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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

(1!)79); Ginn (1976) (analytical phonics, meaningemphasis

programs), and S.R.A. Reading Mastery ( 1983) (a synthetic

phohits, codeemphasis program). In addition, analyses were

completed on the comprehensibility of matched and selected

stories frow e_11 of the four programs were analyzed. Results

reveal that with the exception of consonant sound instruction and

texttied 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% 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 stories, 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 readers hold for administrators, teachers, and

children who are beginning to read, but goes on to ask a range of

questions about basals. Some of Challis questions were: why are

so few words taught, and why is there so much teacher talk and so
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that these are important

lmost two decades have

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) publiFhed a monograph, "An Ankaysis

of Dimensions that Affect the Development 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 instruction 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 Reading Program; Harcourt Brace Jovanovich's Palo Alto
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Reading Program; McGraw Hill's Sullivan Readers; and Science

Research Associate's Distar Heading 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 Chat, in these programs, students are not taught ta 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

6
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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 'for 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 be

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 before 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, preparation, and assessment procedures

differed greatly from one series to another. Durkin
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characterized Nase.ls as providing scanty direct, explicit

,.1.7mprehensiou 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, &ace,

Jovanovich, 1979; Scott Foresman, 1978).

Recent basal reader analyses have focused on even more fine

grained characteristics of programs such as the frequency of

lettersound 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 (198i) 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 otiler 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.

8
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They also found differences in the way the response mode was

presented to students in main idea exercises, and in 'Ale 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 that the similarity was

greater than dissimilarity in the four programs.

Why Analyze Beginning Reading Programs?

Regardless of research 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 predict 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. In 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 learners' 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



First Grade Reading Programs

9

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-emphasis

(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 thc.ise 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

1 1
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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, using 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 treatment they received. Such is

simply not the case in the four programs we examined. Here, in

fact, is what we found.

Basal Definitions

The following portion 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 students 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.

2
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Below are excerpts from each series which exemplify the

series' method of word classifications. Examples of introduction

azd instruction for words follow. Thee excerpts are typical of

instruction on whole words in ea..th program.

Houghton-Mifflin. Houghton-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. In 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 in 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. Nrcabulary 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 T14)

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

Gingerbread, the words 'animals,' 1 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/sT0701

relationships which the students have encountered in previous

lessons. Instruction/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 ily/ and /ee/ sounds.

Although the long 'e' sound is present in two of the vocabulary

words (needs and she), these words ar2 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, classifids 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 presented 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 other 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.

6
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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 roma-prehension 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 each of the three categories

analyzed: decoding, comprehension, and comprehensibility in the

four first grade basal programs. A 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 decocking. These programs are Houghton Mifflin;

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 wl-ich 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 tee-her

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 nazoirg, 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.
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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. Therze 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.

2 0



Fivst Grade Reading Programs

19

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 also 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 S_7%

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 quite 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

summarize information presented in the text as well as

interactions that had students predict what would happen next.

Some basals also had a number of opini-m 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

2 3
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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 k,

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 que3tions. 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

in the Distar program.

Prediction and opinion questions. Only three of the four

programs include prediction questions, but all have opinion
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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 incoherences a text has, the bet,.er

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 publilLeIrs from the last book of the

first grade progr;Ims, because we believed there might be

differences in comprehensibility related to story-type. We

selected one -personification 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 Mastery.

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 stories

as if 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

Distai Reading Mastery story, "The Fat Eagle," would have the

largest number of words between incoherences.

Insert Table 6 about here.

Frequency of incoherences. The pattern for the four

publishers 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 between 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 column reports the average number

2 7
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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 onethird 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 selectfons. 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.

Discussion 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 emphasis 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 letternaming, they then 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
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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

the 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. In 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 knaw. _Idge, 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 eimmary 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 contfnuum 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 the total

number of interactions.
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Comprehensibility

The overall patteria of inconsistency between and within the

four programs in regard to decoding and comprehension are not as

consistent as our measUr's of comprehensibility. There are

fairly consistent diffences in the coherence of stories in the

final book of Houghton 144.fflin, "Honeycomb," and in the Distar

Reading Mastery storiesv me most important issues raised by our

analysis of the stories t these four programs are: why we

believe the comprehensibtlinr co!: the selections is important;

differences in the numbet of selections; qualitative differences

in toriea, beyond measuts of incoherence; and variance in the

adaptations from and use of trade book selections.

