between first grade basal programs
encouraged us to develop simple categories with clear
definitions. Half a dozen persons used these definitions with
interrater reliability above .85 to compare thase four programs.

Research Definitions

For example, Durkin (1983) defined the goal of sight word
methodology as, "“children will be able to identify words on sight
without first having to go through conscious, letter—by-letter
analysis” (p. 100). She went on to say that, "Whoever responds
to the query, 'What does that word say?' is employing whole word
methodology"” (p. 100). Durkin emphasized that single exposures
to words seldom result in permanent retention. Therefore, she

carefully delineated when to use whole word methodology, words

11



First Grade Reading Programs

10

that are appropriate for whole word instruction, and the
important role that practice plays in promoting automaticity in
children's abilities to identify words accurately.

To summarize, wusing Durkin's widely accepted definitions and
procedures, one would expect to be able to examine beginning
basal reading programs, either meaning—emphasis or code~emphasis,
and readily identify sight words because of their rare qualities,
and the type of instructional *reatment they received. Such is
simply not the case in the four programs we examined. Here, in
fact, is what we found.

Basal Definitions

The feollowing porticn of this analysis was conducted to
answer two questions. First, how do the three analytic phonics
programs classify their reading vocabularies? Second, how is
instruction tailored to different word—types? Prior to this
analysis, our expectation was that words would be classified as
either 'rule-based to conform to regular letter sound
relationships' (decodable) or as sight words. In the case of the
former, we expected instruction to develop a bank of decoding
skills that studeats could later use independently to decode new
words. Alternatively, we expected to find sight words presented
in rich contexts. ‘We also expected instructions for teachers to
identify words for students and then Provide substantial

practice,
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Below are excerpts from each series which exemplify the
series' method of word classifications. Examples of introduction
ard instruction for words follow. These excerpts are typical of
instruction on whole words in each program.

Houghton—-Mifflin. Hougbton-Mifflin, 1979, defines new

vocabulary words as follows: "Basal words are words that appear
often in many kinds of printed matter and they are reinforced in
this series through frequent repetition so students will learn to
recognize them instantly. Non-—basal words are important to
certain reading selections in this series, but they do not occur
frequently enough in other printed matter to warrant extensive

repetition™ (Houghton-Mifflin, 1979, Footprints, Level D, page

125).
In this example from Teaching Unit 7 of Houghton—-Mifflin's

Footprints, six new words appear. 'Wait,' 'after' and 'animals'

are basal words, and 'tickets,' 'Dad,' and 'stopping' are non-—
basal words. 1In Figures 1 and 2, excerpts from the decoding
skills portions of the lesson pertaining to vocabulary words
appear. The phonograms /ell/ and /sc/ and the two sounds of 'c!
are presented, though none of them is represented in the
vocabulary list. In another activity related to decoding skills,
the 'ing' ending is presented in conjunction with the unit
vocabulary word 'stopping.' Recognition of four of the six words

is practiced ia the section entitled 'Discriminating Among

Words.'

~
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Insert Figures 1 and 2 about here.

In Figures 3 and 4 are comprehension—related exercises for

Teaching Unit 7 of Houghton Mifflin, Footprints. All vocabulary

words appear in a sentence construction exercise, but none of the
words is used in the 'Using letter/sound association and context'
activity. An examination of the frequency with which the three
basal and three non—basal words are practiced in this lesson
reveals substantial contradiction between the actual lesson
Presentation and Houghton—-Mifflin's stated goals for instruction

of basal and non—basal words.

Insert Figures 3 and 4 about here.

Ginn. Vocabulary words in Ginn 720 (1976) are classified as
follows: "Basic Words contain phonemic and/or structural
elements not previously taught in the program, are new to the
program and appear at least three times within the selection or
level . . . . Decodable Words are new to the program and contain
all previously taught phonemic and/or structural elements."

(Ginn 720, 1976, Helicopters and Gingerbread, Level 4, p Tl4)

In the example from Ginn 720, Level 4, Helicopters and

Gingerbread, the words 'animals,' 'needs,' 'she,' 'helicopters'

and 'airport' appear with instruction as basic words. The
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decodable words, 'big,' 'men' and 'in' all contain sound/sylhhnl
relationships which the students have encountered in previous
lessons. 1Instruction/practice of these words does not occur
anywhere in the lesson.

Basic words appear first for the students in context (see
Figure 5). This presentation is followed by practice of word
recognition and identification in isolation. Words are then

reviewed in context.

Insert Figure 5 about here.

The phonics instruction provided in this lesson is presented
in Figure 6. The lesson presents the ;ly/ and /ee/ sounds.
Although the long 'e' sound is present in two of the vocabulary
words (needs and she), these words ar: referred to neither in the

lesson nor in the practice exercises that follow.

Insert Figure 6 about here.

Harcourt, Brace, Jovanovich. Harcourt, Brace, Jovanovich,

Level 3, Magic Afternoon, 1983, classifiées vocabulary words with

reference to skills taught previously in the program. "A word
printed in color (in the vocabulary list at end of book) contains
a sound/symbol relationship previously pPresented in a Word

Service/Decoding lesson. All other words are printed in black
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type” (Harcourt, Brace, Jovanovich, 1983, Magic Afternoon, Level

3, p T306).

In this lesson, the vocabulary words 'she,' 'with' and
'then' are words which contain previously taught sound/symbol
relationships. The cther new words, 'splash,' 'swam' and 'from'
do not. There is a discrepancy between the end of book
classification and the lesson classification of these words. In
the lesson, only 'she' is identified in bold print as being
skills related.

Figure 7 presents the comprehension/context skills related
segments of instruction. All six of the new words are presented
in context in workbook exercises, but there is no recognition or

identification of the words in isolation.

Insert Figure 7 about here.

The phonics/decoding example in Figure 8 presents the
introduction of the /sh/ sound. No reference is made in this
lesson to the vocabulary words 'she' or 'splash! though both

contain the target sound.

‘Insert Figure 8 about here.
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How This Research Differs from Previous Work

Instructional Flow

This research differs from that reported previously because
we present our findings in book or lesson increments instead of
simply summarizing categorical data to illustrate differences
between programs. By presenting the data this way we can compare
the differences in the instructional flow for a school year in
all categories and series. We believe that the introduction and
flow of beginning reading instruction may be as important to
examine as the actual "end of year" total differences between
programs. Common sense and informed opinion suggest that if
students are going to apply analytic phonics methods, for
example, they may need to know more than beginning consonants.
Or, that one would expect a logical progression for comprehension
interactions from single words to sentences and then to
paragraphs.

Within and Between Program Comparisons of Decoding and

Comprehension

This study differs from the work previously reported in a
second way. It examines decoding and comprehension activities in
the same four basal reading programs.

Comprehensibility

Third, we have gone beyond previous research to match and
analyze stories from each series with respect to their

"comprehensibility.” This part of the study was guided by work
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by Beck, McKeown, Omanson, and Pople (1984). Researchers who
demonstrated that students' comprehension increased after the
basal text was made more comprehensible.

The remainder of this paper is divided into three sections
reporting the method and results for sach of the three categories
analyzed: decoding, comprehension, and comprehensibility in the
four first grade basal programs. & discussion follows each part.
Then, the final section integrates findings from the analyses and
discussions in concluding remarks.

Decoding Instruction and Practice

Meaning~-Emphasis Programs

The meaning—emphasis programs clearly depend upon analytic
phonics to teach decoding. These programs are Houghton Miffling
Harcourt, Brace, Jovanovich; and Ginn. Eight variables were
counted in every page of the teachers' editions of these three
programs. Guides for all books covered in first grade were
included. These results appear in Table 1. Definitions for each
category for the meaning-emphasis programs are as follows:

Consonant Sounds — Any single consonant sound students

identified in whole words.

