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Abstract v
This study explored the adult literaéy learning proc‘ﬁ',
from a éeading perspective. A field-based, comparatigg; ‘
study approaeh was used. Four adults enrolled in an Adult
Basic Education ligeracy program were obserged over three
and one half months in a classroom sefting: one ét a
beginning reading level, three at approximately a mid grade

three reading level. ,

Three exploratory guestions guided the collection of
data. 1. What read{ng strategies do adults participating in
a beginning literacy program use? a) Do these strategies
change during the program? b) Is there a relationship-
between change or lack of change in the reading strategies
and the nature of the instructional program? c) Is there ;
relationship between change or lack of chgxge in the reading
strategies of these adultsl;nd factors outsiderf the
instructional program? 2. What are the perceptions of
reading and learning to read of adults enrolled in a
beginning literacy program? 3., Why do adults enroll in
beginning literacy programs? ~

The following strategies were used to infer subjects'

s

reading strategies: analyses of subjects' oral reading
errors, analyses of subjects' unaided recalls, observation
of subjects during reading tasks, subjects' verbal
self-reports and subjects' responses to retrospective
questione. Categorizftion systems and running anecdoté;

records were used to dogument the content of the

iv
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instructional progkam, Structured interviews and Subjects'’
self-reports provided data on their concepts of reading and
learning to read, theif reasons for eofq}ling in the
program, their perceptions of the pregram and their
perceptions of the research tasks. .

The findings of the study were discussed in relation to
seiected literature on children's literacy learning, -adult
learn{ng theory and studies of adult literacy programs
conducted from an aéult learning theory perspective. From
these findings and the discussion of the literature several
direction; for future research emerged.

Two "conceptual categories” emergeé from the findings

‘df\5h1s study and the synthesis of the findings Hlkh the

findings of other studies of adult llt;}acy learning: 1.
Diversity of Illiterate Adult Learners: There was great
variation in the backgrounds, reasons for enrolling in the

program and reading strategies among the four subjects. 2.

‘The Illiterate as an Adult Learner: The subjects showed many

of the characteristics 'identified intthe literature as

typical of adult learners.
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RS THE;§RQBLEH
Illiteracy is 5}ten;view§d as a problem unique to
"Third World', undefde§el@§ed countries. And, using the
commonly accepted benchmark of litepécy,vﬁive fears of
formal schoolizg, N3y th America does not have a significant
literacy problem. According to results of major censuses o

taken in the United States in 1970 and in Canada in 1971,

only seven percent of the out of school p@puiatien of C;naéa

aged 15 and over has less than a grade five education

(Th mas, 1976} and eleven percent of the out of school

population of the United States ageé 17 and over has ig'

than a grade five education (Hunter and Harman, 1879).
Is a grade-five level of education, however, sufficient

to enable a person to function effectively in North American
i J

society? Twenty-five years ago Gray(1956) warned that "as. a
community becomes more literate, its reading matter usually
. > !

becomes more varied and difficult. Hence a level of

-achievement that was suitable at the outset soon grcvég
inadequate"(p.27). 7
The results of two surveys QEEthe ability of Unitgdi_
States adults to cope with the 1iterécy demands of North .
Amerigan s 1é£y suggest that Gray's prophecy has been
realized in North Amgricaﬁ society. Despite }he fact that
only 11 percent of th; pepulatien of the United States is
considered illiterate officially, results of the Harris
survey(1971) indicated that 15 percent of the population of

‘the Unitedlﬁtétes had serious reading deficiencies which

~

2
- 1
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interfered with their ability to cope with everyday reading
s ) 3
tasks in North American society, such as completing

. ) -
applications and using directories. The surveys conducted as

part of the Adult Performange Level Project(Adult Fuctional
Competence, 1975) concluded that 20 pérsent of the American

population cannot effectively use reading, writing, . .

, . \, . . .
, computational ang problem solving 5%§lls to meet the demands

of the various roles which they plaf in society, as workers,
as parents, as consumers and as community members.

Twenty-one percent of the population showed seriéusxpfcblems

in meeting the reading demands of North American society.

How, then, are these people in need of literacy
instruction to ée helped? Hunter and Hé:man(1979) suggeSt
that tha\SGIutian to the problem will require "an
integration of insights from different disciplines"(p.#%).

What insights does the field of teading‘héve to offer?
As the authors of The World of Literacy noted, gurprisiﬁgly

-

few. One of the "unexpected findings"™ in their literature

EEViEV.Df the effectiveness of world litera;y prbgfams‘ﬂaé
that "researchers working on the quéstién of literacy fgr

school children cverlaﬁ little with those working in adult
literacy"(World of Literacy, 1979, p.6). They further

suggested that because of the differences between adults and

children, little of the research on children's literacy

s

learning was directly applicable to adults' literagy
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learning. '
A. Need for the Study

The literature search conducted by this reséarcher
supported the conclusions sf the authors of The World of
Literacy . The field of reading has not -seriously explored
the problem of adult_ligeracy learning. The majority of the
research on adult literacy focuses on demographic and
psychological characteristics of adult illiterates. A small
number of studies involve comparisons of reading %pprca:hes.
However, the programs compared are usually slight
modifications of programs which were originally designed for
children. Kavale and Lindsay(1977) have suggested that one

"~ of the reasons for the lack of success of many A?ult Basic
Education(ABE) literacy programs is the lack of a research
base to justify the teaching approaches used.

Administrators of ABE literacy prag?ams‘have not
typically been concerned with reading methedaicgy per se,
but rather with affective and organizational aspects of
literacy programs, such as individualized learning (Thomas, f?
1976). Mezirow, Darkenwald.,and Knox(1975), in a study of ABE:
classrooms, found that "the mode of instruction in many ABE
classrooms is that of the elementary school of the

1920's"(p.18). Hunter and Harman concludéd(1979) that "high

' This qguestion of relevance of research on children's
literacy learning to adult literacy learning will be
addressed in the discussion chapter, Chapter VI,



are an urgent need that cannot be overlooked even as we
search for long-range strategies"(p.9). Hunter and Harman
feel that the long-range strategy must include "a radical
rethinking of the purposes and patterns of education as a
function of the larger social system™(p.8). 7
EThe field of reading could contribute much é@ the
development of ‘high;quality' programs for adult

illiterates. Before reading professionals can assist in
developing effective literacy programs, however, they must
gain an understanding of how adults presently learn to read.

As Jackson noted(1968), with respect to research on

[0

.teaching, it is important "to seek an understanding of the
teaching process as it is cémmgnly performed before making
an effort to changgrit“(p!175), Andggas Strang(1970) pointed
out with respect to teaching children to read:
“UHderstgnding how children learn is prerequiéige »
teaching them. The;questian 'What are their reading
processes?' takes first place - not 'What methods of
teaching reading are best?'"(p.11). This study is §n~attem9t

to begin to find answers to the guestions: "What are the

"How are these processes affected by current instructional

practices?”



B. The Study

Cése studies of four adults learning to read are
presented, based on data collected during a three and oné
half month period of observations in an Adult Basic
Education literacy program. The development of reading
strategies and the influence of the reading content of the
instructional program on-this development provided the focus
for the observations and data collection in this study. *
Other factors such as reasons for entering'the program,
concepts of reading, perceptions of the program and
influence of family and friends on the learning process were
also explored The pr1nc1ples of participant observation
guided the data ccllect1on in the field. Questlonlng,
self-reports, observational systems and clinical reading
techni;ues were used in the collection of data.

The findings of this study ‘should be viewed, not as

leading directly to theory, b rather, as providiﬁg

insights into the adult Xiteracy léarhing process. The
findings provide the ginnings of answers to guestions
concerni;g the relevapce of adult learning principles and
reading theories and ractices to adult literacy
inStruction: provide\ some support for the findings of the
few studies conducted within an adult learning framework,

which have attempted to characterize the adult literacy

*Dunkin and Biddle(197§) arid Wolcott(1975) have noted that
one researcher cannot focus on all aspects of a research
setting and so must choose those aspects most useful to the
researcher's purposes.
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learning process; and provide directions for future research
in the area of adult literacy learning. Over time, the
insights from this study, synthesized with the findings of

(hopefully undervay elsevhere or to be conducted in the
future), and synthesized with the findings of studies of
adult literacy with adult learning theory and/or

,~should contribute to the development

C. Organization of the Study

Implicit in a research study of this nature is the
theoretical bias c:f the feseafzhéf. For this re,alsan this
chapter concludes with a statement of the theoretical

position of the researcher, Chapter Il presents the

literature which influenced the focus of the research study,

the choice of data collection technigues and the
interpretations of the findings. So that readers may have -
"an adequate basis for rendering their own judgments
canéerning the analysis”"(Wolcott, 1975, p.124) and
écnélusiens? data collection and analysis techniques are
extensively described in Chapter III and the case studies,}
presented .in Chapter IV and Chapter V, contain much primary
data. Chapter VI discusses the findings i{ relation to
adult-learning principles and reaéing»thecrigs,'gné also
discusses the research methodology. In addition, the major

insights from this study and suggestions for future research
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are presented.

