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Reader Control of Narration Rate in Talking Books

Ofer Bergman

Note: After reading this article, please visit the online discussion forum and share your
comments.

Reading while listening (RWL) is an instructional technique in which children associate
unfamiliar written words with their corresponding familiar sounds. In RWL, children listen to
a text (often a "talking book" on audiotape or computer software) while following along in a
printed version. Although RWL is a popular technique, particularly in tutorial settings,
research about its effectiveness is unclear and contradictory. Van der Leij (1981) noted that
the technique supplies children with a model of a reading "end product." From this model,
they can derive both phonetic rules (Carbo, 1978) and correct pronunciation of irregular
words (Reitsma, 1988). The model allows children to shift their attention from the laborious
effort of reading individual words to the far more interesting job of understanding the
narrative. Thus, RWL increases the children's motivation to read (Carbo; Gamby, 1983;
Reitsma; Van der Leij), and consequently can help break the vicious cycle of "Matthew
effects" in which poor reading reduces motivation, which in turn lessens reading practice so
reading does not improve (Stanovich, 1986). To complement these positive views about
RWL's effectiveness is some evidence that suggests the technique promotes reading fluency
and speed, word recognition, motivation, and reader self-confidence (Chomsky, 1976; Carbo;
Klein, 1989; Van Bon, Boksebeld, Font Freid, & Van der Hurk, 1991).

However, a significant body of research contradicts some of these findings. Rasinski (1990)
found that repeated RWL did not improved fluency or accuracy any more than did repeated
silent reading; Bruland (1970) and Hasselriis (1968) reported similar findings. Gbenedio
(1986) found RWL to be less efficient than an eclectic method in English as a second
language instruction, and Holmes and Allison (1985) found that reading aloud and silent
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reading resulted in better comprehension than did RWL.

McMahon (1983) offers an explanation for these contradictions, suggesting that the reason
some children appear not to benefit from RWL is that the narration rate used is generally
significantly faster than the children's own reading rates. When children cannot follow the
narration, they are unable to make the connection between the graphemes they see and the
phonemes they hear. Moreover, the seemingly unrelated phonemes distract them from the
reading process. McMahon's investigation found tape-recorded story rates that averaged 112
words per minute (wpm) for first-grade cassettes and 141 wpm for third grade, while the first
graders in her study read at 18 to 50 wpm and the third graders at 50 to 91 wpm. The children
at both grade levels performed a mismatch task quite well when the narration rate equaled
their own reading rate or exceeded it by up to 35 percent, but they failed to notice mismatches
between the written and voiced texts when the narration was at the average rate of the
cassettes intended for their age groups.

Some research has found that slowing the rate of narration can be beneficial (see, e.g., Carbo,
1988; Neville, 1975). However, slowing it down too much seems to result in comprehension
problems related to the limited capacity of young children's short-term memories (Breznitz &
Share, 1992). Worse still, if the rate is too slow, the children may become bored and lose
interest in the story and activity (McMahon, 1983).

It would seem, then, that talking books should be narrated at a rate that matches or slightly
exceeds the listener's reading rate. Determining that rate for a particular grade level is,
however, an impossible task. Reading rates vary across individuals according to many
factors, including age, ability, and familiarity with the text. A simple solution to this problem
might be to give the child control of the narration rate. To test this hypothesis, Shany and
Biemiller (1995) used a tape recorder that could be played back at different speeds to test the
practice effect on poor readers in grades 3 and 4. In testing for reading comprehension, speed,
and accuracy, the research showed that this method resulted in almost the same effect as
having the poor readers read aloud with a tutor who provided correction -- a technique that is
both labor intensive and expensive. Moreover, the tape-assisted group read twice as much as
the "tutor" group, which resulted in a significant improvement in listening comprehension.

