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Introduction

The Adoption Guidelines Project of the Center tor the Studv of Reading created .3 Gurde to Sclecting
Basal Reading Programs to assist textbook adoption comnuttees with the ditticult task ot
evaluating and selecting basal reading programs. Speafically, the Guude 1s designed to provide
committees with research- and practice-based mtormation about various aspects ot reading,
programs and to give them an ethicient means ot organizing and recording therr tindings as
they evaluate those programs.

The Guide 1s not intended to support or retute any particular philosophy ot reading or
approach to mstruction Nor do the booklets n the Guide address all toptes that should be
considered m evaluating reading programs. Rather, each booklet tocuses on a topic thatas ot
major importance to reading instruction, and that has a suthaent body of information from
research and practice t- summarize - For example, although ilustrations are a feature of every
basal reading program, the research about the appropriateness, ty pe, and amount of
iustrations and therr effects on comprehension ts imited - Another topic of interest to some
users of basal reading programs 1s management systems. Again, the research about these
svstems and their vse 15 insufficient to warrant a booklet about thew

‘ The bookle .~ i the Guade have been “tried out” by a number of conumittees i various
parts of the country. As a coordinator ot the Adeption Guidehnes Project, Tquickly learned
that the booklets were most usetul to those commuttees that had members witling to read them,
discuss their content among themsehves, and refer to therr guidelmes as they examined reading
programs.

[t also soon became clear to me that the booklets do not “save” committees work,

rather, they create it. What was gratitying, however, was that the conunittee members usually

feit that the extra eftort they put torth was worthwhile - As one commuttee leader observed,
“What I tound, as exciting as you can getin curriculum I suppose, was that the committee’s
judgments retlected the background of mtormation that the Guide provided They were made
in terms of that background mformation. 1 think the Guude raised to a higher level the
discussion about what was important m our reading selections ”

| behieve that members of commuttees who conscientiousty use the Guide in therr
textbook adoption process will have similar posttive results: They will know more about
effective reading mstruction and teel more confident i the decisions they have made and the
reading programs they have selected for their students.

Janwe A Dole

(A
-

-

N’

ERIC

Aruitoxt provided by Eic:




Acknowledgements

Simce 1ty beginnings, many people have participated in the Adoption Guidehines Project.

are especially grateful for the help and support given by the tollowing people

Marilyn]. Adams
Richard C. Anderson
Bonnie Armbruster
Isabel Beck
Bertram Bruce
Linda Chase

Allan Collins
Kathleen Copeland
Alice Davision
Karen Decker
Robert Dixon
Gerald Duffy
Dolores Durkin
Roger Farr

linda Fielding
Maryv A. Foertsch
Douglas Hartman
Patricia Herman
John Kruidenier
Cheryl Licbling
Cindy Mall

Jana Mason

Margaret McKeown

Bonnie Mever
Linda Meyer
William Nagyv
Steve Osborn
Darlene Pany

P’ David Pearson
Alan Purves
Cathryn Ransom
Mary Roe
Theresa Rogers
Ann Roseberry
Andee Rubin
Judith Scott
Steven A. Stahl
Marcy Stemn
Robert] Tierney
Sheila Valencia
Marty Waggoner
Beth Warren
Ellen Weiss
Phvlhs Witken

Pamela Winsor

Speciai thanks to the teachers and staff members of the

Barnngton, Ilinois, Public Schools

Champaign Unit # 4 Schools, Champaign, llhnors

Loveland, Colorado, School Disirict

Thanks also to Delores Plowman and Debra Gough

Project Coordinators

Janice A. Dole, Jean Osborn, Fran Lehr




Several years ago, the Center tor the Study of Readig began the Adoption Guidelnes Project
Based on the prenuse that sound evaluation eniterta are powerful tools — often underemployed
— for improving the quaity of mstructional materials, the Project undertook the development
of a set of booklets contaming guidelines and procedures that adoption committees could use
i their evaluation of basal reading programs The result s A Guude to Selectung Basal Readung
Programs

A Guide to Selecting Basal Readung Programs 1s a series of booklets designed to
icorporate important findimgs from research on teaching and learning mto the textbook
evaluation process. An additional goal of the Guude 1s to assist in making that evaluation
procedure more objective

The Guude booklets are mtended primartty for use by textbook adoption comnuttees,
but they will also be usetul to directors of traiming and statf development programs, to school
boards and state departments of education, and to teacher educators Because each booklet
contams an overview of recent research on a topic central to reading mstruction, the Gunde will
also be valuable as a tool for inservice trainmg of teachers.

' Most specitically, however, the booklets are mtended to 1) help textbook adoption
committees organize the evaluation process by tocusing attention on some important ssues
mvolved m etfective reading mstruction, 2) provide guidelmes that comnuttees can use when
evaluating e content and mstructional quality of basal reading programs, and 3) provide a
procedure that will help committees both to analy e the content of programs and to record
therr indings m a usetul way.

The Gude contans erght booklets as well as this leader's manual - Fach booklet

discusses a speattic topie partreularly relevant to the content ot basal reading programs The
booklet titles are.

s Begmning Readmg and Decoding Skill

¢+ Comprehension I' The Directed Reading Tesson

o Comprehension I Skills and Strategies

o Reading and Writiag Instruction

¢ Selections in the Basal Reader

o Testsin Basal Reading Programs

o \ocabulary [nstruction

¢ Workbooks

Because common sense and good teaching practice dictate that students must read
. from a variety of materials, not just their basal textbooks, and because research has
documented that many students think reading 15 something that s done only with school

tentbooks (1), the Gurde also indudes a booklet entitled Sugestions for the Classroon Teachers
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and Independent Reading. Independent Reading 1s mtended to supplement the guidelines booklets.
It provides suggestions for ways teachers can motivate students to do more independent
reading, arrange class time for independent reading, set up classroom libraries, and establish .

schoolwide reading programs

THE NEED FOR A GUIDE TO SELECTING BASAL READING PROGRAMS

To understand the need filled by A Guide to Selecting Basal Reading Programs, 1 1s first necessary
to review the role basal reading programs play in American classrooms and to look at the

process of textbook selection,

The Role of Basal Reading Programs in American Classrooms

Studies conducted over the past twenty-tive years indicate that commercially developed basal
reading programs determine the reading curriculum and the mode of reading mstruction n the
classrooms of many American elementary schools (2, 10, 18, 19, 24). These classreom
observations have shown that the content of the student textbooks, workbooks, and other
materials associated with reading programs otten comprises the bulk, if not the total, of what
many students read, both in and out ot school. Some of these studies also reveal that many
teachers use and follow closely the teachers” manuals tha accon.vany the reading programs
(10, 18,2 Inadastion, there 1s a strong connection beaween whacis taught in these programs
and the tests that are used to evaluate both reading mstruction and the students getting the e
mstruction.

Problems with basal reading programs In recent years, however, research has
pomted to some problems with basal reading programs  Researchers have documented, for
example, the ady erse etfect of readability formulas on the comprehensibility ot textbooks, the
problems acsoctated with workbooks, and the ditficulties caused by unclear directions in
teachers” manuals (3,4, 7, 11, 12).

In the past tew vears, basal readig programs have also been criticized by some whole
language advocates (17). They maintam that basal programs typically present reading, writing,
speaking, and listening as separate “skills,” which s antithetical to the w hole language goal of
mtegration. In additon, they argue that children should read authentic tets, and that the
selections in basai readers often lack authenticity.

While basal . "ading program publishers have responded to these criticsms and have
mdicated an iterest m making research- and practice-based changes i their programs, they
are otten reluctant to make major changes without some evidence that teachers will aceept
them  And, i tact, there 1s some evidence that teachers sery mg on adoption committees tend
to select new programs that are most like their old ones (22). Because of this, publishers
contend that the impetus tor changes in readig programs must come from the textbook
adoption committees that are responsible for evaluatig and purchasing basal programs and
from the teachers who will use them "

Not all textbook adoption commuttee members, however, have sufticent background

and traming mevaluating textbooks to make ettective demands for the kinds ot changes
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research and practice suggest are necessary. In addition, the task ot adoption commutices is
made very difficult by the massive amount of matcrials they must review — a typical reading
program contains a teacher’s manual that may have 600 or more pages — and there are the
student textbooks, workbooks. skill sheets, charts, posters, and copymasters to constder as
well. It's no wonder that a researchor who amilvzed six new editions ot basal reading
programs concluded: “Just what's a teacher supposed to do with all th1s?” (13)  And, in fact,

just how do adoption committees deal with all this?

The Textbook Selection Process

The selection of reading programs usuelly s conducted by means of a process labeled, aptis
enough, textbook adoption Where that process begins, however, depends upon where the
members of an adoption commuttee live.

In some states, called adoption states, basal reading programs are first examuned by a
statewrde adoption comnuttee, which selects the programs that wilk aj ~mar on the state-
approved hist. Then the adoption commuttees ot local school districts (and somefimes schouls
within districts), determune which of the approved programs they wi' use.

In other states, labeled by publishers as “open terntory,” reading programs are
considered by comnuttees representt |, entire schoo! districts or individaal schools withim a
district. Because there 15 no “state Tist,” these comnittees can select from any program on the
marhet.

[deally, 1t would seem that adoption comnuttes should examine and evaluate as manmy
programs as possible - Then, tsing objectis ¢ eniterta, comnuttee members would reach
agreement about which materials were of the highest mstructioral qualty and most suitable
for the particular needs ot the teachers and students m their district That progran would then
be adopted  The reality, however, seems far trom the ideal.

Problems viith the selection process. A series of studies that examined the selection ot
basal readmg programs mdicated a number ot problems with the selection process (6, 3,9, H,
16, 20, 21, 23). Some ot these problems come trom outstde the commuttees, such as pressures
from pubhshers’ representatives and trom particular vocal groups of atizens There are also
problems arising trom mside the commuittees

Problems assoctated with adoption commuttees include how commuttee members are
selected, what groups are represented on the commitiees, and how the commuttees are
organized to perform their tashs - In addition, commuttee members mas w orkh under a number
of constramts, For example, those serving on commuttees often do not reeerve remuneration or
even released time from their datly responsibihities

Lack of ime to complete evaluations s also a major problem Comnuttee members
«everal studies have commented on the relatively short period of time they were allocated to
complete thewr work (6, 8,9, 2D Additional problems arise when commuttees lack strong,
leadership and w hen committee members see therr deasions overraled or 1gnored by “higher
ups”

The use of madequate evaluation tools canalso be a senous probiem in the selection
process. Several researchers have commented ona tool adoption committees trequently use to

examine materials — the checkhist Checklists contammg eniteria that have to do with a
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number of aspects of the materials (for example, content ot tudent textbooks, quality of
tlustrations, amount of comprehension instruction) are often devised by commuttees, The
craeria on the checklists are what comnuttee members consider as they examine the materials,
the checklists are aiso the fornes on which imtormation about cach pubhishers” matertals 1
recorded,

A researcher who reviewed checkhists trom a nucaber of <chool districts found them to
be inadequate tor evatuating the matructional quality of basal textbooks (5) - She tound, tor
example, that although 714 ot the checkhists exanuned indluded reterences to raaal or sevual
stereoty ving, oniy 34°, of theitems reterred to enteria about instruchional quahty

Cheekbsts can work very well s gatheneg some kinds ot intormation, such as whethe
or not a program cordains a certan feature . Thev also, however, can pernut committee
members to cheek off whetaer a skl er topic appears ma seope and sequence chart witaout
exanuning the instructional quahty of the skl or topran the teacher and student iaatericls
(4 A checklist night, tor example, inciude aniteny such as “develops lugher level
cor prehension skalls,” but not detine “higher level comprehension shills - Commattee
meinbers might ook m the s ope and sequence charts, tin * hugher ievel comprehension skills
“covered,” and conclude that the program develops these shills Grven that all basal programs
damn to develop higher level comprehensioa shalls, such vague ittems cannot help evaluators
difterentiate ene program from another Wiat the checklist item really evaluates 1s the
appearance vf the topic on a scope and seqaence chard, not how well it is trnslated mto

mstruction er other learning experiences

IMPROVING THE ADOPTION PROCESS

Given the problems wath the adoption process that have been identitied by research, how can
the process b made more effectiv e Experniences with adoption commuttees, conversations
with school adnunistrators coneerned with the adoption process, and a review ot the hterature
on adoption suggest some answers Information trom all these sources mdicates that
mmprovement begins with sound procedures to guide the organization and operation ot the

adoption conimittee

Adoption Committees

The procedures, membership, and policies of adoption comnuttees difter trom school distrct to
schocldistrict Ftective comnuttees, however e mcommion strong, leadership and

informed, 1, rested comnuttee members

Committee leaders. [here i nosubstitute tor an eftective leader who can Reep a commuttee
ontash What tollows s a look at some of the things ettectiv e feaders must do

Provide expert advice. While comnuttee leaders do not have to be reading experts,
the rust have access to someone who s, That person should asstst the leader inanswering
questions comnuttee members nught have, and, equally important, in providing mtormation

that wall upgrade the commuttee’s knowledge about ettectiy e reading instruction

4
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Divide the labor. Because exanuning and evaluating materials s so time-consuming,
leaders should divide the work among subgroups of comnuttee members — sometimes by
grade level, sometimies by opic, sometimes by ditferent publishers This division o labor
avords the overw helming task of having every member of the committee examine every topic
atevery grade level inevery set of materals bemg considered tor adoption

Organize the data. By the ime the examination process comes to a close, the
subgroups will have compiled a mass of torms and data about the programs they have
evaluated T eaders must tind way s to organize and synthesize this information Feaders are
also mstrumental in deternunimg how tinal deasions will be made and i ensuring that the
mtormation will be delivered to the administration and the rest ot the distrct

Make decisions binding. Finally, leaders of textbook adoption commuttees must see
to 1t that adoption comnuttee members hayve the power to make the tinal selection: When
committee members go through a careiul evaluation process to reach a decsion, therr deasion
must not be undermined by “higher up” admmistrators who deade, tor whateser reasons, to
tgnore the comnuttee’s deaston, [tis up to the leader of the commuttee to make sure that
statements ot the admunistration’s budgetary constramnts and any other constraants are exphuat
Assuming that comnuttees operate within these constraints, and that ther evaluation process is
reasonable, comnuttees” recommendations must be considered as binding, When this does not
happen, adoption comnuttees will vers quickly fose the motivation to expend time and ettort

on the adoption process

Committee members. [he members ot an adoption committee mast be mterested in
reading and i research about reading - Inaddition they must be withing to give the time and
energy necessany to propetly examine, evaluate, and select readmg programs

Computtee members shodald represent a range of grades vears ot feachmg experrence,
and pomts of view about reading instiuction {tis vers important that the membership ot a
comnuttee represent the mstructional needs orall students ma school or distict: Some
researchers recommend that subcommttees should not be based on the usual grade-level
Jdivisions, but rather on areas of commuttee members expertise or iterest, for example,
beginning reading mstruction, comprehension istruction, selections m student tovtbooks or
higher order thinking skills €130 Inany case, commuttee members shoubd be able to provide
speatic evidence trom the teachers” mar siais, student readers and workbooks te support therr
conclusions and recommendations £ the entire committee

Comnuttee members must be willing to work with diverse perseralities and te take
partin the ginve-and-take activities that are not only essential to a group process, but also to the
attainment ot a group deasion

Once they are assembled ind organized, most adoption commuttees tolow some
vanation of these tasks

o they gather information about reading research and about programs

o thev estabhish evaluation cniteria,

. they exanmune and evaluate programs,

o they organize ther evaluation hindmgs, and then

o thev select the programs that best match the criteria they estabhished

5 I 1
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A Guade fo Seiectimg Basal Readieg Progrens has been organyzed to help comnuttees as

they canry out these tasks The remainder ot thus booklet teouses onhor s OHusethe o &

USING A GUIDE TO SELECTING BASAL READING PROGRAMS

Fach booklet i the Grende is divided imtosiy parts Part One reviews research and practice
about the booklet's topie, while Part Two discusses guidehnes drawn trom the research and
practice that can be used to evaluate how well the topic s handled m particular basal
programs  Part Three suggests wass teachers can imcorporate the mtormation m the booklct
o their imstructional program, and Part Four provides a st of the gurdelimes tor use asa
quick reterence Part [ive contams worksheets tor recordimg comments and evaluations as
wellasdirections tor using the sheets, and Part Sy s the reterence section

[mportant intormation about the booklets < hughhghted on the tollow g sample
pazes A s these pages dlustrate, the booklets m the Grade are speatically designed to help
commuttee merabers pertorm their tashs of gathering mtormation: dey eloping: evaluation
criteria, and ergenizing evaluation indings

Gataering information. The Researdhand Practice sectron ot cach booklet s designdd
to update commuttee members” know ledge about current researchvand practice in reading
mstructon The section can be read by commuttee members betore they begn thar evaluations

and can be reterred to as needed throughout the evaleation precess Alternatively one or mor

members can read the section and present the imtormation to the rest ot the comuttee .
Lnother posability s to have a readisg epert such asa reading coordinatorn, areadies teacha
or a uniersity protessor, lead a discussion based on the mtormation in the section

Developing evaluation criteria. | ven it comnuttee members teelthey have enough
background mtormation, they stll reed to determme the cnterta they will use s they ovatuan
speatic programs - The Guidelmes section ot cach booklet provides rescarch- and practice
based criterta tor evaluating instruction  The sectien can be used as s, o commuttoes van
modity the gurdelmes depending on their particular needs and miterests Some comnutteds
mav want to cover arcas ot instruction not menttoned m the gedelmes Insuch Gises thay
mav use the exesting gurdelines as models tor the development ot their own aniteria

Organizing evaluation findings. Once commuttee members deade on thar canddhias
tor evaluating programs, they need to have a systematic was ot organizing and recordim 2 th
mtormatton they td - The Worksheets sectton ot cadvbooklet provides matenals that
committee members can use mthis ettort Those worksheets can be used as they are or thes
can be moditicd to suit the necds ot ditterent comnuttees Mot all worksheets  norcven atl

the parts ot each worksheet need to be used

12
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PART ONE

Y

Research and Practice

When students are given reading opportunities that exite and denght them as wedl asheip
them master the shills and strategies of reading, they are the s berome not st school
readers but itelong readers Sadly some students who wan read choose pot to others sev
(%3]

Preading opportunities 1n s hood are tied to the basal reader or

reading as just another school task
For mam stu
~tudent te Zwhich 1s the core vt a basal reading program Basal readers are usually
ogies that contain fiction, sontition and poetry selections Berause these selediions
are the basic (and ~ometines the orlv) reading tare of young students vou will want to par

particularly close attention to therr instructional and hiterars quality as vou choose a basal

/ reading program

The purpose ot this booklet is to provsie intormation that can assist vot in

determmang the quality of basal reader selections

THE BASAL READER AND READING INSTRUCTION

A basal reading program consists of teachers manuaks workbooks shillsheets tests and
<tudent textbooks that set torth a unitied reading curncuium  The reading selectionsina
basal program, therefore Jdo not existin tolaticn, thes are part ot ar mtegrated instrctions”
program  Accordraghy, each selection should contribute to the anity of the pregram The
tollowing discussion will fook hirst at the role ot basal reader selections in varly readiey

instruction and then at instruction i selections tor intermediate-grade students

Basal Readers and Early Reading Instruction

Most program deselopers empioy authors to write ongimal selechions jor the eany ivvs ot
therr readirzg programs The majority of these selections are simple stories Developers use
simple stortes tor at least tw o reasons First, Childwen enjoy stortes and <o are motivated to
read them  Second, by the time many children beain to reaa thev are already tamiliar vt
the elements and organrzational patterns ot stories trom hearing nursers rhymes and tam
tales and trom tollowing sim, e stortes m prcture bovks (51

To remtorce and develop the word identizication skills studgents are bemng tausht the
stories tor early levels of basal programs tusually are snitten with a controlled vocabulam
teaturing words chosen accordimg to one—-or both—ot two criteria b they tie usetul woerds

that appear with trequency 1n the language and are taus Bhefy & be i chidren s voabulanes

Part One presents research- and practice-based information about various aspects of the
booklet’s topic.