D. Theoretical Positio

Reading is therprocess of understanding written
language. It bpgins with a flutter of patterns on
the retina and/ ends (when successful) with a
definite idea about the author's intended message.
Thus reading is at once a 'perceptual’ and a
'cognitive' process. (Rumelhart, 1975, p.573)

Mature reading is a complex process which cannot be
represented by unidirectional models, either 'bottom-up' or
"top-down', as has been attempteé by so many the&fiSE?. The
mature reading process is the product of the simultaneous
interaction of various independent knowledge sources
(Rumelhart, 1975f; Four categories of knowledge sources used
in the reading process have been identified in the
literature: print kﬁawléégg, language ;nawlgdgg; world

' knowledge and structural!knévledge. The extent to which
these solUrces are used- by a reader in a particular reading
situation will depend upon the nature of the reading task
gnd the content of the reader's knowledge structures.

Included in the category of print knowledge are the
following: knowledge of the conventions a} print such as
punctuation, spacing and directionality(Clay, 1967; Downing,
1970, 1972; Reid, 1966); graphic kngéledge, knowledge of the
features of letters; and graphophonic knowledge, that is,
knowledge of the relationships b§t§gcn letters ;nd-lgttgr
elusteré and the oral form of the 1anggsge(ﬁacdmgn, 1976;



Smith, 1970; Kintsch, 1977;: Rumelhart, 1977; Ruddell, 1976).
Language knowledge includes syntactic knowledge, knévledge
of tha patterning‘af words in the language; semantic
knowledge, knowledge of the concepts associated with the
words of the language (Goodman, 975 Smith, 1970; Kintsch,
1977; Rumelhart, 1977; Ruddell, 1976); and pragmat

kncﬁledgei knowledge of the way laﬁguage 15 used in the
culture (van Dijk, 1977). * Specific knawleége about -
everyday events in the culture such as going to a
restaurant, (referred to as 'scripts’' by Schank, 1975 and
Schank and Abelson, 1977; and as 'frames' by Winograd, 1977
and van Dijk, 19717), and general background knowledge of the
topic and/or the autﬁar(van Dijk,i1977) are included in the
category of world khewledgei Structural knowledge inclufles
knowledge of the various organizational stfuétufgs of
written language such as narratives, $cientific articles and
editorials (Kintsch, 1977, van Dijk, 1977) and knowledge of
explicit writing éugs typical}ygseé by authors, such as

headings, topic sentences,-qummary statements and phrases

such as "The main point pf the arqument is...," (van Dijk,
1977).

Knowledge SSursesfare used in the mature reading
process to generate ;predictigns‘ or e:pectatigns and to
confirm, reject, or mad;fy thé%g pfed;ct1cns or
"exgg:tatiens“.

s Some vrxters uSe the term pragmatic in a b:aade sense to
include world knowledge.
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While fnowledge sources are key to the reading process,
the process itself g; directed by the reader's intgfests.b
attitudes and goals, and is dependent upon the reader's
cognitive strategies, particularly inferencing, organizing
and synthesizing, and hypothesis generating;and
testing(Ruddell, 1976).

Learning to tead is a process through which gradually
readers learn to utilize these various knowledge sources in
the reading process and through which they develop |
strategies for using these knowledge sources. Some Engﬁleége
sources, such as syntactic and semantic language knowledge,
are often well developed in the beginning reader, whether
- the reader be a child or an adult. Beginning readers bring
gfeat variation in world knowledge to the task., Other
knowledge sources such as print knowledge and structural
knafleége are less well developed. As a result facilitating
the learning to read process should involve building agﬁi

expanding knovledge sources as ‘well as encouraging the

development of appropriate strategies for using these



11, SELECTED LITERATURE
The reading of literature from many areas including
iitera:g, adult learning theory, reading theory, reading
-research, cognitive psychology and qualitative research
methodology was an ongoing pafé of this study. Prior to the-
study, the literature influenced the focus of the study and
the choice of research techniques. Féllewing theﬁanalysis of

the data, the researcher did much rereading of this

findings were interpreted. No attempt is made to review all
of the literatu:é read éﬁring the ;tudy; Rather, this
chapter presesents the literature.ghi:h was the most
influential to the fesearéhéf in determining the directions
and interpretations of the study and which, thus, will be
most beneficial to the reader in understanding the
één:eptuél framework and interpretations ef thié stuéy!aTﬁe
literature directly feléted to the general me;hadélégy of
the study is discupgsed in the methodology chapter, chapter
I11. ’ |
This chapter is divjded into three seétiens, The first
section presents the findings of three major studies of

theory perspective, which attempted to gain an understanding
of the adult literacy learning pfaeessirThe two remaining
sections centai; literature from the fields of reading,
cognitive psychology and artificial intelligence, which

attempt to characterize the reading.process and the learning
‘e

10-
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to read process. The first of these sections summarizes
studies of children learning to read. The final section
summarizes the insights into the reading process emerging
from the fields of cognitive psychology and artificial
intgliigence. The review of this ;iterature focuses on
theoretical concepfs and studiés directly relevant to the
identification of knowledge sources and strategies used in
the reading process by both mature, proficient readers and

children learning to read.

Ead

-,

‘A. Studies of Adult Literacy Programs

Three studies of adult literacy programs are reviewed.
Two of these studies are studies of Adult Basic
Educafion(ABE) literacy programs. The third study
investigated the national literacy campaién conducted in
Britain in the lage 1970's. Although the researchers of
these studies, in their -extensive reporgs, never officially
declare thei; theoretical pérspectives, it is apparent from
reading their studies, that they conducted the studies from
an adblt learning theory perspective. Therefore, an overview

of the major premises of adult learning theory are presented

prior to the reviews of the studies.
Adult Learners - -
Numerous articles exist on the pedagog f adult

education, commonly labelled 'ahdragogy". Most of this work

is based on the work of Kidd(1973) and Knowles(1973). Kidd  °

—— P

and Knowles maintain that the pedagagogy traditionally used



in teaching children’is not appropriate to the teaching of
adults. They have identified five characteristics of adult
learners which must be accounted for in a theory of adult
instruction:

1. The adult has a need and a capacity to be

=~

self-directing. This need develops slowly through
pre-adolescence and accelerates rapidly through adolescence.

2. Le;rning must be related to the experience of the
adult learner. The adult brings to the learning experience a
rich and varied backgrourd. Knowles claims that an adult's
experience is his ¢ identity; whereas a child often defines
himself by external factors in his environment such aé
parents, school gnd'church. The adult's experience cannot be
ignored in the learning process. Kidd notes that it is
important to know not only what kind of experience the
learner has had, but also what meaning this experience has -
for him. |

3. The adult learner must view the learning situation
as meeting his immediate-aeedsi While the child in the
learning situation is often future oriented, the adult
learner has an immediate problem to be solved. The adult is
ready to learn those things that he p{iifivss he needs to
learn. He comes to a learning situation because'\é is
éiperiencing,difficulty in coping with some current life

problem. Kidd(1973) noted that "adults exypect to find

-t - - - — - — -

‘To aid the writet and the reader of this study "he" and
"his" refer to both males and females. /9 !
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relevance both in the ébje;tiﬁgs and in the methods
employed”™(p.121).

4. The adult learner must experience achievement and
'satisfactian in relation to his expectations and needs.
Whereas the zhild looks to others to asse;s success, the
adult often has his own standards based on his own set of
goals.

5. The adult must feel secure in the learning
situation. A learning environment must be created which is
challenging yet not threatening. Kidd notes that many adults
believe the ‘stereotype of the adult learner as inferior to
the child learner. Many adults bring to learning situaiicns‘
the scars of past failures in learning experiences such as
formal schooling. Kidd(1973) claims that "sometimes the
first eséential step is to make him feel that the new
learning situation is néw, that it is plannéd for him, thét
it has no association whatsoever with failures ;ﬁ_the
past"(p.91).

Adult Basic Education Studies

advocates the application of the principles of adult

learning theory to literacy instruction. Program directors

are adm@hishéﬂ to mdke their programs functional and to
£



1"

development and operations. * Adult Basic,Education (ABE)
programs are the majorvbrbviders of literacy instruction in
North America. Yet, the desired characteriéti;s of a
functional program and student involvement were ra:ely
evident in two studies of ABE programs in North America
(Mezirow, Darkenwald and Knox, 1975; Thomas, 1976).

Mezirow et al. éonductie studies of ABE programs in six

major United States cities, They observed ABE classes and
interviewed directors, teachers and students. As Bthers
before have found in studies in cla stéoms in public
schools(Chall and Feldman, 1966), classroom practice did natf
always reflect stated goals and object\ve® of programs.
While, bff1c1ally, program goals included life ;ap;ng
skills, in practice most of the programs ;ocused,en t?f
traditional "3R's’', reading,\ﬁriting and arithmetic.
Further, the methodology used to teagh these '3R's'

reflected the pedagogy of elementasy’schools prior to the

progressive movement(p.18). ¢ Recitation rill and
memorization were common practicesAn the ABE classroomses

observed. ’ ¢
In the Thomas study several teachers openly admitted

that they focused on communicatioh skills, partiduafly

* "Functional literacy" programs are usually c ns1dereé to
be programs which teach the basic skills of reading, writing
and computation within the context of a focus an
"functional' topics, that is, topics relevant to the lives
of the participants such as health care, consumés economics.
‘ Mezirow et al .found some evidence to- suggest that programs:
that emphasxzed content of direct relevance to the lives of
the participants had lower dropout rates than did pf@grams
wvhich focused on the '3R's' ’
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-

reading and writing, and that they did not :%nsiéer the
teaching of life coping skills part of their job.