Vowel Sounds — Any single vowel sound identified in whole
words.
Sound Blends - Combined consonant sounds such as "tr," or

“bl” identified in whole words.
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Letter Naming — Activities in which students identified

individual letters by name.

Rules — Phrases or routines such as, “"When two vowels go
walking, the first one does the talking,"” intended to teach
information for students to use to decode words.

Rhyming - Oral or written activities in which the teaciher

identifies an ending or series of rhyming words and calls

students' attention to the pattern.

Vocabulary Words — The number of words presented in

isolation in each program. This is a measure of practice on
individual words, not a count of the number of unique words

introduced in each program, typically tied to story reading.

Words in Text — The total number of words appearing in the

students' texts, including stories, poems, and plays.

Insert Table 1 about here.

The analytic phonics programs have almost exactly the same
number of consonant sounds, but there is much less consistency
between programs for vowel sounds, blends, letter nawirg, rules,
and rhyming. There is a particularly great difference in when
the programs introduce vowels. Similar inconsistencies are
readily apparent for the number and progression of vocabulary

words and the number of words in the text.

198
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Insert Table 2 about here.

The Code—Emphasis Program

Distar Reading Mastery, a synthetic phonics, code—emphasis
program, is clearly different (see Table 2). Of particular
interest with this program in comparison to the analytic phonics
programs is the high number of vowel sounds and the flow of vowel
sounds presented in isolation. Thers is also a large amount of
blending that results in a reading vocabulary which averages from
one and a half to three times the number of words read in
isolation in the analytic programs. But, Distar's number of
words in text (stories) is only about half to a .third of those in

the other three programs; this means that students receive much.

more practice on isolated words then on connected text.

The Flow of Instruction

Consonant sound practice. Of interest also is the way each

program covers similar content. For example, Houghton Mifflin,
Harcourt, Brace, Jovanovich, and Ginn all have consonant sound
practice irregularly spaced in their first grade books. Houghton
Mifflin concentrates consonant sound practice in its first and
fourth books while Harcourt, Brace, Jovanovich and Ginn have
about 70% of their practice in their first three books. On the
other hand, Distar spaces consonant practice fairly evenly

throughout its 160 lessons.

20
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Vowels, blends, letter names, rules, and rhyming. Even more

variation appears in the way the four programs handle vowels,
sound blends, letter naming, rules, and rhyming. The number of
vocabulary words practiced is alsec irregular as exemnlified by
the differences between Houghton Mifflin's “Rockets" and

"Surprises." “Rockets," the first book, has far more vocabulary
words than the other three books. All programs except Ginn show
a gradual increase in the number of words students read in text,

but Ginn has an irregular pattern for the first three books.

Insert Table 3 about here.

Decoding summary. Table 3 provides summary information in

seven categories for each of the four programs. This summary
table highlights several differences between the three analytic
phonics programs. Harcourt, Brace, Jovanovich provides the most
practice on sounds, whereas Houghton Mifflin contains the
greatest practice on letter names. Ginn has more than three
times the number of rules than the other programs, and Harcourt,
Brace, Jovanovich by far the greatest amount of rhyming practice.
Despite the differences in phonics practice emphasis, the
three analytic programs apply phonics to close to the same
percentage of vocabulary words, about 10%. Distar Reading
Mastery, in contrast, applies its synthetic phonics to over & 3%

of its vocabulary words. The final two columns show Harcourt,

21
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Brace, Jovanovich practices the least reading vocabulary while
Distar Reading Mastery practices the most words in isolation.

The number of vocabulary words practiced bears little
relationship to the number of words in the stories, however. For
example, Distar has the lowest number of words in stories and the
highest number of words practiced in isolation. Harcourt, Brace,
Jovanovich, on the other hand, has the second highest number of
words in the students' texts and the lowest number of words
practiced in isolation.

Despite continuing controversy over how to teach decoding,
and the clear differences between an analytic and a synthetic
phonics approach, there is consistent agreement that
comprehension is the essential goal of reading instruction. The
next portion of this paper describes the programs' various
teacher—directed comprehension interactions.

Comprehension Interactions

We used the Pearson and Johnson (1978) taxonomy to classify
comprehension questions. Text explicit questions were answered
“right there” in the text; text implicit questions could be
answered if the reader "searched to find"” the answer. Background
knowledge questions were Pearson and Johnson's "scriptal"”
category——questions readers had to answer with information in
their heads because the answer was not in the text.

We broke the categories down to allow a comparison of

questions at three text levels: word, sentence, and picture.
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Our rationale for making these distinctions is that in beginning'
reading it makes sense for the level of comprehension to parallel
the text. Therefore, for first grade texts, we anticipated that
Picture, word and sentence interactions would dominate
comprehension activities. Then, as the amount of text students
read increased, we expected that changes in interactions would
follow suit. First grade basal readers are often guite dependent
upon pictures to carry much of the story line. For this reacon,
we included explicit and implicit categories for picture
questions, as they are essential parts of the text.

We also counted interactions that required students to
Ssummarize information presented in the text as well as
interactions that had students predict what would happen next.
Some basals also had a number of opiniuon questions, presumably
included to have students integrate background knowledge and the
text.

.We counted each comprehension interaction in the Teachers'
guides for all levels of all programs. These results appear in

Table 4.

Insert Table 4 about here.

Question Types

Text—explicit questions. The analysis of comprehension

Interactions yielded irregularities between Programs somewhat

23
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greater than those found for decoding interactions, except for
one area, The number of text explicit word interactions were
fairly consistent for three of the four programs, with Harcourt,
Brace, Jovanovich having the largest number of word level text
explicit interactions. Houghton Mifflin and Distar, however, had
no word level questions after about midway through the first
grade materials. If comprehension interactions were designed to
follow the development of the text, one might anticipate a
pattern like the one that appears in Houghton Mifflin and Distar
for word level, text explicit interactions. In both of those
programs, word level questions begin as soon as students read
word level text. Likewise, one would anticipate that the number
of sentence level questions would increase from book to b ok,

thereby following naturally the increases in the amount of text

students read. These expectations were borne out in only
Harcourt, Brace, Jovanovich and Distar.

Background questions. One might speculate further that the

need for background knowledge interactions would grow from the
beginning to the end of the first grade materials because as the
reading vocabulary grows students are capable of reading
increasingly complex content. This pattern does in fact
materialize in all of the programs. It is particularly obvious
i the Distar program.

Prediction and opinion questions. Only three of the four

programs include prediction questions, but all have opinion

Q 2?4
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questions. Opinion questions maintain a fairly even frequency
throughout the Houghton Mifflin books, whereas they increase
regularly in the other three programs. Similar irregular
patterns appear both within and between programs for word,
~sentence, and picture—level text implicit questions, and even for

summary questions.,

Summary of questions. Table 5 summarizes the total number

of comprehension interactions in each of the ten categories and
then presents the percentage of interactions coded that are text—
tied. All comprehension interactions that appear in the
teachers' guides except those for background knowledge and
opinion were counted as text-—tied. Harcourt, Brace, Jovanovich
and Distar have the lowest percentage of text—tied questions,

while Ginn and Houghton Mifflin have the most.

Insert Table 5 about here.

"Comprehensibility"” of Basal Reading Text

The third question we asked of these basal programs was how
comprehensible is the text students read? We began this work
knowing that this is a basically uncharted course. However,
recent work by Beck, McKeown, Omanson, and Pople (1984)
demonstrated that the fewer incohelrences a text has, the bet.ar
students comprehend. Furthermore, Beck and her colleagues

provided clear definitions and guidelines for the text
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characteristics they manipulated to make stories more
comprehensible. So, we too, chose to focus on problematical
references, such as those references that were ambiguous,
distant, or indirect; lack of requisite background knowledge;
unclear relationships between events; and the inclusion of
irrelevant events or ideas.