Importance of cotr.s.1..Liessi121_11.tx. We argue that the

comprehensibility of f1tt grade reading materials, in

particular, should be aS high as possible. Why? It is generally

accepted that beginning teaders must expend a certain amount of

cognitive processing effOrt simply to figure out the words before

them. By the end of fifSt grade few students have mastered

enough decoding skills Ath a large enough range in vocabulary to

have achieved automaticity. Therefore, for most six- and seven-

year-olds it is reasolvabl.e to assume that some effort must be

devoted to decoding, whike .5t the same time, they must try to

derive meaning from whAt they are reading. It seems logical to

assume that if the text these students read is ambiguous,

disconnected, or focusad on information they probably lack as
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background knowledge, students may have an even more difficult

time figuring 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, Jovanovich 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 uses a substantial wunber (27%) of reprinted or

moderately adapted stories, starting with their fourth book,

"Honeycomb." Almost 25% of the Ginn selections are adapted from

trade books 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 more adaptations in the original

text. Therefore, the very early use of adaptations seems to have

created a serious problem while apparently trying to solve

another one, exposing children to "good" literature. Harcourt,

Brace, Jovanovich, on the other hand, has only about '6%

selections 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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Houghton 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 explicit, 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 forthe

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.,_ag research, there is

consensus 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

pieces 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 fully 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 prograui's structure with a quick sampling

procedure. It appears important 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

iudgment that an effective beginning reading program must present

decoding exercises that are then aTlyllectwhen students read words

in isolation and in context- Otherwise, why bother to present

those thousands of exercises? 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 systeMatically differentiate sight words

and decodable words and then provide instructional practice for

students on words dependent upon their classification. Also,

might it not make sense for rfleantng-emphasis programs to Leach

students how to figure out words 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

:3 9
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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 Inconsistencies on-1

overall questions raised in this analysis might be avoided? How

many of these problems are the result of many persons working

independentl-T 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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Level

Table 1

First Grade

Decoding Instruction and Practice

Anaiytic Phonics
Readers

Consonant Vowel Sound Letter
Number of

Sounds Sounds Blends Naming Rules Rhyming Vo0bU1ary Words Words in Text

"Rockets" 628 24

"Surprises" 164 0

"Footprints" 227 28

"Honeycomb" 401 6

1

"Sun Up" 497

2

"Happy Morning" 234

3

"Magic Afternoon" 231

4

"Sun and Shadow" 42

5

"Together We Go" 344

Houghton Mifflin, 1979

35 237 0

188 230 8

205 219 0

40 122 0

Harcourt, Brace, Jovanovich, 1983

0 0 244 0

0 0 205 0

0 89 50 0

132 255 100 10

284 107 71 0

-------------

82 233 1,394

37 57 1,748

0 139 2,323

0 118 6,799

0 52 211

45 /10 1,384

46 /12 1,670

100 153 5,141

101 158 8,758



Table I (Continued)

Level

Analytic Phonics
Readers

Number ofConsonant Vowel Sound Letter

Sounds Sounds Blends Naming Rules Rhyming Vocabulary Words Words in Text

, Ginn, 1976

2

"Pocketful of

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

3

"A Duck is

a Duck" 165 254 28 9 5 12 36 523

4

"Helicopters

and

Gingerbread" 65 109 12 2 7 13 160 1,767

5

"May I Come In?" 270 183 144 22 13 8 253 5,689

6

"One to Grow On" 192 94 70 12 10 11 384 11,066

47

48



Lessons

1-32

33-64

65-96

97-128

129-160

Table 2

Distar Reading Mastery, 1983

Readers
.Synthetic Phonics

Number ofSounds in Isolation

Consonants

48

246

248

212

210

i73

Vowels Blending Rhyming Vocabulary Words Words in Text

168 757 215 13 0

149 48 63 235 64

1117 0 0 287 434

138 0 0 349 1,914

181 0 0 352 3,507

49



Program

Ginn,

1976

Harcourt,

Brace

Jovanovich,

1983

Houghton

Mifflin,

1979

Distar

Reading

Mastery,

1983

50

Table 3

Summary Basal Reading

Decoding Materials Analysis

Reading
Analytic Phonics Synthetic Phonics Application Number of:

50114ds Names Rules Rhyming

2255 346 35

239 670 10

1478 808 8

44

292

119

Sounds Blending Rhyming

Percent Words

Read Using Phonics

Vocabulary

Words

Words

in

Stories

< 10 871 20,982

< 10 425 17,164

< 10 607 12,264

1872 805 278 > 96 1236 5,919

51



Table 4

First Grade

Comprehension Interactions

Houghton Mifflin, 1979

Level

Word, Word, Sentence Sentence Picture

Text Text Text Text Text Text
Background

Explicit Implicit Explicit Implicit Explicit Implicit Summary Knowledge Prediction Opinion

"Rockets" 76 123 274 214 145 26 63 15 37 32

"Sutprisa9" 44 130 227 253 73 14 0 24 23 24

"Footprints" 0 359 213 208 108 99 7 40 44 30

"Honeycollb" 0 239 478 179 99 134 10 49 58 39

Harcourt, Brace, Jovanovich, 1983

1

"Sun Up" 1 8 83 19 53 39 11 20 26 17
2

"Happy Morning" 17 6 130 41 31 12 8 39 10 14
3

"Magic Afternoon" 50 137 149 54 18 14 5 16 26 21

4

"Sun & Shadow" 14 2 176 39 83 27 55 77 14 24

5

"Together We Go" 134 341 439 341 47 34 63 61 24 35

5352



Table 4 (Continued)

Level

Word, Word, Sentence Sentence Picture

Text Text Text Text Text Text Background

Explicit Implicit Explicit Implicit Explicit Implicit Summary Knowledge Prediction Opinion

Ginn, 1976

2

"Pocketful of

Sunshine" 42 12 101 519 75 312 17 10 23 16

3

'A Duck is a Duck" 49 41 57 92 15 30 7' 14 17 15

4

"Helicopters and

angerbread" 2 43 81 68 3 30 32 23 15 10

5

"May I Come In?" 7 130 196 213 9 55 24 79 44 55.

6

"One to Crow On" 73 341 316 215 7 45 20 96 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 3

Lessons 97-128 0 0 221 57 0 0 0 17 0 17

Lessons 129-160 0 0 2:1 72 0 0 0 23 0 21
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Table 5

First Grade Reading

Summary Materials Analysis:
Comprehension

Background
Wo.d, TE Word, TI Sentence, TE Sentence, TI Picture Summary Knowledge Prediction Opinion

Exp./Imp.

HM, 19,9 120

396?

851

494

567

0

1192

977

751

541

854

494

1107

141

425 273

232 121

109 472

0 0

80

142

100

0

128

213

272

49

167

100

181

0

125

111

135

41

94% text-Aed
4215

HIT, 1983 216

2776
90% text-tied

3100

Ginn, 1976 .78

3465
= 91% text-cied-3T

SRA, 1983 155

837 .

90% text-tied

57



Table 6

Matched Selections:

Publisher
Iwo* ....nom,

Comprehensibility Analysis: Matched and Unmatched Selections

Number of Number of Average #
Story Type , Title Incoherences Words Words/Incoher,....,.......................,... ........... ...

Number of

. Propositions

'Average

Prop,/Incoher,

Houghton Mifflin "Cookies" 4 410 102.5 66 16.5Harcourt, Brace, Javanovich "Animal Art Show" 33 462 14,0 60 1.8Ginn "Three in a Tree" 20 462 23.1 57 2,9Distar Reading Mastery "The Fat Eagle" 1 241 241,0 28 28,0

Houghton Mifflin "Ira Sleeps Over" 7 846 120,9 144 20.6Harcourt, Brace, Javanovich D "The New Boy in School" 22 317 14,4 44 2.0Ginn D "Freckles" 25 282 11.3 46 1.8Distar Reading Mastery D "A Man Liked to Go Fast" 1 248 248,0 27 27,0