Individyalized instruction is,'accaféing to teachers
and administfétbfs in both studies, the preferred

otganjzational pattern for teaching adults. Individualized

instrugtion is, as Mezirow et al. put it, the "sacred cow"
of ABE\pro s. "Every director gives at least lip service

» .

to the necessity of individualizing instruction”"(p.109).
Yep, "individualized instruction is w%éély misconstrued to
mean individualized prescriptions t@rmget program rather
than learner goals"(p.153). All students iélléw the same
program; they just enter at different points and proceed
through the program at different rates. °’ : 4

 Both Thomis ané Mezirow etlgl. found great diversity in
the backgrounds of the lea:nersriﬁ the ABE programs.
Teachers identified diversity of students, particularly
diversity with respect to ability and achievement levels, as
a major obstacle in deliveringieffective instructional
programs. | |

Mezirow et al. identified two basic categories of

.motivations ofrstﬂéents for entering:ABE programs: 1)
motivations\reﬁated to adult work life, and 2) motivations
related to fadily‘or.é?mmunity life or. individual growth.
Age and sex are related to these catgécriesj The majority of

. . . b
young students; those in their teens to mid-twenties, enter

" Thomas did not comment on the classroom implementation of
the philosophy of individualized instruction.
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ABE programs for job-related reasons. Older students, beyand
\HJ

the age of 45, enter ABE programs for selféimpfcvement or.

social reasons. Women in their mid-twenties to mid-forties

often enter ABE programs to become better, "more fit"

% . . o -
mothers. Since the major consumers of ABE programs are young-

adults iﬂ;theif late teens and early twenties, job-related
reasons are the major reason g:ven by those entering ABE
programs. A small but significant proportion of participants
are in the "concerned mother" category. l
No matter what their reasons for entering ABE pr&érams}
all participants are cancerned with their progress. Hidden
program philosophy and student needs éeep‘té'be iﬁ‘caﬁfligt.
in this area(Mezirow et al., 1975). Administrators éné o
teachers in the classrooms observed in the Mezirow et al&
study subscribed to an unvrltten "ideology of minimum
failure™ (p.28). Many students are perceived as entering
programs with unrealistic expectations and unrealistic time
lines for reaching goals. Administrators and teachers fear
that students will become discouraged Pnd:drcp out when they
realize their éxpectétians are unreal%stiﬁi A deliberate

effort is made tgﬁmiﬁiﬁlﬁ failure and to accent small

successes. Students are often not informed of results of

‘standardized tests, and often are uncertain as to their

level of functioning. This deliberate bluféing of benchmarks
as Mezirow .et al. call it, is & source of. frustration and
confusion for studemts in ABE programs, particularly

students at the intermediate and advanced levels. Students

~~

A
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seek out and want signs of progress toward their goals, but
often they must be satisfied with inferring progress based
- on state of progression through programmed materials.

Why, then, do so many students stay in ABE programs
despite perceived problems such as the above? As Thomas
noted, frequently the student does not care about the
petceived lack of program relevance to his life, or lack of
studgné direction. in the program. "In many cases they are so
delighted that someone is helping them at last, that this is
the only thing that matters'(p_HBE)i This personalized
concern and attention to students was one of the positive
factors that both Heziréﬂ et al. and Thomas found in their
studies. Administrators consistently rated personal

characteristics such as warmth, sense of humour and empashy

as the first criterion to be considered in hiring ABE

~ instructors. Both Mezirow et al. and Thomas found this
hiring practice feflected_in observed classroom pfac;icési
They characterized the léarﬁing environments of many
classrooms as warm, friendly, feiaxea places pfe;ided over
by teachers who cared for their students.
The British Program

Jones and Charnley(19?8) conducted a qualitative'study

a national literacy campaign in Britain

(]

of the impact of &
from 1975 to 1977. This approach to literacy differed Er@m
the ABE programs déscfibed=abcve in three main ways. First,
there was a strong natiénal as well as local involvement.

The central gdvernment established a National Literacy

-
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Resource Agency to coordinate the campaign, and the national
television system, the BBC, played a key role in the
program. Second, particularly in the early stages of the
campaign, volunteer tutors, as opposed to paid
professionals, were the main deliverers of the literacy
instruction. * Third, the content of the programs did
‘reflect some aspects of adult learning theory. Tutors were
trained and encouraged to develop their programs around
student identified needs. Jones and Charnley found that
tutors did use this approach, and in fact; were reluctant to
use any commgrcial materials, developed either for child:en
or adults. They~did find, however,; that the context of the
learning situation did not reflect adult learniﬁg theory.
Students did not take on roles as partners in the learning
experience. The tutor was the "fount of all knowledge 'in
literacy" (p.85). |

Despiie program differences, many of the findings of
Jones and Charnley were similar to those of Mezirow et al.
andfThomas. Jones and Chérnley also foﬁnd great diversity in
the backgrounds of the learners and in their reasons fg;/’”“y
entering the-progfam. Jo ﬁersonal and social reasons were
again the major reasodg/::veh for entering the brogram.

Unlike the findings of the ABE studies, job reasons were not

the most often cited reasons for enterinq the program. "By

>

' However, as the program developed they moved toward group
instruction because of problems with monitoring the quality
of one-one tutoring situations, and also because of a belief
that the interaction of group situations waseimportant in
developing confidence in the stydents. ®
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far the most common reasons for enroliing stemmed frbm
challenges and relationships in sdEi$1 life or‘trom personal
self-image”(Jones and Charnley, 1978, p.77).

~ Diversity in reading achievement levelsrwas an
unanticipated problem. The teleQision programs and tutor
trafﬁihg sessions had portrayed the illiterate as
functioning at very low, almost negligible, reading levels.
In fact, only 30 percent of those who‘participated in the
program could be considered to Be at this low level. This
underestimation of the reading abilities of th; target
pobulation also led to underuse of the instructional
television segments aq@ supplementary materials prepared by
the BBC. |

Jones aﬁa Charnley also identified lack of benchmarks

of progress as a problem with the program. However, this
lack was perceived as a problem primarily by tutors, not
studenﬁs as in Mezirow et al.'s study. This discrepancy in
findings of the two ABE studies and the study of Jones and
Charnley may be related to differences in the teaching
methodologies employed. The ABE prégrams followed a
traditional elementary school curriculum and so, perhaps,
students expécted traditional benchmarks such as. grades in
that learning context. Tutors, socialized to formal academic
systems, may also expect such benchmarks. For students
participating .in a noatraditional program, which stressed
instructional content relevant to their éveryday lives,

experiencing progress in taské related to their everyday
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lives may provide sufficient benchmarks. ° A more
fundamental difference, which Jones and Cﬁarnley suggest,
may be in differences in perceptions of success of the
program.,

Jones and Charnley noted that the great strides in
literacy skill promised by the program were not borne out in
practice., In many cases progress was slow. Tutors may have
been acutely/}vare of this lack of progress. However, in the
eyes of most’/of the students who persisted in the program
the program was successful. This success was due to a key
factor which Jones and Charnley labelled as "confidence"™.
Students reported greater confidence in themselves, in their
social relationships with their families and others, and in
their work situations. Jones and Charnley attributed this

growth in confidence to the context of the learning

in groups) rather than to the content of the learning
- situafion (interést-baéed curriculum).

While the studies reviewed in this sectiFn provide many
insights into the characteristics of learners in adult
literacy programs, they were not concerned with the reading

processes of these learners, a major focus of this study.

b

* This interpretation would be consistent with the adult
learner's need to experience achievement and satisfaction in

relation to his goals.
| 4 —
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B. Studies of Children's Reading Strategies

Prior to the data collection phase of this study, the
fFSEBFChEEXEDﬁQUEtEd an extensive literature search and
found no studies which attempted to characterize the reading
strétegies of adﬁlts learning to read. However, the
literature search identified several in-depth studies of the
strategies used by children in the first year of reading
instruction and children's concepts of reading in the
beginning stages of learning ta'read. These studies provided
clues as to what this researcher might look for in studying
the reading strategies of beginning readers and also as to
what research technigues might provide insights into their
reading sﬁ;ategieE;:Since many illiterate ;éults have
aireaéy experienced failure in reading programs, a major
technique, psycholinguistic analysis of oral reading errors,
which has been used to differentiate the reading strategies
of proficient and less proficient readers will also be
- presented, along with a discussion of studies which used
this technique.