Since computers are replacing tape recorders in the talking books field, it is now possible to
store, in digital form, narration prerecorded at different rates, thereby avoiding problems of
pitch and sound distortion caused when traditional audiotapes are played back at different
speeds; these different rates of narration can then be accessed on command, either by the
teacher or the student (patent no. 08/793,715; pending). Surprisingly, no software that takes
advantage of this possibility has been produced commercially, nor has the effect of changing
narration rate been checked independent of the RWL effect.

The purpose of the present study was to examine the effect of RWL with reader control over
narration rate in comparison to standard RWL, testing for reading comprehension, speed, and
accuracy at both text and word levels. The research hypothesized that
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Children will perform better on the test measures when they are given control of the
narration rate
Because poor readers read more slowly and find standard RWL harder to follow, they
will profit more from control of narration rate than will their more able peers
When asked, children will indicate that when they controlled the narration rate, reading
was both easier and more enjoyable than in standard RWL

Back to abstract

Design and Method

Children from two first-grade classes at the Afek School in Rosh-Haayin, Israel, participated
in the study. The experiment was conducted in Hebrew, the children's first language. A
within-subject design was used. Each child engaged in RWL with two stories under two
conditions, one with control over the story's narration rate, and the other with narration at the
fixed rate determined by the materials' designers and publishers. After each of the conditions,
study subjects read aloud a list of words extracted from the story for an accuracy analysis,
they responded to a comprehension test, and they read a page of the story aloud to measure
both reading accuracy and speed. The children were also asked which of the two conditions
was easier for them, and which was more enjoyable.

Sample. Parents of 71 of the 79 first-graders at the school gave consent for their children to
participate; these 71 children also agreed themselves. From this sample, two children were
excluded: one suffered from attention-deficit hyperactivity disorder and the other from
behavioral problems. Of the 69 children who participated, 38 were boys and 31 were girls. A
technical problem with the recordings occurred with four of the children; for them, only the
written comprehension tests were used in calculation of results and statistical analysis. The
teaching method in the school was eclectic, but tended toward whole-word reading.

Assignment to groups. All children received the same treatment, but in order to test the
second hypothesis, they were assigned to one of two ability groups. Thirteen children (18.8%
of the study sample) were assigned to a "poor readers" group, on the basis of two criteria:

1. Their overall test scores during the experiment were more than a standard deviation
(SD) below the average

2. They were considered to be poor readers by their teacher, had been assigned to the
lowest reading group in the class, and were receiving additional instruction from a
special education teacher

Tools. The reading materials used were taken from the Step by Step series produced by the
Israeli Center for Educational Technology. All are recommended for use in first grade by the
Israeli Ministry of Education. The series includes books and read-along audiocassettes
designed for RWL. The average rate of narration on the cassettes is 90 wpm. The story "For
Children Only" was used for a training phase; "Eran's Morning Talk" and "Chen's Luck
Chain," both by Sara Shalom, where used during the experiment itself The text of "Eran's
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Morning Talk" can be viewed by clicking here.

At the facilities of the Hamon Recording Studio, the stories were read aloud at rates of 30,
45, 60, 75, and 90 wpm, and were professionally taped. The narrator, Israeli actor Ben
Yegendorf, was asked to use the same tone in each of the narration rates. Using
Macromedia's Director software for creating interactive multimedia, a projector was created
to display the story page by page on the screen while the narration played back, either at a
fixed rate of 90 wpm (the rate of the audiocassettes in the series) or at a rate selected by the
viewer. When the latter feature was activated, two images displayed on the computer screen
allowed children to control the rate: clicking on a rabbit icon increased the narration rate by
one step, and clicking on a turtle icon reduced it by one. The icons were felt to be preferable
to a scale, which would have opened the possibility for children to make overly ambitious
initial selections of narration rate. To see a demonstration of the software (618 Kb; requires
Macromedia's free Shockwave plug-in, available from the download center of
Shockwave.com), click here.