Coding Matched Stories

The first step in our anlaysis was to match three types of
stories across the four putlisiicrs from the last book of the
first grade progr:ms, because we believed there might be
differences in comprehensibility related to story—type. We
selected one "percsonification story,” a story in which an animal
was the talking, main character; one story with a "dilemma" for
the main character tn reconcile; and third, a story that was
representative of expository text. We tried to select stories
that were roughly the same length.

Since there is no expository selection in the final book of

Houghton Mifflin, "Honeycomb," we selected a story from the third
book, "Footprints.” There are no expository selections in Distar
Reading Masterye.

Three persons established high inter—-rater reliability of
approximately .85 by working first together and then individually
to code incoherences in the eleven selections. These findings

appear in Table 6. The first part of the table shows the results

of the analysis of the matched stories. The average number of
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words per incoherence illustrates the differences between storieé
as 1f incoherences were spaced evenly in each story. These
calculations are meant to give only a rough measure of the
frequency with which students encounter incoherences in each
story. The Harcourt, Brace, Jovanovich story, "Animal Art Show"
would have the fewest words between incoherences, while the
Distar Reading Mastery storyv, "The Fat Eagle,” would have the

largest number of wcrds between incoherences.

Insert Table 6 about here.

Frequency of incoherences. The pattern for the four

pubiishers is similar for the dilemma stories except that the

Ginn story, "Freckles,"” has the lowest number of words, on the
average (just over eleven words), between incoherences. The
pattern betweea publishers is then somewhat reversed for
expository passages. No publisher has more than 47 words between
incoherences, and two of the three selections average under 11.
In addition to calculating the number of words per story and
then computing the average number of words between incoherences,
we also counted the number of propositions in each story. We
used the Omanson, Beck, Voss, and McKeown (1984) definition of
propositions, "a cohesive set of units of meaning” (49). The

number of propositions for each matched story also appears in the

top part of Table 6. The last coclumn reports the average number
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of propositions per incoherence. The relative standing of the
stories is the same whether the number of words or the number of
propositions is used to provide a measure of the relative
frequency of the incoherences.

Results for Unmatched Stories

The second part of Table 6 shows a comparison between
publishers for one—third of the remaining stories in each basal's
final book. Starting with the first story in each final book, we
analyzed every third story in the same way we had analyzed the
matched stories. These analyses were done to see if the matched
stories were representative of the other stories in the book.

Frequency of incoherences. A comparison of means and

standard deviations for the average number of words/incoherence
for the matched stories and the remaining selections appear in
Table 7. The patterns for words per incoherence are generally
consistent for the matched and unmatched stories though there is
a shift in rank for Houghton Mifflin and Distar. This shift in
rank can be explained in part, we believe, because we "forced"
the matched analysis with Houghton Mifflin by including an
expository selection from the third book, "Footprints," because
none existed in the fourth book, "“Honeycomb.” If we removed the
Houghton Mifflin expository passage, "Real Dinosaurs,” Houghton
Mifflin then averages 111.7 words between incoherences for the

matched selections. Houghton Mifflin would then be the most
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consistent of the four programs across matched and unmatched

"selections.

Insert Table 7 about here.

Piscussion and Implications

The clear answer to how similar the four reading programs we
analyzed are on measures of instruction, practice, and text is
that, with the exception of consonant sound instruction in the
three analytic phonics programs and the percentage of text—tied
comprehension questions, these four programs vary considerably.
The next portion of this paper addresses major issues and
co: :erns that stem from these findings.

Decoding

Discussion of the decoding aspects of these four programs
will focus on four issues: discontinuity between levels within
programs, variance in the emphasig on vowels, the major
differences in the percent of words actually read using skills
taught in the analytic and phonics programs, and the striking
differences between these analytic and synthetic phonics
programs.

Discontinuity between levels within programs. We are unable

to understand or explain why a program would deliberately range
in emphasis on consonant sounds, as the meaning—emphasis programs

do in their first four or five books. The patterns found in these
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three programs do not suggest planning for introductions,
practice, or consolidation of consonant sounds.

Variance in the treatment of vowels. The questions raised

about consonant sound practice are equally, if not even more,
appropriate for vowel introduction and practice. Of the three
analytic phonics programs, only Houghton Mifflin has vowel
practice in the first book. How do the other programs expect
Students to identify words beyond the hints they receive from

beginning consonants?

Application of phonics. Our analyses replicate Beck and

McCaslin's findings that although each of the analytic phonics
Programs has thousands of practices on individual letter sounds,
sound blends, and letter—naming, they thien provide students very
little opportunity to apply phonics skills to read words in
isolation. When this is the case, students certainly have
"hints"” about which words are which from the beginning
consonants, but virtually no help beyond that. A logical
question that follows, then, is why provide all of this practice
of sounds within words when so little use is made of it?

Analytic and synthetic phonics, revisited. The differences

between the analytic and synthetic phonics programs in this
analysis are striking. Of particular interest are six variables.
First, vowels receive almost as much attention as consonants in
the synthetic phonics program. This difference exists despite

the fact that there are only five vowels in the English language

30
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to be learned in their long and short versions in comparison to
21 consonants. Why is this? The vowel sounds are much harder to
discriminate from each other than are all but a few consonants
(p, d, t, b, for example). Second, blending is taught only in
the synthetic phonics program, and it is in fact needed only
there, for reasons already discussed.

The third difference involves rhyming. Distar Reading
Mastery presents rhyming in a utilitarian way, orally first and
then with short lists of words. The teacher is directed to use
tﬁe word, “rhyme," and then to have the students read the list as
the teacher repeats the phrase, "rhymes with xxx,” etc. With
this procedure, there is little room for students to doubt why
they are learning to rhyme. The analytic programs typically
present considerably less rhyming, except for Harcourt, Brace,
Jovanovich which in fact has more practice. 1In the analytic
phonics programs, teachers are usually directed to have students

’

"notice how the words are similar,"” or otherwise generate the
concept of rhyming.

Fourth, in the synthetic phonics program students use
virtually everything they are taught that can be classified as
“phonics” to read words. Therefore, there is a certain
efficiency in the total instructional approach. Fifth, there is

a clear progression in the number of vocabulary words read only

in the synthetic phonics program, whereas the number of
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vocabulary words read per book fluctuates substantially within
and between’ the analytic phonics programs.

Finally we found that the meaning—emphasis programs purport
to teach sight words and words in context when, in fact,
instruction in these strategies is minimal and inconsistent. In
short, we are saying that these meaning—emphasis programs do not
do what they say they are doing. Students in these programs may
in fact depend substantially on the large amount of analytic
phonics practice they receive to figure out words. If this is in
fact the case, careful links between analytic phonics practice,
words in isolation, and vocabulary in connected text might
facilitate student performance.

Comprehension

Discussion of differences in comprehension instruction and
practice will focus on: the implications of interactions that
focus students' attention on the text instead of elsewhere;
informed hunches about the logical increase in need for
background knowledge questions; and speculation about summary
questions.

Text—~tied emphasis. We would argue that programs that focus

students' attention on text as soon as they begin reading
demonstrate to students that they are to use the text to answer
some questions as they read. All four of these programs have

high text—tied emphasis.
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Increasing background knowledge emphasis. We would also

argue that logically, programs should include ever—increasing
numbers of background knowledge questions. As reading selections
become increasingly loaded with information, students may not
relate information in the text spontaneously to their
experiences. The early first grade basal reading selections
typically are about very familiar circumstances and events.
Familiar, unambiguous content should reduce the need for
background knowledge questions from the teacher. We would argue,
however, that a well-designed beginning reading program would
include some background know :dge, text—explicit, and text-—
implicit questions in even the earliest reading materials to
engage students from the very beginning in reading as the
interactive processing of what they know and what is in the text.
The four programs accomplish this goal.