Numbers in parentheses indicate the souree of a statement or tinding - All sources are listed in
alphabetical order in Part Six

, 13
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PART TWO

Discussion of Guidelines for Evaluatisg
Comprehension Skills and Strategies Instruction

A~ the revien of research and practice shows deas about how to teach comprehension have
changea dramatiaalis over the vears The sitdelines proesented in this section are trtended to
heip veu determine the extert tow huch the programis vou are evaluating provide imstructon

that refiedts revent des elopments emerging srom research about reading comprehension as

aeilas from e practiads wisdons derived trom sour e teashin opertse

A Curriculum Overview

A~ we noted earlier fesearci has pot substantiated the validits oraey partscilar scope and
~equence of comprehension mstrucen . Farthermore ne basal reading provrant an, or
sbould (reatea plan o teacme reardiog shai's and “trategies i which evers thimg s taaght
amrgitancousiy Obyiousiv some skelic and strateyies will be tausht betore others but the
erderm which they are aaght matters in only some vases For evample stratexies ek as
JuternunIng IMportanrce sumMmDansmL s prior hnowledge dremadinterences and sl
Fontenpy W te taueht at neardy every age o7 wevel e What matters  that the
presentation of shills apd stratees reficds 2 ol progression o devedlopment both wath n
and across wrade oveds Programs ang teachess iy have to satt somew Pore ind mo

tonard semuthry

]

GUIDELINE T Ao evaiat the ompreberson e it o o0 s rading progran
Jetenmite fd pres PO o0 Preniession o e comatating devewopment of it sl and

sraresres both withir ang acress wrade oves

Ip the sraditzona armatam the dovdepment of reading expertise s Viewed as a
masteny Provess oo ek aaer o the varnoas reading saliis or stratey s presented in
=erincny Students practiee gaing 2 Sk or strategy uett they master 1t and ther mosve on e
another Masters ofa st ot skils and stratewies s eguated with reading comprebension In
the chargieg curr cuium noweser the dovedepmentot read ng evpertse s vienad as
prevess of pronth ather than masteny That s what changes ncomprehension st

|

srom Iove b e ved s rot the SRt or stratens tselt Bt the dettouin o the copthent o whien

(TERS WHREY RN LA LR N mp.:ni andthe oty i wbek readersatcable foappy it

8

Part Two presents gurdelines drawn trom the discussion ot research and practice.

——  Each guidehne tocuses on a specific aspect of the booklet's topic
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> PART THREE

Teacher Assistance for Coniprehension Skills and
Strategies [nstruction

The suggestions that follow are based on research and dtective practice. They are intended
to help teachers incorporate the miormation provided i this bocklet into therr total

instrctional progrim
! How van § hedp students develop comprediension strategic”
i\

+ Share vour prodictions understandings, and misunderstandings ot selections in
the ~ant way vou ash the students to share thers This wall demonstrate how vou

as2competent reader are abo activel engaded in the comprehenston proces

o Provide practice in choosing the most spepropriate stratexy tor @ speatic tspe ot
1 [ = r

textand tor a specitic purpose

Al provide practice ov having stadents app 2 spectic strategy to several

drtterent hipds of read ne selecttons both tictian apd nontichiop

o Pnooarage students to talk themselves throuch s st independent
attempts at apphang a speainc strategy These ettorts car assist them i tovasing
on the steps of the straces as well asransing thetr anareoess of wnat they are

doury to constrinet maan'rg

o Userwertutonng orcovperative fearning to Qive ~tudenis pmd e stratesy

sppbaatior

o Have studenis monttor their comprehension oy asning themseis es questions
betore reading Jurnng reading amd gtter readimg, Some suggestions tor

Jquestions are
g \
o

What i~ thes 10out® What go Faready hnow abeut thisY Why do Freed to read

thi” What Jo Fthirk wall nopper?
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L Part Three provides suggestions tor ways teachers can use the mtormation in the booklet in

their classrooms
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~ PARTFOUR
Listing of Guidelines for Evaluating Comprehension
Skills and Strategies Instruetion

GUIDELINE T As you evaluate the cormprehension instruction of a reading program
deternune it it presents a logical progression in the cumulative development ot speiti shalls

and strategies, both within and across zrade levels

GUIDELINE 2 Acvou evaluate the comprehension mstruction of @ reading program,
aeternune if it retlects the apptication of skalls and strategies to increasigly ditheult content

and to a vanety ot selection tvpes

GUIDELINE 3 Asvou evaluate the comprehension instruction ot a reading program
determune 1t 1t provides review and practice opportunities in workbook activities, in the
selections instudent textbooks, in writing, suggestions and assignments, and in extended

reading opportunties

GUIDELINE 4 Asvouexamine the comprehension activities i reading programs—regardless
ot how they are labelled —determine whether they contnibute to the aevdopment of the three

mportant tactors of

s determimung what i important
* synthesizing mtormation

* drawing inferences
GUIDELINE 5 Asvou enanune comprehenston mstructional approaches i basal programs
look tor expliot, or Jirect instruction that mdludes aspects of modeling and explanation

purded practice and apphaation

GUIDELINE 6 A\~ you examine the comprehension instruction in reading programs look

tor activities that develop students metacogmtive aw areness

17

Part Four hists in one place all of the guidelines discussed in Part Two so that they can be used

as a handy reference
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~ PARTFIVE

Worksheets for Evaluating Comprehension Skills and
Strategies Instruction

The job of evaluating comprehension shills and strategies tnstruction 1s not a simple one
However, the two worksheets that tollow will help vou examnine those dimenstons ot reading,
lessons you beliey e to be imyportant to your vwn comprehenston instruction

Specitic directions tor using the worksheets precede each one General directions and
some additional information about worksneets appear in the Leader « Manmual

Materials and Resources Needed

You will need one copy of each worksheet tor every reading program vou plan to evaluate
Reproduce as manv copies as vou need  For each level of comprehension instruction vou

plan to evaluate, vou will also need

*  Teachers’ manuals
»  Student textbooks

Points to Keep in Mind
i The worksheets are appropriate tor all grade lev els However, you will tind great
vanety in the wav shill and strategies are laid out as vou cross trom pnimary to

mntermediate grades

2 As vou analvze the vartous comprehension activities ot a program, vou mav iind several
skalls o strategies that have not been discussed 1n this booklet First, remember that this
mav be because ditterent programs use ditferent labels for the same skitl or strategy
Then, discuss the importance ot the shills or strategies included in the program

3 Do rot expect to till in every woluran on each worksheet Somwe parts mav netappls to
the specitic program or task vou are evaluating . Fmpty spaces do not necessartly mean
a program 1~ madequate

4 You mas choose to tse only parts of vach worksheet

19

b Dart Five contains worksheets for use m organizing the information gathered in evaluating a

reading program. It also provides directions for using the worksheets.
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Worksheet VOCABULARY INSTRUCTION

Publicher Grade Level Program Copyright tvaluator

GUIDFLINES 1 2
. / SELFCTION ANDSLSTAINED LSEQ! WORDS

TARGET TEson PRIOR 1 s Forrow U Fisson ] Rating

- Initiai Reading | Aev Words | Teacher < Manual Worde | Overlapping Words Workbook Shali Sheets

P 33 FF

/ APPROACHES TO INSTRUCTION

Words Introduced Comments on Teacher « Comments on Workbook Skill Ratng
»\ppromh Manaal Aetivaties Sheets Actinatios

Detinttional

( ontestual

Conceptual

Mived

Otheradivities

No speati

mstruction , A

GUIDELINES 3 4 5,0
’ Sections of each worksheet relate to speafic guidehnes discussed i the booklet

Each workshest provides space tor you to record findings about guidehine-related

aspects of a reading program

Each worksheet contains space for you to record vour 0w N rating or comments about e

a particular part of a program.

El{llC 12 L8
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Questions and Answers about the Booklets in the Guide

The booklets have been field tested with numerous textbook adoption commuttees throughout
the country. Here are some questions that committee members frequently ask about them. ‘

Should the booklets be used v any particular order?
No. The booklets are designed to be used independently. Sometimes, however, intormation in
one booklet overlaps with infermation manother. In these cases, you mav wish to refer to the

related booklet.

What 1s the best weay to use the booklets?

The booklets lend themselves most easily to a division of labor by areas of interest and
expertise The adoption committee can be broken down mto small subcomnuttees — one
group to be experts on comprehension, another on vocabulary, another on decoding, and so on
But while this particular approach often seems most appropriate, the booklets can be used in
other wavs as well. Comnuttees need to choose what 1s most appropriate and efficient for

them.

Hozwe much bachground mn reading unstruction is needed to wnderstand the booklets?
The booklets are easy to read and understand even tor those who have a very limited
background in reading instruction Some general knowledge about the organization ot basal

reading programs 1s helptul, but not essential,

Does a commuttee lave to use all of the booklets?

Only the Leader's Manual should be read by evervone using the Guade: While we would hhke tor
vou to use all of the booklets, we understand that because of various constramnts, this will not
always be possible. Therefore, we have designed each booklet so that it “stands alone " We

suggest that a commuttee use as many as vour needs and interests dictate

Hotwe many basal readmg programs should be evaluated with the Guude?

The answer to this question depends on the amount of time you have to complete the selection
process — and the amount of money vou have tospend on a program - Most ot the school
districts in our tryouts used some sort ot screening procedure to reduce the number ot
programs to examine to hive or fewer This can be done by looking at publishers” brochures
and advertisements and eliminating those programs that do not hit the district’s phalosophy or

needs, as well as programs that cost more than a district has budgeted.

Hotwe many lessons must be examed o each program we cvaluate”
The minimum requirement tor the numoer of lessons per grade level usually appears m the
directions that accompany the worksheets in cach booklet Depending on the size ot vour

commuttee and the time vou have available, vou may want to examine more than the mimimum

number s

20




Will the booklets ansier all of @ commuttee's questions about the strengths and weaknesses of basal

. ;?
prograns:
0 No. The booklets mclude a great deal ef important informatios about reading instruction asat

relates to basal reading programs. There are, however, some reading topics and components of
basal reading programs that are not covered in the booklets, generally because there presenthy
15 isutticient information from research or prachice to warrant an entire booklet on the

subjects

OTHER USES OF THE BOOKLETS

The booklets in A Guide fo Selectuny Basal Readig Prograoms provide a well-organmized package
for mservice traming, on research, theory, and practice relevant to reading instruction. The
booklets emphasize the most recent advances in knowledge about reading and are therefore a
sousce uf mtormation that teachers, admiistrators, and others mterested mn ettective reading
mstruction can use and re-use fong atter basal reading programs have been sefected
Curniculum leaders m school districts can use the booklets as resource material tor sttt

development pregrams. These leaders canask teachers to

o read the booklets as part of an inservice traimng program
e usethe booklets to evaluate strengths and weaknesses of the reading program(s)
currently m use in the districts
‘ e use the booklets to determine wav s to strengthen the district's reading program
o use the reterence s at the back of the booklets for turther studv ot topics in reading

mstruction

Teacher tramers can use the booklets tor required or optional reading in their courses
Tramers can ask students to
e uscthe booklets tostudy particular topies const 'ered important to a reading

program

e use the worksheets at the back ot the booklets to exanune and evaluate particular
basal readmyg programs

o use the booklets to determuine which components of basal programs need to be
supplemented with teacher-directed mstruction or with additional materials

. use the references at the back of the booklets tor turther studv of topies m reading

mstruction

Finally, the booklets can serve as a model for those mterested m developmyg gudehnes tor
evaluatig textbooks m other subject areas, such as science soctal studies, and mathematies
Manv ot the recommendations and procedures outhned m the booklets can be applhied to these

textbooks as well

ERIC 15 1
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PART ONE

Research and Practice

The nature and content of reading mstruction m kindergarten, hirst-, and second-grade
classrooms 1s usually a topic of major mpo. tance to teachers serving on textbook adoption
commuttees. Teache rs know the importance to success in reading ot these tirst vears ot
schooling  And research confirms their insights - Studies comparig the reading achieyvement
of children at the end ot first grade with therr achiey ement m latter grades establish that how
well children “catch on” to reading in the first grade strongly predicts how well they will read
during the remainder of their school vears (37). An obvious question follows from this
intormation How can reading mnstruction be orgamzed n kindergarten and first grade so that
by the end of this pertod, all children will be well on therr way to being capable readers”

Answers to this question abound, the problem 1s that there is not much agreeme st
among the answers In fact, beginning reading instruction 1s a topic loaded with potential tor
controversy On the one hand, the research ot the past decade reveals a great deal of
intormation about the reading process that has many implications tor reading imstrucaen In
addition, several popular classroom-based mosements such as whole language and
literature-based reading also have imphcations tor reading instruction On the other hand,
there exist a number of well-entrenched beliets and 1deas about how soung children snould
be mtroduced to reading. Firmhy held opinions on this topic are not contined to classroom
teachers and reading researchers Parents concerned about the reading achiev ement ot their
own children, politicians worrted about the achievement of the chiidren m their
constituencies, “experts” convineed they have the night answer to all of the problems ot
reading instruction, and concerned citizens dedicated to improving education m therr
communities—ali have strong opimons about how children should be taught to read

Evaluators ot basal reading programs must tind their way through this mass ot
mtormation, beliet, conviction, and opimion—-and sometimes heavy-handed pressure—to make
mtormed decisions about beginming readimg instruction The research-based imtormation in
this booklet 1 intended to help adoption comnuttees meet that challenge I no waw does Hie
hooklet attempt to deal with, let alone resolve, all of the controzersies about begnoung reading
mstruction It does however, discuss some ot the 1ssues that trequently concern people
evaluating begimning readmg mstruction, and it reviews research tiat sheds some ight on
these 1ssues

The primary sources tor the content ot this booklet are two major reports about
begimning reading that hav ¢ been disseminated by the Center tor the Study ot Reading
Becomung a Nation of Readers The Report of the Commiission on Reading. and Beguining o Read

Thnhing and Learnmig about Prnt - A Swommary ' Each o these reports contams a
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comprehensive review and mterpretation of a wide range of research about beginning reading
The findings and recommendations ot the reports are drawn upon treely throughout this
booklet. It 1s recommended that at least one member of an adoption commuttee read these
reports in their entirety.

It should be noted that, as its title suggests, this booklet focuses on the decoding
aspe ts of beginning reading mstruction This focus should not be mterpreted as dimmishing
the importance of comprehension, writmg, or language development i begmning reading
mstruction Two ot the booklets m this series discuss the nature of reading comprehension and
comprehension mstruction Comprehersion 1. The Doected Reading Lessonand Comprehension I
Ski Is and Shategies Another booklet, Reading and Wiitng Instruction, addresses writing These
booklets as well as others m the sertes, such as Vocabularv Instrction, Selections o the Basal
Reader, and Workbooks also sheuld be used along with this booklet when considermg begmning

reading mstruction in basal reading programs

WHAT DO CHILDREN NEED TO KNOW TO BECOME SUCCESSFUL
READERS?

As teachers know, not all cluldren respond equally well to begmning reading instruction: What
makes some children successful readers while others struggle? Among the charactenisties that
hav e been found to relate to children’s success i begmning readmg are 1) word awareness, 2)
phonenue awareness, 3) knowledge ot letter names, and 4) printawareness - Atone time or
another, .nstruction related to these tactors has been evident in the kindergarten and first-grade
lev els of most basal reading programs - The tollewing review ot the research about the
importance ot these characteristios should help evaluators better examune the content ot the

programs they are considenng

Word Awareness

Even though words seem obvious and accessible units ot language to adults, there 15 evidence
that they ate not < tor many young children, especially those who have had hittle experience
with books and other torms of print- Awareness of both spoken words and words m print 1
kev to reading success

Spoken words. Euidence shows that children tend not to think of spoken language as
bemg composed of words or to treat spoken words as individual units of meaning, Some
children contuse “word” with “idea unit ” For example, m one study, a number of voung
children identitied only two words in the sentence “George went walking,” George and «went
walkaig (39 Inanother study, ~ome older children failed to separate prepositions and articles
trom content words m sentences ke “Do vou want to go to the store?” (29) This 15 not too
surprising, since in speech word boundaries are otten reduced (“Dova wanna go to the
store®”)

[t 1 east to sce where these misunderstandings come trom In speaking and hstening,

children’s attention 1s quite nawire Iy focused on making sense out of the stream of words For
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them to focus instead on each mdividual word, svllable, or sound would be counterproductive.
If chuldren coneentrated only on the single words or the sounds of spoken language, they
would quickly lose track of the message  For the purposes of speaking and listening to
language, therefore, 1t 15 a good thing that the processing of words and sounds is automatic
For the purposes of reading or writing, however, children must learn to pay attention to words
as separate units

Awareness of words in print. Children’s ability to think of words as individual units
ts cructal if they are to gain msight mto how wrtten language words. [t they were not able to
do so, they vould never master print Indeed, it might be through therr interest in print that
many children do catch on te the concept ot word. Print corresponds to speech, word by word
For many children this mav be sutficient to create their word awareness

Yet leaving children on therr own to catch on to words can cause problems  For
example, research has show n that some beginning readers do not understand the purpose of
spaces between words as they read (48, 51) Furthermore, awareness of the relationship
between the spoken and written lengths of words strongly divides reading-ready trom reading-
unready children. Ina study inw hich kindergarten children were presented pairs of words,
one long and one short, and told to choose the short word, only 1077 of the reading-unready
chuldren could choose correctly on seven ot eight ot the pairs, whereas 43% of the reading-

ready chuldren met this criterion (39)

Phonemic Awareness

It 1s espeaially important for children to become aware ot the sounds in spoken language: Not
surprisingly, however, the smaller the unit of <ound, the more ditficult the task becomes
Awareness of words develops earlier and more easily than awareness of svllables And
awareness of svllables develops carlier and more castly than awareness of phonemes
Awareness ot phonemes, although the most dosely predictive ot carly reading suceess, seems
to come only after a child 15 aware of the larger units (D

Phonemes are the smaller-than-sy Hable sounds that correspond 1oughly to individual
letters Phonemic aw areness 18 the name given the consaious knowledge that spoken words
can be broken into phonemes and that these can be “moved around ” This awareness seems to
depend ona child's ability to tocus on the sounds (as opposed to the meanings) of words

Young children show that they are aware of phonemes when, tor example, they amuse
themselyes with thymes and alliterations But such aw areness need not be a conscious act
children were always conserously aware of phonemes, that aw areness would itertere with
thew ability io histen to speech To understand speech, 1t is necessary to attend to the sense ot
spoken language but notits sounds. In tact, it 1s because they have so thoroughly automated
their processing of phonemes that children can attend to and process the meanings ot spoken
language  Moreover, because th v kave learned their phonemes o well, there is almost no
reason for children to give them consaous attention—no reason, that 1s, unless they want to
learn to read an alphabetic language The great irony 1, that to learn to read an alphabetie
language, duldren must learn to attend to that which they have Tearned so well nof to attend to

in therr oral language understanding
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A great deal of research points to the importance of phonemic awareness to children’s
eventual success at reading (10). For example, m one study, reading achievemernit was
significantly predicted three vears later by a phonemic awareness task given to four and five
vear vlds, even after differences 1n age and mtelhgence were taken into account (11). Further
evidence for the importance of phonemic awareness comes from a traming study conducted as
part of the same research, which found that teaching children to compare the beginning, middle,
and final sounds i spoken words dramatically improved therr reading achiey ement, if such

teachmg were accompanted by instruction in how the sounds were represented by the alphabet

Knowledge of Letter Names

Children’s knowledge ot letter names has been shown by a number of studies w be the best
predictor of begmning reading achievement (1) Betore entering school, most children have
learned to identity and name mwost of the letters of the alphabet—or at least most of the upper
wse letters (46, 17, 533) Learning about letters trequently turns into interest i their sounds and
in the spelling ot words (14), and that tanulrarity with letters 1s strongly related to the ability te
remember the forms and spellings of written words (29, 300 [t s ne ¢ difficult to conclude that a
comtortable know ledge ot the letters of the alphabet is an important step to success in reading

Learning letter names. Cluldren appear to learn letters at home by reciting the names
ot the letters long betore they can recognize them There are three usetul mstructional pomts in
this observation First, children who learn letters at home typicaliy do not do <o by having
someone show them the letters then teach them the names  Instead, most children are taught
the letters onhy atter they know their names Because they have thoroughly learned the names
first, children have a “peg” on which to attach their knowledge. Second, the ability of yvoung
Juldren to reate the alphabet is otten achies ed through learming the alphabet cong Because ot
therr rhyvme and rhythm, songs are casier to learn than hists Third, these children most often
learn the names of letters long betore they are introduced to their sounds Therr solid
tamuliarity with letter names may protect them trom contusing letters with sounds when the
time to learn the sounds of the jetters arrives

Letters and sounds. Children who enter school wath little know ledge about letters are
more likely to contuse letter names with the sounds of letters - Although the sound ot a letter i
otten simibar to its name, there are important tunctional ditterences betsseen the sound and
name ot a letter. To prevent such contusion, a tew basal reading programs avoid the use ot
letter names altogether  Instead they rely on the sounds of the letters tor purposes of reterence

Although well-intended, this practice must be implemented with care Because
learning about the sounds associated with the letters is itselt a ditheudt task, the pace of
learning the identities of letters must be relativels slow m such programs. To support adequate
overall progress, the curriculum must be caretully designed to manimize reading and writing
activities with each letter that has been taught

Upper case and lower case letters, Iventually, of course, chuldren must learn to
recoghize both upper case and Tower case letters: Which siould be taught tirst” Research
ottersonlv one suggestion When working with duldren who have hittle or no letter

recogmtion tactlity, teachers should not try to teach both upper and lower case versions ot all
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twenty-six letters at the same time (7). To teach two visually different letters with identical
responses amidst fifty other often confusable forms with confusable sounds and labels will
almost guarantee learning difficulties for some children.