Measures. The following tests were developed for each of the two stories:

Reading comprehension
A multiple-choice test was prepared for "Eran's Morning Talk" and "Chen's Luck
Chain." (The one developed for the former story can be viewed by clicking here.) The
tests included various levels of comprehension questions -- literal, inferential, critical,
and affective (see Salvia & Ysseldyke, 1995).

Reading accuracy, word level
Each child read a list of words taken from the text into a tape recorder. Tapes were
analyzed, and mistakes were weighted as follows: -1 point for a mispronounced or
omitted word; -0.5 points for a self-corrected word or a word pronounced as
fragmented phonemes (e.g., /ta/ /b/ /le/ instead of /table/); and -0.25 points for a single
stop in pronunciation (e.g., /ta/ /ble/) or for a word that was pronounced more than
once (taken as an indication that the child was unsure of the pronunciation). Of course,
this scaling method checks only the accuracy and fluency of pronunciation and not
comprehension. The assumption was that the better the word was learned (internalized
and atomized), the better it would be pronounced (fewer mistakes, corrections, or
repetitions).

Reading accuracy, text level
Children read aloud a page from each story into a tape recorder. Mistakes were scaled
as in the word-list test.

Reading speed
The one-page reading for the text-level accuracy test was timed. Speed was calculated
as the average number of words per minute pronounced by the participant.

Attitude questionnaire



The children were asked two questions at the conclusion of the testing procedure: (1)
At which narration rate was the reading easier for you? (2) At which narration rate was
the reading more fun for you?

Analysis of the answer sheets and tape recordings was blind, undertaken without knowledge
of the condition (with or without control of narration rate) to which the data related. Raw
scores underwent a statistical cleaning process described below.

Procedure. Each child was tested separately. The testing procedure had six phases:

1. Training
2. First condition -- RWL either at the fixed rate or with choice of rates
3. First set of measures
4. Second condition -- RWL in the complementary condition
5. Second set of measures
6. Attitude questionnaire

In the training phase, the children were taught how to use the computer software to control
the narration rate. At the bottom of each page of displayed text, two icons -- a rabbit and a
turtle -- appeared on the screen, and the children were asked whether they wanted to make the
narration rate faster or slower. Each click of the mouse on one of the icons changed the rate
to the next discrete level, either faster (e.g., from 60 to 75 wpm) or slower (e.g., from 60 to
45 wpm). The researcher encouraged the children to try each of the different rates and
eventually to choose the one they felt was most suitable for them.

For each of the conditions, children were asked to follow along with their finger on a
computer screen that displayed one of the stories, while listening to the story being read
through the computer's speakers. The order of the conditions (standard RWL or control over
narration rate) and their coupling with the two stories were counterbalanced. The rate for the
standard RWL condition was set at 90 wpm, the rate of the talking book series from which
the stories were selected (the average rate of Israeli talking books for this age group is 105
wpm). In the control-over-narration-rate condition, the story was read at the rate chosen by
each child in the training phase, in order to prevent participants from being distracted by the
process of actual rate selection during the experimental condition.

After each reading, the comprehension test and the two accuracy tests were administered for
the appropriate story (reading speed was calculated from the text-level reading accuracy test).
Finally, the attitude questionnaire, delivered orally, asked children to identify the condition
that was (1) easier and (2) more enjoyable for them.

Statistical analysis. The parameters of reading comprehension, text-reading accuracy, and
accuracy on the word-list reading were measured as a proportion of correct answers or
correctly pronounced words; reading speed was measured as the average number of words
per minute pronounced by the child (see Measures). Because a within-subject design was
used, it was not possible to test the two conditions with the same story. Although the two



stories used were written by the same author for the same reading level in the same book
series, children did find "Eran's Morning Talk" to be significantly more difficult to read than
"Chen's Luck Chain." To eliminate this variance the measures were cleaned as follows:

The mean scores for each of the stories were calculated. For each story half of the
subjects were tested under standard RWL and the other half under the control-over-rate
condition. Therefore, the difference between the means was not caused by the
experimental conditions, but by the difference between the stories.
The difference between the mean story score was calculated and then divided by the
story's standard deviation. This resulted in a Z score, defined as the original score
cleaned from the story's effect.