Irregularity of summary questions. One of the strangest

patterns for comprehension interactions in these four programs is
the irregular appearance of summary questions. If we merely
examine the pattern for summary questions in the Houghton Mifflin
program, we see that over three—fourths of the year's practice
with summary questions took place in the first book, "Rockets."
Why? The entire "Rockets”™ book is less than 1400 words long.

The stories are short, and, therefore, there is very little to
summarize. Houghton Mifflin's final first grade hook,

"Honeycomb,"” on the other hand, with just under 7,000 words of
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text and only 10 stories, had only 10 summary questions. It
makes intuitive sense that the importance of summary questions
should grow as students read longer and longer selections.

What do/did “meaning—emphasis” and “code—emphasis"” mean in

these programs? Taken together, our talleys for decoding Plus

our talleys for comprehension interactions represent virtually
all of the practice teachers are directed (in their respective
manuals) to give. Therefore, a simple way to classify programs
along the meaning—emphasis to decoding—emphasis cont: nuum is to
add together the total number of decoding and comprehension
instructional interactions in the programs and then compare the

percentage of each. These results appear in Table 8.

Insert Table 8 about here.

These simple calculations do, in fact, support our contention
that these four programs place differently along a continuum from
meaning—emphasis to code—emphasis. Distar Reading Mastery is
clearly code—emphasis. Houghton Mifflin is fairly clearly
meaning—emphasis, and Ginn and Harcourt Brace fall between.

It is interesting to note that these figures show that the
three analytic phonics programs actually have very similar
numbers of total interactions for decoding and comprehension,
while Distar Reading Mastery has less than two—thirds tﬁe total

number of interactions.
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Comprehensibility

The overall pattgXpy of inCongistency between and within the
four programs in regayd to decoding and comprehension are not as
consistent as our meagurls of cOmprehensibility. There are
fairly consistent differtpces in the coherence of stories in the
final book of Houghton Mifflin, "Honeycomb,"” and in the Distar
Reading Mastery storieS. 7The moSst important issues raised by our
analysis of the storiegsS ln these four programs are: why we
believe the comprehengibllity o! the selections is important;
differences in the nugbet of selections; qualitative differences
in stories beyond meagurtg of incoherence; and variance in the

adaptations from and yS8€¢ of trade book selections.

Importance of comPrfhepnsibilitry. We argue that the

comprehensibility of girst grade reading materials, in
particular, should be as high as possible. Why? It is generally
accepted that beginnipf teaders must expend a certain amount of
cognitive processing effort simply tc figure out the words befecre
them. By the end of glrst grade few students have mastered
enough decoding skillg with a large enough range in vocabulary to
have achieved automatjcilty. Therefore, for most six- and seven—
vyear-olas it is reasonable t0 assSume that some effort must be
devoted to decoding, while at the game time, they must try to
derive meaning from whAt they are reading. It seems logical to
assume that if the text thege students read is ambiguous,

disconnected, or focugfd on information they probably lack as
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background knowledge, students may have an even more difficult
time figyring out the meaning of what they read. Text containing
numerous incomprehensibilities may place a heavy burden on
beginning readers. Using our system of analysis, the Harcourt,
Brace, Jovanovicnh selections are quite consistently
incomprehensible. The Ginn selections vary considerably in their
comprehensibility, and Houghton Mifflin and Distar Reading
Mastery are very comprehensible. Why? How are these programs
different?

Use of trade books or trade book adaptations. Houghton

Mifflin yses a substantial nruber (27%) of reprinted or
moderately adapted stories, starting with their fourth bcok,
"HoneycComb." Almost 25% of the Ginn selections are adapted from
trade bopoks or folktales, but the adaptations appear to be much
more Substantial than those made by Houghton Mifflin. In fact,
Ginn begins using adapted selections much sooner than Houghton
Mifflin, but the earlier use of trade stories and books appears
to have forced Ginn to make wore adaptations in the original
text. Therefore, the very early use of adaptations seems to have
created 5 serious problem while apparently trying to solve
another gne, exXxposing children to "good'" literature. Harcourt,
Brace, Jovanovich, on the other hand, has only about &%
selectiops from trade books and/or stories.

Distar Reading Mastery's stories are very comprehensible for

quite different reasons from those that we can attribute to
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Hcocughton Mifflin. None of the Distar stories is either an
adaptation or tradebook. Virtually all of the Distar Reading
Mastery stories are conversations between characters, usually
animals. These conversations are exXplicit, regardless of their
topic. Therefore, they are very easy to understand.

Some justifiably argue that lower grade basal programs story
selections have as their major functions to provide “"practice
text” for vocabulary words. We accept this argument and
therefore chose to analyze only those stories at the end of the
first grade programs, thereby limiting our analysis for“"the
entire series to decoding and comprehension interaction specified
in the teachers' editions.

But, are these stories great literature? Houghton Mifflin
uses several classic children's stories in their original form,
thus exposing children to several very well—-written,
entertaining, comprehensible stories. Furthermore, Houghton

Mifflin appears to increase the number of trade book selections

in their second and third grade programs.

Concluding Remarks

The results of this and subsequent basal reader analyses for
grades 2-5 will hold prominent places in developing a
causal model of reading comprehension development (Meyer, Linn, &
Hastings, 1985). Work on data reduction procedures are in-
progress to produce a score for each dimension of the four

programs' decoding, comprehension, and text characteristics.
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For, regardless of the debate on the superiority of beginning
reading programs in the field of reau.ng research, there is
consénsus that students' abilities to comprehend what they read
is the common goal, with reading defined as “the process of
constructing meaning from written texts"” (Anderson, Hiebert,
Scott, & Wilkinson, 1985, p. 7).

Other analyses of instructional programs have given only
pieceés of the complex mosaic of first grade reading instruction.
It is our contention that a prerequisite to understanding
variance in student achievement both between program and within
classroom differences is systematic analyses of numerous
variables such as the basic characteristics of the instructional
materials used, the amount of time teachers allocate to
instruction, the frequency and type and sequence of teacher-—
student interaction, and teachers' distribution of turns. These
classroom variables must then be placed in the proper context of
students' lives——outside school as well as inside classrooms—-—in
order to understand accurately and fuliy what is causing some
students to become able to construct meaning from text
successfully while others cannot.

What are the implications from these analyses of textbooks?
And finally, what message is there in this analysis for publishers?

Implications for textbook selectors. Basal reading programs

are packed with exercises, and the variability found in these

four programs suggest that it may be difficult if not impossible
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to get a sense of the program's structure with a quick sampliqg
procedure. It appears lmportant to look at decoding,
comprehension, and comprehensibility interactions to have a sense
of what a total “program™ is like. These analyses suggest that
whereas one program does a Comprehensive job in one area, another
program does a better job in another area. Since no one series
seems to do a good job in all areas, after teachers and
administrators establish their objectives, they may then try to
find the series that best matches their needs.

Characteristics of an effective program. It is our informed

judgment that an effective beginning reading program must present
decoding exercises that are then applied when students read words
in isolation and in contexte Otherwise, why bother to present
those thousands of exerciges? In addition, shouldn't that
program either present consOnants and vowels in isolation as well
as some mechanism such as blending or rhyming for putting the
subskills together, or Systématically differentiate sight words
and decodable words and then provide instructional practice for
students on words dependent upon their classificatjon. Also,
might it not make semnse for meaning—emphasis programs to ceach
students how to figure Out wWords from context instead of
providing simplistic exercises? Furthermore, shouldn't a program
focus on comprehension as soon as students begin decoding words
and then present instruction and practice as an interactive

process that combines what students know with what appears in the
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text in an organized, somewhat planned way? And, last, but
certainly not least, might the stories and other student
selections be as comprehensible as possible to reduce the work
load for young readers struggling to figure cut what the text is
while also figuring out what it means.