Houghton Mifflin "Real Dinosaurs" 16 175 10.9 33 2.1Harcourt, Brace, Javanovich "Trees and PaPer" 13 131 10,1 20 1.5Ginn
"Building a Road"

239 47,8 25 5.0Distar Reading Mastery None exists SP.=
_

Unmatched Selections:

Title
Number of Words

Number of Incoherences
Average Number of Words/incoherence

Houghton Mifflin, 1979

"One Frog, Two Frogs" 474
6

79.0"Lucy Didn't Listen"
797

7
113,8"Musu and the Night Noises" 712

5
142.4"Little Raccoon and the

Thing in the Pool" 1249
9 138.8

Harcourt, Brace, Javanovich, 1983

"Going to School"
312

22
14,2"Frogs" 220

17
12,9"The Big Race" 458

16
28.6"Paper Nests" 133
33.3"The Beautiful Turtle" 380

16
23.8"Happy Scared" 135

17
7.9"Maria Martinez, Artist" 144

11
13,1"The Bremen Band"

658
8 82.3

58



Table 6, Continued

Title Number of Words Number of Incoherences

Ginn, 1976

Average Number of Words/Incoherence

"May Ling's Pictures" 324
3 108.0

"A Balloon That Works" 210 5 42.0
"Sights of the City" 511 18 28.4
"Mother Time" 259 8 32.4
"The Other Side of the Mountain" 929 26 35.7
"The Boy and the Wolf" 448

9 49.8

Distar Reading Mastery, 1983

"The Duck and the Mean Pig" 107
1 107.0

"The Fat Fox and his Brother" 111 0 111.0
"The Pig that Bit His Leg" 107

0 107.0
"Finding Some Fun on the Moon" 120

1 120.0
"Bill Went Fishing" 203 2 101.5
"An Old Horse and an Eagle" 149 0 149.0
"The Red Toothbrush" 118

3 39.3

60 61



Table 7

Words Per Incoherence

for Matched and Unmatched

Stories

Publisher Matched Stories

3: SD

Unmatched Stories

SD

Houghton Mifflin 78.1 (58.91) 118.5 (29.24)

Harcourt, Brace,
Javanovich 12.8 ( 2.37) 27.0 (23.99)

Ginn 27.4 (18.62) 49.38 (29.68)

Distar Reading Mastery 244.5 ( 4.95) 104.97 (32.99)



Table 8

Total Decoding and Comprehension Talleys and Result Program

Percentages

Interactions Percent of Interactions

Program Decoding Comprehension Total Decodin3 ..Comprehension

Ginn 2680 3822 6502 41% 59%

HBJ 33G1 3100 6401 52% 48%

HM 2413 4215 6628 36% 64%

SRA 2955 927 388i. 76% 24%
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Figure 1

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

decoding instruction, p. 148

-ing Ending

LANGUAGE
ARTS:

WRITING

(spelling)

(Doubling Final Consonant) (Decoding Skills 1 1 4a. 1 1 4d)
Print fish and fishing on the board. You know these words. What are they? ... Whatletters were added to the wordfish to make the word fishing? . . . You know that theending ing may be added to some words to make other words. Say fishing softly toyourself and listen for the sounds that the letters ing stand for.... When you see theletters ing at the end of a word, they stand for the sounds you hear for those lettersat the end of the word fishing.

Print stop. You know this word. What is it?
Print stopping below stop. 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 smallerword was ing added? ... What else was added besides the ing ending? ... You knowthat sometimes when the ing ending is added to a word, the last consonant of that

word is doubled before the ending is added.

6 4



Figure 2

Houghton Mifflin 1979 Teacher's Guide for Footprints 1.771it 7 example of

decoding instruction, the paragraph below is the model tor 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. stopping
Word rows: want wait

lkafter away warae

animals and animal
stopped stopping surprise

Discriminating Among WGrds (Decoding Skill 118)
Print the following wards on the board:

day dog did
Then say: Which of :ocse words is the word dog? . . Have a pupil come and point

to dog. If a pupil points to the wrong woui, 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 rows of words. The basal words
o be checked for instant recogoidon are mon, house, like, walk, but, way, and little.

can rnan morn
have here house
look like /ion
walk with wP nt
big bus but
we way away
lion little like

65



Figure 3

Houghcon Mifflin 1979 Teacher Guide for Footprints Unit 7 examples of

vocabulary instruction in context, p. 147

LANGUAGE
ARTS:

GRAMMAR

(sentence
sense)

Prepare the following word and punctuation cards or use the cards for Unit 7 from
the Word Card Set for Footprints: After, animals (2). at, Dad, for, funny, get, going,
He's, in, is, like, play, real, see, stopping, that, the (4), there, tickers. to (2), us. wait.
we'll, You'll, zoo, comma. period (4).