To check the first hypothesis -- that reading will improve under the control-over-rate
condition -- the Z score of the two conditions was compared in a paired t test. To check the
second hypothesis -- that the improvement for the "poor readers" group would be greater than
that for the other children -- an added value score was created by subtracting for each
participant the Z score of the standard RWL condition from its paired Z score under the
control-over-rate condition. Then, a t test was used to compare the added value score of the
two groups.

Back to abstract

Results

Four results from the descriptive statistics stand out. First, the average reading rate for the
study sample was determined to be 53.4 wpm, about half the average 105 wpm found in tapes
and software intended for this age group. Only six children (less than 10% of participants)
read at or above 105 wpm. Second, the standard deviation of the reading rate was 33.9. This
means that a reading rate 1 SD above the average (i.e., 87.3 wpm) is more then four times
faster than the rate 1 SD below the average (i.e., 19.5 wpm). Third, distribution of the
children's reading rates was clearly bimodal, as shown in Figure 1.

Figure 1
Distribution of Number of Students Reading at Various Rates
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Finally, there was a significant correlation between the children's actual reading rates and the
narration rate that each chose (R (0.66,65) < 0.001). When examining only the participants
who claimed that standard RWL was "more fun," the correlation remained high (R (0.63,24)

0.01).

The effect of control of narration rate on the reading performance of the participants is shown
in Table 1.

Table 1
The Effect of Control over Narration Rate

Mean paired
differences

SD of paired
differences

Value DF P

Comprehension 0.24 1.20

Text accuracy 0.11 0.39

Word accuracy 0.09 0.57

Speed 0.02 0.41

Overall effect 0.44 0.18

1.67 {

2.19 64

1.21 164-

0.43 F21-

12.41116:1-

0.0495*

0.016*

0.116

0.333

0.0095**

* p < 0.05
**p < 0.01
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The results shown in Table 1 indicate that having a choice of narration rates had a significant
effect on the participants' comprehension and their accuracy in text reading, but not on
word-list accuracy or speed. The overall results indicate with high significance that giving
children a choice of narration rate had a positive effect on their learning with the RWL
technique.

The effect specifically for poor readers is shown in Table 2.

Table 2
The Effect of Control over Narration Rate on the Reading Performance of Poor

Readers

IDifferences (mean)11Differences (SD) Paired t value! DF1P

Comprehension 0.12 1.16 0.37 1F21 0.36

Text accuracy 10.40 0.53 j12.71 [712] 0.0095**
1

Word accuracy 0.16 0.32 1.81 12J 0.0475*
i

Speed 0.11 j 0.88 0.47 11210.3235

* p < 0.05
** p < 0.01

The results shown in Table 2 indicate that choice of narration rates had a significant positive
effect on the poor readers' group in the area of reading accuracy (both text and word levels),
but not for comprehension or speed. A comparison of the results for the poor readers and the
other study participants is shown in Table 3.

Table 3
The Effect of Control over Narration Rate for Poor versus Other Readers
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ean effect 'Variance of effect Value 1PF-7-

Comprehension
oor = 0.12

Other = 1.66

oor = 1.66

Other = 1.66
-0.42 63 0.677

Text accuracy
oor = 0.16

Other = -0.19

oor = 1.37

Other = 0.80
2.39 14.11 0.016*

Word accuracy
l'oor = 0.16

Other = 0.07

'oor = 0.32

Other = 0.62
0.77 36.92 0.22

Speed

* p < 0.05

oor = 0.11

Other = .00
0.47 12.19 0.322

Table 3 shows that the poor readers' group benefited more from the choice of narration rate
than did other readers on the text accuracy test. Notice also that, contrary to the research
hypothesis, the other readers gained (insignificantly) more from the choice of narration rate
than did the poor readers.