Studies of Beginning Reading

The findings from this literature on the
learning-to-read process for children js divided into three
sectipns: 1) studies of the_bééin?ing reader's concepts of
the conventions of written languaée, 2) studies of the
reading strategies of beginning readers, 3) studies of the_‘
iﬁflﬁeﬁ:e cf instructional variables on the development of

reading strategies in beginning readers.
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Beginning Readers' Concepts of the Conveqtions of .
Print: Several researchers(Biemiller, 1966; Clay, 1966;
Reid, 1966; Downing, 19:£; MacGinitie and Holden, 1972) have
observed that many béginning readers do not have a clear

grasp of the relationship of oral language.to English

orthography. Concepts such as words and letters, which the

literate speaker of the language takes for granted, .
incongruent with the child's concept of language. ‘<i;e

MacGinitie and Holden(1972Y investigated children's
concepts of word boundaries in speech using 84 children aged
five to six. Usiqgﬂggker chips, they had children tap a

s which the children

poker chip for each word in sejpfften
repeated after the experimentefs..ge ults showed that
written vord; are nét natural unite of speech,féruchildren.
Concrete words were éasier to isolate than articles or
prepositions, which the children often identified as part of
a unit with a concrete word. In a follow-up study,
MacGinitie and Holden unsuccessfully conducted a brief
teaching session in the use of spaces as wofd boundaries in
written language. They concluded that‘the first-grade
teacher cannot "assume that the concepts can be QUickly and
"easily taught, since printed words do not correspohd to the
way the child thinks the giigpance should be
divided" (1972,p.556).

Reid(1966) conducted three interviews with.12

first-grade pupils, two months, five months and nine months

after starting school at age five. The interviews were



loosely structured and th€¥ students were encouraged to talk
freely about their learning-to-read experiences. In the
first interview, conducted in September, many of the
children showed poor and confused concepts of words and
letters, part of ;hst Reid called the "technical vocabulary"
of reading. The second interviews showed a developing
clarity of terminology and a beginning awareness of phonic
strategies for decoding. By the third interviews the
children demonstrated clearer understandings of the concepts
of words and letters but some children still showed little
understanding of these concepts, |

Clay(196€) followed 100 children in their first year of
school in New 2Zealand. Results similar to those of Reid were
obtained. Clay uséd a more direct approach to the problem,
asking children to point specifically to vords and letters.
After one year of instruction 53 percent of the :hiléreﬁ in
Clay's study could not show her a word, 47 percent :aulé'nét:
locate a letter in a word, and 59 percent could not find the
first letter in a word.

Downing(1972) replicated Reid's study vith 12 fir#t
grade English :hild?gn and obtained similar results. He

extended Reid's methodology to include some concrete tasks

~related to reading-like behavior, and an auditory task in

" which children were asked to identify a word and a sound.

The auditory. task consisted of five types of items: a
non-human utterance, and four types of humayi utterances, a

phoneme, a word, a phrase and a sentence. In the three



.
interview sessions only one child®consistently identified a

wvord and four children in the third- interview identified @
phoneme as a single sau?d_ The informal interviews confirmed
these confusions regarding words and sounds. Three children
in the study showved *1i§tlg'or no observable™ deavelopment
thréughaut the study. These same children also eiﬁibiteé
little avareness of the communicative aspect of written
language,

Beginning Readers’' Strategies: Seve%al researchers in
the 1960's (Biemiller, 1970; Clay, 1966; Goodman, 1967; Z
Weber, 1970), attempted to gain insights‘inte the reading
strategies of beginning readers and the kinds of inf@rﬁa’_n
used by beginning feadg:s in the f;;ding process through
.analyses of children's oral reading e;:éfé. Results of these
studies suggested that the child's D:;igganguage knovledge
plays a key role in the early stages of learning to read.

Biemiller(1966), through a longitudinal study of two
first grade classes, identified three stages of development
of decoding strategies in the learning-to-read process. Hé
analysed oral reading erro®s for graphic proximity to the’
stimulus word and caﬁge;kual acceptability. Errors were
categorized as contextually acgeptableiif they made sense in
ﬁerms of the preceding context. Biemiller concluded that in
the initial stage of learning to read children rely strohgly
on Eheir_ér;l language knowledge. Many of the efrafs vhich
children made in t%iihstage were cgntgxtual%; appropriate. -

The second stage whigh Biemiller identified was

a



characterized by increased use of graphic information and
significant numbers of non-responses to words. Biemiller

- i's,
attributed this non-response phenomenon to increased

attention to the graphic information. The third stage was
characterized by ih:feasediintegratié; of both graphic and
santé}tugl information. There was also a decrease in
frequenég of non-responses during this stage.

Y. Goodman(1967) analysed the oral reading errors of

six beginning readers collected during a nine month period,

January to November. She concluded that "beginning readers

bring their understanding of syntax and semantics to the

\
reading task. A large pzf:ent of beginning readers’' miscues
p.254)i The works of Clay(1966) and Weber(1970) support this
claim. Clay, in a longitudinal observational study of 100
children in the first year of school in New Zealand, found
that 72 percent of the substitution errors made by the
children in her study were linguistically equivalent to the
text. Weber(1970) found that 91 percent of the errors made
by the children in the two first grade classes she observed

from December to June conformed to the constraints of the

’preéedlng gfammatlcal context.

There 'is also evidence in these beginning reading
studies that, by the end Qf the first year of reading
1n5tru¢t1@n there are qualitative differences between the

reading stfateg?gg of high achievers and the reaé1ng

stfategles of low achleversg Throughout the first year of

L4, ]
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reading instruction, high achievers become.proficient with

B .
using graphic knowledge, while a he same time maindaining

their ability to use contextual(knowledge. Hedcé by the end
of first grade, high achievefs axe better able than are low
achievers to use“graphic informatiqn. Tha;_?;T their errors
are more graphically similQr to the ‘timulus word'thsn are
the errors of low achiqvers. High achievers are aiso better
able than are low achievers to integrate graﬁh{c and
contextual information (Biemiller, {;70; Clay{ 1§66,’//
Goodman, 1967, Weber, 1970). = /

\ Biemiller found that (g:/;ow readers in his stwdy
continued to‘relfjon contextual information"th;ougﬁout_the
year(that is, they stayed in tﬂe first stage) and appeared
to avoid using graphic information. In contrast, Weber found
that th:'low readers in her stuéy did attempt to use more
graphic information as the year progressed..Hovever, they
I;ere less successful than ;;re high achievers in their
attempts to use E?aphic infofﬁation, and as they focused .
more on graphic information'their,ability to use
successfully mmatical information diminished. Goodman
found the rformance of the low readers in her study ’
inferior to the performance of theihigh readers on both the
categopies of graphic‘proximity and syntactic aqd semantic

-

acceptability. o

4

influence of instruction oh Development of Reading
Strategies: while "lay, Biemiller, Weber and Goodman

conducted their studies in natural settings, they did not

t
\



carefully document the instructi the children were
receiving ner did they, in their interpretations, focus on
the relationship of this insfrg;tiaﬁ to the strategies
observed. Goodman, Weber and Biemiiler’reperteé that their
children vere following a basal reading program. Clay
reported that her children were taught by a method "which
stressed fluency, meaning and 'learning as one reads' with
only slight attention to letter-sound associations and
learning a basic sight vocabulary"(1966, p.12). Yet, studies
by Barr(1972, 1975) have shown that instructional method
plays a significant role in tﬁe development of word
identification strategies in{the first yeag of reading
instruction,

Barr(1975) extended the work of an initiai‘shaft%tEEm
study conducted in 1972 from which she had concluded that’
*instruzéi@n influences how children translate print to
speech” (1975, -p. 56). Thirty-two first graders were divided
into two groups: half were ins?ucted by a phonics method,
half were 1n3tru:ted by a sight word method. The instruction
was condudted by the classroom teachers and ch:ldren s g
errors on isclated word lists were obtained in December and
May. Barr concluded that "translation strategies are i
influenced significantly by, the class instruction.... most
childfén who initially formed a strategy different from the
class instructional emphasis changed their st:ategydﬁa E

accord with the class method and/or materials by the end of

&
*

first grade™ (1975, p.57).
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While Barr's studies suggested that instructional
method may influence word iéentifi:aticn stratedies
developed by the beginning reader, it must be kept in mind
that Barr's conclusions are based on analyses of responses
to isolated word lists. Further, she did not systemaﬁiéally
documeﬁ{}the teachers' implementations of the two methods.

Snow(1974) and Dunkin and Biddle(1972), in evaluating
studies of the effects of teaching and instructional
programs, concluded that it is not sufficient to describe
the instructional program. Careful documentation of the
teachinj situat’iraﬂ is necessary. A study by Chall and

Feldman(1966) of teachers'implementations of reading

T
programs Tte this claim, They found that "the observed
practices~are not related to those the teachers themsplves

report'(p.S?Q)D{»gf , ' .