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 then%

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

Text to be built:
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 animals 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 ai the zoo)
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Figure 4

Houghton Mifflin 1979 Teacher Guide for Footprints Unit 7 example of

vocabulary instruction using lettersound 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 1 15a)
See pages 369-370 for model.

Print: paint
Say: When Jeff finished his picture. he said, "I really like to
Checicing 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 top of the 9

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

Print: bed
Say: Dad called, "Time for
Checking words: dinner (wrong sounds)

bud (no s!-nse)

Using Letter-Sound Associations and Context (Decoding Skill 1 1 5a)
Say: I am going to print 'ort the board a word that you may not have read before but
that you know if you hear it. Then I will say a sentence that ends with that word, but
I won't say the word. Use what you know about the sounds the letters in the word
stand for and use the sense of the rest of the words fn the sentence to decide what
the word is.

Print back on the board. Now listen: Every morning I walk to school and everyafternoon I walk
What is the word? Point to back.
How did you know it wasn't hwne? . . (Home has th u. svrang beginning
and ending sounds.)
How did you know it wasn't book? . . . (Book doesn't make sense with J.
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

Wnat is the word? Point to much.
How did you know it wasn't hard? . . . (Hard has the wrong beginning and
ending sounds.)
How did you know it wasn't match? , (Match doesn't make sense with
the win:7 words in the sentence.1 6 7



Figure 5

Ginn 1976 Teachers Edition Helicopters and Gingel-bread Unit 2, examples of

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

El] PREPARATION FOR READING

INFORMATION FOR THE TEACHER

VOCABULARY

Basic
animals needs she helicopters airport

Decodable (v.ords 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 identified. Hive 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 the book
wai contain stories about helicopters. and that in the first
story there is a man who needs a heficopter. Write on the
chalkboard.

He needs a helicopter.

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

She needs a helicopter.

4
VOCABULARY

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

Explain that sorneones animals need hfieripters.
Write the following sentences:

Animals need helicopters.
A helicopter C211 help the armals.

Have the sentences read. providing help as needed. Have
the word animals underlined in each sentence.

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

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

Helicopters go to the airport.

Now ask a volunteer to locate the word mumals in one of
the sentences. circle it. and read the sentence orany. Continue
in this manner, giving each pupil a chznce to orcle one of the
new vocabulary words and read the sentance in which it
appears.

DEVELOPING READING SKILLS

Word recognition: Th puo will Identity the new
trocabutery words.

SPECIAL MATERIALS
Word cards: awport, ammo's. helicopters. needs. the

Pbce the word cards in -the card holder. firterlv review
the new words by sa.sing a word and havthe a volunteer
itkntify the appropriate word card. Final!.. have all words
read orally.

Wine the following paragraph on the chalkboard. Have
ihe pupils read it sil.nIIy. Mk someone to read it malls.

Helicopters are 21 the airport.
Here% a htc hdicopier.
Kit is in the helicopter.
She needs the helicopter to help the animals.

Nest. have pupils take turns underhning the rew words
in the pir.tgraph, sc%cral pupil, read all the underlined

wordi milts klualls.
To hclp pupas recognize the new socabulary. distrtbute

activity page S.

airport

Wnteo word to 1.rees eoc enumee

onheols She helicopter

1. Th.s Kan

neec

ehelot moll hescopter,

2. She es et the Ea"rpost...=_ _

r
3. Here ore the

st _
Pelf

S.

se



Figure 6

Ginn 1976 Teachers Edition Halicopters and Gingerbread Unit 2 examples of

decoding instruction, p. 57, p. 58

DECODING

Phonemic analysis: The pupil will C.1C0601 words
containing the correspondences elve as In be and
/iy/eu as In knee (Introductory Activity).