In mstruction for preschool children, the upper case letters should probably be taught
first because they are visually more discrinunable from one another (64) - On the other hand,
because the ability to recognize lower case letters is more important for reading text, mstruction
for first graders with hittle letter knowledge probably needs to give prionty to the lower case
letters

Printing letters. Learning to printis a powertul means of developing letter recogition

skills. In addition, knowing how to print allows children to write words as soon as they are

mtroduced. Theretore, encouraging children to print from the start of mstruction is probatly a

good idea

Print Awareness

Children whe know the names of letters betore they begin school usually get that knowledge
through exposure to print i a number of forms, including storybook reading, television, and
alphabet books. From these experiences they have also learned how print functions and how it
“works”—that 1t starts from the top lett and goes to the ™ .om night, that capital letters begin
sentences, that periods end them, and o forth This keowledge of how prisit works also aids
them in learning to read.

The importance ot young children’s awareness of print 1s becoming more recognized
The performance of children on tests designed to measure coneepts about print has been found
to predict future reading achicvement and to be strongly related to other, more traditional
measures of reading readiness and achiesement (66) - Researchers have pointed out that
awareness of the torms, tunctions, and uses of print provides not just the motivation but the

backdrop against which reading and writing may best be learned (16, 17, 18, 22, 23, 24, 50)

Other Possible Predictors of Reading Success

Some have suggested a number of other factors that nught predict reading suceess, incdluding
perceptual shills Despite the energy mvested i traming various perceptual and motor shills,
however, such traming seems not to produce any measurable pavotf i Jearning to read (3)
Nonetheless, some readimg programs still myest considerable time and etfort imto traming these
shills. Such training tales time away from expenences that do aird reading growth - Inshort,
programs that teach shills such as visual discrimimation, especially of nonletter shapes, and
auditory discrimunation of nonspeech sounds should be avorded in tavor of programs that
provide children with experienices with words, speech sounds, letters, and stories

Others have suggested that chuldren learn best it they are taught through therr
dominant perceptual modahty—in other words, i teachers match the method ot mstruction to
children’s preterred modahty Unhappaly, this notion has not been supported by research
Although many studies have been conducted on this subject, it does not seem, for example,
that children JJassibied as “auditory” benetit more from an auditory type et instruction than do

those classified as “visual” (57
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WHERE DO THESE CHARACTERISTICS ORIGINATE?

The mmportance ot anareness of letter names, phonemes, words, and print remtorees the idea '

that growing tamiharity with letter-sound correspondences and wath the conyventions of print 1s
especially valuable to begining readers. Tt s not dlear, however, how such awareness can be
acquired except through exposure to written words. What this savs about reading readiness is
that chuldren’s reading success in tirst grade depends largely on how much they already have
learned about reading betore they get there How do voung children acquire knowledge about
reading? The answer mav lie in therr oral language expertences and in their exposure to

rhvmes, environmental print, and storvbook reading

Oral Language and Listening Experiences

It chuldren have a weak toundation m oral language, their progress i reading 1s likely to be
slow and uncertam To comprehend text readily, children should have some famuilianty with
the vocabulary they will ind i their school texts. The abihity to talk about and reflect upon the
world around them is an mdicator of their oral language proficiency

Oral language experiences i the classroom are important for all children, but they are
espeaally so tor culdren who come trom homes where they do not habrtually use language to
reflect on their expertences and, theretore, have had tewer opportunities to develop the
language processes needed tor profiaent reading (2). For these reasons, kindergarten instruc-
tion needs to capitalize on every opportunity to engage children m thoughtful discussion

Listening 15 a another aspect ot oral language development - Listenmg comprehension .

proficiency in hindergarten and tirst grade 1s a moderately good predictor of the level of
reading comprehension attamed by the third grade (5) Theretore, kindergarten instruction
should provide vpportunities tor children to hsten as wellastospeak These opportunities can

come 1 class discussions, in storvbook reading, and m direction giving

Rhymes and Games

As indicated carlier, both letter know ledge and phonenuc awareness contribute to begimning,
reading success 1t seems, i addition, that some speaal magic hes m linking these two shlls
Begrrnng to Read argues, tor example, that understanding the alphabetic principle depends
equally on knowledge of letters and on consaous awareness of phonemes because it depends
so closely on the association betw een them. Tt sugygests turther that this ink might be
developed natarally when culdren plav with word gamics, songs and poems with thyme and
rhvthm, and especially nursery rhivmes

Some researchers, i tact, have tound that cluldren’s early knowledge of nursery
rhy mes seems to be specatically related to their awareness of sounds in spoken phonemes and
words and of emergent reading abilities (4) By hearing and producing rursery rhymes,
uldren are manipulating sounds i spoken words ina manner thatis plavtul and natural

It phonemic anareness and later reading achievement are rooted in nursers rhymes,

this suggests that some ot the roots of literacy may be i such traditional rhymes and games as '

Baa Baa Blach Sheep, Humpty Dionpty, and Rimg Arownd a Rosy
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Environmental Print and Storybook Reading

Some have suggested that reading ability emerges out of children s mteraction with print in
their environment. Research has established, however, that the ability to read does not emerge
magically and unaided, but through the active intervention ot other children and adults who
point out letters, words, and other prmt teatures m therr enyvironment—on sighs, newspapers,
televiston, boxes, tickets, and <o on

One of the most important ways that children develop concepts about how print
functions ts simply through being read to. In fact, according to Becompig a Natwn of Readers,
“the single most important activity tor building the knowledge required tor eventual success in
reading is readimg aloud to chuldren ™ Others have pomted to the importance ot reading to
children both recularly and mteractively From storyvbook reading, children gam not only a
Knowledge ot how print is organized ona page, ot letter names, and ot concepts of “word,” but
they also getan understanding of @l one reads By reading to chuldren trom storvbooks,
parents and teachers can both bring children mto the worlds of fantasy and absurdity and the
problems and solutions that narratives contain, and they can pomt out that language 1s
represented by print. Both the appreaation ot the nartative and the simple concepts about how
print works contribute to helping children become readers

Many children enjoy hundreds ot hours ot story book reading and perhaps thousands
ot hours of overall literacy support during thar preschool vears Yet many other children
recetve buta tew munutes of storvbook reading per vear (02, 63) Such culdren grow up
without bemy read to and without papers and pencls and books - THow much do these children
learn about printan therr preschool vears™ Begnmng to Read responds to this guestion as
follows

Research mdicates that many such children approach school with very little

print knowledge Thev don’t know what a letter or word 1s, much less how

to read one. Thev don’t know that print reads lett-to-right, much less that it

contams words and sentences Thev don’t know the tront trom the back ot a

book, much less that fts print is meant to convev meaning
Inshort, they come to school unprepared to learn to read. tor they don’t vet know the tform or
tunction of readimg - For these culdren, there is not a moment to waste m the dassroom
Althougly they need expliat instruction about letters and sounds, this mstruction should take
place m a dassroom tull of print—on posters and charts, in notes and letters, and in storybooks
Research and common sense pomt to the value of regularly reading aloud to all children in
Kindergarten and the earlv grades (14, 25, 33, 36), but this 1s an especally valuable wav ot
mtrodudng the torms and tunctions of print to children who have not grown up v storvbook

reading,

FORMAL READING INSTRUCTION

[he begmning ot tormal reading struction i most basal reading programs s usually
characterized by the start of systematic instruction m decoding, Although children benetit
trom sy stematic and early mstruction i letter-sourd correspondences, that instruction musit

also melude usetul comprehenaion activities and a vanets of wnting, spellimg, listenimg, and

7 34




O

ERIC

Aruitoxt provided by Eic:

spoken language activities (1). Too great an emphasis on letter-sound correspondences may
give children the impression that the only purpose they have for reading is to sound out
words. Children who begin formal reading instruction without a strong literacy background
may be espectally susceptible to such misinterpretations. However, programs with too little
emphasts on letter-sound correspondences are not as eftective as those that place a strong,
emphasts on decoding (2, 13). Balancing the varnous aspects of beginning reading instruction

1s essential

Wcerd Recognition and Beginning Reading

Skillful reading 1s based on tast, accurate word identitication (34). How, then, should children
be taught to read words? The answer given by most reading educators today is that letter-
sound mstruction 1s one of the essential ingredients  As Becomnig a Natwon of Readers notes,
because all major commercial reading programs include lessons on sound-symbol
relationships, the 1ssue s nolonger, as 1t once was, whether children should be taught such
relationships Where there are disputes among educators today, they tend to be about whether
teachers should instruct children directly in the relationships or whether chuldren shoutd be
allowed to learn them through exposure to print

Letter-sound correspondences are important to learning to read because Enghishis an
alphabetic language m which there are consistent, 1t not always predictable, relationships
betw cen letters and sounds. When duldren learn these relationships well, most ot the words i
therr spoken language become accessible to them when they see them i print That s, the
can “break the code.”

Classroom-based research shows that, on the average, children who are directhy
taught something about letter-sound correspondences get ott to @ better start in learnmg: to
read than Juldren who are not (13) Research mdicates that such instruction facilitates tast,
accurate word identification  Instruction i letter-sound correspondences is assodated with

phonics instruction

What is Phonics Instruction?

Phonies can be detined as istruction i the relationship between fetters and speech sounds As
Beconnnyg a Natton of Readers <o caratully states
The goal of phonies 1s not that children be able to state the “rales” governing
fetter-sound relationships Rather, the purpose is to get across the alphabetic
princaiple, the prinaple that there are svstematic relationships between letters
and sounds  Phonics ought to be concened as a technique tor getting children
oft to a tast start m mapping the relationships between letters and sounds
it tollows that phonies mstruction should amm to teach enls the most
important and regular of letter-to-sound relationships, because this s the sot
ot mstruction that will most directhy lav bare the alphabetic principle: Onee
the baste relationships have been taught, the best wav to get chuldren to retine
and extend their knowledge ot letter-sound correspondences is through

repeated opportunities to read
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Virtually every reading program teaches phonics m some variety. Yet some programs

term themselves “phonies” or “code” programs, whereas some do not use the word “phonics”

atall What are the differences in the way these programs present phonics instruction”

How Does Phonics Instruction Differ in Reading Programs?

Like beauty, what 1s meait by “phonics” 15 m the eye of the beholder To some, phonies
mstruction s a mind-numbing array of worksheets assigned while the teacher is doing other
things, divorced from any practice in real reading. To others, phonics instruction 1s a teacher
sitting down with a group of children and directly titiating them mto reading by revealing ats
code. Tosome, phonies 1s irrelesant. To others, it 15 essential. Phonies can be all of these things,
and even m programs that clamm not to teach phonies, phonics mstruction can take place

Approaches to phonics mstruction can difter on a number of dimensions: The
tollowing discussion looks at only a few of these dimensions.

Analytic and synthetic approaches. Some approaches to the teaching of phonics are
called analyic, or imphat, because they begin with whole words (generally previously learned
as sight words) and help students to analy z¢ their component parts. Other approaches are
called synthetic, or exphiit, because they begin with letters or clusters of letters and binld words
by blending the sounds of letters together.

Most basal reading programs present phomes imstruction through ar analvtic
approach A typrcal anatvtic lesson to teach the short a sound ma consonant,/svowel/
consonant word, tor example, begins with a key word, such s cat- The teacher mstructs the
students to histen tor the vowel sound they hear m the mddle ot cat They are told that this
sound is the sound of the shorta. The teacher then reads aloud and shows students several
other short @ words (such as fun, ram, stamp, and last) and savs that these, too, have the shorta
sound m the nuddle. Then the teacher reads another list ot words, some with and some
without the shorta sourd, and asks students to identify those with the sound  Ina simular
activity with witten werds, students are ashed to read words with and without short a

’

Finally, they complete worksheets, requiring them to bl m the letter “a” where appropriate,
tespond to sentences contamimg shorta words, select from a set of words the one that names a
given picture, or select the picture that goes with the word

In such lessons, the teacher moves trom a word the children already have learned to
new words Because some phonemes cannot be spoken m solation—that 1s, without
attaching another sound to them—the lessons mstruct the teacher not to sav sounds m
isolation The children are supposed to analvze the spoken words mto their individual
sounds  The problem is, as research has contirmed, that many children have ditheulty domg
o (41, 42). Becomung a Natton of Readers holds that chuldren’s ability to analyze words nto
therr separate sounds may depend upon ther having already learned something about the
sounds associated with letters.

For instance, children who do not already have some 1dea ot the sounds ot

the letters m ~it may not be able to smgle out the short 1, sound when they

hear the word spoken. Henee, when the teacher tells the children that the

letter 1 “has the sound vou hear m the nuddle of ~1t,” they may not be able to
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make the connection. Ironically, therefore, imphicit [analvtic] phones mav

actually presuppose what it s supposed to teach.

In programs using a svnthetic, or expiicit, approach to the teaching ot phonics, nstruction
generally begins with isolated sounds. In addition, students must engage mactis tties i which
they learn to blend the sounds mto words. For example, the teacher might wnite the letter a on
the board, say its sound, and have students repeat the sounds. Then the students blend
together the awith the sounds ot presiously taught letters, suchas m, n, 1, or 1, mto words such
as man,am, Nan, tan, and rat- The problem with this approach is that, as noted above, orae
phonemes cannot be pronounced inisolation Most notably the “stop” consonants, such as
b/, /K7, /47, 79/, require children to append a vowel sound, such as “ul,” to produce
“svllables” hike buh, huhi, and duh. This can create problems when ¢huldren try to blend a word
like barn as "buh-a-ar-n-n-n ”

So, which is best, analytic or synthetic phontes? Research provides no dehimitiy e
answer, although the trend of findings tavors synthetic phonies Becoming a Natwn ot Readers
notes, for example, that the strategies ot synthetic phonmies—isolating the sounds assocated with
most letters and teaching children to blend the sounds of letters together to try toidentity
words—are usetul mstructional strategies  However, the report concludes that, given the ladk ot
research data to support one approach over the other, “Probably, the best strategy would draw
trom both approaches. For example, the sounds of some letters such as 1, which are especially
ditticult to produce correctly mosolation, might be mtroduced best usmg the impheat approach ™

Phonic generalizations and rules. Beginning reading programs also ditfer i the stress
they place on phonic generalizations or rules, such as “when two vowels are together, they
generally say the long sound ot the iirst vow el and the second s sifent ™ Such generalizations
may serve to tocus duldren on common spelhing patterns in English, allow ing them to see what
letters generally occur together.

Most generalizations are about how' to pronounce vowels - And the problem with
vowel generalizations 1s that thev do not swork very well The “two vowels walking”
generalization, tor example, has been ternd valid only about 457 ot the time (It works with
bead but not with head) (19) One study tound that ot torty-hive commonly taught vowel
generalizations, only twentv-three worked with as many as three-quarters ot the words to
which they pertaied (19)

The goal of phonics lessons 1s fast, aceurate recognition ot words, not labored soundmg,
out ot words. Generalizations are usetul only as they pomt out common -pellimy patterns For
this purpose, they do not have to be memortzed - Further, gencralizations should not be taught
as hard and tast “rules” that govern letter-sound correspondences, but as ideas that can be
applied tlextbly For example, "It one sees two vawels together, tirst trv to sav the long sound
of the tirst vowel, then the short” has much hugher apphicability than “When tw e soaels go
walking

Unit of instruction Reading programs also ditter m the amits ot istruction to s hich
they call attention Many programs ask children to learn the relationship betw een imdiendial
letters and sounds, atew use letter disters or spelling, patterns as their basic units, and, ot
wurse, some use primartly the sight recognition ot aerds Most programs, however, do some of

each ot these.
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Recently, researchers have looked miwo other components of spoken language called
"onsets” and “rimes,” which may prove to be a useful umt ot mstruction (63). An “onset” 15
the part of a syllable that precedes the vowel, the “rime” 1 the rest of the syllable Al svllables
must have a rime, not all need an onset.

The concept of onsets and nmes may be usetul m teachig written language. For
example, m one study, young children were able to figure out the pronunaation of one word by
analogy to another with the same rime (they could read beah given peaky. By contrast, these
cluldren could not make any use of matching spellings and sounds that did not correspond to
rimes (they could not read beah given bean) (34).