-
B

Two studies of béginﬂing reaéers!ﬁavg’included careful
documentation of the instructional prégfam (MacKinnon, iSSS{
Lopardo, 1‘). MacKinnon(1959) conducted a si:_uéy in intgnt
¢lasses in Scotland in which he compared the achievement and

reading behaviours éfqghildrgn'tgught individually or inJ

groups by an expe;igental senten method with the
achievement and reading behaviouks of tﬁeif'classmageg_ The
'study Qas a follow-up t@éé study N_which he found that
“children taught in vlassroomg vhggﬁ placed a heavy émphasis
on the acqnisitiQn of phonic knowledge lacked flexib%ﬁ}ty
and independence in their reading strategies. "When !

they[children in these classes] failed to apprehend a word
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in their attempts 'to sound it out', they seemed to be most
confused as to what they were to do Eéki"(g.ag); In working
with the experimental sentence materials, children were
encouraged to help;ea:h other if they wére in the

group-learning condition,.and to rely on as many clues as
H =

to the experimental waterials made higher achievement scores

tha® did their classmlates and showed greater flexibility in

/ -
word identification. They decoded new words "through

judicioug guesses which were made in the context of

Lopardo(1977) conducted a longitudinal study in which
she taught thrfe tindefgarten children to read using three.
dif;erent readiﬁg ﬁgthadsz‘phonicr whole word, a combination
appf@aCh; Her study supported the findings of Bar;:
instructional metﬂsd influenced th% word identification
strategies developed. She algzgghﬁed that the material used
in instruction eculd‘be an influencing variable in the
8§vel@pment of word identification ét:ate;ies. “Thﬁs, ihil?
support was found for the influence of method of instfuc:ieﬁ
on children's strategies far word iﬂentificatiqn: the ‘
material of iﬁstfucticn seemed to be an influenei%g f
ccnaiticn};tp. 231). " )

Studies ;EkPreficient and Less Proficient Readers

In an attempt to aeterqug reading strateqgy differences

between good and poor readers, -Goodman(1973). and his
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oral reading errors of children of rying proficiency
levels. These studies were conductéd within the framework of
his thgqiizisp{ model of the reading process. "The model
éssumes that reading is not a brecise—précess of letter or
word recognition but is in fact a process in which .
prediction, selection and sampling of cues, and subsequent
teiting by syntactic and semantic screens occur .... In this
process, the reader draws on his preexisting linguistic
competence and brings his experiential and conceptual
"development to bear on the task....[ thus] reading involves
strategies moreAtﬁan skills" (Goodman and Burke, 1973, pp.
1-2) '

‘Goodman .has devised a taxonomy for analysing oral
reading errors or miscues. He claims that an analysis of the
‘patterns of an oral reader's miscues, based on this

-

taxonomy,> provides insights into the strategies a reader is

1

using or misusing in the reading process. In this system.

Y

each oraleeading error is coded separately in nineteen

categories. se categories reflect Goodman's view that
readers use ee kinds of information in the reading
process: 1) hophonic information, that is letter-sound

rélatidnships and recurrent spelling patterns, 2) syntactic
information, that is, the patterning of words in the

language, and 3) semantic information, thas/is, experiential

L]
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Goodman and Burke(1973) and Rousch amd Cambourne(1978)

and éaﬁcaptual knowledge.

used Goodman's Taxonomy in studies of the oral reading

behaviors of low, average, and proficient readers at each of

gﬁades two, four, six and eight. Subjects }gaa passages -
which teachers had identified as appropriate to their
reading level. The oral reading miscues were analysed using
the Goodman Taxonomy.

Fluctuations in .reading behaviour within groups, across
groups within grade levels and across grade levels are
particularly. the Goodman and‘Eurke

evident in both studies,

study. '' These fluctuations led Goodman and Burke to
caution readers when drawing éémpafisans across groups. They
concluded that development of reading proficiency is uneven
and is definitely not linear.

both studies

The researchers in

conclusions: 1) readers

of proficiency make use

1. Geedman in hls early
category of information
his taxonomy. He called
language ané the feaéer

acqulfed or been taught

reached the following

at all grade levels and all ievels

of all three cue systems,

works(1965) identified a fourth

which he has never incorporated in

this category "cues external to
It 1n§luded plEthES, feadlng

=

"' "Fluctuations may be due to differences in passages on

factors not measured by
familiarity of topic or:
greater fluctuations in

readability formulae, 'such as
cohesiveness of the text. Further,
the Goodman and Burke study may be

due to the fact that both narrative and expository passages
were used in the Goodman and Burke studies, vhereas only

narrative passages were

used in the Rousch and Cambourne

study. A further possibility is that perhaps all readers
within the same proficiency level do not use the same

strategies.



‘graphophonic, syntactic and semantié. 2) use of graphophonic
inPmation is not a reliable index of proficiency. Low and
averagé groups perform equally well or better than high
groups in pfcéu:iﬁg errors which.afe hig%ly graphically
similar. 3) the category ihichrmast clearly differentiates
high readers and low readers is the category of semahtic
‘acceptability. In both studies, at all grade levels, high
and average readers vere éiearly superior to low readers in
percentages of errors categorized as semantically
acceptable b=

Goodman and Burke had further predicted that correction

behavior would differentiate proficient and less proficient

readers. Their results did not support this ngdi:tieﬁ. %hey
had hyp@thesiéeﬂ that correction behavior in high proficient
readers would be cued by semantic information. In other
u%rds high proficient readers would correct érrors which
distorted meaning and waulé'nct correct errors which did not
distort meanihg. While readers at all levels tended to
correct errors which distorted meaning more often than
errors which did not distort meaning, these readers d{g%
correct errors which were semantically acceptable. This
finding led Goodman and Burke to conclude that :eade:5>
sometimes correct on the basis of graphic information rafhef
than on syﬁtactic and/or semantic information. Further,
readers at all levels and proficiency groups left the ,
maj@fitj Q§ errors, approximately 70 percent, uncérrectedg -

k!
¥
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Rousch and Cambourne's fesu!ts confirmed Goodman and

urke's findings on percentages of errors corrected. In

Cm

fact, they found that correction rate and age were inversely
related. Older repders were less concerned with errorless
production than younger readers. Grade two students at all
proficiency levels were the most concerned with errorless
production. Unlike Goodman and Burke, however, they did find
differences in the correction behaviour of the high and low.
readers with respect to correction of semantiiglly
unacceptable errors. "Proficient readers at every Year

level(2-8) are more likely to correct miscues that are

judged to be totally unaijé table than those which are ("'r

already fully acceptable /....Low ability readers are more
likely to correct an af;eaé§’aceegtable miscue than one
which causes a more serious loss of ﬁeaning“(ﬁgusch and
Cambourne, 1978, pp. 79-80). King(1978), in a study which
compared the oral reading behaviours of low grade six
readers and averaég grade four readers, reached a similar
conglusion. Good readers made “"significantly more .
corrections than the poor feaderép pgtti:ulsfly on errors
wvhich were not aceeptable with the passage meaning"(p. ii).
| The studies of children's reading 5trategies'revigved
in!this section were conducted within a psycholinguistic
thecretic?l framework. Thus, the analfsis systems vhich the
researchers used and the findings of the Et;diéﬁ reflected
the emph#sis of a psycholinguistic view of reading, the use

of language knowledge in the reading process. Recent work in
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the area of discourse comprehension by reseatchers in
cognitive psychology and aftific}al iﬁtelligénce haé

provided new insights into the reading process. This
literature provided additibnal clues as to what this
researcher might look for in studying reading strateéies and
as to what technigues other than observation of oral reading _
and analysis of oral reading errors the researcher might use

in studying the reading:strategies of the adults in this

study. = \\f"

C. Studies oE-DiSEQU{sg Comprehension

In the.1970'é many researchers in cognitive psychology
and artificial intelligence focused on knowledge: hg;
knowledge systems are structured in the human mind, now they
develop and how thej are used in understanding and
behaviour. From this body of literature, particularly the
literature on how knowledge systems are useé'in
-understanding prose, nev insights into the nature of the
reading process have emerged! ’

Reder (1980) noted that researchers in the area of
discourse comprehension tend "to partition the problem of
prose understanding into subpfcblgmééaﬁd anly;facus on one
or‘tio aspects.... invgstiggtars [ ‘must be ] aware of all F
aspects of the problem"(p.7). While researchers and .
theoreticians in this a;gjfiéné.te follow narrov avenues of
exploration and often disagree on how best to represent

discourse comprehension, they do agree on two points. First,
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1t 1nvolves an interaction between a reader's prior
knowledge and textual information. Second, inference is a
key process in this interaction. Selected literature on the
roles of textual information, prior knowledge and inference
in the reading process are reviewed belov.

Many,of the experimental studies reviewed reguired
subjects to recall spéntanecusly passages presented visually
or auditorily. Hypotheses regarding the subjects’
processing, storage and retrieval of the information in the
passages were made by comparing the recalls égainst
representations of the text. The reader of this review
should keep iﬁ mind -three qriticisms éf this techniqgue.