Lht 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 letter e named and
underlined in each word. Tell the puptls that in these words
the letter e stands for the glided vowel sound. Have all the
pupils read the words. nutmg the Glided (long) vowel sound.

In another column write the followmg: see. bee.
Give volunteers an opportunity m read these words.

Provide help as needed. rhen call attention hi the two letters
er at the end of each word.. I lelp thc children discover that
thi_se letters stand for the same glided tiongl vowel sound that
is heard in he. me. and me. Read are and e with the children
and have the letters that stand for the glided %to,. el sound
underhr cti in each one.

Now read the 1.111.1wtic sets of words and Ave indoid
ual pupils repeat the %cordon each pair 'hat contains the same
glided vowel stnind that rs heard in he.

hands-feet chin-cheek green.hlue these-those
heel-toe knee-% rust eheese.crackers day-w eek

DECODING

Structural a natrals: Th pupil will decode words with
Ih graphemic lassos *It& *rt. ited (inhoauetary
Activity).

Writefeet on the chalkboard. Read the word. Then write
meet and beet in a vertical list under feet. Ask a volunteer to
find the word-part that is the same in all threz words. Have
the words decoded. helping as needed. Draw a vertical line
between the initial consonant letters and the graphemic base
eel' to focus attention on the vusual similarity of these three
words. Have the words read again.

Leave the Int of words on the chalkboard and then adapt
the preceding procedure lor decoding the words cunlanumg
the bases eel anJ red The following word$ may be used.

fed feed
hcd seed
peel weed

Give help with word meanings n Jed. Then read the
following incomplete sentences. Have the children read and
circles word on the chalkboard that cr articles each sentence.

The back of your fcot us called
To walk you have to nop-e your two

ou have a pet you need to it every day. Ifeed)

Tu hdp pupils decode words containine grpl. :laic bases
err. err'. and red. U hute aelistty page 21.

Circle me sa...tancs mat istiv
about each pier

rtf

Ina reel." SCrid Kurn)

Loak 01 me beef.- ±04

2. Les wall nirnats.

4.-C737--W feed me onrmais

Jaen AO WWI 1101Tlelhl

Thls ri a hoel

Caen and Len Teel ond 114:2y,

Jen and Len eat a Mel.

S. Youspphis
iru?. is a heel,/

I OMR amm
OMB., WO .1.0 al
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Figure 7

Harcourt Brace Jovan 7ich 1983 Teachers Edition Magic Afternoon Unit 7

examples if vocabulary presented in context, p. T195, p. T196

lam sat on the rum.

at the pond.

duck swan, in

Mt pond.
roln".

:

The dark went splash

ria!St.

lum looked at in duck.

goi up. aud nn.

She hal sera WM.

Sans sat at Ina pond

Splash ',am !ha duck

'Was Aim weir

"./.
Tel tb0

75

; 1

417741)

tdentitsine words using a orlIPM and knoss ledge iii
rsh. Sas the words for the pictures besidc each
sentence on the bottom halt of the page, allo have pu-
pils repeat them. The pictures are:

sheep, rabbit. ship
chair. shelt. shower

Tell pupils to read the two senlenc-e. sderels and com-
plete Mem be underlining the picture tor the wnrd that
makeS sense and also begins with the sound that sh
stands for.

See "Providing tor Indic idual Differences" for addi-
KII Ilona! practice with these skills.

ocabulary rind

Review Wo 'Cis

Ret ie%ing friend. surpriae. Isef, Nit 1.. ,Ats Display
the word cards and has e pupils read the words. Then
read the (ollowong sentences. Have pupils complete
each one with one ol the anplayed words.

The ear was a bic_.isurprise)
The cat staved out in Me rain and got

(wet)
Mr. Fig has a named Turtle. (friend)
On the magic box. Rabbit

Mouse. (saw)mi) they - Mouse (save)

New Words and Language Skills

Tell pupils that they are going to learn some ss ords that
will be in the story they are going to read.

'Direct pupils to page 73 of Reading Skills 2:3.