Teaching phonics in isolation. Anothes way that programs ditter m phonies
mstruction 1s m how they present the relation betw een the word patterns taught and their
appearance meontext Rather than a dichotomy among programs, there s a range of variation
Some programs provide a phonics lesson prior to the readig ot a selection that has ondy a tew
words exemplifying the relationships - Others has ¢ phonies lessons that are tollowed by
selections contamming a lugh percentage of words with the taught relationships - According to
Becommyg a Natwon of Readers, “The importanc pomt is that a hugh proportion ot the words i the
ecarhiest selections children read should contorm to the phonies they have already been taught
Othersise they will not haye enough opportunity to practice, extend, and retine therr
know ledge of letter-sound relationships ™ When phonies mstruction s completely divoreed
from real reading practice, the danger s thatat becomes pomtless memorization

Another aspect ot this question s whether phonies msolation should be taught at all
Most whole language theonists support the teaching ot phonics only inhe context ot a v hole
story, and only as needed to understand a word i the story Such “decodimg-on-demand”
istruction is usually unsy stematic, but it may not be any more so than the instruction ottered
m a readimg program that has anall-planned scope and sequence and uses selections that do
not contam words that pernut culdren to apply newly taught letter-sound correspondences
rius problem pomts up the importance ot lookig not only at the mstruction ginven but at how
the instruction reiates to the other reading, caldren do

Teaching words in context. Mary programs stress the use ot context indentibving,
words Although it s extremely smportant that words be practiced m passage contest, over-
reliance on context does not appear to be a usetul practice m word idestibication Good readers
decode rapidIy and automatically, using both therr word identitication shill and context
Younger and poorer readers tend to over-rely on contest, partly because they do not have
ethaent word knowledge to use imstead

[t1s extremely important that chaldren learn te sdentity words quickly and
automatically - Teaching culdren to rely only on context mav interfere with this learnmg,
Given that a testis atan appropriate les el of dithiculty, duldren shoald et be encouraged to
ship words that are ditticult for them When culdren encounter a word thev cannot
recognize, they should be encouraged to study the word's spelling, as well as conader ats
meaning. The mtormation available trom context will then be more helptul to them Atter
they have worked over a new word, they should return to the begmming ot the sentence and

re-read the whole thing
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Practice Opportunities

For decoding shills to be asetul, readers must eventually be able to decode words
automatically, without consaoush attendimg, to the process ot sounding each word out (6
Teachers know how disruptive it can be to reading comprehension when children read siow v
and with many errors Fluent reading requires practice Basal reading programs provide
practice m a number of ditferent wavs—in workbooks and assoctated worksheets, through
tlash card drill and computer programs, m writing and spelling activities, and m the selections
children are ashed to read What s the best ty pe of practice® The answer from research seems
to be that all of these can contribute to automatic word recogition, but that reading,
meaningtul text1s the most eftectin e practice actiaty

Workbeoks. As the Workbooks booklet notes, there is evidence that practice in
workbook tasks can contribute to grov.th i word recogmtion, of the tashs procude areasonable
amarent of practie vn the shills considered to be paportant aspects ot the program GO Well-deagned
workbook tasks can help i management and provide needed practice

Flash cards  Findimngs trom the research on the use of tlash card dnlls to improve word
recogniion are contradictory Some studies have found that - uch drll does not transter to
comprehension 1), while other studies have found positive ettects (07

Computer-assisted practice Computer programs can provide practice m the rapad
recognition of words Some programs have been tound to be eftectiv e mmproving fluency and
accuracy of recognizing words (58)

Writing and invented spelling  An emphasis on wnting actinties has been shown
repeatedly to produce gams m early reading achievement ¢ However, voung chaldren’s
etiorts to write and mvent speltings hold a speaal mterest to begmning reading mstruction
because such ettorts can remtoree duldren's knowledge ot letter sequences and know ledge of
spelling-sound relabionships Inaddition, myented spelling mav impiose Juldren’s phonemee
awareness—espectally that of duldren imitally Sess well prepared tor reading instruction (15)
Spetling development s quite gradual at this fevel but asat develops. it can ad the grow th ot
uldren’s word recogmtion skalls as well

Reader selections  Most people agree that one of the best sources of practice is the
readig of words, phrases, sentenees, and paragraphs or, as readig researdhers desenbent,
“connected text”) Afthough many tpes of reading matenal can supply this practice, the
adv antage of basal program readers is that they can proy ide practice mreading connected test
that 15 tied to what 1s bemg taught m the program’s les ons - Programs must provide ample
amounts of connected teat that students are capable of reading and that s mteresting,
engagmg, and related to the letter-sound instruction m the program

[t 1s casy tosav that selectior i basal readers should be mteresting and engagmg, to
readers In practice, how ever, the creation of such selections usmg only a muted vocabulary
ditticult In most programs, the stories at the preprimer and primer levels are wnitten to
contain words - either aight words or “decodable” words—that the children are learning as
part of therr formal readimg nstruction Farly Sevels of basal readers are wnitten wath words
chosen because they are usetul words that appear frequently m the language, or they are words

contaming taught letter-sound correspondences  These selections are mteaded to remtoree the
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tearming from the lessons and mav mvolve a number of repetiions of words - Some recent
research found that selections contanung a lugh pereentaye ot words wath taught letter sound
correspondences produce readers who have more flevible approaches to word dentitication
and better ov erall decoding, ~kall (38)

The concern with controlhing vocabulary, however, can lead to boring or insubstantial
selections But with creatinaty, basal reading program dey clopers can construct engaging tots
that atso remtoree fearning from phonics and whole word lessons Some ot the guidchines tor
evaluating such texts are contamed m the Selechions m the Basal Reader booklet

One torm of connected tent that appears espeaalhy usetut at carhy tevels ot instruction
1~ the predictable or patterned book. Patterned books contaimn a predictable pattern repeated
throughout the story This could be a cumulative pattern, such as “The House that Jack Built
or a repeated retram, such as that m Bill Martin's Broaen Bear, Brown Bear (%) Such books
allow children to use the predictabihity ot the pattern to aid i word recogmtion: Whiie there
has not been a great dead of research on the ettects ot patterned books, one study tound that
such books were considerably more ettective than traditional preprimers m teaching a sct ot
basic sight words (12)

Patterned books can be used inva number of wavs s “big books they can be read
chorally by a dlass or a group. Choral and repeated readings have been tound to be usctutie
aevelopmg both word recogmtion and fluency (33) Fhey coutd also be read individualiy
much the same way as regular preprimer stories Patterned books are one wav et bidging the
transition between the “literate environment” and the more tormal instruction required to
develop word recogition skitls

tn addition te patterned books, ~imple but meamngtul stornies and <hort, tactuat articles
can be written with a hnuted vocabulary so that chaldren will both enjoy reading and re
reading them 1t is important, though, that the stories be wnitten m a fanguage that is as close
to children as posable Studies have tound that duldren mav have dithiculty wath the artiical
“primerese” language that 1s otten created by the repetition ot a number of hugh trequona
words i short sentences (61).

Finaily, studies show that repeated readings ot texts leads not ondv to gaims m tivena
but also, over tme, to gams m comprehension G5, 6t Beginming reading programs should
provide opportunities tor chldren te practice oral reading of the selections chorallyin pairs
with a tape recorder, orindmadualhy unitl ginvenantena ot words per minute and accuracy ar

reached

A FINAL WORD

As the Commission on Reading asserted m Becoming a Nation of Readers, the purpose of phomics
15 to teach children the alphabetic prinaple so that they can consistenthy use that primaple to
help themidentity known words and to iigure out unknown words on theirown - The night
maxims for phonies are,” the Commussion concluded, “Doat carly Keepatample Exeeptin
cases of diagnosed indinidual need, phonics instruction should have been completed by the

end of second grade.”
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To this end, research favors synthetic phonics. However, the “ideal” phonics program
would probably contain features from analytic phonics as well. Whiting 1n 1985, the
Commussion concluded that the phonics approaches recommended in programs fell
considerably short of the ideal. Analyses of new editions of basal programs indicate that there
are still some problems to be dealt with (26). Icis hoped that adoption committees will use the
information they gain from using A Guude to Selecting Basal Reading Programs to encourage
publishers—as the Commission did earlier—to impr. . the quality of instructional design,
materials, and teaching strategies in their programs.

Footnote

1. Order forms for Beconung a Nation of Readers The Report of the Commission on Reading,
prepared by R. C. Anderson, E. H. Hieb ert, J. A. Scott, and I. A. G. Wilkinson, and Begmning to
Read  Thinking and Learning about Print—A Summary, summarized by S. A. Stahl, J. Osborn, and
F Lehr from the Marilyn J. Adams book of the same name, are available from the Center for the
Study of Reading. You may obtain order forms by writing the Center at 5t Gerty Drive,
Champaign, IL 61820, or by calling (217) 244-4083
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PART TWO
Discussion of Guidelines for Evaluating Beginning
Reading and Decoding Sl Instruction

As the review of research and practice mdicates, there are many things to consider in

evaiuating begimming reading instruction. The guidelmes that follow are not intended to be
exhaustive, ratner they focus on some kev pomts to look for m examuimmg kindergarten and

formal reading instruction in basal reading programs.

KINDERGARTEN INSTRUCTION

Once kindergartens served primarily as a transition betw ecn home and school, focusmg on
developing social shills and conveving general common knowledge At the same time, it was
widely believed that chiidren shouid not be given systematic reading instruction until they
were “ready” to learn to read, which oceurred only when they had reached a certam level ot
maturity Until children reached this fevel ot matunty, it was heid that systematic reading
mstruction would be unproductive or even harmtui (21, 32) Proponents or tihns view
suggested that mstead of systematic mstruction, hindergarten reading mstruction should
consist fargelv of “readmess” activities As a result, a number of activities—and tests—w: ¢
developed to promote readiness tor reading Some ot these mvolved teaching children to hop
and skip, cut with sassors, match similar shapes, and <o on- Many of these activities may be
worthw hile, but they have a negligible relationship to reading (37) - Learnmg to read myvolves
experience with the writien word  In tact, new understandimgs ot what children are capable o
learning, as well as recent studies o the nature of literacy and bteracy acquisition have shown
that voung children have a great deal of know ledge about the torm and tunction of wntten
language Current practice suggests that readmg mstruction should build upon this
Knowledge

And, in many schools, systematic reading struction does begins i kindergarten
Positive results have been tound both trom kindergorten programs that can be charactenized as
tormal, structared, and 1atensive, as well as programs that are intormal, though not haphazard
(6,8, 20, 49). Becominng a Nation of Readers recommends “a balanced kindergarten program in
reading and language that mcludes both tormal and informal approaches ™ Suchinstruction,
the Commission contimues, should be “systematic but tree from undue pressure ” It cautions
against being “so mmpatient for our children that we turn Kindergartens, and even nursery

schools and day care centers, mto academic bootcamps ” Finally, the Commission urges that

15 42




ERIC

Aruitoxt provided by Eic:

those children who are least ready for systematic reading instruction are the ones most in need
of “aruple experience with oral and printed language, and early opportunities to begin to write.”

What, then shoulu ~valuators look for as they examine kindergarten instruction? The
answer to this question depen 1s upon many things, including the school or school district’s
view of when to begin systematic reading instruction. Because there is some varniation in
opinion about what the nature of reading instruction in kindergarten classrooms should be,
nembers of adoption commuttees evcluating begimning reading and decoding shill mstruction
must discuss and agree upon the ty pe of reading mstruction most appropriate for their

hindergarten classrooms

GUIDELINE 1. Before examining the specfic content ot hindergarten reading instruction m
basal reading programs, discuss and agree vpon the tvpe of reading instruction that 1s most
5 Prog 5 \ 5

appropriate for vour Kindergarten classrooms.

Content of Kindergarten Instruction

The reseach suggests that if the word awareness, phonemiuc awareness, knowledge of letter
names, and print awareness ot all children could be developed i kindergarten—or earlier—the
rate of primany school tailures would be reduced enormously. The rescarch also suggests that
children who do not acquire adequate reading shill by the end of the primary grades are likely
to farl n school forever. It seems imperative, therefore, that kindergarten levels of basal
programs contamn activities that focus on these essential aspects of reading

Word awareness. Although the concept word is often developed at home, tor mam
children, school must provide this understanding - Early reading istruction usually begins
with the assumption that chuldren possess both the concept of word and the ability to recognize
otherwise familiar words—spoken and written—when examined one ata time. The word
word 15 nearly unavordable in mstruction about reading - To make any sense out of their
classroom activities, theretore, children must already understand—or guickly catch on to—the
wdea of what a word 1s.

Fortunately, 1t 1s fairly easy to get children to attend o words. In only one setting,
voung children can make great progress i div iding or segmenting sentences into individual
words, although they often have trouble identify ing tunction words and prepositions as
separate words (32, 40)

Of course, most children do not learn the concept of word this way Most learn about
words through exposure to print. Because speakers produce clauses inone continuous breath,
i histening to spoken language, children cannot distinguish spaces between the words In
looking at print, howerer, they can see that there are spaces between the sords - As children
become aware of the one-by-one nature of words in print, they begin to notice and isolate
words m speech. One researcher showed that word awareness increases dramatically along
with the earliest signs of emerging reading ability (28) This nearly, but not quite, obvious
nature and function of individual words seems a reason io teach word awareness

Begumitg to Read suggests a number ot activities to help children understand the

concept of word. For example, sentence segmentation games, which mvolve sentences made

43
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from strings of picture cards, can be a good way to train word awareness. By letting children

play with the orders and combinations of cards, the activity can be extended to explore the
meanings and functions of words as well as their segmentability. Other activities should focus
on training children to recognize the purpose of the spaces between words in print Pointing
out words and noting spaces between them in storybooks, on chalkboards, or in big books can
reinforce this idea (18).

Exploring and contrasting lengths of printed words can help clarify the difference
between syllables and words and hasten the msight that a printed word should be meaningful
Activities dealing with word length can help children become aware of prepositions and short
function words (39, 48). Finally, such activities can be a way of showing children that words
that take longer to say, look longer in print—retlecting the relationship between speech and
alphabetic writing (59).

Phonemic awareness. Partially from learning about letters and words, and partially
through rhyming and other word games, children can develop an ability to “play with” the
sounds 1n spoken words and thus develop phonemic awareness. Typically, phonemic
awareness activities engage children i a variety of games and activities involving nursery
rhymes, rhymed staries and rhyme production, segmentation of sentences into individual
words, mvestigations of word length, clapping and dancing to sytlabic rhythms, and the
wolation and 1dentification of mtial, tinal, and mternal phonemes in words (43).

Although Begmning to Read <tates that the explicit traming of phonemic awareness 1s
ivaluable for efficient and effective reading mstruction, 1t cautions aganst giving tests of
phonemic awareness to kindergartners, and, if they fail, holding them back from first grace
The hey to phonemic awareness lies more i training than m age or maturation. Theretore, if
children have not recerved sufficient exposure to print and sound by age five and a half, there
15 litile to suggest that they will do so “automatically” by the ime they are six and a halt As
well as explicit traming, the cctivities that seem to lead to the development ot phonemic
awareness are those involved m learning how to read and spell. To keep chuldren back to
“wait” for phonemic awareness to develop 1s to hold them back from what may be the best
opportunities to allow 1t to develop.

Begmnig to Read urges that phonemic awareness games and activities be incorporated
mto the standard kindergarten and preschool curricula.

Knowledge of letter names. If a number of children in a kindergarten class do not
know the names of the letters of the alphabet, does simply teaching them to name and
recognize the letters assure that they will become good readers” Research seems to say no
Accurate but stow recognition of letters is not enough, 1t 1s the case and the fluency with which
children can name and identify them that matters.

Children who can quickly recognize most letters wall have an easter time learning
about letter sounds and word spellings than will children who still have to work at
remembering letter :dentities. A comfortable know ledge of the names and dentities of letters
hastens the learning ot letter sounds because 1t helps children remember the sounds - That s, 1f
children know that a particular symbol 15 called b, then they can use that tact to help remember

its sound.
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Children who recognize letters quickly and accurately will also have an casier time
recognizing words as patterns of letters. To the extent that they have to pause and “work” at

identifving letters, children will have less attention left tor iigurmg out words - Thus just being

able to name the letters is only the first step What 15 needed tor suceessful reading 15
comfortable fanuliarity with letters.

Print awareness. Learning about the importance ot print otten occurs m situations
where written language serves to entertam (as in books and i >gazines), to mform (as in
instructions on packages and in games), and to direct (as on traftic signs)  The goal s for
children to learn about the functions of written language and about what adults mean when
thev talk about “reading.” Programs should include suggestions for activities that make the
function of prmt obvious, useful, and entertaining to children.

Storybook reading. Storvbook reading can be used to demonstrate concepts about

"o

how print works, incliding such things as “author,” “title,” “top,” “bottom,” which way the
print goes, and so torta. The reading aloud of storybooks not only develops children’s print
awareness, 1t also mitiates children imto the wonders of the imaginative worlds accessible only
through Iterature and the wonders of the evervday world accessible through intormational
books  For kindergarten reading programs, as i the latter grades, storvbook reading 15 not an
“extra,” but must be an ntegral part of the school day.

Spelling and writing. Printing letters and writing words are important in their own
night  Because of the interrelatedness of the oral and written forms of language, learning to
write also aids m reading development. For many young children, the desire to communicate

provides an incentive for using wnitten language. Invented spelling 1s an especiathy productive

way of domg this. Invented spething forces children to retlect upon the sounds i spoken
words and relate them to printed letters ina way that fits m well with voung children’s natural
destre to explore their world.

The arguments to~ including mmvented spelhing and, later on, spethng mstruction as a
major component of the reading program are strong - Learning about spelling reintorees
culdren’s knowledge about common letter sequences  [talso remntorces their knowledge about
spetling-sound relationships and may help children become aware of word parts (7). Because
of this, spelling practice enhances reading proticiency.

But writing should not take the place of mstruction and practice m reading connected
tent and i word recogmition For children’s mterest in how words actually are spelied to be
usetul, they must be exposed to properly wrtten text For children to fearn how words actuath

are spelled, they must fearn to read—and to spell.

GUIDELINE 2. When examiming the kindergarten levels of basal reading programs, evaluate
the quantity and quality of mstruction and practice opportunities tor developing

e word awareness

e phonemic awareness

e knowledge of letter names

. print awareness
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Oral Language Activities and Listening Experiences

The development of reading is related to the development of speaking and listening as well as
to writing. A quahity kindergarten program should provide vpportunities for grow th in these
areas.

In addition to providing a language-rich environment in which children gam
know ledge of the world, kindergarten classrooms should encourage children to use language
in reflective ways. Providing children with opportunities, such as class discussions, that allow
them to histen and respond to adult questions requiring them to reflect upon their experiences
can stmulate the kind of mental processes that are needed for them to read with
understanding.

Since histening comprehenston proficiency also predicts successtul reading
comprehension, language acti tties that encourage children to listen to and follow directions as
well as those that mvolve listening to stories should be a part of a school reading program
Oral language activities and listening experiences m the classroom are important for all
children but especially important for children w ho have not had experiences at home with the
language of schools and books.

Oral language and hstening activities should permeate hindergarten classrooms - Basal
reading programs should contam usctul suggestions for these kinds of activities, hut i no way

should vral language and listening expertences be limited to these suggestions

GUIDELINE 3. When examming kindergarten levels of basal reading programs, evaluate the
quantity and quality of mstruction and practice opportunities for oral language and hstenimg

experiences.

FORMAL READING INSTRUCTION

Although this section focuses on the decoding activities associated with begimming reading, 1t
must once again be emphasized that a balanced begmning reading program contams a varnety
of writing, spelling, speaking, and listening activities.

The hirst step in evaluating formal reading mstruction ina program is to deternune the
approach to letter-svund correspondences it uses—analytic or synthetic—and how well it
presents that mstruction. This can be done by Jooking at the letter-sound mstruction in three
consecutive lessons and asking the follow ing questions. 1) Are letter-sound correspondences
presented m 1solation—a synthetic approach—or are thev identitied as the sounds heard at the
beginning (or middle or end) of a word—an analvtic approach? 2) Are letter-sound
correspondences presented exphetly, or are children to deduce them from examples? 3) What
15 the predominant unit of mstruction—individual letters and sounds, clusters ot letters or
spellmg patterns, or words? ) Are the instructional suggestions easy to follow and consistent
from lesson to lesson? and 3) Do the lessons review the correspondences presented m
previous lessons?

Rather than choosing a program based upon whether 1t uses a purely analytic or

purely syntheuc approach to phonics, 1t seems best to determme that the mstruction be clear
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and not confusing to students It 15 also a good idea to uetermine that the mstruction is

adequate. Inan analytic program, this can be accomplished by providing some letter-sound
correspondences in isvlation, but using know n words to tllustrate how they mught actualiy
sound. Ina synthetic program, this would mvolve givng serious attention to teachmg children
to blend taught sounds mto words, and providing a great deal of practice reading words that
are composed of the taught sounds

Atter determining the approach used ma program, evaluators should consider several
other factors, such as the presence of blendmg exercises, the relationship of the words m the
student reader to the taught sounds, and the use ot context as an instructional strategy
(Remember that Begnminy to Read does not recommend an overreliance on context Rather, it
argues that instead ot habrtually relymg on contet, children should be encouraged to tigure

out troubling words trom therr spellings )

GUIDELINE 4. Betore exanuning, the specatic content ot tormal reading mstruction i a basal
readmg program, determine which approach to phonics instruction it uses and deaide it the

mstruction is clear and adequate.

The Design of Letter-Sound Instruction

If Enghsh were pertect]y alphabetic—if each letter corresponded exactly to one sound and vice
versa—then the number of [etter-sound pairs to be learned would equal twenty -s1a

However, because the correspondeace is not consistently one-to-one but otten one-to-
several in both directions, there are many more than twents -siv letter-sound pairs to be
learned  Exactly how many? [t has been found that hundreds ot correspondences are
mvolved  Inastudy restricted to the one- and two-svllable words common to the reading,
matertals ot siv to nine vear olds, the number ot relevant letter-sound correspondences was
tound to be 211(Y)

[t1s mportant to recognize, how ever, that not all ot the correspondences are equally
useful, not all are required with equal trequency, not all need to be learned incthe tisst grade,
and not all that Jaldren will learn eventually need be taught exphicitly: Theretore, it might be
better to ask which correspondences should be tav “ht rather than how many - As Beging To
Read emphastzes, “Bevond the most basic of bastes and despite a long history and broad use,
the vanous presentations of phonies lessons m reading programs contan httle i the way o
agreement as to the best set ot letter-sound pairs to teach exphatly to students ”

[t seems reasonable, however, to expect that the order i wlnch letter-sound
correspondences are mtroduced be well planned so that they can be combined to torm words
Further, it seems reasonable that the design ot instructional sequence be evident: Good
planting and caretul mstructional design should resultin ease of acquisttion ot letter-sound
correspondences tor children

In examining, the design of letter-sound mstraction m programs i detail, it nught be
usetul to deternune 1) the st tifteen letter-sound correspondences taught and how many

words can be made trom them 2) the order ot introduction of letter-sound

correspondences—tor both the vovvels and the consonants, 3) whether the long and <hort
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sounds of the same vow el are introduced in the same lesson or whether their mtroduction 1s
separated; 4) whether different sounds for the same consonant are introduced m the same
lesson or therr mtroduction separated (for example, /s/ and /A/ for ¢); 5 how digraphs, such
as /th/ and /sh/, are introduced (whether the concept of two letters together having a different
sound is explicitly stated), 6) the provisions that are made for the continuing review of the
letter-sound correspondences taught; and 7) the pomt at which all letter-sound
correspondences have been introduced.