First, comprehension and ynemory are not clearly

differentiated (Paris aghd Lindauer,‘1977)- Second, the tasks
are artificial and rqSsults may be influenced by the
subjects'’ perﬁeptiensraf the tasks., Subjects often perceive
the tasks as 'one-shot' learning experiences, "take in the
information, hold it for some éeriad of time, give it back
to the experimenter in as close to the original form as
possible, and then forget it forewer®(Spiro, 1975, p.11),
Thus the experimental situations are reptesentative of
"comprehension of the text per se" but nctarepresentative of
"comprehension to update one's knowledge"(Spiro, 1977,
p.163) Third, findings which support the predictions of the
text representation system are "support for the grammar
[text representation]) as‘a descriptive tool. It is not

evidence for it as a processing model"(Reder, 1980, p.32).
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Influence of Text Organization

Meyer(1977) had university students listen to short
expository passages. Through analysis of their answers to
guestions and analysis of their written recalls she
concluded: 1) the structure, rather than the content of a
passage, influences what is remembered from the passage;ﬂz)
certain top level structures, that is organizational
patterns, are better remembered than others; 3)7¥Qp level
ideas(main ideas) are better remembered than are low level
ideas(details); and 4) remembrance of low level
ideas(details) is idiosyncratic except for dates and
familiar names which are easily recalled by all readers
regardless of their place in the text structure.

Meyer(1977) conducted one study with sixth grade

students. While she found significant differences across

recalled more information than did average or low ability"
children and average ability chiidren recailed'mcfe
information than did low ability children), she also found
that in all ability groups top level structures (main ideas)
were better remembered than were low level structures
(details).

The early studies of Kintsch and his colleagues

L

(Kintsch, Kozminsky, Streby, McKoon and Keenan, 1975,
McKoon, 1977), conducted with university students to
validate Kintsch's text representational system, supported

Meyer's conclusion that text structure influences recall, in



particular, that top level structures are b;tter remembered
than are low level structures. However, as a result of
insights gained from working with subjects' recalls, KRintsch
and his :Qlleagués(xintsch, 1977; van Dijk, 1977) :f:;;r*?!
recently emphasized the role of prior kncviedge and :
inference a% well as textual cues in discourse
comprehension. They thus expanded the rgpfesentatianal
system to allow for summarization of ideas through inference
and began experimenting with the influence of one type of
prior knowledge on recall, "story schema". *
Role of Prior Knowledge

Four kinds of prior knowledge used by readers in the
literature: 1) structural knowledge, that is, knowledge of
the organizational patterns of various types of discourse
(Adams and Collins, 1979; Kintsch, 1977; Mandler and
Johnson, 1977; Rumelhart and Ortony, 1977; Stein and Glenn,
1979; Thorndyke, 1977; van Dijk, 1977); 2) thematic
knowledge, th;t*isg knawleége*efithe topic or content of the
passage (Adams and Collins, 1979; Brown, Smiley, ﬁgj, |
Townsend and Lawton, 1977; Stéig and Glenn, 1979); 3) script
knowledge, that isg knowledge shared by the members of a
culture regarding everyday concepts and
5ituatiens('scriéts'p Schank and Abelson, 1977; 'frames',
Winograd, 1977 and van Dijk, 1977): ahd 4) pragmatic
knowledge, that is, knowledge of the communicative

context(Frederiksen, 1977; van Dijk, 1977).
3
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Studies of the influence of prior knowledge on meinory
for discourse have focused Dn,stguctural_knﬁvledge. thematic
knowledge, and script knowledge.

Structural Knowledge: Several researchers(Rumelhart,
1975; Rumelhart and Ortony, 1977; Thorndyke, 1977; Mandler
and Johnson, 1977; Stein and Glenn, 1978; van Dijk, 1977)
have theorized the existence of global structures or
"organizational frameworks"(Thorndyke, 1975) which
characterize different types of prose such as naffat;v;s,

advertisements and propaganda. Van Dijk refers to these

[/

structures as "super-structures”, These researchers further
‘hypothesize that readers have "schemata", that is knowledge
representations, for these various discourse types and that
readers use these schemata "to guide comprehension during
encoding and as a retrieval mechanism during recall”(Mandler
and Johnson, 1977, p.111). Based on these schemata readers
"expect certain patterns of information, attend to
informational sequgﬁ:es that match theserpattefns, and
organize incoming iﬁférmaiiaﬁ'inté similar patterns” (Stein
and Glenn, 1978, p.115),

| The research to validate the above claims has been
conducted with the narrative superstructure. In 1975,
Rumelhart published the system which he had developed to
represent the etgaﬁizaticnal structures of simple sﬁeriesé
‘Rumelhart's story griﬁﬁir strongly influenced the work of
Thorndyke, Mandler and Jghnséq and Stein and Glenn.
Thorndyke(1977) conducted studies with adults and Mandler

\
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and Jchhsan(19773 and Stein and Glenn(1979) conducted
studies with children, using this frameégfki

Stein and Glenn(1979) conducted two studies with
children in gradés one and five, in which the children's.
recalls of stories read to them were matched against a
parsing of the stories according to the categories of Stein-
and Glenn's story grammar. In their grammar "a story ~f
:@nsisés of a setting plus an episode system“(pgSS)?

Stein and Glenn, unlike most other researchers working
in discourse comprehension ( Meyer, Kintsch, Thorndyke,
Rumelhart,-ﬁanéler and Johnson), did not construct the
stories for their experiments. Rather, they used available
children's fables such as "The Fox and the Bear". In the
first study children in grades one and five listened éa
stories read to them.. They ve;e iiﬁeé to recall the stories.
For both first gfééers and™"fifth graders, major settings,
initiating events and direct consequence statements were the
most frequently recalled categcries. Mandler and
Johnson(1977) obtained similar results in a study with first
and fourth graders in vhich they used a2 "story schema" ﬁhich
is similar to Stein and Glenn's grammar.

In studies by pagh Stein and Glenn and Mandler and
Johnson, there were some signifi%gnt differences between the
recalls of the older éhilafen§ané-these of the younger
children. Older childfen recalled more of the content of the
stories; in particular they recalled more internal responses

of characters within episodes. In the Stein and Glenn study

4 [
Ed

e



the older children also included hore inferences in their
recalls. This finding was not replicated in the Méndler and
Johnson study. Mandler and Johnson wrote their stories to
fit the grammar; their stories may have been more explicit
than wege the "natural” stories used by Stein and Glenn.
Results of the above studies and others (Rintsch, 1977;
Freedle, 1979) suggest that children have a well developed
sense of story, a well developed "stofy schema®, by the time
they enter school. Some evidence suggests, however, }hat
they do not have a schema for expository prose. Piaget's
work(1959) with seven- and eight-year-old children indicated
that they had more difficulty retelling explanations than
retelling narratives. Furniss(1978) in a study with sixth
grgde students found that similar content was better y
_remembered when it was embedded in a narrative structure
than when it was embedded in a descriptive—}nformationalr
structure. In a.pilot study, Freedle(1979) found no e
difference between fourth graders recall of similar content
embedded {h narrative and expository structures. This resﬁit
led him to hypothesize that fourth gréde children have
developed a schema for expository material through exposure
to such material in school. First graders in the Freedle
study, however, often used a narrative schema to organize
the expository material for recall. Tierney, Bridge and
Cera(1978), in a study of children's inferencing behaviour,
noted that some of the third graders in their study seemed

to select information for recall from expository passages on

A



the basis of a story schema.

Thematic ﬁnavledge: Kintsch et al(1975) and
Tharadgke(lQ??) conducted studies with univef%ityAstudents
to determine the influence of structural aspects on
comprehension and recall of text. Their results suggested
that content as well as structure plays a role in memory for

]
/ Adisgourse. They noted that students read passages which

ontained familiar, historical content more quickly than

: passages which contained science content, even though- the
passages were structurally similar. Thorndyke, iﬁ-h{s
studies of story grammar, also noted tpaé students recalled
content. 7

Two research studies which facu%eé directly @ﬁ%éhe role
of thematic knowledge in discourse comprehension gfe P
féviewed, those by Sulin and Dealiﬁg(1972) and Brown,
Smiley, Day, Townsend and Lawton(1977). Sulin and
Dooling(1974) conducted studies with university students.,

The stuéents‘reaé~5hért‘biegraphi:al passages which they

-

Hitler, or fictitious gﬁ?ple. e.g. Gerald Harﬁin. In a
sub;equenfﬁrECGQnitian task subjects who had been led to
believe that the passages were about famous peepie!made more
\ thématic intrusion errors. That is, they identified new
sentences, consistent with zheir‘pricf knowledge of the .

person, as having been contained in the original passage.
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Brown et al,(1977) conducted a study with children in

gfades_twgi four and six. Children in the e:pe;imental
conditions took part in sessions in which they were
presented with one of two sets of baclg:auﬂd knowledge about
a fictitious tribe, the Targa. One week later the children
listened to a story about a member of the Targa tribe, “Tor
of the Targa". They then recalled the story intthei own
vords and, following the regéll,‘ansaered probe ZE%Z;;EDS on
the story. As in the recall studies of Mandler and
Jchnsen(1977); Stein and Glenn(1979), and Freedle(1979),
older children recalled significantly more of the text than
did younger children. The recalls of subjects of all ages
included intrusions ﬁhicp were consistent with the prior
orientation which they h&d received. The number of theme

. L]

relevant intrusions increased with age. Brown et al.

concluded that like adults, children use pfi@r knowledge #to
disambiguate situations, to fill gaps, to incorporate the