Message to publishers. How many of the inconsistancies on-:

overall questions raised in this analysis might be avoided? How
many of these problems are the result of many persons working
independentl-r on one book in the program? Then, how might
overall characteristics of the programs be monitored during
development? Computer programs could certainly keep track of
skills, words, and text characteristics, thereby almost certainly
‘helping to keep track of what is taught when and how often. Most
programs would be strengthened by a more logical and carefully
controlled progression of introduction and sequential practice.
Since it appears that there are well written trade books
that can be used even at the first grade level, we would
encourage publishers to use them whenever possible with as few
adaptations as they can manage. In addition, since the
expository texts we analyzed were consistently more incoherent
than the narrative texts, we would suggest that basal publishers
review expository trade books to incorporate them into their
programs or delay using expository passages until the series has
introduced more reading vocabulary and can, therefore, produce

more coherent text.
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Table 1
First Grade
Decoding Instruction and Practice

AnaI&tic Phonics Readers
Consomant ~ Vowel  Sound Letter Number of
Level Sounds ~ Sounds  Blends  Naming Rules Ruming  Voeabuary fords  Words in Text

e N A N e
Houghton Mifflin, 1979

B
"Rockets" 628 TR 237 0 8 % 1,3%
C
"Surprises" 164 0 188 230 8 3 51 1,748
D
"Footprints" 2] 8 A 219 0 0 1% 2,323
£
"Honeycomb" h0] b 40 122 0 0 178 6,799
Harcourt, Brace, Jovanovich, 1983
1
"Sun Up" 497 0 0 244 0 0 52 211
2
"Happy Morning" 234 0 0 200 0 45 I 1,384
]
"Magic Afternoon” 231 0 89 50 0 46 i 1,670
4 )
| "Sun and Shadow" 42 132 255 100 10 100 153 5,141
5
"Together We Co" 344 86 107 11 0 101 198 8,758

Full Tt Provided by ERIC.
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Table 1 (Continued)

Analytic Phonics Readers
Consonant ~ Vowel  Sound Letter Nunber of
Level Sounds Sounds  Blends Naming ~ Rules  Rhyming Vocabulary Words  Words in Text
~ Ginn, 1976

/

"Pocketful of

Sunshine" 669 0 0 301 0 0 38 1,937
3

"A Duck is

a Duck" 163 254 28 g 5 12 36 523
b

"Helicopters

and

Gingerbread" 63 109 12 2 ! 13 160 1,767
5

"May T Come In?" 210 183 14 22 13 8 253 5,689
6

"One to Grow On" 192 9% 10 12 10 11 384 11,066

4’7
i

Eicip

Aruitoxt provided by Eic:



Table 2
Distar Reading Mastery, 1983

Synthetic Phonics Readers
Sounds in Isolation Runber of
Lessons Consonants  Vowels Blending  Rhyming Vocabulary Words  Words in Text

1-32 2 168 157 215 13 0
364 1 8 6 235 6
6596 Mmoo 0 ! 287 3%
07-128 0138 0 0 349 1,91
129-160 Mmoo 0 0 ) 3,507

45
erlc 48

Full Tt Provided by ERIC.



Table 3

Summary Basal Reading
Decoding Materials Analysis

Reading
fnalytic Phonics Synthetic Phonics Application Number of:
Program ord
ords
' Percent Hords Vocabulary  in
SstNmu Rules Rhyming Sounds Blending Rhyming Read Using Phonies  Words Stories
P,
Ginn,
1976 0y g % b <10 871 20,982
Harcourt,
Brace
Jovanovich,
1983 By 60 10 29 <10 k25 17,184
Houghton
Mifflin,
1979 Wy 88 5 19 <10 607 12,264
* Distar
Reading
Mastery,
1983 1872 805 218 > 96 1236 2,919
4
50 o

l:lQ\V(Z

Aruitoxt provided by Eic:



“Table 4

First Grade k
Comprehension Interactions

Houghton Mifflin, 1979

Word, Word,  Sentence Sentence Picture

Level Text Text Text Text Text Text

Background
Explicit Implicit Explicit Implicit Explicit Implicit Summary Knowledge Prediction Opinion

B .

"Rackets" 76 123 274 214 145 2 63 15 37 32

C

"Surpriseg" b 130 27 253 73 14 0 % 2 2%

D

"Footprings" 0 359 213 208 108 99 ] 1 b 30

B

"Honeycony" 0 239 478 179 99 134 10 49 58 39
Harcourt, Brace, Jovanovich, 1983

1

"Sun Up" 1 8 83 19 5 3 11 20 26 1

2 |

"appy Yorntng" 1 6 130 i 3 12 B 3 10 14

3

"Magic Afternoon” 50 137 149 % 18 14 5 16 16 il

4 | |

"Sun & Shadey” 14 2 17 % 83 2 55 1 14 2

5

"Together yo Co" 1% Mo 4 341 i 3 63 b1 2 35

i

ERIC

Full Tt Provided by ERIC.



Table 4 (Continued)

Word, Word,  Sentence Sentence Picture

Level Text Text Text / Text Text , Text Background
Explicit Implicit Explicit Implicit Explicit Implicit Summary Knowledge Predictfon Opinion

Ginn, 1976
2
"Pocketful of
Sunshine" 42 12 101 519 I 312 17 10 23 16
]
"A Duck is a Duck" 49 41 57 92 15 0 7 14 17 15
4
"Helicopters and ,
vingerbread” 2 43 81 68 3 30 3 23 15 10
5
"May I Come In?" 1 130 196 213 9 55 2 I b4 33
b
"One to Grow On" 78 341 316 215 ] 45 20 %6 87 39
Supplement for Low Stanine Students
Distar Reading Mastery, 1983
Lessons 1-32 13 0 0 0 0 0 0 0 0 0
Lessons 33-64 119 0 0 0 0 0 0 0 0 0
Lessons 65~96 23 0 49 12 0 0 0 4 0 ]
Lessons 97-128 0 0 21 51 0 0 0 iy 0 17
Lessons 129~160 0 0 2! 12 0 0 0 28 0 Al
04 r




Table §

First Grade Reading
SmmMMMMMMm%mMWm

Background
Wo.d, TE Word, TI Sentence, TE Sentence, TI Pictyre Summary Knowledge Prediction Opinion
‘ Exp. /Inp.
M, 19,9 120 851 1192 854 b5 3 80 128 167 125
3967 . -
mith 94% text- cled
HBJ, 1983 216 494 977 494 232 121 142 213 100 111
2176 .., ]
3100 907 text-tied
Ginn, 1976 J8 567 151 1107 109 472 100 272 181 135
3465 .. ey
Tk 91% text-cieq
SRA, 1983 155 0 541 141 0 0 0 49 0 4

831 . e
07 907% text-tiad




Matched Selections:
Publisher

Houghton MLFE 4n

Harcourt, Brace, Javanovich
. Glon

Distar Reading Hastery

lloughton MLEf1in

Harcourt, Brace, Javanovich
Ginn

Distar Reading Mastery

Houghton MiEf1in

Harcourt, Brace, Javanovich
Glnn

Distar Reading Mastery

Table

6

Comprehensibility Analysis: Matched and Unmatched Selections

Story Type . Ttle
" " "Cook{es"
P "Aninal Art Shoy
P "Three {n a Treq"
P . "The Fat Eagle"
D "ra Sleepé Over”
D "The New Boy in §chool
D "Freckles"
D "A Man Liked to Go Fast"
E “Real Dinosaurs"
E "Trees and Paper
E "Building a Roag"
E None ex{sts

Numbe
Incohe

o

16
1

-

r of Number of  Averape f

rences Words  Words/Incoher, .
410 102.5
462 14,0
462 23]
241 41,0
846 120.9
n 14,4
282 113
248 28,0
175 10.9
1 19.1
239 41,8

Number of

'AVetage

ropositions  Prop./Incoher.