As expected, participants found that reading with a narration rate they chose was "easier" and
"more fun" than undertaking RWL with a fixed rate (see Table 4).

Table 4
Expressed Preferences by Condition

Chosen rate 1 Standard rate o preference

'Easier (%) 65.2 18.8 10.1

ore fun (%) 42.0 37.7 15.9

Back to abstract

Discussion

''Did not answer 1

15.8

14.3

The results of this study confirm the hypothesis that having a choice of narration rate is more
effective than standard RWL for students in the initial stages of learning to read. The results
indicate that, overall, control over narration rate yields improvements in reading
comprehension and text-level reading accuracy. Results regarding word-list accuracy reached
significance only for the poor readers. There were no significant results regarding reading
speed. The positive effect on the children's performance under the control-over-rate condition
was confirmed with high significance.
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These results come as no surprise when one examines the descriptive statistics: the average
reading rate of first-grade participants in this study (53 wpm) is about 60 percent slower than
the fixed-rate narration in the two stories selected from the talking books series (90 wpm) and
50 percent slower than the average narration rate of Israeli tapes and software designed for
this age group (105 wpm). These results are not unique to readers in Israel, however:
McMahon (1983) found the average rate of narration on audiocassettes designed for
first-grade American students to be 112 wpm, while the reading rate of the first graders she
tested ranged from 18 to 50 wpm.

It seems reasonable to suggest that if children input written and spoken words at different
rates, this reduces the chance for cognitive association between the representations.
Moreover, the difference between the narration rate and the child's actual reading rate turns
RWL into a task that splits young reader's attention -- that is, the narration becomes a
distraction that seems to relate almost to a different text. This is not to say that RWL is
necessarily a split-attention task, as was suggested in the 1970s (Daly, Neville, & Pugh,
1975; LaBerge & Samuels, 1974); rather, it becomes such a task when the narration rate is
too fast for the children.

The study also found a very high variance (SD of 33.9 wpm) in reading rate among the
children. A student who read at 1 SD above the average (i.e., at 87.3 wpm) read more than
four times as fast as one who read 1 SD below (i.e., 19.5 wpm). This means that even if
software and audiotape producers of talking books included narration at the reading rate of
the average student, it would still be either too fast or too slow for most children. In other
words, there is no single narration rate suitable even for a homogeneous age group.

This leads to the conclusion that choice of narration rate is required. The next question is
whether children can actually determine the appropriate rate for themselves. The results of
this study imply that they can. A significant correlation was found between the children's
actual reading rates and the narration rate they selected. This correlation was also found for
the children who claimed that the standard reading rate was "more fun." This suggests that
children tend to choose realistically according to their abilities, overcoming their desire to
hear the story at a faster pace.

Improvement of poor readers. Based on results from the text-level reading accuracy
measure, the poor readers' group seemed to have profited more from control over the
narration rate than did the other readers. This could be explained by the fact that the poor
readers are slower than their classmates, so it is more difficult for them to follow the standard
narration. In contrast to this, and contrary to the prediction of the second research hypothesis,
the poor reading group did not profit more than the rest of the readers from control over
narration rate in terms of reading comprehension. An explanation for this could be found in
an anecdotal observation: when these children were presented with narration at the standard
rate, their fingers wandered randomly across the computer screen -- apparently because they
were not able to follow the story as it was displayed. Since they did not try to read, they could
listen attentively and, hence, they had no difficulty understanding the story at the fixed-rate
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condition.

Psychological and emotional considerations. Most children found the narration rate they
selected themselves to be easier and "more fun" than the standard narration rate. They
responded to the standard rate with stress signals (saying, for example, "What is this? I can't
keep up!"), and were enthusiastic about the actual rate-selection process. This suggests
another explanation for the positive results: it is possible to view a student who is
unsuccessfully trying to follow narration as engaging in the behavior of learned helplessness
(Petterson & Seligman, 1993). By giving them the choice over narration rate, the children
gain control of the situation and view themselves as being trusted to make decisions.