: e
unfamiliar to the familiar and to provide a plausible
in;eréretaéiaﬂ for the ambiguous or vague. Thus, a feaggr's
personal history, knowledge and belief systems will
influence thg~int2fpfetatian that is given to a
passage" (1977, p. 1454),

Script Knowledge: Schank and Abelson(1977) theorized .
the concept of two classeg of knowledge which pgag;e use in
understanding connected text: generai hnawledgé((plansg
goals, themes) and specific knowledge (scripts);,Thgse
theoretical notions grew out of thei% attempts to é;cgraﬁ



computers to understand natural language. Scripts are the
best defined of these notions. "We feel we really understand
scripts, are pretty sure about plafs, somewhat less certaif
about goals, fuzzy ;bput themes and cam§letely uncertain
what lies beyond that"(1977, pii), ripts represent the
knowledge which people possess about events and situations
vhich they have experienced many times. Cemmunicatérs;
speakers and writers, often ém1t$52ta115 of evgfyday
situations and assume that these -details will be 1nferred by
the listener or reader. Scr1gt knowledge enables a reader to
make these inferences. There are many scripts which are
shared by the members of a culture, e.g. eating at a
Efstauraht, yiéiting a doctor. E

Schank and Abelsgn(1977) and their students have
programmed EomputerSVto understand script-based situational
passages by including script'k;évledge in the programs. They
rlgard these computer simulations as support for their
thedry of scripts. ;

More recently, studies cahduifgd with human subjects by
Bower, Black and Turner(1979) -have provided additional ’
suﬁbort for this theory. Bower et al. asked university
student§“to write lists of actions associated with everydag
events, such as visiting a doctor or eating at a restaurant.
In follow-up experiments students chunked lisés of actions
- for everyday events, Bower et al. found much agreement among

students as to the actions of everyday event®, and found the

students also agreed upon how to segﬁent the events. They

>

3
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concluded rpat—these results provided support for Schank and
Abelson's rcripr theory.

In a second series of studies, Bower et al.(1979)
_created script passaées and manipulated them in various ways
to assess the influence of srripr;knowledge on recall of
text. They found that students "confused what was said vilh
vhat the script strongly implied"(p.212). These results are
consistent with Schank and Abelson's theory which suggests
that elements of scripts will be automatically inferreé once

the script has been "instantiated" by the mention of key

elements of the Srripr or "headers”

‘H\l

Inference

The interaction between a reader and a text is
dependent upon the process of inference. "The meaning of a
text is more than the sum of the individual sentences that

comprise it. People, in speaking and writing, consistently
&
~leave out information that they feel can be easily inferred

by the 1i§tener or reader"(Schank’ énd Abelson, 1977, p. 22)

ané in fact, which they intend the listener g} reader to
'supply. Inferences which llstgners and readers make to
supply such missing 1nfarma€13n are referred to in the
literature as,“backward looking inferences”(Schank, 1975),
"authorized inferencer'(Clark, 1977) and "necessary
inferences" (Reder, 1980). Inferences made to connect
logically explicit text information, or to fill in details

intentionally omitted by a iriter, such as elements of = -

scripts, are examples of necessary inferences. Necessary
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inferences are often made automatically 1in the reading
procesé(Redef, 1980).

Reder (1980) identified a second class of inferences
operational in the camprehEﬁsicn process, which she calls
"elaborations". Elaborations are inferences made by a reader
which are consistent with the text, but not necessarily
true. "They can be mmbellishments of physical descriptions
of characters' personalities, imputing go#ls or intemtions
to the author or... ass@c;atlaés to concepts referenced in

the story"(p.40). Reder argued that necessary inferences for

imilar across readers;: whereas

[ ]

a story would likely be

.elaborations tend to be idiosyncratic, and dependent upon

interest in the subject matter and general tendency to
elaborate. She further hypothesized that readers use
elqborqtioné Ee'“generate expectations about subsequent
rinput [resulting in] .... large savings in :émgfehensién
time"(p.40). ' ©

Much of the work on iﬁfEEEﬁ;ES ié in the theoretical
stages. Many of the ;ns;ghts (Clark, 1977; Schank and
Abelson, 1&?7) into the fale of inference in the |
comprehension»pfecegs have come from logical analyses of
_ comprehension tasks rather than from work with human
subjects. While conducting studies focussing op aspects af
text other than inferehces, researchers have noted
inferences in the recalls of their subjects (Kintsch et al,

t977;: Stein and Glenn, 1979). Stein and Glenn noted both



46

necessary inferences and elaborations, which they called
"additions", in the recalls of their first and fifth grade
subjects. Eiéboraticns were particularly evident in the
recalls of the fifth grade children and were generally
inferences regarding characters' feelings, thoughts and
goals. '?

Tierney, Bridge and {era(1979) conducted a study of
good readers and poor readers in the third gfaée.‘?he
children read an expository passage on dinosaurs éﬁam a

commercial reading program. Their spontaneous and probed

and inferred information. Inferences were categorized
according to Frederiksen's Taxonomy of Text-Based Inferences
which included twent;*six types of inferences organized into
eight classes. i

Tierney et al. £found both gualitative and guantitative
differences between the 532& and poor readers. While both
good and peor readers recalled bath‘explicit and inferred
information, good readers recalled significantly more
exp11c1t information as well as more 1nfer;ed information.
McLeod(1978)~obtained similar results in a study of
inferencing in very pf%fiéiéﬁt (high vocabulary and high
comprehension) and proficient (hiéh vocabulary End gvefaée
comprehension) fourth grade readers. The better readers made
more inferences than did the less proficient readers.

- - —————— - =

'% Experimental situations would seem to dlctate against
detection of elWborative processing according to Spiro(1975,
1977) and Tierney, Bridge and Cera(1977),.
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Further, in the Tierney et al. study, while both groups made
inferences, there were qualitative differences in the types
of inferences they made. "Good readers generated more causal
seemed to add to the cfgénizatianaa;é cohesiveness of their
recalls'], while poor readers tended to substitute more
general concepts for the specific terms used in the passage
('which seemed to result in a loss of accuracy and

specificity']"(p.564).

Tiean{ et al. concluded their article with a
o
discussion of the limitations of recall analysis technigues
and with a caution for researchers. While acknowledging that
"valuable insights can be derived from research based upon a
discourse analysis model... [such research] does not afford
an examination of every text characteristic across every
text across every reading situation(p. 567).
Researchers would do well not to be too text
analysis bound. That is, researchers should remain
cognizant of the pragmatics of discourse 7
comprehension, the predispositions of readers, and

those aspects of text eluding definition.(Tierney et
al, 1979, p.567)



111, THE STUDY

The initial review of the literaturg/ led/to the
development a% the following exploratory questions. The
major focus of the study was guestion one.

1. What reading strategies do adults participating in a
beginning literacy program use?

a) Do theéé stfatégies change during the program?

b) Is there a relationship between change or lack of
éhange in reading strategies and the instructional program?

c) Is there a relationship between change or lack of .

change in the reading strategies of these adults and factors

2, What are the perceptions of reading and 1eafni%g to
read of '‘adults enrolled in a beginning literacy program?

v 3. Why do adults enroll in beginning literacy programs?
The research strategy chosen to explore the above
guestions was a field-based comparative case study approach.

"The study was conducted from the end of January to mid-May,
1979, in a beginning literacy classroom in an adult training

centre in a major city in western Canada. The data
collection centred around four students in the classroom and
the literacy iﬂstructian which they were receiving, The
researcher spené*as';ggst three days per :eeki Monday,
Wednesday and Friday (with the exception of a two week
period in April when the students participated in a work
expériénce program), in the classroom during the first two

months of the study. During one week in February and during
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the last month of the étuéy the researcher spent five days
per week in the classroom collecting data and observing.
The remainder of this chapter is divided into thrée
sections. The first section describes the péinciples
followed in working in the research setting. '’ The second
section describes the procedures used to obtain data
fele?ant to the exglg;atary qguestions. The final section
;Fscribes the procedures followed in interpreting the data

and addresses the issues of the validity and

generalizability of the interpretations.

A. Working in the Field
Bogdan(1972), in a short how-to book outlined

Y

guidelines for performing participant observation in

formalized settings such as school classrooms. Although this
»
study is too structured and focused to be considered a

participant observation study, as the term is typically psed
in the literature, the principles outlined by Bogdan fo

conducting research in the 'milieu' of the subjects are

i

applicable. My behaviour in gaining entry to the field and

ubsequent behaviour in the field reflect these principles,

o

re-Field Work Stage

Bogdan defines all those activities which take place
prior to taking up intense observation in the field as the
'* This section af the dlssertatléﬂ departs from the formal
style used in the other sections since a personal style

seemed most appropriate for communicating the principles
followed in the field setting.



50

pre-field work stage.