86
60
3
28

144
b
b6
U

3
20
25

e

LY b SO

16.5
1.8
2.9

28,0

20,6
a0
1.8

2.0

Unmatched Selections:
Title

"One Frog, Two Frogs"
"Lucy Didn't Listen"

"Musu and the Night Nofses"'

"Littie Raccoon and the
Thing {n the Pool"

"Going to School"
"Frogsll

"The Big Race"

"Papec Nests"

"The Beautifu] Turtle"
"Happy Scared"

"Haria Hartinez, Artist"
"The Bremen Bang"

Number of Words

474
19
n

1249

n
20
458
133
380
135
144
638

Number of Incoherences

Houghton Mifflin, 1979

§

Harcourt, Brace, Javanovich, 1983

Q
7
16

4
16
Y]
li

8

Average Number of Words/Incoherence

9.4

113.8
142.4

135.9

'16.2

12.9
28.6
13
3.8

1.9
131
82.3



Table 6, Continued

Title

"May Ling's Pictures"

"A Balloon That Norks"

“Sights of the City"

"Mother Time"

"The Qther $ide of the Mountain"
“The Boy and the Wolf"

"The Duck and the Yean Pig"
"The Fat Fox and his Brother"
"The Plg that Bit His Lep"
"Find{ng Some Fun on the Yoon"
"Bi11 Went Fishing"

"An 01d Horse and an Eagle"
"The Red Toothbrush"

Number of Words

3
20
Sl
259
929
448

107
il
107
120
203
149
118

Number of Incoherences

Ginn, 1976

Distar Reading Mastery, 1983

L D M O O

Average Nunber of Words/Incoherence

198.0
42,0
8.4
3.4
B
69.8

107.0
111.0
107.0
120.0
10L.5
149.0

3.3



Publisher

Houghton Mifflin

Harcourt, RBrace,
Javanovich

Ginn

Distar Reading Mastery

Table 7

Words Per Incoherence
for Matched and Unmatched

Stories

Matched Stories

X Sp
78.1 (58.91)
12.8 ( 2.37)
27.4 (18.62)

244.5 ( 4.95)

62

Unmatched Stories

X

118.5

27.0
49.38

104.97

sp

(29.24)

(23.99)
(29.68)

(32.99)



Table 8

Total Decoding and Comprehension Talleys and Result Program

Percentages

Interactions Percent of Interactions
Program Decoding Comprehension Total Decoding . 'Comprehension
Ginn 2680 3822 6502 417% 597
HBJ 33¢C1 3100 6401 527% 48%
HM 2413 4215 6628 36% 647
SRA 2955 927 388% 767 247
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Figure 1

Houghton Mifflin 1979 Teacher's Guide for Footprints Unit 7 example of

decoding instruction, p. 148

-ing Ending (Doubling Final Consonant) (Deccding Skills 114a, 1 14d)

LANGUAGE
ARTS:
WRITING

(spelling)

Print fish and fishing on the board. You know these words. What are they? .., What
letters were added to the word fish to make the word fishing? . . . You know that the
ending ing may be added to some words to make other words. Say fishing softly to
yourself and listen for the sounds that the letters ing stand for. . .. When you see the
letters ing at the end of a word, they stand for the sounds you hear for those letters
atthe end of the word fishing.

Print stop. You know this word. What js it?

Print stopping below srop. You know this word, too. What is it? ... Point to stop-
ping and say: Was this word made by adding the ing ending? ... To what smaller
word was ing added? . ., What else was added besides the ing ending? .. . You know
that sometimes when the ing ending is added to a word, the last consonant of that
word is doubled before the ending is added.
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Figure 2

Houghton Mifflin 1979 Teacher's Guide for Footprints Uait 7 example of

decoding instruction, the paragraph below is the model #.» the words in the

paragraph above, p. 147, p. 368

Discriminating Among Words  (Decoding Skill 118)

See page 368 for model.
Words to be checked: wait, after, animals, stopning
Word rows: want wait walk
after away are
animals and animal
stopped stopping surprise

Discriminating Among Words (Decoding Skiil 118)
Print the following wards on the board:
day dog did

Then say: Which of _i.cse words is the word dog? . .. Have a pupil come and point
to dog. If a pupil points to the wrong wozid, show the pupil that word and the basal
word being checked, one above the other, and help the pupil discover :he differences
between them.

Use the same procedure with each of the following rews of words, The basal words
<0 be checked for instant recoguition are man, house, like, walk, but, way, and litzle,

can man mom
have here house
lock like lion
walk with wont
big bus bui
we way away
lion little like
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Figure 3

Houghvon Mifflin 1979 Teacher Guide for Footprints Unit 7 examples of

vocabulary instruction in context, pe 147

LANGUAGE Prepare the {oilowing word and punctuation cards or use the cards for Unit 7 from
ARTS: the Word Card Set for Fotprints: After, animals (2). at, Dad, for, funny, get, going,
GRAMMAR s s s qe . ; ;
He’s, in, is, like, play, redl, see, stopping, that, the (4), there, tickers. to (2), us, wait,
(sentence we’ll, You’ll, zoo, comna, period (4).

sensej

Say: Peter’s two cousins, Wayne and Sonia, were visiting
him for the weekend. It was Saturday afternoon, and
the three children were on their way to Peter’s school to
see an animal puppet show. Peter’s father was going to
meet the children in front of the library and then go to
the play with them.

Let’s see if you can choose the right words to show what Peter said to Wayne
aad Sonia as the three children came in sight of the library.

Text to be puil¢:
" Dad is stopping there to wait for us.
He’s going to get the tickets.
You'll like the funny animals in the play
After that, we’ll see real animatls at the zoo.

Ask: Where will Dad wait?. .. (in front of the library)
Who will get the tickets? .. . (Dad)
What will Peter, Wayne, Sonia, and Dad do after the play? ... (see real
animals a: the z00)
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Figure 4

Houghton Mifflin 1979 Teacher Guide for Footprints Unit 7 example of

vocabulary instruction using letter-sound associations and context. The

paragraph below is the model for use with the words in the paragraph above,

p. 149, p. 369

Using Letter-Sound Associations and Context (Decoding Skill 115a)
See pages 369-370 for model.
Print: paint .
Say: When Jeff finished his picture, he said, “I really liketo ______”
Checking words: color (wrong sounds)
part (no sense)

Print: jump
Say: Look at that frog _
Checking words: jeep (no sense)

hop (wrong sounds)

Print: hill

Say: Can you climb to the topofthe ______?

Checking words: mountain (wrong sounds)
hall (no sense)

Print: bed

Say: Dad called, “Timefor_____*

Checking words: dinner (wrong sounds)
bud (re r2nse)

Using Letter-Sound Associaticns and Context  (Decoding Skill 11 5a)
Say: I am going to print on the board a word that you may not have read beiore but
that you know if you hear it. Then 1 will say a sentence that ends with that word. but
I won’t say the word. Use what you know abeut the sounds the letters in the word
stand for and use the sensc of the rest of the words in the sentence to decide what
the word is.

Print back on the beard. Now listen: Every morning T waik to school and every
afterncon [ walk
What is the word? Point to back.
How did you know it wasn't ome? ., (Home has the wrong beginning
and ending sounds.)
How did you know it wasn’t book? .. . (Book doesn't make sense with /.
other words in the sentence. )

Erase buck and print much. Now listen: You'd better start for home right now
while it’s not raining very .
Whnat is the word? Point to imuch.
Hows did you know it wasn't hard? . . . (Hard has the wrong beginning and
ending sounds.)
How did vou know it wasn't march? . . . (Match doesn 't make sense with
the other words in the sentence,)



Figure 5

Ginn 1976 Teachers Edition Helicopters and Gingeibread Unit 2, examples of

vocabulary presented in context, p. 50, p. 56

[1] PREPARATION FOR READING

O

ERIC

Aruitoxt provided by Eic:

T

INFORMATION FOR THE TEACHER
VOCABULARY

Basic
animals needs she helicopters airport

Decodable (words to be read independently)
big men in

INTRODUCING VOCABULARY

SPECIAL MATERIALS
Word card: helicopters
Picture card: helicopter

Place the picture of the helicopter in the card holder and
have it idenufied. Hzve the title of the book recalled. and
identify the word helicopters on the cover. Display the wnrd
card for helicopters. Explain that the second unit of ihe book
will contain stories about helicopters, and that in the first
story there: 15 2 man who needs a helicopter. Write on the
chalkboard.