Reading Skills 2 '1 Page 75

Her I lenizine swore. ipl.i.h. shy Dell I popile a tten
tron to the picture at the top tit the page. and have
them n-ad the lust sentence silently. In the next sem
fence is one ot our new wOrdS. Sworn. The word SwOrn
tells us whot Ihe duck did. It begins with the some sound
as Swing and mymes with tom. Read Me ser.lence ond
find the word swam. Uisplay wird card swam. Have pu-
pils trame swarn and compare it with the word card,
Tell them to undeiline the new word and 10 Oat e it in
the writing space. Have the traced .sord and the sen-
tence read aloud.

Display wnrd card spiairi. Our next new wore is sploM.
Sometimes people splola when then, awe info water.
Read the next sentenCe and ttome the word soloSh. Alter
pupils compare their responses with the word card,
have them underline splash eae time it appears in the
sentence and trace it in the writing space. Hao. the
.sced word and the sentence read aloud.

To present the word srie, direct attention to the next
row and supply the Meowing pi into clues: The new
wotd begins with tne sortie sound 0, ahodow ond Marries
with he. Display wind card She, and repeat the under-
lining and tracing procedure. Have the traced word and
the sentence ;rad

Using new woofs Have pupils read the sentences
at the Litom at the page. Tell them to underline the
sc,,C1 that correctly answers the question.

Recognizing the erctamaliiin point and comma
Read the sult.nce in row two on page 75. showing bv
your expression the meaning of the exclamation point.
,sk pupils what punctuation marks they see in the sen

tence. (a comma and an exclan 'Lim point) Then re.
view what the comn.a and the est lamation point mean.
Have pupils lind anuther sentence in which a crimma
Separates woe-3, in a series. (lest sentence rots three)
Then have variaus pupils read each sentence, obsersMe
me punctuation.

findine anlesudent. ni pronoun.. Direct pupils' at.
Minion to the sentence on page 75 that begins him
Tooke. Ask a reed In name the liod ..,ord in the
nest sentence. 15*.e, whom does rho word she Pond tor?
etiml What weird hove been used insfeod of sne?
IKimi Have a pupil read Ihe sentence. substituting ken
lor Ow. Compare ,he meaning nt thi Its ID ersutinC.
helping Wlpils 10 see that there us nii change in mean-
ing.

Direct pupils to page 7h nt Reiadmi: 5iolls 213.

70

Wm.

Durk ant a mimosa

I (ions Mr Six

i It wa. a oda with

Mr. Fix in his ear.

Th.'s wmi on the hill. and

Own Mo went io the houua.

The surprise_ war.Imin Mr. Fit.

It an a rid* weh Ntr.

ii u le a watton ride.

Rabbit went with Mr. Fix.

Then Mr. Ft* ent to the hausa.

rj,ifiaRTNEE
76

Reading Skills 2/3, Page 76

Recnenizing from. Isith. then On this Clage we will
meef the lest re tne new words in OUr slory. One of our
new woros is in rne hist sentence. MIS ward is horn. ReOd
tne sentence wane Y ond trome the new word,
word card front, and has e pupils compare the word on
the card with the word they are framing. Then tell them
to underline the new word and to trace It in the writing
space. Have the traced word and the se Lence read
aloud.

Another one of our new woras is in the next sentence. 1
begins like web with w. MIS new word is with. Redd the
Sentence. Has e pupils frame the word moth. compare it
with the word card, underline it, and trace it. Have the
traced ssord and the sentence read aloud.

OUr Other new word is in the next sentence. This new
word begins with the some mums as they and rhymes
with men. Haw pupils read the sentence, sas the word
alnud. flume ii. 0d compare it with the ssord card.
Then Nei' them underline the word !him in the sen-
tence and trace it. Has e the traced vi ord and the stn.
tence read aloud.

Using new words Direc: attention to the picture el
holloto int the page. Hase pupils read the five sen

hint Iltsillt. it Met orferlifie e.if h one that tells about
the sties a the Pori abuse it.