Inaddition to these points, it might be helpful to look at how a program deals with the
teaching of rules, or phonic generalizations - Research indicates that although rules can direct
children to common spelling patterns and some strategies to use w hen identifying unknown
words, memorization of rules is not productive. Rather, if children are taught rules, they
should also be taught to use them flexibly.

Other points to consider can be found m Begrmg to Read, particularly i the chapter
“Issues in the Teaching of Phonics.”

GUIDELINE 5. In exanuning the design ot letter-sound mstruction v a basal reading
program, deternune if the order of the mwroduction of letter-sound correspondences 1s well
planned and 1f the design of the instruction is evident.

Practice Opportunities

To become successful readers, duldren need opportunities to practice therr decodmg shill. Ina
basal program, this practice can come m the form of workbook pages, flash cards, computcr
programs, and wntmg and spelling activities. These practice opportunities should be exanuned
carefully to see if thev reflect the instruction presented in the program

Almost everyone agrees, however, that reading connected text—the selections in
student readers and i other books—is the most beneficial practice ot all - In exammng the
selections m basal readers, evaluators should also determine if they reflect imstruction s the
program  In particular, they should see if the selections contain a good number of words that
reinforce the letter-sound correspondences taught inrelated lessons. Of equal importance,
however, 1s determining that the selections are interesting and engaging to the duldren who
will read them

GUIDELINE 6. When examinimg opportunities to practice decoding skl contamed m a basal
reading program, deternune if
* workbook pages, flash cards, computer programs, and wnting and spelling

activities reflect the program’s instruction

*  selections contam a good number of words that remtorce letter-sound

correspondences taught m related lessons

o selections are interesting and engaging to children

48

21




O

ERIC

Aruitoxt provided by Eic:

PART THREE

Teac

il

ner Assistance for Beginning Reading and Decoding
[nstruction

The suggestions that follow are based on researchand eftective practice: They are intended to

help teachers incorporate the mformation proyided in this booklet mto their total instructional

program.

1 How

2 How

23

do | help chuldren’s reading development?

»  Make reading and wniting an itegral part ot the classroom throughout the day,
not just during “reading time ™ Include print activities mlessons devoted to art,

language, musie, and mathematies.

Read to children daily: Reading aloud— both ficion and nontiction—w 1l
develop children’s reading mmany wavs Such reading will motiv ate cluldren to
explore books on their own, improve their language and world knowledge, and

allow therr imaginations to thrive,

o Male ime tor writing, as well as reading - Having children write can be a usetul
wav of improving therr knowledge ot letter-sound correspondences as well as

therr understanding of how wnters work

o Allow time tor children to read tor their own purposes Lyven duldren at the veny
begmning stages of reading benefit trom looking at books and “reading” simple

preture books

should decoding instruction relate to the rest ot my reading, prograin’

o Donotteach decoding as anend inatselt: The purpose of decoding instruction s

to enable children to read fluently and with comprehension

Emphasize the inks betw een mstruction in decoding and the other parts ot the
reading program At least some ot the selections children read should contam a

[ot ot words that reintorce the letter-sound correspondences they are learning,

o Keepinnund that the amm ot decoding instruction is to get cluldren dose enough

to a word's pronunciation so they can, with the help of its content, recognize it

o Chuldrenenjoy being fluent readers who easily understand what they— ad it

necessary, use repeated readings to achieve tluent reading.

*  During readmg instruction, chuldren should mostlv read selections that are at

49



their instructional level. Some additional time, however, should be devoted to
texts that they can read easily (with a 95% or better oral reading accuracy).

3. How can | help all children read?

Be mindful of the fact that there can be a wide variation in the knowledge that
young children have about reading. Some children may not have even the most
basic ideas. Provide these children with underlying concept« b .t the functions
of reading and writing as well as with specific information about letters, sounds,
and words.

For children who are already reading simple stories, this kind of mstruction
probably is not necessary. Instead, emphasize more advanced concepts with
them.

The essential principle of all good teaching—estimate where each student 15 and
build on that base—is doubly important m reading instruction.
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PART FOUR
Listing of Guidelines for Evaluating Beginning Reading
and Decoding Skill Instruction

GUIDELINE 1. Betore exanuning the spectfic content of kindergarten reading instruction in
basal readmg programs, discuss and agree upon the 4y pe of reading instruction that 1s most

appropriate for vour hindergarten classrooms

GUIDELINL 2. When examnung the hindergarten lesels of basal reading programs, evaluate
the quantity and quality of instruction and practice opportunities tor developing

o word awareness

e phonemic awareness

¢ knowledge ot letter names

i print awareness,

GUIDELINE 3. When examunung hindergarten levels of basal reading programs, evaluate the
quantity and quality of mstruction and practice opportunities for oral language and Istening

L‘\PL‘H(‘HCL‘\.

GUIDELINE 4. Betore exanmuning the speait.c content ot tormal reading, mstruction in a basal
reading program, determine which approach to phontes mstruction it uses and deadent the

instruction is clear and adequate

GUIDELINE 5. In cxamining the design of letter-sound mstruction i a basal reading
program, deternune 1t the order ot the mtroduction of letter-sound correspondences s well

planned and 1t the design of the instruction 1 evident

GUIDELINE 6. When examuning opportunities to practice decodmg skl contamed i a basal
reading program, determume it
o workbook pages, flask cards, computer programs, and wniting and spelling

activittes retlect the program’s mistruchon

e <elections contam a good number of words that remtoree letter-sound

correspondences taught m related lessons

o <elections are mteresting and engaging to cluldren
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PART FIVE

Worksheets for Evaluating Beginning Reading and
Decoding Skill Instruetion

Some important aspects ot begmnimg reading and decoding skt mstruction have been
discussed i this booklet and summuarized i the guidelines The worksheets that toltow wall
Felp vou use the imtormation i the booklet as vou ey eluate begmnimy, reading instruction in
reading programs

Speaitic directions precede cach worksheet Additional intormation about the

worksheets can be found i the §eader < Manal

Materials and Resources Needed

You will need one worksheet tor every re aing programvou plan to evaluate: Reproduce as
many worksheets asvou need  For cach program vou evaluate, vou it also need copres ot
¢ leachers manuals

. Student textbooks

Points to Keep in Mind

! You may tind that you do not need to complete evers column or answer eveny

questionon a worksheet Fmpty spaces do not mean that a program has detiaencies

2 You mav choose to use only parts ot cach worksheet

Rating What You Have Evaluated

You mav wish to develop a ratmg scale to quantite vour overall evaluation of begimning,
reading :nstruction :n the programs vou examime: We have provided spacc on each workshet

tor vou to revord these ratings
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WORKSHEET 1: DIRECTIONS

GUIDELINE 1: Kindergarten Instruction

Inthe space provided, state vour agreed-upon goals for reading mstruction
the kindergarten program.

GUIDELINES 2, 3: Quantity and Quality of Kindergarten Instruction

1 Look at hive consecutive lessons each trom the beginning, nuddle, and end ¢
the program. Then list bv name and page number the activities m the lessons
that develop eaci of the following:

a word awareness,

b. phonenuc awareness
¢ letter name knowledge
d print awareness.

Lang mtormation trom the Research and Practice section of the booklet,

evaluate the appropnateness and quality of these activities

t2

Repeat this procedure for oral language and hstening activities

() ¢
o
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Worksheet 1 BEGINNING READING AND DECODING SKILL
Pubhsher Program Grade Level Copyright Evaluator
GUIDELINE 1
KINDERGARTEN INSTRUCTION
Statement of the committee’s goais for kindergarten reading instruction.
i i
GUIDELINES 2,3 i K
QUANTITY ANDQUALITY ! Lesson | Lesson 2 Lesson 3 Lesson 4 ; Lesson 5 i
OF INSTRUCTION | \ame Name Name \ame Name :
PP PP PP PP | PP ' Rating
!
Word awareness ‘

IPhonemic awareness

"etter name know ledge

rint aw aroness

Oral language

Iistening
3 5
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WORKSHEET 2: DIRECTIONS

. GUIDELINE 4: Formal Reading Instruction

Look at the letter-sound instruction in three consecutive lessons. Answer the following

questions in the spaces provided.

a.  Areletter-sound correspondences presented in isolation (synthetic) or are they
identified as the sounds heard at the beginning, middle, or end of a word
(analytic)?

b Areletter-sound correspondences presented explicitly or are children expected
to deduce them from examples?

¢.  What is the predominant unit of instruction (letters and sounds, clusters of
sounds and spelling patterns, or words)?

d.  Areinstructional suggestions easy to follow and consistent from lesson to
lesson?

e. Do the lessons review the correspondences taught in previous lessons?

On the basis of your answers to these questions, decide if the program uses an
analytic or a svnthe.ic approach to phonics instruction and whether its instruction 1s
clear and adequate Record your answers.

' GUIDELINE 5: Design of Letter-Sound Instruction

Look at the letter-sound instruction in three consecutive lessons  Comment, using the

following questions to guide your evaluation.

a  What are the first fifteen letter-sound correspondences taught? How many
words can be made from them?

b.  What s the order of introduction of letter-sound correspondences (vowels and
consonants)?

¢ Arethe long and short sounds of the same vowel introduced in the same

lesson, or 1s their introduction separated?

Are difterent sounds ror the same consonant introduced in the same lesson, or

.Ct..

1s their introduction separated?

e.  How are digraphs introduced?

f.  What provisions are made for continuing the review of the letter-sound

correspondences taught?

At what point have all of the letter-sound correspondences been introduced?

IS

h.  How does the program deal with teaching rules or phonic generalizations?
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Based on your comments, decide if the design of the letter-sound instruction in the
programus well-planned and if the design ot the instruction is evident. Record vour

answers.
GUIDELINE 6: Practice Opportunities

I Examune the various opportunities for decoding skill practice provided m the
program’s workbook pages, flash cards, computer programs, and writing and

spelling activities. Comment on whether thev reflect the program’s instruction.

2 Look at at least five selections m the basal reader (both fiction and nonhiction) and
comment on whether they reflect and remforce the letter-sound correspondences
taught in related lessons Then deaide it chuldren will ind the selections

mteresting and engaging.

Wy |
~3J
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Worksheet 2

BEGINNING READING AND DECODING SKILL

Publisher Program

Grade Level

Copynight

Evaluator ___

GUIDELINE 4
FORMAL READING INSTRUCTION

Rating’

Names and inclusive page numbers of lessons examined:

Approach to phonics mstruction

a___ ¢ d. used n program

b e Comments on the clanty and
adequacy of instruction

GUIDELINE 5

DESIGN OF LETTER-50UND INSTRUCTION

Names and inclusive page numbers of lessons examined

Comments

GUIDELINE 6
PRACTICE OPPORTUNITIES

a Workbook pages

b Flash cards

¢ Computer programs

d Wnting/spelling activaties

Selection | Selection 2
Name \ame
PP PP

[

o8

-

Selection 3
Name
PP

Selection 4
Name
PP

I Selection 3

1 Name

\
;
3
;

-t

l

P P
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PART ONE
Research and Practice

Students” success 1 school depends largely upon how well they can get meaning trom the
books and other materials they read. Therefore, comprehension istruction 1s an important
part of the teaching of reading, and 1t i1s a primary goal of most basai reading programs

Comprehenston mistruction i reading programs usually 1s butlt around the selections
contained m the basal reader, or student textbook, and 15 com posed ot a sertes ot teacher-
gurded activities commonly known as the directed reading les .on. Classroom observation
reseaich has shown that as they take students through a reading selection, teachers are strongly
intluenced by the procedures, instructiens, and recommendations suggested in teachers’
manuals (3, 4, 3).

Because the directed reading lesson and the mstructional suggestions that accompany
itcan plav such animporiant role in the teaching of comprehension, this booklet focuses on
that aspect of basal reading programs Y »mpanion booklet, Compreionsion I Shiils and
Strategies, coneentrates on mstruction designed to provide students with more general skills

and strategtes that can help them to read all kinds of matertals on their own

The Nature of Reading Comprehension

One view ot readimg holds that reading 15 a simple process ot figuring out or decoding the
words on a printed page  The beliet underly ing this view 15 that the pronunciation of words
gIves access tu the meanings, and that comprehension comes automatically: Current research,
how ever, has established that w hite this view of reading 15 partly correct, readimg s a much
more complex process. In Becomig a Natiost of Readers, its report on the state of reading
research and instruction, the Commiss.on on Keading defined reading as

[Tlhe process ot constructing meaning trom writtc . texts It is a compley

skill requirmg the coordimation of a number of interrdlated <ources of

imnformation (1)

To gain some understanding ot what happens when we read, 1itas helptul to exanune
several pomts raised by the detinition What 1s me t by the term onitton tex!s> What does it
mean to ¢ustruct meanimg? How ao readers construct meanimg trom s ritten teats” What are
mterrelated sources ot prtormation? and How do reducrs coordviate mterrelated sources of
imtormation?

* What ic inean! by the term written texts” A written textis anvthing weread It can

be any number of things a page i a boek, an article ina newspaper, o 'etter from a friend, a
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computer printout, a biltboard on the side ot a highw ay, or the directions on the back ot a box
of cake mn\

* What does it mean to construct meaning’ Reading 1 a process in which a reader’s
ow n hnowledge is combined with the mtormation in a book or other wnitten texts to create
meaning. When we successtully combme what we are reading with our own knowledge, we
are engaged i the construction of meanmy.

» How do readers construct meaning from written text” The construction of meaning

)
15 a dvnamic process  As we read words, phrases, sentences, and patagraphs ot a text, we
continuously re ise our mterpretations ot what that text means (8) This ability to mterpreta
text's meanig 1s the result of our keepmg track of, comparing, and integrating w hat the author
has wnitten with swhat we already know—that 1s, with our own backgroumd hiicteledye about the
subject matter in the text, other relevant information, and the conventions ot how texts are
written.

This process ot constructing meaning can be magmed as a continuous dalogue
between us and the author of the text we are readmg,. The dialogue proceeds as we read
through the text, and as it continues. we “wrnte” a new textin our own heads This new text
“1n our heads" 15 the result of imtegrating our ideas with those of the author ina wav that
makes sense to us tand, if the author had the opportunity to examine the text i our heads. it
would also make sense to himor her) By creating this new text, we have constructed meaning
trom the text we were reading . 2).

« What are interrelated sources of information” In the view ot reading we
mentioned earlier, reading 1s a process that “starts at the bottom,” with readers hirst identitving
letters, then learning the meaning of words through pronunciation, then adding the meanimgs
of words together to produce the meanmg ot clauses ard sentences, then combing the
meanings of sentences to produce the meanings ot paragraphs and entire texts

Research shows, however, that in addition to producing meanigs trom letters, words,
wentences, and paragraphs, readers also select and use their knowledge about people, places
and things, and therr knowledge about texts and how they are orgamized - Alt ot these thimgs
are the interrelated sources of intormat:on

« How do readers coordinate interrelated sources of infarmation” Comprehension
depends upon the abihity ot readers to organize the different hinds ot knowledge they possess
The abiity to coordinate these sources of intormation requires expertence and practice: When
readers understand what they are reading, they have mastered the complevities o coordinating

many interrelated sources of intormation

The Directed Reading Lesson

The objectiv e of the directed reading lesson s to burld students” comprehension competence
through meanmgtul encounters with wrtten texts () Ty preally, the lesson proceeds through
several stages, beginming with a prereading, or preparation stage during which the teacher
introduces the selection, provides background mtormation, and presents new v ocabulary that
will be encountered in the selec* on - A part ot this stage, the teacher mught also et the
purpose tor reading the selection and pose questions tor the students to answer as they read

Durning the second stage, the students read the selection, orally or wilently inits entirety orm
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sections. They may also answer questions as they read or after they have read In the
concluding stage of the lesson, students complete follow-up activities, including discussion,
' rereading, and workbook practice with the skills and strategies used in the lesson.

The directed reading lesson has been a central feature of reading programs for many
years, and, in many cases, the instructional suggestions provided with them have simply
evolved without any evidence to support their effectiveness. In fact, researchers have
discovered that, in some programs, the instructional suggestions were misleading or irreley ant

to the selections they accompanied (4). This 1s one reason why you should carefully examine
the instructional practices provided in basal programs for the directed reading lesson.
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PART TWO

~

Discussion of Guidelines for Evaluating the Directed
Reading Lesson

[bis part oi the booklet presents tour guidehines to Lielp vou as vou examine instructional

practices tor the directed reading lesson The guidelines relate specitically to prereading
act: attes, questions to accompany and tollow reading, and tollow-up activities

The examples used i this discussion relate to the story, Up to the Lott, which appears
below  While this selection s a narrative, and 15 similar to narratives tound i basal reading
programs, the guidelines presented m relation to it can be apphied as well to articles,
biographies, poems, and other kinds of selections that appear i reading programs We suggest

that yvou read the story betore procecding to the discussion of guide hines
Up to the Loft

Whenever Mary Beth thought about the harvest, she telt even sicker
than <he already was She had realiv looked torward to the harvest this vear
For the tirst time, Ma and Pa had said that she could svork with the rest of the
tamilv m the tields No longer would she have to walk over to the Stevens’
house during harvest and spend the dav plaving with httle Tobnny No longer
would she have to isten to her brothers tease her about being the baby of the
tanuly

Mary Beth coughed and took another drink ot water o her mind <he
could ~tll hear her mother's words trom that morning,

“Now, Mary Beth, vou have a cold You'll have to stav 1 bed todas

But, Ma 7

“There's no buts about it vouny lady U~ too Late to take vou over to
the Stevens” house, but [ thimk vou'il be oll right by v srselt Just <tay i bed
and keep warm

But, Ma

Now hush We lFbe back by sundow Tt vou take good aare of
vourselt, vou might be well enough to work with us tomorrow ”

So Mary Beth ook cate of herseft First <he read her book, then <he
sewed a pillowease, then she plaved with her dolls - And then she got bored
Bored and angry Why did her motaer have to make her stay home? She was

tired of bemng treated Tike a baby - Suse she teltsick, but she could have done

5 71




O

ERIC

Aruitoxt provided by Eic:

6

somethmyg to help with the harvest.

Mary Beth looked out her window. In the distance she could see Ma
and Pa and her brothers harvesting corn. Closer by she could see the big barn
where Betsy lived Betsy was a gray mare who was now too old to work. She
spent most of her time m the barn munching hay.

Suddenly Mary Beth had an1dea. As long as nobody was around, she
could plav in the lott! Mary Beth had never been in the loft because Pa
wouldn’t let her climb the ladder that led to it. He said 1t was too dangerous.

“Too dangerous!” thought Mary Beth. “That's because he still thinks
I'm a baby”

Five minutes later, Mary Beth opened the door to the barn She was
wrapped in a blanket and feeling better by the mmute A doll’s head peeked
out ot each of the large pockets of her mghtgown  “Atleast I'll have some tun
today,” she thought, “And no one will ever know”

She went over to Betsy and patted her. Betsy just kept munching hay,
but she did flick her tail back and forth a few times. Right next to Betsy was
the ladder that led up to the loft. [t was tall and nickety, and it did look a ort
dangerous, but Mary Beth was determuned to see the loft. She looked around
to make sure o one was watching, and then she put her foot on the first rung

The ladder creaked under Mary Beth's weight She hestfated for a
moment and then began the long, slow cimb. Every once ma while, the
ladder would quiver shghtly and make groaning noises, but Mary Beth just
kept her eves on the loft and tried not to be scared

When she was about haltway up the ladder, Mary Beth heard a
sudden nose from below Her dog Judy hnd eome through the open barn
door and was dancing around Betsy’s heels The old mare hicked at the dog
with her powertul hind legs Her first hich missed Judy, and so did the second
The third kick, howeyer, landed squarely on the ladder Mary Beth swaved tor
an nstant and then tell to the ground with a thud. The ladder crashed dovin
right next to her Judy, ternitied by the notse, streaked out ot the barn like a
turry comet - And then evervthing went black tor Mary Beth

Some time later, Mary Beth opened her eves and cried out trom the
pam She tried to get up, but her legs wowan’ support her She looked
around the empty barn and saw that Betsy was gone “I wonder where she
15>" Marv Beth thought. But the pan i her legs soon made her think ot her
own problem  “How can | get help® she said - “Ma and the others won't be
back until sundown ”

Mary Beth began to teel desperate She looked around the barn again
Her eves stopped when they reached the big bell hanging trom the door Ma
used the bell once a day to call the family i tor dinner 1t only she could ring
the bell, Ma and the others would come running.