He needs a helicopter.

Read the sentence to the pupils. Have the new wnrd
needs located and underlined. Tell the children that if it were
a woman who nceded a helicopter. the seatence would read

She needs a helicopter.

Add the sentence to the chalkboard and have it read.
Have she vaderlined.

Explain that sometimes animals need F-licopters.

Write the following sentences:

Animals nced helicopters.
A helicopter can help the ar'mals.

Have the sentences read. providing help as necded. Have
the word an:mals underlined in each sentence.

Ask the pupils where they think helicopiers often land.
Talk very bnetly about airports.

Write the following sentence. Have it read and the word
airport underlincd.

Helicopters go 10 the airport.

Now ask a volunteer 1o locate the word animals in one of
the sentences. circle it. and read the sentence orally. Continue
in this manner, giving each pupil a chance to cirile one of the
new vocabulary words and read the sentznce 1n which it
appears.

[4] DEVELOPING READING GKILLS

VOCABULARY

Word recognition: The pupll will ldentlly the new
vocabulary words,

SPECIAL MATERIALS
Word cards: dwport, ammals. helicopters. needs. ihe

Place the word cards 1n the card halder. Driefly review
the new words by saving 3 word and having a volunicer
idenufy the appropnate word card. Finalls. have all wards
read onally.

Wiite the following paragraph on the chulkboard. Have
ihe pupils read it silently. Ask swmeone 1o read it mally.

Hclicapters are at the aurport.

Here's a ne hebeopier.

Kit 15 1n the helwopter.

She neeils the helicopter to help the amimals.

Neat, have pupils take furns underhnint the new woeds
in the pasagraph, Have seversal pupils read all the underhined
words indassdualis.

To help pupils recognize the new socabulary, distribute
activity page 18.
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Figure 6

Ginn 1976 Teachers Edition Halicopters and Gingerbread Unit 2 examples of

decoding instruction, p. 57, p. 58

DECODING

Phonemic analysis: The pupll will L ycode words
contalning the correspondences ‘ly/e as in be and
/ly/es a3 In knee (Introductory Actlvity).

List the following on the chalkboard: he. we. me.

Let a voluntecr read the words. Then ask the pupils what
is alike in all the words. Have the leticr ¢ named and
underlined in each word. Tell the pupiis that i these words
the letter e stands tor the plided vowel sound. Have all the
pupsils read the words. noung the shded (long) vowel sound.

In another column write the following: see. bee.

Give volunteers an apporiunity 1o read these words.
Provide help as needed. Then call attention ta the twa leiters
er at the end ol cach ward.. [lelp the cluldren discover that
these letters stand fur the same glided ungld vawel svund thay
isheard in e, ne, and ine. Read secand - ¢ with the chaldren
and have the letiers 1hat stand tor the glided vowel suund
underlir2d in cach wne.

Now read the tollowing sets of words and | ave indiud.
ua! pupils repeat the ward in cach pair thas contains the same
plided vowel sound thut is heard in hee

hands-feet  chin-cheek  green-blue these-those
heel-toe knce-wnst  checse-crachers  day-weck

DECODING
Cucle Ma si.ience hot toily
Structursl analya!s: The pupll will decods words with obout 8och pich e,

the graphemic basas eel. eel. sed {Intocuctory

Activity).
L ey
J

Write feer on the chalkboard. Read the word. Then write “Look Of 1he boeL,” 50xd Kim.
meei and beet in a verucal list under feet. Ask a volunteer 1o ’

find the word-part that s the same 1n all thres words, Have S—
the words decoded. helping as necded. Draw a vertical [jne 2. Loe wiit mimaots.
between the initial consonant letters and the graphemuc base : Qe, will feed the onrmais D
eet 10 focus attention on the visuai simlarity of these three
words. Have the words read again. LS\

Leave the Jist of words an the chalkboard and then adapt ALKen wil posl somaini
the preceding pracedure lor decoding the words wunlaming This m 0 hoel.

the buscs ee/ and ced. The fullowing words may be uscd.

:':cll Itr:lI 4.CJen ond Len mae! ond say, “Hoilo.”
o h
P::. w:td Jen ond Len 90l @ boer.

w

Give help with wurd meanings as n - Jed. Thea read the l
following incamplete sentences. Have the children read and s vou&wn"' >
circle 3 word on the chalhboard that ec apletes each sentence. J - M‘J

The back of your fecot 18 called 3 . (~¢])

| Suut ¢ “Vian wpey

To walk you have tv aiove your iwo . (fect) [rovtiganinany WS T]
Ifyou have 2 pet yuu need so 1t every day. (feed)

Tu help pupils decode wards centaining graph sune bases
eel el and eed. Justnibute actinity page 21,
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Figure 7

Harcourt Brace Jovan rich 1983 Teachers Edition Magic Afternoon Unit 7

examples c ¢ vocabulary presented in context, p. T195, p. T196

Kim sat on the giass
- at 1he pond,
A duck swani in
the pond.

The durk went splash.
. splash?

Kim looked at 1h: duch. e

£01 up. and ran,
She was very wey,

—_—_—I . 0
— J
i \im 34t at the pond .
Splash rweni the duck. = etk
Was him wet? h.(\',‘j 5 ""' B e

Identitying worgs using cnnlew and hnes ledge o
:sh, Sav the words 1or the pictures beside each
sentence on the bottom hatr of the page, ana have Ju-
pils repeat them, The prctures are:

sheep. rabbut, ship
chair, sheli, shower

Teli pupils 10 read the o sentenc+ silently and com-
plete them by underlining the picture tor the wnrd that
makes sense and alsa begins with the sound that sh
stands for,

See “Providing for Individual Differences” tor addie
tional pracuice with these skylls.

\ocabulery and <aneuass Shilis

Review Wa ds

Reviewing riend, surprive, WeL S, vy

the word cards and have pup|y read the word
read the following sentences. Have puptls ¢
each one with one ol the asplayed words,

Displav
s. Then
mplete

Thecarwasa bie ___ | {surprisg)

The cal staved out in tne rain and got
(wet)

Mr. Fig hdsa ____ named Turtle, (tnend)

On the magic box, Rabby |

Will they

—— Mouse. (sdw)
Mouse? (save)

ERIC

Aruitoxt provided by Eic:

New Words and Language Skills

Tell pupils that they are gong 1 Jearn some words that
will be in the story thew are rong 1o read.

irect pupils to page 75 of Keading Skills 2:3.

Reading Skills 2’3, page 75

Rrcaunizmg swan, spHash, <hie Direct pupils’ anen.
biun o Ihe pacture at the wp af the paue, and have
them 1ead 1he first <ontence sdenile, in the nexl sen-
fence 13 one of our new words, swom. The word swom
fels us whot the quck aig. It begina with the some sound
O3 swing and rhymes wilh jom. Reod e ser.iance ond
find ihe worg swom. Display wnrd card swani, Have pu-
pils trame swam and compare it with the word card,
Tell them to undailine the new word and 10 trace itin
the wriling space, Have the traced .vord and the sen-
tence read aloud.

Dusplav wnrd card splasi. Our next new word 15 splosh.
Sometimes people splosh when IheY dive inlo water.
Recd 1he next sentonce ond tome the word splash. Atter
pupils compare their responses with the word card,
have them underhine splash eac: nme appears in the
sentence and trace it in the writing space. Hase the
.3ced word and the sentence read aloud.