111.1)1J% 111011 i JI(1. splash t% dm, Ow. 1st/ft Own. andlr,mi,i Hasp a 14111111 tiiiiiui tiu 1../( h wool a tou ...is it.I hen /Mini NI 1.114. Mira. 1 tandoori ewer and pu-pils wad Mimi aloud

C"crlis 'Ping ii,, Innis dual Millirem es riur add,.
Li iiin,il prar fit I. in Oh mese sk.lts.



Figure 8

Harcourt Brace Jovanovich 1983 Teachers Edition tazi_.c. Afternoon Unit 7

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

Preparing
1 to Read

Oral Adis hies

ilentem... .i Displas st. lard shallots
tor initial h , and has e ouolis ttlentits the ( tuft..
Does snots begin woo tne Some souna as, rodow? ryes)
Does spoo virgin wins ewe some sauna as snoctow? Ives1
Shoe shah and Sn0004i_011 bogus wen me some sound.

Ili kiwi.: to. -t wpm! Weer stamps for Ihe sound
at ma beginning of sun ? isi 55 hen ROI*. v'hte
an the ehaiii.board, You allow the 104, mot Mamas tor
the sound at too beginning of hot. Who, a It? fo) Write h
!ir tne right nt the 4 Dues sun begin wan Ine Some
SOund os shadow? lhol Does hot begin with The lam*
sauna as sh000w? rniiio.i and Li'lagetner slond lor
or* sound tnat is chherent.

ksirite shop on the chalkboard and read she word, we
ma tool snob begins won toe some sound os Flonow.
Does ocio begin vwth the some letters us shodpwl ty0S)
Whet co the letters? jsrt) Lndudine the sh,

Distribute Indus idual letter cards Sh. S.a,, the words
below. Tell pupils to hnld up their sh cards each time
YOU Say a word that begins %soh the same sound as
shadow.

shop. ship. shell. shade. Cal. short sec. shaggy.
shine. sand. Chalk

Tell pupils to listen caretulls to the sentence% you will
be reading. Mace them oold up their cards och time
Soo sas word that begins u oh the same sound as
Shadow. Read the lollossing:

A ship cainut sail in water that is shallow.
The lazes doe mas shed.
Sheila and Sharon c011eCt shells it the jhnre,

-..........t. e I. shadow ---- -. .. -
-------

. ..

..

: - . --_-_

!
ilk

-........
-__--_

I

; c,,per ran ire the hill

atier ilie sh_______,

, .

-...._-----..
I

i 'the Wile hst sr.,

I

Pq f
..ii.e...ras

.§:::*rzi-77---1-1-1717.--.
74 ---

Written Activities

Writtiltz till' digraph .11 Have pupils practice writing
the letters sh on their palms with their under ringers.

Direct pupils lo Page 74 of Reading Skills 2/3.

Reading Skills 213, Page 74

Direct attention to the Ley picture. Ask pupils to read
the word (shadow) and to name the letters that stand
lot its tirst sound. (si) Have pupils trace the letters in
the writing space.

Relating sh, tri sh Direct attention to the tWo rOss4
of pictures on the top hall ol she page, the pictures
are:

Things to wear: shoe, shirt. mitten
Things at the seasnore: shawl, ball. shell

Some pupils mas he able to identify the pictures in
each row and tell the categorv to which all three pc .
tures belong. For other pupils, say the ss otds tor the
pictures and has e pupils repeat them. I ell the caleeors
it pupils pis not solunteer it. Sor each row, hasp pupils
trafe the letters Sh and then draw a line under the pa
lure 10: each word that begins with the same sound as
shadins.

Cr Providing for
4 Individual Differences

\1 ()id

Additional Practice

inoli.tt sli Read the meow ine
words. Has e pupils clap thor hands each time sou say
a word that begins like shadow.

shirt, funny, shine, book. mouse, share, tell, should,
shoo, c hina. sheet. sharo

ll pupik a mon about a girl named Sharon. When
Sharon goes mobbing, she buys only orioin things. SheOnly DUYS ScuretlUng a its name begins lora her name.Ask mese questiuns:

Would Shafon bus a pail Or a %hos VI! la shim "It
Wiiuld she buy a shirt or .1 hat? ta shin!
Would she bus shorts or a belt( ishorts1

ould she buy a Coat or a shawl/ la shah ll
Vs ould she bus socks or shoes/ (shoedi