Mary Beth began crawlin s toward the bell but stopped short when she

realized that she could not possibly reach the rope to ring it The rope was tar
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out of reach. There was no other way to ring the bell, unless. . . .

She crawled frantically back to the ladder. One side of the ladder had
broken off and was now just a long piece of wood. it was heavy, but Mary
Beth managed to drag it to the doorway. Then she grabbed the wood m both
hands and slowly stood it on end. It just barely 1eached the bell.

Using all her strength, Mary Beth swung the wood back and forth.
The bell clanged loudly. Again and again she swung the wood, even though
her arms were aching. The bell clanged again and agam. Finally, weak from
pain and exhausted from her efforts, Mary Beth let the wood drop to the
ground. She sat perfectly still for a minute and then passed out.

Days later, Ma helped Mary beth get up on her crutches

“Ma?” asked Mary Beth, “Tell me, why didn’t vou punish me for what
I did? You made me stay in my room for two days when [ et the pigs out of
their pen. And this 1s lots worse than that!”

“Well, Mary Beth, | thought about it a lot,” Ma replied. “And what I
deaided was that the broken leg, the cast, and the crutches were punishment
enough. Besides, I'm proud of the way vou found to give us a distress signal.
We knew that something was wrong when Betsv came wandering out mto the
field, but we didn’t realize how important it was until we heard the bell
ringing.”

“I'm sorry, Ma,” Mary Beth said  “I know [ shouldn’t have chimbed
that ladder”

“Well, mavbe vou've learned a couple of lessons from this. It could be
all for the best.”

Mary Beth didn’t say anything. Ma 15 nght, [ guess, she thought. |
probably have learned a thing or two. I should have closed the door to keep

that sitly dog out'

Prereading Activities

Teachers’ manuals accompanying most reading programs contain suggestions for ways to
prepare students to read a selection. This section will discuss two ty pes of prereading activities
ty pically found m the manuals activities tor building background knowledge and for setting
purposes. Additional prereading activities, such as vocabulary instruction, comprehension
skill and strategy development, and decoding, are discussed i other booklets m this series
Building background knowledge. The first type of prereading activity typically
found in a direcied reading lesson s the activity intended to build background knowledge

Background-building activities differ markedly. Sume activities suggest asking students about

their own experiences with the topic of a selection, others suggest telling students what a
selection will be about, and still others suggest grving students information about the tvpe ot
selection they will be reading Classroom observers have discovered that teachers sometimes
modify these different kinds of activities to fit their own purposes, or even skip them entirely
In fact, teachers inone study clammed they did not have time to deyote to background-building

L |
activities (9). ‘
|
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Recent research, howen er, indicates that background knowledge plays a critical role in
reading comprehension One researcher summarized the importance of these investigations as
tollows “The strongest concluston to emerge from research on reading in the last decade is
that understanding something new often hinges on relating it to something old (13)
Therefore, an appropriate amount ot time spent on building background knowledge 1s time
well spent (2, 11).

Teaching unknown concepts central to understanding an upcoming selection s
mportant, especially if the selection 1s different from others students have read or if students
have httle know ledge about the topic - For example, an understanding of the charactenistics of a
loft 15 crucial to our example story. Students need to know that a loft is located 1 a barn, that
one must chmb a ladder to get to a loft, and that a lott can be a nice place m which to play
Students who do not have knowledge of these aspects ot the word [oft are not likely to
understand the story unless the teacher discusses the word with them betore they read the
story

Instrc tional tume spent tor building bachgronmd Rnoweledge must be used appropriately. Not
all instruction 1s good mstruction. For example, mstructional time should not be spent on
triv 1al concepts that are not important to the understanding ot a selection Consider the

activities m the followmg examples

Example 1(a)
Askstudents, “What do vou ke to do when vou play”” Then ehat trom
students that sometimes 1t 1s tun to play with others and sometimes it is tun to
plav by vourselt  Say, “Name some things v ou like to do when vou play by
vourselt 7 Make a fist of things students enjov doing by themselves sk
~tudents, “Would vou hike to do ditterent thing~ 1f vou hved i the aty orin the

countrv?” Make two lists

Nice Things to Don the ity Nice Things to Do the Country

Then tell students that Lp to the Lot 1s a story about a girl who plavs by herselt in the country

Example 1(b)
If vou think students know what a fott 15, ask them to discuss any experiences
thev have had withiotts 1t students do not Anow w hat aiott s, tell them
Discuss the important teatures of fotts—that hay 1« stored i 'otts, that lotts are

usually reached by ladders, that fotts can be tun places m which to piav
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The activities in both examples relate students” background expertences to the

information i the story. But m Example 1(a) ~tudents” attention is tocused on an unimportant
. part of the story—Mary Beth's play  In Example 1(b), on the other hand, students” attention s
focused on a concept central to an understanding of the story.

Common sense dictates that teachers should not spend large amounts of valuable
mstructional time teaching backgr.  nd knowledge that students already possess Some
readers, however, may possess relevant background know ledge but fail to use the, knowledge
when they read (6). Research has established that voung and less-able readers sometimes need
to be reminded that they can use what they already know to help them better understand a
selection (6). Insuch cases, teacliers need to pomt out the connections between what students
already know and what they are about to read

Developers of basal reading programs face a dilemma as thev plai the background-
building activities of teachers” manuals  They know that some students may have hmited
knowledge about the topic ot a selection, whereas other students may be very familiar with it
Hence, it is unrealistic for teachers to expect that manuals always will provide lessons perfectly
appropriate for their students What teachers can expect, however, 1s that developers will give
some mdication mn the manuals of w hat mtormation 1s important to an upcoming selection, and

that the activtties they include in the manuals do not div ert attention to irreley ant information

GUIDELINE 1. When examining the background-building actrv ities ot a directed reading
lesson, look for instruction that
* renunds students of what they already know about a topic
‘ ¢ ties new information to students” own knowledge
* focuses on the important ideas and concepts in an upcoming selection or on
generally usetul knowledge

¢ avoids irrelevant mformation

Setting purposes. The second tvpe of prereading activity tvpraally tound in a directed
reading lesson 1s the purpose-setting activity A purpose-setting activity 1s intended to help
& purf 5 ) purg 5 ) F

students realize that they are not to read a selectton aimlessly but with a goal n mind

Purpose-setting activities should provide a framework that will enable readers to
organize the events and concepts m a selection One group ot researchers dlaims that such a
framework will help readers integrate the diierent parts of a selection, thus making 1t more
memorable (4). They identitied three kinds of purpose-setting activities

1 “Effective” activities, which are likelv to have a positive eftect on the comprehension ot
aselection by developing vocabulary, increasing tactual recall, improving strategic

reading abilities, or directing attention to important aspects ot the selection

o

“Indifferent” actrvities, which have Iittle eftect on the comprehension of a selection
3 "Misdirective” activities, which are likely to have a generally negative ettect on the
comprehension of a selection by focusing student attention on trivial aspects ot the
selection or on mappropriate background experiences, thus leading them to a
. disjornted understanding ot the selection
With these categortes i mind, consider the activities contamed incthe tollowing examples
Q 9 5
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Example 2(a)
Say: “Now read this story about Mary Beth to tind out how she gets out ot a dithicult

sttuation and what she learns from it ”

Example 2(b)

Say: “Now read ths story about Mary Beth to find out how she broke herleg ™

Example 2(c)
Say: “Now read this story about Mary Beth to find out what tovs Mary Beth deaded to

take with her up to the loft.”

The activity m Example 2(a) 1s an ettective purpose-setting activity It directs students
to the main character's problem and to her solution to the problem [t also leads students
toward a complete understanding of the story: On the other hand, the activity m Example 2(b)
seems an indifferent purpose-setting activity. That Mary Beth broke her leg 1s not as important
as how <he got her parents’ attention - Students reading, for this purpose would not be directed
to the most important part of the story: The activity in Exampie 2(c) 1s a nusdirective pui wose-
setting activity. It misdirects students” attertion by focusing on an unimportant aspect ot e
story. It students were to read for the purpose set in this activity, they likely would retan

information about Mary Beth’s dolls, but not about her basic problem and tts solution

GUIDELINE 2. When examining the purpose-setting activities of a directed reading lesson,
determine 1f thev are effective activities that will help students understand the reason thevare

readmng a selection.

Comprehension Questions

Teachers” manuals to accompany directed reading lessons generally contaim questions for
teachers to ask as students read a selection or when thev have fimished reading it These
guestions are mtended to help students understand the selection and to help teachers discover
how well they understand it Because voung students cannot always remember an entire
selection, manuals for primary-grade reading programs usually provide questions for use atter
students have read a paragraph or a page Manuals for use with mtermediate-grade programs,
however, usually provide guestions for use after students have read several pages or an entire
welection. Regardless of where the questions are placed in a manual, when teachers use “artful
questien ng” dav after day and week after week, students eventually will internalize what it
means to understand a storv. [t 15 not surprising, therefore, that questions are a regular feature
of most reading comprehension instruction found in basal reading programs

When teachers use questions arttully, they provide students with the opportunity to
organize and itegrate mformation Some readers especially ; oung or less-able readers, may
not easily put together the mam points m a selection; such readers often do not see
relationships between important events, concepts, or ideas - Questioning can help these reader-
make important connections and see relationships they otherwise might miss - In the tollowing

example, students first read the paragraph, then answer several questions
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Example 3
Allof a sudden Susan remembered that the next dav was Mehissa’s birthday.
Susan got out of her chair and ran to the kitchen. She got out the Hour, sugar,

butter, eggs, and chocolate and began to make a chocolate cake

Teacher's questions
What did Susan remember about the next day?
Why did Susan run mto the kitchen?

Why is she making a cake?

Questions such as these can help direct students to discover the relationshrps betw een
Susan’s ideas and her actions

Good questions also can help most readers see the relationship between what thev are
reading and w hat they already know Several studies have shown that when students are
exposed to well-designed comprehension guestions, they demonstrate mproved
comprehension both for the selection they have just read and for additional selections they read
on their own (16)

Teachers trequently express concern about the questions provided m teachers” manuals
and about questions they make up on tharown They are concerned, tor example, about what
Kinds of questions are the best to ask, about whether they should ask more interential or hteral
questions, about how many detarl questions to ask, and about whether interpretive quesuons
are important

Teacher educators aie also concerned about questions Many who teach reading
methods courses trequently include mstruction about ditterent kinds of questions and have
their students develop and label questions according to a comprehenston taxonomy such as (L)
for literal, (D) for mterpretive, and (A) for apphied  Research in reading comprehenston,
however, suggests that the importance of questions as an imstructional technigue Tes rot so
much m therr level on a comprehension taxonomy asin therr ability to help students develop
what some researchers call a “unttied conception” of a selection (14),

One way to help students develop a unified conception of a selection 1s by using a set
ot mterrelated questtons designed to lead them through a selection: There is research evidence,
m fact, that questions focusing attention on the important points of a story result in better
comprchenston and recall of the story (3,15, 16), and that after many experiences with these
kinds of questions, students ¢ onstrate a better recall of stories they read (16).

Some researchers have used a procedure called a sfory grammar to create sets of
questions that can help students identify and organize the main pormts i a selection (4,5, 12)
A story grammar describes the regular teatures ot a particular kind of wniting, such as the parts
ot a weli-formed storv

Drawing trom story grammar and trom other research on story structure, other
researchers have developed story maps as a way to lughlhight the central content ot a story 15)° A
story map 1s a representation of the general structure of children’s stories, that s, 1t lustrates
what most ¢hildren’s stortes have in common, A story map emphasizes the key elements ot 2

story, mcluding the seting (tme, place, major characters), the problem (most stories rpresent
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characters” attempts to solve problems), the mam character’s goals (usually to alleviate the

problem), the set ot attempts to achieve the goal (the major events in the story), and the

resolution (usually achieving the goal and alleviating the problem).

After teachers generate a story map for a selection, they develop sets, or lines of

questions designed to elicit the map’s major components. These questions stress only those

detatls that are essential to the flow ot the story—setting, problems, attempts to solve problems

guals, characters’ reactions, resolutions and themes, or morals (4) - Using a story map

apparently helps students dev elop therr ow n frameworks tor understanding stonies Such a

framework may also improve comprehenston and recall of what 1s read.

Exampie 4(a)

During or atter reading, the teacher ashs the tollow mg questions

1

19

‘-

1

Where did the story take place?

Who 15 the man person in the story?

What did Mary Beth want to do?

What happened when Mary Beth chmbed the ladder?
What was Mary Beth’s problem?

What did Mary Beth do to solve her problem?

What happened when the bell rang?

Why didn’t Ma punish Mary Beth?

For each question, students indicate w hich sentence or paragraph in the selection

helped them with therr answers Students are encouraged to reread the parts of the story that

answer the questions

Example 4(b)

During or atter reading, the teacher ashs the tollowing questions.

|

[B=]

B

J

Why did Mary Beth look torward to harvest time this vear”

Why had Mary Beth gone to the Stevens” hous » i the past vears’
Why did Mary Beth stay home?

How did Mary Beth teel about staving home?

What did the dog do when Mary Beth fell”

Why was Mary Beth on crutches?

What did Ma use the bell for?

Why was Ma proud ot Mary Beth?

Both sets of questions m these examples lead students more o less sequentialiy

through the selection Yet there are major ditterences between the two The guestions i

Example 4(a) tollow a story map and torm a line of questions designed to help students see

how the setting, problem, kev events, and story outcome are intertwined Atter students have

correctly answered these questions, they will have a basic understanding ot the story On the

other hand, the questions in Example 4(b) do not torm: an terrelated hine of questions

12
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Instead, these questions tocus on unrelated events and ideas and do not jead students through
the mam poants 1n the selection

Numerous studies have demonstrated that the kinds ot questions students are ashed
mfluence where they focus their attention and w hat thes comprehend 15, 16) TFor example, it
students are ashed about the maimn points of a selection, they will probably attend to the man
pomnts If thev are asked about irrelevant and trivial details, they will probably attend to those
details

[t must be noted, however, that not ail questions about the details ot a selection are
trivial. Understanding some of its details can be important to the understanding ot a selection
For example, “What did Mary Beth want to do”” 15 a detail question that 1s both important to
the storv and approprniate to the set ot questions in Example 4a)

Although research supports the ettectiveness ot sets of questions, it does not indicate
whether they are appropriate tor all reading selections tor daily use with all students - Other
types of questions are important too Questions can Jead students to extend the ideasina
selection. For example, a question can encourage students to imagine how a character would
react m another sttuation or can prompt students to relate how they would react in simular
circumstances

A question also can serve as a springboard tor discussion about the author’s cratt Tor
example, questions that ask students to evaluate an author’s ability to create behievable
characters or suspense, how the author created the setting or mood ot the story, or how the
author foreshadowed the major event use basic story events to extend understanding beyvond
the story 1tself.

[naddition, some questions can motivate lngher level thinking by encouraging bot!
hugh- and low-ability students to thinkin wavs that will help them understand intormetion i a
reading selection () Example S illustrates one wav teachers can stimulate lugher level
thinking by asking students to predict what will happen ina selection based on mtormation

they already have

Example 5

Read the hirst paragraph ot this story Then based on the mformation vou

read, the title of the story, and what we have discussed about lotts, think about

what might happen in this story Be ready to tell what makes vou think <o

In this example, students predict what s gomng to happen i the story, read parts ot
the story silently, and then predict what will happen next They can also gather mtormation
from the selection to detend their predictions In fact, recent research shows that asking
students to give evidence for, or justity their answers to prediction questions using,
informaton trom the selection and from their background know ledge s a usetul way to get
students to think about what they are reading and to imtegrate intormation from it withi their
own knowledge (10)

Research also demonstrates dearly that students can learn to become selt-questioners
and better monutors of their own reading Inone set ot research studies readers learned to ask
questions about the most important poiats in the expository selections they read ¢ 150 They

also successfully learned how to summanze and to clarity
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Finally, the need for teachers to be responsive when they are askimg questions seems
evident Conventional wisdom suggests that teachers should histen to what students sav m

answ ering questions and respond to therr answers rather than take them automatically through ‘

aset of questions

GUIDELINE 3 When examiiung the questions provided m a directed reading fesson, fook tor
questions that
* tocus onmmportant parts ot a selection B
* help students organize and integrate the ideas ma selection
* help students see tt Tatonship between what they read and what they alreads
know

¢ help students dev elop self-questioning and monitoring shitks

Follow-up Activities

Follow-up actin tties should be evaluated according to how well they serve several tunctions
First, they should give students an opportunity to connect what they have learned i the
prereading stage with what they have discovered intheir reading For example, they should
allow students to mtegrate what they have fearned troz. a selection with ther own
background knowledge or give them the chance to use new vocabulary words - Second, they
<hould provide students with opportumties toapph both newlv acquired and previoush
learned skalls and strategies such as focating mamn wdeas and supporting details Third, the

should provide students with opportunities to integrate reading with other language arts

and with other subject areas For examole, follow-up discussions of the issues, morals, or
topres m a selection can give students practice both i speaking and hstening Writing and
acting out scenes based on the selection can gne them practice mwnting as w ellasin
speaking and histening - Fanichment activities can tie topies cov ered in the reading selection
to music or art activities, or provide opportunities to use subject area know ledge about
historical events or people Fourth, when appropriate, tollow-up activities should atlow
students to retlect on a lesson about hie For example, follow-up discussions about the issues
or morals rased m a selection can hetp students see how the text relates to therr own
evperiences

The tollowing evamples allustrate some follow-up activities that meet these antera

Example 6(a)
Sav. Reread the story As vou read, think about vour own mother - Hink about how
<he would react

it she had to leave vou behind because vou were sick
\\;hcn she heard the bel}

when <he saw vou tving on the tloor ot the barn
w hen vou were on crutches

What would vour mother have done to punish vou”
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Example 6(b)
Say: Several cause and eftect events occurred m the storv Up to the [t On
‘ one side of the chalkboard Thave wntten Cazse and on the other aide [have

written Fifect Let's think about some of the events m the story and write these

events . der the correct headings I'lE give vou the firstone The F #ect was
that Mary Beth tell otf the ladder What was the Cause?

Example 6(c)
saw There are manv books about voung girls who bved on the frontier: One
of these s ittle Howse on the Prane, another s a diary called Y Gatienng o
Days want vou to read one of these books and then we'll write aboeut the
experiences of the main characters It vou ke, vou canact out a scene trem

one of the books

[ ple 6(d)
Say inUp to the Tott, Mary Beth admuts that <he “learned a thing or two - from
her experience Let s tatk about the things she learned, then see it we cancome

up with come experiences ot our own that have taught us valuable lessons

Frample ota) otters students an opportuiity to reread the story trom another
perspectiy e and to relate ther oss nexperiences to the story Frample otbh ginves students
epportunniv to anabyze the story tor cause and ettect relationships, and thus practice an

‘ important studv shill Fxample otcr encourages students to do additional reading about
trontier hte, which allow < them to use mtormation trom soaab studies and hust ry lessons and
to mtegrate the language arts ot reading, writing, speaking, and hstemng, Fmallv Tample

o(d) allows stndents to draw a lesson about hic trom t eir reading,

GUIDELINE 4 When exanuning tollow-up activ ities provided with a directed reading fosson
ook tor activities that
* help students connect what they have discevered inreading a selection with what
thev learned m prereadmy activities
+ help students apply both newlv acquired and previoushy learnad shilis and
strategies to the selection |

. « require students tointegrate readmg, language arts and other sabiect arcas
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®  PARTTHREE
Teacher Assistance for the Directed Reading Lesson

The suggestions that follow are based on research and effective practice. They are intended to
help teachers meorporate the information provided in this booklet mto their total instructional

program
1 [{ow cen [ make the directed reading lesson more effectve and more mteresting?

* Keep group size tor directed reading lessons sufticiently small to ailow all students to

actively participate in the discussions.