To Jresent the ward sne, direct attention 1o the next
row anu supply the tollowing pt nics clues: The new
word BEJINI wilh the 30mMe s0und 0% shodow ond rhymes
with he. Display wend card She, and repeal the under-
lining and tracing procedure. Have the Iaced word and
the sentence :rad aloud.

Using new words Have pupils read the sentences
at the budom of the page. Tell them 16 underiine the
word that correctly answers the question.

Recopnizing the exclamatinn paint and comma
Read the sextence in rov two on page 75, showing by
your expressiun the meaning of the exclamation pomd.
sk pupils what punctuation marks they see 1n the sens
t-ate, (3 comma and an exclan “ron paint) Then re.
view what the comn.a and the exclamation point mean.
Have pupils find anuther sentence in which 3 enmma
Separales wo.3' in a series. (st sentence 1 row three)
Then have various pupils read each sentence, obsens ng
e punctuahon.

bnding antecedents i ponouns Dierct pupily' ats
tention 10 the suntence on pace 73 inat beging Aim
looke. ... Ask a Pupdl 10 name the tust - ord 1n the
next SUntence, (S« whom does 1he woid he stond tor?
(Kim] Who! word miyif hove been used insteod of sne?
(Krm} Have a pupi read the sentince, substitution A
for she. Compare *he meaning ne b twn Aeryinns,
helping pupils 1o see that there 1 na change 1n mean-
ng.

Drrect pupils 10 page 76 of Reagme skl 2, 3.
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' Uuck kot a surprise
| (tom atr Fig.
i

1l was a nde with
Mr. Fig 10 hes car.

—_—
; —_——
, i Thev went up the hitl. and .
! ! then thes wenl 1o the house. ] . :
—_———
N\ J

The surpnse was fram Mr. Fie

ll_ulx_ a .r@_e_ with Mr. Fig,

It was a wagon nide.
Rabbil went with M. Fig,
Then Mr. Fig went In_l_hg- house.

Reading skills 273, poge 76

Recoenizing irom, with, then On this poge we will
meet 1he es! 0 In@ new wotds in our slory. One of our
nOw w0103 13 in e tnst sentence. Ihis word 15 from. Read
fne sentence siently ong 11ome the new word, Drplay
word card fran). and have pupils compare the word on
the card with the word thev are traming. Then tell them
to underhne the new word and 10 trace it in the wniting
space. Have the traced word and jhe s~ 1.ence read
aloud.

Another one of our new wores is in the next sentence. ‘1
begins ke web wilh w. Ints new word 13 with. Raod the
sentence. Have pupils irame the word with, compare it
with the word card, underline 11, and wace i, Have the
traced word and the sentence read aloud.

Qur other new word 13 in the next entence. Thix new
word begqins with the 36me ouna as they ong rhymes
wilh men. Havee pupils read the <entence, <y the word
alnud, trame g1, o compase it with the word card.
Then have them undertine the word then in the sene
tence and race . Hase the raced w ord and the sen-
tence read aloud,

Using niew words Direct attention 1o the picture o
the hettony of the page, Have pupts eead the five sene
lenres heside f and ncerhne eah gpe that 1etls aboug
e Mo the bov: « gbove i,

Dieplas wered cais soldde swam, s wnn then, anag
tam Have o pupil pon 1 each ward as vaw gy g,
Hen pwsan 1o the Word: o 1nadem orety o aned Ry pu-
Bils fedd thent aloud

ﬂ Sew Pron ing dc fnedioidoal Dittereng o8
frern,

LTI
o PRACHCE wih Inese s,



Harcourt Brace Jovanovich 1983 Teachers Edition

examples of decoding instruction, p. T194, p. T201

1 N )

Preparing
to Read

Wt sy Phes ity NI AN

PSR TEA RS LR N

Oral Activities

Revopntzies gl o Displas k., card shaeiy,
forimal sh . and have ounibs idenyyy ghe Picture,
Does 3NO@ DEgIN With e 30M® 30UNG gy SNOUOW? lyeg
Does snop Dagin wit Ine some soung g sNOTow? (yeg)
Shoe_ snop, ona shadow ol BeGIN wiy ne $0ME soung,

Rilstins sh tio ot wnot leter signqgs fOr the soung
of the beginnmg of sun? {st \Vhen pyg,. replv, whte §
N the chainboard, You know the lehgy tnot slanas 1o,
™o 1ound al the beginning of hol. Whgy i I1? (M) Weie b
‘0 tne ant Nt the « Does 3un begin wyn ne@ sOme
$0uUNng o3 thodow? (hal Does hot beg, with the same
1oung o3 $hooow? in2i'NG.s ona h'logginer stond for
Ore sound Inot 13 Aitlerent.

Wnte shop on the chalkboard and te,g the word, we
131 Iho! $NOD DEYINS wiln e SaMe yoypd O3 $Nadow,
Does snop begin with the some letters o4 snOdow? [yes)
Whet gre the letters? jsn) Lindurhine thy

Distnbute indnidual fetter cards sh. S, the wards
below. Tell pupils to hnid up their sh ¢y,de each time
You 53y a word that beguns with the g3 me sound ay
shadow.

shop. ship. shelt, shade, cat. shon, ¢ce. shargy,
oot 2 L 7 Shade, Cal. $10n,
shine, sand. ¢haly

Tell punils 10 Iisten caresuth to the Senient €5 YOu will
be reading. Have them pold up their caeds €ach time
Y0u say & word that begins with the gy me sound 35
shadow. Read the toligwing:

A ship casnut sail in water that v, gpaifow.
The » gy doR may shed.
Sheila and Sharoy collec) shelfs 4y the share,

ERIC

Aruitoxt provided by Eic:

Figure 8

] % 26
i Casper ran up the hull P4 8
algg theshe—____| %Q

“The Intle hat wag

on v Sh—— |

|
i
i
|
:

et P R T
; 74 =52

Wrilten Aclivitjes

Wriling the digraph o Have pupils practice writing
the letters sh on ther palms with therr index tingers.

Direct pupils 1o page 74 of Reading Skills 2/3.

Reading Skil's 2/3, page 74

Direct attention 1o the hey piclure, Ask puptls to read
Ihe word {shadow) and to name the letters that stand
fot ns tirst sound. (shy Have pupils trace the letters 1n
the wriing space,

Relating -«he to ol Direct attention 1o the two rows
of pictures on the 1op hall of 1he page. The pictures
are:

Things 10 wear: shoe. shirt, mitten
Things at IPT s¢aynore: shavel, ball, shell

Some pupils Mav be able to idenuly the pictures in
each rim and tell the category to which all theee pic-
tures belang. For other pupils, say the words tor he
pictures and have pugils repeat them. Tell the cateron
! pupils ¢da NOL volunteer 1. For ¢ach row. have pupils
lrace the felters sh and then draw a ing undur the pis
ture toe ¢ach word that begins with the same soung 4
shadow,

71

Magic Afternoon Unit 7

&2 Providing for

Individual Differences

Wondd AT Co)ecainitg

Additional Practice

U Ketownemy iniial o Read ihe tollowing
Wareds. Have pupils clap their hands sach hime vou oy
3 word thy being ike shadow.

——

shirt, tunnv, shine, booh., mouse, share, tell. shauld,
shor, (hing, shypt, sharp
e . sharp

Tull pupily a sion abaut 3wl namd Sharon, When
Snacon qoes $hODDING, she buys onty conoin IhIngs, She
Only buys somelhing f s nome beging

like her nome,
Ash ihese questiung:

Would Sharon by, Pal Or 3 shovel? ja shos vl
Would she buy 3 vhert or o hat? (4 shurmy

Would she buy shorts or a belts (shorts)

Wuuld <he buy 3 coat or a shawls a shawly
Would she buy sacks or shoess tshoevy