Back to abstract

Directions for Future Research

It would be useful for this study to be replicated in a course of longitudinal research in order
to test its implementation in an actual school environment. Its effect could also be tested with
dyslexic children and students studying a second language.

In addition, the study's results suggest two other directions for future research:

1. The distribution of the participants' reading rates was unexpectedly bimodal. This
could be attributed to interpersonal differences (e.g., Matthew effects, as described in
Stanovich, 1986), or to a sudden increase in children's reading rates as part of the
development of reading skills. During the first stages of reading acquisition, for
example, the child might read fragmented phonemes in the context of a word, while in
the second stage, the child reads whole words in the context of a sentence. A
longitudinal study that monitors and follows children through the stages of reading
skills acquisition is required to test these hypotheses.

2. Many software versions of talking books focus the child's attention on the part of the
text being narrated by highlighting on the computer screen the text block that is being
verbalized. But how much of the text should be highlighted? When selection of
narration rate is enabled, the extent of highlighting can be adapted to the narration rate.
Thus, at a slow narration rate, highlighting could cover only one word at a time, while
for a faster narration rate, the highlighting could cover a few words or a sentence or
two. Research is needed to determine if this modification of the control-over-rate
technique would beneficial.

Back to abstract

Summing Up

The central question addressed by this research was "Does giving children control of the
narration rate help them acquire reading skills in RWL activities?" The study's results
indicate that it does. Not only did students show a significant improvement in reading
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comprehension and accuracy (though not in speed), they also had a more positive attitude
toward the control condition, possibly because it allowed them to be in command of the
learning activity.

For more than a hundred years, the progressive reform movement in education has asserted
that children should be allowed to learn at their own pace. In practical terms, this has been
difficult to implement -- teachers generally have a wide range of children and ability levels in
their classes and are usually required to "cover" a prescribed curriculum, often with limited
or inadequate resources. The advent of computers in the classroom, however, has made it
possible to put this educational philosophy into practice (see, e.g., Schank & Cleary, 1995) --
and this study shows its benefits for one facet of reading instruction.

Author's Note: I wish to thank the following for assistance, encouragement, and support in
the research and writing of this article: Miriam Faust and Lilly Dimitrovsky, Bar Ilan
University; Eyal Geyer, zapa.com; Lior Shur, MediaMate; Afek School principal Ariela
Segal, teachers Avital and Rinat, and the first-grade children who participated in the study;
Haggith Gor-Zeev, Yoad Nevo, Orit Bergman, Zeev Bergman, Oren Zukerman, Uzi Dvir,
Michal Shnayder-Beery, Alex Aldor, Etgar Keret, MESSER - Idea Promotion Center, and
finally, my wondrous wife, Rutu Modan, without whom nothing would have occurred.
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Story Sample: "Eran's Morning Talk"

By Sara Shalom

Note: This story was originally written in Hebrew. Every effort has been made to match the
original level of vocabulary and syntax in the translation, but it is possible that this English
version is at a slightly higher or lower level than the original.

In Eran's class, each day begins with a short talk. All the children like this time. They sit in a
circle, on two carpets in the middle of the class, and one of the kids tells a tale. The other
children listen and ask questions.

"Who wants to talk today?" asks the teacher, Michal. This is the way the talks begin each
morning. Eran listens to the talks about the interesting things that happen to his friends. He
loves listening to these stories. Each morning after the talk, Eran thinks, "That's really
interesting. What can I talk about?"

One morning Dorit told the other children, "On a vacation I took a trip with my parents to the
Negev area. The Negev is a desert and it's very hot there. The plants that grow there dry out
fast because of the heat. Here, I brought you thorns from the Negev." Eran listened and
thought to himself, "That's really interesting. What can I talk about?"