¢ Avoud establishing a routimzed approach to using directed reading lessons  These
lessons are designed to provide ideas for vour consideration as vou conduct
comprehension mstruction  The complexities ot comprehension cannot be solved by

the automatic implementatior: of a lockstep plan

' + Base decisions to implement components of the directed reading lessen on vour
b )

knowledge of vour students’ needs, abilities, and interests

+ Provide assistance and structure at the begmning of the vear in guiding students to
set reading purposes. As the vear progresses, encourage students to set ther own

purposes for reading.
2 Hew can help students durimg prereading?

» Focus on concepts that are central to the understanding of a selection. Stress those
coie . that vour students either do not have or may not think et without some

help

« Coordmate themes in subject area lessons with those 1n basal readers whenever
possible to build background knowledge.

« Vary the form i which you have students maie predictions. Having students
discuss predictions n a group, write predictions individualls, compere group and
idividual prediction,, generate severa! predictions for one event in a selection, or
. vote on the most probable outcome are just a few ways of accomplishing this

Q 17
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3. How can [ help students while they are reading”

+ Allow students of all abihties opportunities te read orally. Oral reading ean not only
provide vou with a means to observe reading progress, diagnose problems, and tocus
instruction, it can al<o give students a means ot sharing their emerging abilities with
parer.ts and fricnds. Howerr, permt students to read a selection silently before you ash

them to read orally

+  Use repeated rzading of a selection as a way of improving fluency. This can be done
by having small groups of students read along with an adult or by having students
practice reading a selection silently betore they read it aloud to vou.

4 How can I help students after reading?

*  Use the selection students have just read as anaiustration ot some aspect ot reading

comprehersion, and provide direct instruction in that specitic aspect

*  Ask questions that will help students see relationships between what they have read

and what thev already krow.

*  Ask questions that focus on the major elements ot the selection, not on unimportant
details

5 How can [ encourage more independent reading”

*  Use a selection as a jumping otf pomt for expanding reading interests R::commend

other books and stories on the same subject or by the same author
¢ Use the setung or plot element n a fictional selection to suggest additional nonfiction
reading 1deas, such as learning more about a historical event or a foreign country

Also use nonfiction selections for fiction reading ideas

*  Lool. tor local authors and invite them to eome read thetr works to your students

83
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PART FOUR
isting of Guidelies for Evaluating the Directed Reading

LESSON

GUIDELINE 1. When examuining the background know ledge building activities ot a directed
reading lesson, look for mstruction that
* renunds students of what they already know about a topic
¢ ties new nformation to students” own knowiedge
« focuses on the important ideas and concepts 1 i upcorning selection or on
generally usetul knowledge

+ avouds irrelevant information

GUIDELINE 2 When examining the purpose-setting activities of a directed reading lesson,
determune if they are effective acuvities that will help students understand the reason they are

reading a selecton

GUIDELINE 3. When exenunring the questions provided i a directed reading lesson, ook tor
questions that
» focus on important parts of the selection
* help students organize and integrate the wdeas 1n a selection
* help students see the melationship between w hat they read and what they alreads
know

* help ste Tents develop selt-questioming and monitoring shills

GUIDELINE 4. When exanuning tollow -up activities provided with a directed reading fesson,
[ook for activities that
* help students connect what they have discovered i reading a selection with what
they learned in prereading activities
« help students apply both newly acquired and previousiy learned shills and
strategies to the selection
* requrre students to integrate reading, language arts, and other subject areas

* when appropriate, allow students to retlect on a lesson about life
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PART FIVE
Worksheets for Evaluating the Directed Reading Lesson

Some impuortant aspects of compichenston mstruction have been discussed i this bookiet and
summarized m the guiaehnes  The tollow g two worksheets will help vou use the guidchines
to evaluate comprehenston mstruction n directed reading lessons

Specttic directions tor using the worksheets precede each one. General directions and

some additional information about worksheets appear i the [eader ~ Vanal
3

Materials and Resources Needed

You will need one copy ot each worksheet for every lesson vou plan to evaluate For example,
if vou plan to evaluate three lessons at one grade ievel, vou will need three copres of cach
worksheet. It vou plan to evaluate two grade levels, vou wiil need siveopies ot each
worksheet  For each level ot each program vou plan to evaluate, vou wiil sise need
 Teachers” manuals
+ Student textbooks

« Workbooks and skillsheets

Points to Keep in Mind

1 The worksheets are most saitable tor evaluating comprehension instraction in basel

reading programs tor grades two through eight

. Do not assume that vou wili always hil every column and bov ot the worksheets
Some parts mav not apply o each level ot the programs vou are evaluating Empty
spaces do not necessarily mean a program is deticienit

5 You may ctoose to use only one worksheet or only certain parts of each of the

worksheets

Rating What You Have Evaluated

You may wish to develop a rating scale to guantits vour overall cvaluation of comprehension
mstruction 1n the basal reading programs vou examie We have imduded space on the

worksheets tor vou to record these ratigs
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1.

[B%)

’ GUIDELINE 3: Questions

Choose a selection trom one level ot the student textbook (do not use the version

in the teacher’s manual). Read the selection caretully

Atter reading the selection, make a rough outline ot the important points in the
selection. Record vour outiine n the appropriate column. For a story, important
ponts can include setting, problem, plot, resolution, and moral or themes. For
exposttory selections, mmportant points can address the questions: “What ideas
do 1 want students to get when they read this?” and “It  had to support each of

these 1deas, what more specific intormation would Luse?”

\ow construct questions for eack pomt. You should try to develop a set of
questions (or a story map) that interrelates important points from the selection

Record vour questions under the appropnate heading

Check vour hst 1t vou have tbo many questons (from six to ten 1s a good range),

eliminate what vou think are the less important ones

Look m the teacher’s manual and find the questions to be asked during and after
the reading of the selection Compare these uestions with the questions you
have developed, and evaluate the questions according to Guidehne 3 (You
<hould not expect a perfect match between your questions and the teacher’s
manual questions. However, when vour questions and the manual questions
differ widelv and do so for a number ot selections, then vou may want to
question the quahity of the questions used n the manual) You may wish to
record all questions that are irreley ant, nusleading, or too picky under the

correspondimng heading

Now look at the directed reading lessen questions m the teacher’s manual froma
ditferent perspective. Examine the set as a whole and ask, “If T ashed this whole

set of questions, would my students develop an integrated understanding of the

selection the way 1 outhned 1t*” Record vour evaluation and comments under

the Overall Evaluation heading
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Publisher

Worksheet 1

COMPREHENSION 1

Grade Level __

Program _

Copyright

Evaluator ___

GUIDELINE 3
QUESTIONS

Selection Title:

Outline of the Impo~tant
Points 1n the Selection

Set of (yuestions
(or Story Map).

Comments on Teacher’s
Manual Questions

Overall Evaluation

Rating

(%)

~1
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WORKSHEET 2: DIRECTIONS

GUIDELINES 1, 2, 4: Prereading and Follow-up Activities

1. Usethe same lesson that you used for Worksheet 1. Find the prereading and
follow-up activities in the teacher’s manual of that lesson.

2. Evaluate these activities according to the critenia set in Guidehnes 1, 2, and 4
Record vour evaluation comments in the appropriate column. Also evaluate
other comprehension activities that vou may find in different sections of tue
lesson  You may find some good and poor activities that we have not mentioned
1n this booklet.
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Publisher

Worksheet 2

COMPREHENSION I

Grade Level

Program

Copynight _ __ Evaluator

GUIDELINES 1, 2,4
PREREADING AND
FOLLOW-UP ACTIVITIES

Selection Title:

Directed Reading Lesson Activities

Comments.

Rating

Building background knowledge

Purpose-setting

Follow-up

Other activities
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PART ONE

Research and Practice

Readinyj is the provess of constructing meaning from written materials. Providing students
with instruction that will help them get meaning from the stories, book: magazines,
newspapers, and other texts they read is a continuing concern of teachers.

A Guide to Selecting Basal Reading Progrars contains two booklets devoted to
comprehension instruction. Comprehension I The Dire-ted Reading Lesson focuses on instruction
designed to help students better understand the selections they read in their basal readers.
This booklet, Comprehension II: Skills and Strategies, concentrates on instruction designed to
provide students with general comprehension skills and strategies that can help them
understand what they read when they read on their own.

The purpose of this booklet is to combine research findings with knowledge gained
from practice to provide you with information you can use as vou examine some of the
comprehension instruction in basal reading programs.

THE COMPREHENSION CURRICULUM

Research has consistently dem nstrated that students focus on what their teachers present to
them. This is true of instruction in general and of comprehension instruction in particular (21).
It makes sense, therefore, to be selective and thoughiful in deciding what should comprise the
comprehension curriculum. A brief review of how the comprehension curriculum of American
schools ha - evolved might be helpful in this decision-making process.

The Traditional Curricuium

Prior to the 1940s, comprehension instruction in basal reading programs was based on the
belief that practice makes perfect and consisted primarily of teachers asking students questions
about the selections they read in their basal readers. However, program developers began tu
r.alize that having teachers ask questions at the end of a reading selection was not always
enough to produce comprehension competence in all students. This realization led to the
addition of expanded comprehension instruction strands to many basal programs. In addition
to the questions provided in the teachers’ manuals, program developers created activities, or
tasks (often unrelated to the selections in the student textbooks), and placed them in
vorkbooks. These activities broke down comprehension into skills, such as finding main ideas,
determining sequence, identifving cause and effect relationships, drawing conclusions. and
predicting outcomes (22). Thus, the skills-based curriculum was born.
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Driven by a growing body of reading research attempting to determine the “essential”
components, or skills, of reading, the skills-based curriculum grew to dominate reading
instruction in the 1940s and 1930s (6, 22). In many basal reading programs of this period,
comprehension was taught as a set of specific skills, such as those needed to use an expanded
vocabulary; to locate information; to select, evaluate, and organize materials; o retain
information; and to develop comprehension fluency. In a given basal program, each of these
shills might be broken down further into component subskills. For example, under locating
information, one program listed nine subskills, including the following: using the dictionary,
using tables of content, reading maps, skimming, taking notes, and outlining (22).

The skills emphasis in basal programs was accompanied by an interest in the
continuity of comprehension instruction. Instruction to achieve shill development was planned
not only within grade levels but across grade levels through what came to be called the spiral
curriculum. These instructiona’ plans, which were summarized on scope and sequence charts,
emerged as the central organizing focus of reading programs.

Beginning in the 1950s and continuing into the early 1980s, program developer<
expanded and refined the list of skills deemed important to reading comprehension (7). In
spite of their efforts, developers, as one writer noted, were “unable to clarify sufficiently the
nature, independence or difficulty level of comprehension abilities in reading” (23). Atany
time in this period, therefore, the curriculum for teaching comprehensior <kills in basal
programs reflected the current best guesses, rather than research-based rindings, about what is
important to teach in reading.

That developers of basal reading programs had little convincing research-based
information upon which to build their comprehension instruction perhaps explains why the
small number of skills stressed in reading programs in the 1940s expanded to the large number
of skills and workbook activities included in programs in the 1970s and 1980s. The belief
seemed to be that more must be better.

The Changing Comprehension Curriculum

The value of the skills-based curriculum began to be questioned m the 1970s  One important
study involved observations of comprehension instruction in grades three through six (12).
Information from this study indicated that teachers were, in fact, not instructing students in
comprehension skills but merely “mentioning” those skills -that is, briefly alluding to a
particular skill students were supposed to apply, “practicing,” or having students complete
workbook exercises featuring the skill; and “assessing,” or testing students to see if they used
the skill properly. It was suggested that such a curriculum did not help students to learn
directly what the comprehension skills were, how they should go about applying them, or why
or when they should use them.

During this same period, a number c{ cognitive psychologists and linguists were
studying different aspects of the process of comprehension. The research of these groups has
converged with that of reading instruction researchers to provide us with a view of reading
variously called an interactive, a schema-theoretic, a constructive, a cognitive, or a sirategic
model of reading. This view focuses on reading not as the application of a set of skills but as a
process of constructing meaning.




According to an interactive view of reading (1), when we read a book, we are not

passively applying a set of discrete skills. Rather, we are actively constructing meaning by

‘ connecting our existing knowledge to the knowledge we encounter in the book. Furthermore,
while we read, we constantly evaluate what we are reading by comparing it to relevant
knowledge we already possess. We accommodate new information by confirming it against
this knowledge or by revising what we know. As we do this, we gradually construct the
meaning of what we are reading.

The interactive view of reading suggests that comprehension instruction must be a
much more complex process of teacher, text, and student interactions than is suggested by the
traditional skills instruction in which the teacher’s role is essentially one of focusing student
attention on the skills to be worked on that day. In the interactive view, the teacher’s role is to
help students construct an understanding ot what they read by sharing with them information
about how comprehension works and by helping them relate what they read to what they
already know.

The interactive view of reading has increased our understanding of the comprehension
process, and many of the ideas it has produced are evident in comprehension curricula that are
beginning to appear in some basal programs. Among the most important of these ideas are

« afocus on developing comprehension strategies rather than isolated reading

skills,
*  the use of explicit, or direct, instruction, and
‘ * instruction intended to develop metacognitive awareness.

We will look at each of these ideas in the follewing discussion.

Skills and strategies. In the traditional reading curriculum, comprehension is most
tvpically taught as a set of isolated skills appearing in activities that student: engage in with
small pieces of text, frequently on workbook pages. For example, finding the main idea of a
paragraph is sometimes taught through the repeated practice of reading short paragraphs and
choosing from four possible main 1dea statements.

More and more, however, comprehension is being taught as the development and use
of reading strategies. Strategies differ from skills in that skills are often conceived of as
automatic procedures that do not require thought, interpretation, or choice, while strategies are
often seen as conscious plans under the control of the reader, who must make decisions about
which strategies to use and when to use them (10).

Skills instruction differs from strategy instruction in several ways. For example, skills
instruction stresses repeated practice in applying skills until they become habitual responses to
particular tasks Strategy instruction stresses the reasoning processes that readers go through
as they interact with and comprehend text. In addition, strategy instruction emphasizes the
adaptable nature of the comprehension process. how the strategies readers use change when
they read different kinds of text or when they read for different purposes (10).

‘ The following examples illustrate the differences between a more traditional skills-
based instructional approach and an approach stressing strategy use and development.
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Example 1

(Finding the Main Idea)

Obyective: Identify the main idea and details of a picture.

Call attention to the picture of people in a restaurant. Have the

students study the picture. Use the following questions to aid

discussion:

¢ Whatis happening here?

¢ Who might the people be?

*  Whydid they decide to eat in the restaurant?

*  Where did they get all the food? )
This is the entire activity on finding the main idea and details of a picture. The second activity
in the same teacher’s manual proceeds as follows:

Obyectrve: Identify the main 1dea and details of a poem.

Have pupils listen as you read the Mother Goose rhyme, “Mary,
Mary, Quite Contrary.” Elicit the main idea of the poem by asking
students what 1t is about (Mary who did not want to do as she was
told).

These two activities are examples of activities that merely “mention” rather than teach
comprehension. There seems to be nothing 1n the mstruction in these lessons that would help
students understand what they are supposed to do with the skill, hoi and when to use it, or why
itis important. In all probability, students who already understand the concept of main i1dea
will answer the questions correctly. On the other hand, students who have no concept of main
idea are not likely to develop one through the instruction presented in the teacher’s manual.

Compare the activities in Example 1 to the much more extensive activity in Example 2.
Note how the activity in Example 2 stresses strategies rather than skills to help students
identify main ideas.

Example 2
Objective. Identifying mam wdeas and supportmg details.

Say: Fam going to read you a passage about people’s last names
Then [ will ask you to decide what the inain idea of the passage is.

Read: A lot of our lazt names come from the jobs people did a long
time ago. For example, the name Wright once meant someone who
made or repaired things. The name Sawyer meant someone who
cut wood into planks and boards. Taylors made clothes.

Say: Now, [ want you to decide which sentence sums up the topic
of the passage. (After students wlentify the first sentence, tell them that
this sentence states the main wdea of the passage.) I'll read the passage

again, and | want you to listen and then tell me how the other
sentences are different from the first. (Reread the passage.)
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Say: Can you tell me how the other sentences in the passage differ

from the first one? (After students discover that the sentences each
supply some mformation about the topic of the first sentence, explan. these
sentences contain supporting details.)

Say: We are going to learn to recognize main ideas and supporting
details. Being able to recognize main ideas and supporting details
helps you to understand a passage and to determine its most
important ideas. One way to recognize a main idea is to ask
yourself what the topic of the passage is, then look for a sentence
that sums up what the passage says about the topic. After you find
the sentence with the main idea, look at the rest of the sentences in
the passage to see which ones supply supporting detail. You can do
this with any kind of selection you are reading. (Model the strategy
by reading a passage aloud and telling students how you go about finding
its mamn idea and supporting details.)

Say: Now I want you to explain to me how to find amainid  and
supporting details. Then I want you to read a passage to me and
tell me how you discover its main idea and supporting details.
(Review the strategy used and then have students read other passages and
find mam 1deas and supporting details on therr own.)

Notice that in Example 2, the teacher explains what the students are going to learn
(how to fird main ideas and supporting details when they read) and why the need to learn it
(it will help them to understand the selections read and to determine what is important in each
one). Then the teacher leads the students through the activity, modeling and explaining what
she is doing as she proceeds, and suggesting that the strategy being learned is one that can be
applied to different kinds of reading selections. She reinforces the use of the strategy by
allowing students to apply it to their own reading.

Strategy instruction, then, focuses on ways to help students understand what they
reaa. Some of the traditional comprehension skills, such as cause and effect relationships and
drawing inferences, can be conceived of and taught as strategies if they are taught in this
manner.

It has been proposed that most of what are frequently defined as skills, even word
recognition skills, should be taught as strategies (8). For example, the use of phonics is only
one of several ways in which werds are identified, and a strategic repertoire of word
identification procedures includes the use of strurtural and contextual cues as well as phonics.
Studies show that when teachers explain carefully how to use skills, students begin to see
reading as a strategic process and to use .kills strategically rather than automatically (9, 11, 14,
17).

This is not to say, however, that there should e 1o skills in reading programs. The
development of automatic responses with some of the rnost common conventions of written
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language, such as recognition of letters, high utility words, und punctuation marks, is essential

if readers are to read fluently. And, for some students, a certain amount of such skill
instruction is necessary to the achievement of automatic responses (15).

What research findings suggest is that successful comprehension instruction includes a
mixture of activities to develop automatic word identification skills and activities to develop
strategies that can be consciously applied during reading.

Explicit/direct instruction. Explicit, or direct, instruction differs from traditional
instruction in at least three ways. First, in explicit instruction, teachers do not merely mention
what a particular strategy is, they model its use in a clear, step-by-step fashion. The examples
they use to illustrate the strategy are carefully selected to give students a full picture of what
the strategy is and how and when to use it. Teachers begin instruction with relatively simple
applications, and as students show their understanding of what is being modeled, they provide
increasingly complex examples and applications.

Second, in explicit instruction, students do not simply practice using the strategy,
teachers provide them with guided practice that allows them gradually to release responsibility
for completing an activity to students. During guided practice, the teacher checks how well
students are doing and provides immediate feedback when they make mistakes, perhaps by
reminding them of the steps of the strategy or by sharing some relevant information so that
students can proceed on their own. Providing adequate feedback and guided practice 1s a key
principle in explicit instruction. Students are not asked to work independently until they have
shown that they understand the strategy and how and when to use it.

Third, teachers using explicit instruction do not merely assess whether siudents can use
a strategy, they ask students to apply their strategies to new and varied reading selections (18).

Therefore, rather than only providing students with repeated practice, teachers first
share with students information they can use to construct understandings about how reading
“works” and then provide them with practice.

Looking across a range of research traditions, including the direct instruction research
of the early to middle 1970s, the teacher effectiveness research of the late 1970s, and the explicit
instruction research of the middle 1980s, a consistent set of patterns emerges when direct,
explicit approaches to skill and strategy instruction are compared to forms of instruction that
rely primarily on exposure and repeated practice. Since 1979, for example, at least 60 studies
have compared explicit approaches to teaching comprehension with the more traditional
approaches. These studies have shown that while explicit instruction is effective in teaching
students of all ages and ability levels, it is vspecially effective with young students and poor
readers (4, 13, 19, 20, 21).

Metacognitive awareness. Helping students to become aware of how they
comprehend is a major part of the changing comprehension curriculum. Cognition can refer to
the various functions of the mind, such as remembering, focusing attention, and processing
information. Metacognition refers to our awareness of our cognition—it is thinking about
thinking. When the term metacognitive awareness is applied to reading, it means that readers
areaware of what they do when they read, what to do when they encounter difficulties, and
how to select strategies to accemplish their purposes for reading (2, 3, 5). For example, readers
who can describe the steps they go through in focusing on the main idea of a selection can be
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thought of as “aware” readers, whereas a reader who simply says, “1just do it,” is probably
unaware of his reasoning process (10).

It must be pointed out, however, that many expert readers do not consciously exercise
their metacognitive awareness as they read. For example, when they are reading something
familiar or easy, good readers seem to have no conscious awareness of the strategies they are
applying (2, 3). Their ability to construct meaning is so rapid they seem to proceed on
“automatic pilot”—until some triggering event alerts them to a comprehension failure (5).

It is generally when they encouater unfamiliar text or text that is more difficult than
usual that expert readers seem to use strategic behaviors. It has been suggested that when they
read unfamiliar and difficult text, expert readers use strategies throughout the reading process
(2,3,5). Before reading, for example, they think about what they already know about the topic
of a selection, the type of selection it is, the author’s purpose for writing the selection, or their
own purposes for reading it.

Inaddition, during and after reading, they employ repair strategies. These “fix-up”
strategies are used by readers whenever they have problems determining, the meaning of what
they are reading. The need to apply a repair strategy can be signalled by an encounter with an
unknown word, by a prediction that is incorrect, or by something in the passage that does not
ring true. For example, when a reader has problems understanding a passage because of an
unknown word, she applies strategies to figure out what a word means (2). These strategies
can include using context, knowledge of sound-symbol relationships, or the structure of the
passage.

While resea h has given us a clear, well-documented picture of what expert readers do
when they read—that is, what strategic behaviors they exhibit—it unfortunately has not
provided us with a clear explanation of how they got to be such good readers. For example,
while metacognitive awareness instruction has been shown to be effective with low- and
middle-ability students, its effectiveness with students who are successful readers has not been
demonstrated. The conjecture is that such students have already developed their own effective
strategies for constructing meaning, and that new ideas for comprehending text do not add to
their success (18).

Concerns about Comprehension 3kills and Strategy Instruction

As you make decisions about which reading programs provide the best opportumities for
improving students’” comprehension, you need to be aware that while current reading research
implies a great deal about comprehension, it has left a number of key instructional issues
unresolved.

Despite years of study, for example, researchers have produced little evidence to
support the existence ot the traditional comprehension skills and the value of teaching such
skills; and, as already has been discussed, reading strategies are only beginning to be
investigated. Furthermore, research has not substantiated the validity of any particular scope
and sequence of comprehension skills or strategies. Neither has it provided guidance as to
which skills and strategies should be taught at which grade levels or information about how
instruction in a given skill or strategy should change across grades if it is taught at more than
one level.
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In addition, the evaluation process is complicated by the facc that different publishers
use different terminology to label specific skills and strategies. For example, what one
publisher calls inferencing, another may call drawing - nclusions. Matching these labels to the
cognitive requirements of the activities placed under them can be difficult. Conversely,
different publishers use different activities for the same label. For example, drawing inferences
may be called a skill in one part of the program and a strategy in another. Additionally, the
same skill or strategy may be given different names in different parts of the program. Main
idea instruction in three different first-grade activities might require students to do three
entirely different things.

Research, then, can only partially provide an answer to the question of what critical
comprehension skills and strategies ought to be in a basal reading program. Therefore, in
evaluating a program’s comprehension activities, you must combine the results of research
with what you know from your own classtoom experiences and those of your colleagues, then
adapt this information to meet the needs of the students i your schools.
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PART TWO

Discussion of Guidelines for Evaluating Comprehension
Skills and Strategies Instruction

As the review of research and practice shows, ideas about how to teach comprehension have
changed dramatically over the years. The guidelines presented in this section are intended to
help you determine the extent to which the programs you are evaluating provide imstruction
that reflects recent developments emerging from research about reading comprehension, as

well as from the practical wisdom derived from vour own teaching expertise.

A Curriculum Overview

As we noted earlier, research has not substantiated the validity of any particular scope and
sequence of comprehension instruction. Furthermore, no basal reading program can, or
should, create a plan for teaching reading skills and strategies m which everything 1s taught

‘ simultar.cously. Obviously some skills and strategies will be taught before others, but the order
m which they are taught matters in only some cases. For example, strategies such as
determining importance, su'nmarizing, using prior knowledge, drawing inferences, and self-
monitoring, can be taught at nearly every age or level (10). What matters is that the
presentation of skills and strategies reflects a logical progression in development, both withmn
and across grade levels. Programs and teachers simply have to start somewhere and move

toward something.

GUIDELINE 1. As you evaluate the comprehension instruction ot a reading program,
determine if it presents a logical progresston in the cumulative development . sts skills and

strategies, both within and across grade levels

In the tradinonal curriculum, the development of reading expertise 15 viewed as a

mastery process in which each of the various reading skills or strategies is presented in a

hierarchy. Students practice using a skill or strategy until they master it and then move on to

another. Mastery of a list of skills and strategies is equated with reading comprehension. In

the changing curriculum, however, the development of reading expertise is viewed as a process

of growth rather than mastery. That is, what changes in comprehension instruction from level

to level is not the skill or strategy itself, but the difficuity of the content to which the shill or
. strategy is applied and the facility with which readers are able to apply it.

10
ERIC 9

Aruitoxt provided by Eic:




ERIC

Aruitoxt provided by Eic:

Comprehension instruction, then, should provide students opportunities to applv
useful skills and strategies to a variety of reading texts that become progressively more difficult
from level to level.

GUIDELINE 2. As you evaluate the comprehension instruction of a reading program,
determine if it reflects the application of skills and strategies to increasingly difficult content
and to a variety of text types.

Comprehension instruction should also allow students opportunities to review and
practice the skills and strategies they are taught. This means not only that they should use the
skill or strategy to complete workbook activities but also as they read the selections in their
student textbooks and complete writing assignments. For example, as they read, students
should be encouraged to look for examples of cause and effect statements, fact and opinion
statements, or paragraphs that have no main ideas. Ideally, students will also learn to apply
the skills and strategies they are taught as they read own their own.

GUIDELINE 3. As you evaluate the comprehension instruction of a reading program,
determine if it provides review and practice opportunities in workbook activities, in the
selections in student textbooks, in writing suggestions and assignments, and in extended
reading opportunities.

Criteria for Comprehension Instruction

Most basal programs provide instructional activities for many skills and strategies. [n some
programs, in fact, the terms shills and strategies are used interchangeably and perhaps
inconsistently. But regardless of how the comprehension activities in the programs you
examine are labeled, a good number of them should promote the development of three key
factors. These factors, which are drawn from a body of research describing what expert readers
do when thev read, are determining what is impor tant, synthesizing information, and drawing
mferences (10). The following discussion will look at each factor.

Determining what is important Determining what is important in the text is
cruaal to comprehension. The instructional terminology for determining importance differs
from one program to another, but the most commonly « d term is finding the mam wdea.
Whatever it is labeled, the purpose of such instruction should be to help readers sort out
what is central to a given paragraph, section, or chapter. Finding the main idea is merely one
way of doing this.

How does a reader ditferentiate what is important from what is unimportant?
Rescarchers have establisked that expert readers often use three different procedures as they
read a selection. First, they use their general background knowledge and their knowledge
about a specific topic to help them figure out what is going on in a selection. Second, they use
their knowledge of text structure to help them identify and organize the information in a
selection. This includes paying attention to key words, phrases, graphics, summarizing
statements, and other textual cues. Third, expert readers use their knowledge of author biases,
intentions, and goals to help them determine what is important.
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The comprehension curriculum should melude activities that teach students ways to
deternune what is important mformation in the text. This means more than simply finding the
main idea of a paragraph, it means show ing students how to use their own knowledge about
the world and about the topic ot a selection to help them figure out what is important. It aiso
means showing them how to use text structure and knewledge about the author’s purpose to
determine importance.

Synthesizing information. A logical extension of deternunmyg importance 1s the
ability to sy nthesize mformation across larger wits of text to create summaries. Students must
learn to distinguish mainideas trom details, and they must learn how to imtegrate those ideas
into coherent summaries that, presumably, will help them keep i mind both important and
supporting information about whac they are reading.

The comprehension curniculum should include activities that help students Jearn some
rudimentary operations for creeting summaries - These operations nught medude learnimg how
to delete irrelevant or redundant material, how to locate topic sentences for paragraphs and use
them in preparing summaries, and how' to create topre sentences for paragraphs that do not
have them,

Drawing inferences. Drawing iterences 15 an essential part of comprehension (1)
Students draw inferences maat least two ways when they read. The first wav 1s by deduang,
relations among 1deas i a text For example, they combine dues froma story to determuine the
motive behind a character’s actions. The second wav they draw inferences is by usiag ther
background knowledge to deduce what the text does not exphcitly state,

The comprehension curriculum should include activ ties that help students use both
their background mformation and msoimation they get from a text to help them draw
inferences while thev read.

Despite the conventional wisdom that seems to argue tor delaving mference drawmg,
activities until students have mastered hiteral comprehension, research clearly supports a

strong emphasis on mstruction mdraw iy mferences even at the earhiest grades (10)

GUIDELINE 4. As you examune the comprehension activities m reading programs - regardloss
of how thev are labeled —determie whether they contrnibute to the development of the three
important factors of

¢ determitang what 15 important

* synthesizing information

* drawing mnferences.

Explicit Comprehension Instruction

Research has provided us with ample evidence that comprehension can be taught - The current
view of instruction suggests the use of exphat, or direct, 1astructional approaches, m which
teachers mod T and explam w hat strategies are, help students learn how and when to use the
strategies, and give them opportunities to apply the strategies (18) The follow g discussion
willlook cluser at each of these steps,

Modeling and explanation. In this step, teachers first explam to students what the

strategy s, then they show students ot to apply it to a given reading <election. Otten this
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mvolves teachers thinking aloud as they are reading to demonstrate to students the way they
use strategies while they read.

Guided practice. In this step, teachers work with stuwents to help them tigure out loie
and when to apply the strategy they are learning,. Teachers may discuss with their students
what they find difficult or confusing m a selection. They canalso ask students to think aloud
as they read, and offer them encouragement and feedback as they do so, especially when
students are stumped or unresponsive,

As students become proficient in using a strategy, teachers can provide them swith
mdependent practice. For those students who have difficulty working on their own, teadhers
can supply more feedback about correct and incorrect responses and discuss with the students
their reasons for choosing the responses.

Application. Appheation is otten omutted trom instruction. In this step, teachers ask
students to apply a strategy, and students move to reading activities i which they can apph
the strategy they hav e been learning. This 1s the step at which students move toward assumiig,
responsibility for determining what strategy to use and how, when, and whv to use it

Aseond of cantion readmyg programs may not lavel these steps i the ~ame wey, and they may
not present them i same ovder. Thev may not even present them as discrete steps Nonetheless,
cach ot the ideas n the steps we have discussed should appear somew here withm a cvde tor

teaching a given strategy.

GUIDELINE 5. As vou examne comprehenston instructional approaches in reading
programs, look tor expliat mstruction that mcludes aspects of modelg and explanation,

guided practice, and applhcatien.

Developing Metacognitive Awareness

Teachers have always known that good readers are more caretul in their reading than are poor
readers and that they are more aware of how well they are understanding w hat they read
Good readers are also better able to alter their reading strategies to compensate tor a problem
once they reahize one exists. For example, they can recognize when portions ot a text are not
making sense and can see inconsistencies  Poor readers, by contrast, tend to be much less
aware of problems and are less able to compensate even when they are aware that something i
wrong,

Considerable codence reveals that even very voung children can be taught, through
exphat mstruction, to be aware of when something makes sense and when it does not (161 By
mcduding trainoy i how to monitor comprehension i reading mstruction, teachers can hedp
students learn strategies to use i darnitving text that 15 otherw ise ditticult tor them to
understand.

Rather than only answenng comprehension questions or completing worksheets,
students w ho are not able to monitor their comprehension need to be taught how to become
aware of hoie they answer questions and e they use ditferent strategies to get the intormation
needed to complete the worksheets.

Awareness is a hey to bemng in control of comprehension—students cannot tin
comprehension problems unless they are aware ot how to use repair strategies  Inaddition,
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students cannot apply stratcgies to new reading situations unless they are aware of when and
how to use the strategies. Consequently, comprehension instruction should build student
awareness of what they already know so that they can call on that knowledge whenever they
encounter similar situations.

GUIDELINE 6. As you examine the comprehension instruction in r. :ding programs, look for
activities that develop students’ metacognitive awareness.
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PART THREE

Teacher Assistance for Comprehension Skills and
Strategies Instruction

The suggestions th2t tollow are based on research and effective practice. Thev are intended to
help teachers incorporate the information provided n this booklet into their total mstructional
program.

1 How can [ help students develop comprehension strategies?

* Share vour predictions, understandings, and misunderstandings of selections in
the same way vou ask the students to share theirs. This will demonstrate how you,
as a competent reader, are also actively engagad in the comprehension process.

* Provide practice in choosing the most appropriate strategy for a specific type of
text and for a specific purpose.

*  Also provide practice by having students apply a specific strateg to several
different kinds of reading selections, both fiction and nonfiction.

* Encourage students to “talk” themselves through their first independent attempts
at applying a speaific strategy. These efforts can assist them in focusing on the
steps of the strategy as well as raising the r awareness of what thev are doing to
construct meaning,

*  Use peer tutoring or cooperative learning to give students practice in strategy
application.

* Have students monitor their comprehension by asking themselves questions before

reading, during reading, and after reading. Some suggestions for questions are;
Yrore,
(Prereading)

What is this about? What do I already know about this? Why do I need to
read this? What do [ think will happen?
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(During reading)

Does everything make sense? Did 1 correctly predict what would happen?

Can | summarize what has taken place?
(After reading)
What was it about? What did I learn from it? Did it tell me something that
didn’t agree with what 1 already know?
* Provide direct instruction in strategies that help students to focus their attention on
the important information in a selection, to synthesize that information, and to

integrate it with information thev already have.

2 How can 1 allocate more classroom time to develop students’ comprehension strategies
through independent reading?

¢ Use independent reading as an alternative to some workbook tasks.
* Useindependent reading during transition times.

¢ Set aside a time during the day when everybody n the class—including
vou—reads.




PART FOUR

Listing of Guidelines for Evaluating Comprehension Skl
and Strategies Insiruction

GUIDELINE 1. As you evaluate the comprehension instruction of a reading program,
determine if it presents a logical progression in the cumulative development of specific skitls
and strategies, both within and across grade levels.

GUIDELINE 2. As you evaluate the comprehension instruction of a reading program,
determine if it reflect: the application of skills and strategies to increasinglv difficult content
and to a variety of selection types.

GUIDELINE 3. As you evaluate the comprehension instruction of a reading program,

determine if it provides review and practice opportunities in workbook activities, in the

‘ selections in student textbooks, in writing suggestions and assignments, and in extended
reading opportunities.

GUIDELINE 4. As you examine the comprehension activities in reading programs—regardless
of how they are labelcJ—determine whether they contribute to the development of the three
important factors of

* determining what is important

* synthesizing information

* drawing inferences.

GUIDELINE 5. As you examine comprehension instructional approaches in reading

P &
programs, look for explicit instruction that includes aspects of modeling and explanation,
guided practice, and application.

GUIDELINE 6. As you examine the comprehension instruetion n reading programs, look for
activities that develop students’ metacognitive awareness.
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PART FIVE

Worksheets for Evaluating Comprehension Skills and
Strategies Instruction

The job of evaluating comprehension skills and strategies instruction is not a simple one.
However, the two worksheets that follow will help you examine those dimensions of reading
lessons you believe to be important to your own comprehension instruction.

Specific directions for using the worksheets precede each one. General directions and
some additional information about worksheets appear in the Leader’s Manua),

Materials and Resources Needed

You will need one copy of each worksheet for every reading program you plan to evaluate.
Reproduce as many copies as you need. For each level of comprehension instruction you plan
to evaluate, you will also need:

* Teachers” manuals

*  Student textbooks.

Peints to Keep in Mind

1 The worksheets are appropriate for all grade levels. However, vou will find great
variety in the way skills and strategies are laid out as vou cross from primary to
intermediate grades.

[ £%4

As you analyze the various comprehension activities of a program, you nay find several
skills or strategies that have not been discussed in this booklet. First, remember that this
may be because different programs use different labels tor the same skill or strategy.

Then, discuss the importance of the skills or strategies included 1n the program.
3 Do not expect to fill in every column on each worksheet. Some parts may not apply to
the specific program or task you are evaluating. Empty spaces do not necessarily mean

a program is inadequate.

4. You may choose to use only parts of each worksheet.
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Rating What You Have Evaluated

You may wish to develop a rating scale of your own to quantify your overall evaluation of
comprehension skills and strategies instruction in the programs you examine. We have
included space on the worksheets for you to record your ratings.
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WORKSHEET 1: DIRECTIONS

. GUIDELINES 1, 2, 3: Comprehension Instruction Overview

1. These are general overview guidelines for the reading programs you are evaluating.
To answer the questions on the worksheet, page through the table of contents of the
teacher’s manual to locate skills and strategies activities. Record them cn the
worksheet.

2. Do not assume that the skills and strategies listed in the table of contents are the only
ones to be taught in the program. You may also discover others that are included in
each level of the program under different names. You should note these on the
worksheet.

3. After listing the skills and strategies you have found, discuss whether the programs

meet the criteria set forth in the guidelines and record your conclusioas on the
worksheet

li:r
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Worksheet 1 COMPREHENSION II

Publisher Program Grade Level Copyright Evaluator

GUIDELINES 1,2,3
COMPREHENSION INSTRUC /ION
OVERVIEW

List the comprehension skills and strategies
introduced and practiced in this basal.

Level ___ Level
Comments: Comments: Rating:

1. Indicate whether and how the instruction
presents

a. a clear progression in the cumulative
development of the skill/strategy

b. a clear progression in the development
of the skill/strategy within a grade level

¢. a clear progression in the development
of the skill/strategy across grade levels.

2. Locate and record evidence that the
skill /strategy is applied to increasingly
difficult content and to a varety of
selection types.

3. Analyze the adequacy of review and
practice opportunities

a. in workbook activities
b. n the selections 1n student textbooks
¢. in extended reading opportunities

d. in writing suggestions and assignments.
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WORKSHEET 2: DIRECTIONS

GUIDELINE 4: Presentation and Development of Key Skills and Strategies

This section of the worksheet provides you with the opportunity to evaluate the
activities that develop comprehension skills and strategies in reading programs.

Examine activities in at least two different levels of the program to determine if they
contribute to the development of the three key comprehension factors discussed in
the guideline.

GUIDELINES 5, 6: Instructional Approaches

25

Choose one skill or strategy, such as synthesizing information.

Pick activities at two different levels of the program that can be categorized under
this label (remember, programs can use different labels for the same topic).

Observe how each activity presents the skill or strategy, and determine how well 1t
illustrates the use of modeling and explanation, guided practice, and application.

Determine if the activity helps students develop their awareness of what they know
so that they can use this knowledge as they read.

117




Worksheet 2 COMPREHENSION II

Publisher Program Grade Level Copyright Evaluator
GUIDELINE 4
PRESENTATION AND DEVELOPMENT Level _ Level ____
OF KEY SKILLS/STRATEGIES Comments: Comments: Rating:
Analyze whether and how the comprehension
activity contributes to the development of students’
abilities to

a determine what is important in a selection

b. synthesize information

c. draw inferences.
GUIDELINES 5, 6
INSTRUCTIONAL APPROACHES Comments: Comments: Rating:

1. Skill or Strategy Evaluated. __
Discuss whether the activity provides direct
explanation of

a. what skill/strategy 15 being taught

b. how to use the skill /strategy

c. when to use the skill/strategy

d. why the skill /strategy should be used

2. Discuss whether the activity provides for
explicit, or direct instruction, sucl as
a, teacher modeling and explanation
b. guided practice
2. application.

3 Record ways the activity contributes to the
development of students’ metacogmtive

AW areness.
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