One morning Oded said, "I read a real and beautiful story. It's about a boy who loved to take
care of animals. The boy grew up, learned medicine, and today he is an animal doctor." Oded
showed the class the book and the pictures inside. Eran listened and thought to himself,
"That's really interesting. What can I talk about?"

One morning during the talk Dan surprised the other children. He brought in a covered
cardboard box. Dan carefully put the box on the carpet and asked, "Who knows what's in the
box?" The children looked, and Dan took the cover off. Eran cried out, "A turtle! There's a
turtle in the box. What a nice surprise!" Dan took the turtle out of the box. The turtle walked
around the class, and the children laughed. Dan told everybody how he found the turtle, and
Eran thought to himself, "That's really interesting. What can I talk about?"
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Eran did not say a thing at the morning talk. He thought to himself, "What story should I tell?
I want to say something interesting and unique. I want to say something that will surprise the
other children and Michal, the teacher. But I don't know anything interesting to talk about!"

One morning Michal said, "Do you remember, children? Today we will stay after class to
prepare a show. I hope you told your parents about it." Eran said immediately, "I can't stay!
Today is Monday, and every Monday I go to a Judo class after school. I even bring my Judo
clothes to school with me."

Ronen asked Eran, "Are there special clothes for Judo? Can I try them on?" Revital asked,
"What do you learn in Judo class?" Eran was surprised. He had been going to Judo class for
almost a year, and he didn't think it was anything special.

Eran told the children about the Judo class. He demonstrated some of the moves he had
learned. Eran showed his white Judo suit and wide belt, and helped Ronen to try them on.
Eran kept on talking, telling the others that "in two weeks I will participate in a tournament."

The children were amazed. They looked at Eran with wide and curious eyes. They asked him
a lot of questions. Some of the children even asked Eran to teach them judo moves, and he
promised to teach them during recess.

After a while, Michal said, "Good, Eran, the morning talk was very interesting, and I wish
you luck at the tournament." Eran smiled. He was pleased. He realized that all this time he
had been telling an interesting story for the morning talk.

"Eran's Morning Talk," written by Sara Shalom, from the Step by Step book series, produced by the Centre for
Educational Technology, Israel. All rights reserved. Reproduced by permission.

Go back to the article

Go to sample comprehension test
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Example of a Comprehension Test

This test relates to the story "Eran's Morning Talk."

Please choose one answer for each of the following questions:

I. What happened when Oded finished telling his story?

Eran thought it was boring.
Eran tried to think what he would tell the class.
Eran thought that he should tell about his Judo class.

2. Why did Eran talk about his Judo class?

In order to explain why he could not stay after class.
Because he thought it might interest the class.
Because he thought that other children might want to do Judo as well.

3. How did Eran feel when the children asked about his Judo class?

Ashamed
Surprised
Delighted

4. At the end of the story...

Eran was pleased with the morning talk.
The children joined the Judo class.
Eran won the Judo tournament.

5. According to the story, is this true? Answer yes or no.
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The teacher said that turtles are not allowed in class.
It rained and Dorit never took a trip to the Negev.
Two of the children mentioned animals in their talk.
Eran waited for his turn to talk about his Judo class.

Go back to article

Go to " Eran's Morning Talk"



U.S. Department of Education
Office of Educational Research and Improvement (OERI)

National Library of Education (NLE)
Educational Resources Information Center (ERIC)

NOTICE

REPRODUCTION BASIS

ERIC

This document is covered by a signed "Reproduction Release
(Blanket) form (on file within the ERIC system), encompassing all
or classes of documents from its source organization and, therefore,
does not require a "Specific Document" Release form.

This document is Federally-funded, or carries its own permission to
reproduce, or is otherwise in the public domain and, therefore, may
be reproduced by ERIC without a signed Reproduction Release form
(either "Specific Document" or "Blanket").

EFF-089 (9/97)