Entry into the Field: In November of 1978, my advisor.
and 1 approached the director of academic upgrading programs
of an adult training institute, NBCC, regarding the
possibility ol conducting an in-depth study of selected
adults learning to read in the beginning literacy classroom
in the institution. We cutlined the proposed study and
explained that while the study would focus on the selected
students, I would also need to be able ta observe and

N\
. . ~ .
carefully document the instructional program. This

documentation of the progr;m would involve long term
observation in the classroom. The &irector was receptive to
the idea and promised'to discuss the project with the three
teachers of the~program indicating that ultjmafely the
decision to participaﬁe wvould be theirs. One week later I
.'met with the teachers and explained my study to them. The
fact that the study focused on the students, not the
teachers,-seemed to be the kex that opened’ the door. Also,
one of the teéchers had just finished rticipating in a
curriculum development proj;ct and was enthusiastic about
participating in a research study. 1 suspect she éttongly
influehced the decision of the group to participate since
the other two teachers were much more guarded in their
enthusiasm for the project. Shortly after this meeting, this
teacher was transferred to another department within the

institution: she never participated in the study which she

had so strongly endorsed.
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At the first meetiné the teachers subtly assessed my
seﬁsitivity to adult illiterates. Recently, an administrator
had granted permission to a local television station to do
filming in the classroom for a Qublicrawareness program on

illiteracy. The experience was upsetting to many of the

illiteracy from the public. They were assured that no
videotaping or audiotaping of classroom lessons would occur.
Only field notes and checklists would be used to document
the instructional setting.

* In this first meetigg with the teachers I clearly
established the role “hiiig&\“iShEé to play in the

instructional setting, that of a passive observer. I

explained that because 1 wished to document the program as
it existed I had to be careful ﬁét to influence their
professional behaviour in any way. I could thus éfi‘? no
professional assistance to them, either within the classroom
or outside of the classroom during tgé‘studygri could not
share any fimdings about the students or the program during
the study; nor could I shov them the observation systems I
intended to use. I did agree té discuss my observations with
them at the end of the study. In short, I asked them to take
a stranger into their classroom for three months, a stranger
;ﬁb would be of no assistance to the program, and in return
they would get a copy of the report of that stranger's e
observations and perhaps the satisfaction of knowing that

they had contributed to the advancement of knowledge.



The teachers' behaviour during the study indicated that
they had understood the importance of the maintenance of my
passive role in the classroom. On days when one of them was

unexpectedly absent, they often remarked to me, as they

PO , i ,
scrambled to reorganize their day, that of course I could

not take on a group because that would intEfEEEé with the
study. They seemed to be trying to reassure me that it was
:;z;\right that I was not helging out in these mini crises.
On one occasion a situation arose which I deemed more
important than this research principle and I did teach a
group for half an hour. I was careful, however, to model the
normal group procedures, 7

This first meeting closed with an agreement that in
early December I would spend some time in the classroom
piloting some techniques andibe:emiﬁg familiar with the
program. The intensive observations would begin at the start
of the new term at the end of January.

Initial Classroom Visits: In early December I spent
three mornings in the classroom. During t;ese visits 1

which I had developed to assess a reader’'s concepts of

reading and learning to éead!_; also took notes on the
instru:tianal.prcgram and borrowed samples of instructional
materials. In early January I returned on two accésicns to
observe the program in order to make final decisions
regarding observational strategies for documenting the.

instructional program,
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The Field Work Stage

1 afrived-vith the students, both continuing and new,
for the beginning of second term on Wednesday, January 3;,
1979. The .teachers and directors had géviseé me that it
would be a waste of my time t6 come during the first five
days as little teaching would occur and I would not be able
to work with students bec;ﬁge?theg would be involved in a
testing and orientation p:aé;aﬂi However, this orientation
period proved most valuable. It allowed me t§ “"come on slow”
(as Bogdan sugéests); to ease into the situation gradually.
During this period I assisted teachers and students with
testing proc#dures. When at the end of the first week I
began observing instructional periods and 1 approached
students regarding participation in the study I was already
guickly becoming an aeceptéé part of the setting.
Selg;tipn of Subjects .

I had identified three criteria for selection of

1. fhe subject; must be;gnfclling iﬁ the program for
tﬁe firéﬁ time. o

2. The subjects must possess minimal reading skill,
that is, functioning at a level of approximately the average
child entering grade one.

3. The student's first language must be English. To
allow for drop outs, a problem in ABE programs, six subijects

would be selected initially.



54

Eightfﬂew students entered the pfégram, Of these eight
only two méttheé the criteria of minimal reading skill. Of
these two only one had English as a first language. The
achievement scores of the remaining six students on the
Gates HécGinitie'cémpfehensian test, administered by the
iﬁstitutig; during the orientation period, ranged from a
grade-level equivalent of 3-2 to a grade-level equivalent of
6-6. Three students had sfores of 3-6, and three students
had scores of 3-2, -0 and 6-6.

“Upon consultation with my advisor I revised my plans
and decided to approach the one beginning reader who fit my
@rigingi criteria, the four students with the next 1e;gst
scores on the Gaées MacGinitie comprehension test (inéluding
Bob, Lisa and Karen) and a beginning reader (Mary) who had
partieipatéd in the program during the first term. On the
third day of the study the new beginning reader terminated
the program because of domestic problems. I approached the
remaining five selected subjects and they all agreed to
participate in the study. Within three weeks one of the five
subjects terninatea the program. Three of the remaining feur
subjects, Lisa,'Hgfy, and Karen stayed in the program for |
the duration of the study and the fourth subject, Bob,

terminated the program two weeks before the completion of

the study. A .
A Day in the Field -
At B8:00 A.M, I arrive at the institution and I go to

the staff lounge for coffee. At 8:20 I go to the classroom,
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set up my tape recorder and chat with students as they
arrive for class. At 8:30 the teachers arrive in the
classroom and class begins. The first hour is an
individualized instructf®n period. Students work at their
own pace on word identificati@g, spelling and writing
skills. During this period I conduct short interviews with
subjects, conduct E‘Te;éing strategy session with a Subjec;
.if one is scheduled for that day and observe teachers and
the teacher aide working with the students. At 9:30 we break
for coffee. I usually go to the staff lounge for coffee with
the teachers. Occasionally one or two of the subjects invite
me to go to coffee with them. From 10:00 to 11:00 I observe
either a group phonics lesson or a group reading lesson,
~ Lunch break is from 11:00 to 12:30. I spend part of the
lunch period in the staff lounge. I usually spend the last
fifteen minutes of the break in the classroom chatting with
students. DnAWednesdays from 12:30 to 1:30 I observe a
second individualized period and on Pridays during this
period I participate in a Sustained Silent Reading period.
From 1:30 to 2:30, while the students participate in a
personal development course I fé%%in in tﬁgzémpty classroom

updating Qbsefvatiana£szg§gsfgné transcribing

the students dismiss for the;éayi I often have coffee yith

tapes. At 2:30

the teachers at this time. I then work on transcriptions and
categorizing materials until I go home at 4:00.

E
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Estasiishing a Working Relationship

Th? researcher working in the field "is a mixture of an
objective recording machine and an empathetic human
b;ing'(Bogdan, 1972, p.21). I wished to be a neutral part of
the classroom.so that I might observe the instructional
program without influencing it. At the same time I wanted
students and teachers to feel comf;rtable with me in the
classroom. Establishing this role for myself without
appearing to be cold or indifferent was a perceived
challenge of the early stages of the research.

Becoming an established, neutral part of the classroom

was, however, surprisingly easy. Students could choose their

own work area in the classroom and they rC;dily accepted my
- ' -

'joining them. They did not solicit my help but seemed to

sense that I had my work to do and outwardly treated me as

another worker at the table. They often expressed amazement

at how much and how guickly I wrote. They were naive

h

participants in a research study and through conversaticns
wigh.many of them jt-‘fs apparent that they ﬁaé oniy a vague
understanding of wha&,ﬁ was trying to do. R

As mentioned earlier, the teacherg actively helped to
establish my neutral role in the classroom. They did not try
;o'impose a volﬁnteer aide role upon me. Gradually, they too
came to feel comfortable with my presence in the classroom.

Two factors, I feel’, contributed to my acceptance by
the teachers in the classroom. First, I operated in the

classroom at their convenience, not d?he, and thus I was not
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a nuisance in the claséfaam! I did not disrwpt classroom
routines por did I regquest changes in classroom routines to
accommodate my research needs. h;s pcl;cy at times
interfered with scheduled reading strategy sesslﬂns with
subjects, but I made the decision that maintaining the
acceptance and rapport was more 1m§cftant than was
ma;ntain;ng a testing schedule. Secané, the decision ta
spend the entire day in the instituti@n, even when I was not
observing in the classroom, was a wise chelce. My presence
in the building bfforded many cpp@rtunities for informal
conversations with the teachers. From these conversations we
developed a mutual fé&ﬁggf\gnd trust for each other.

This development of prafesglanal respect for the
teachers enabled me to distance myself p;afe:i;anally from

the content of the program which I was ébserving_ Bogdan has

cautioned that it is difficult for researchers to remain

““detached observers vhgn‘ghey study an area in which they

have much professional knowledge. While I disagreed

professionally with many §1éﬁ'nts of the pragraﬁ, '1 dld not
find it difficult to rema¥n ’etaéheﬂ,_faf 1 truly came to
respect the teachers as égdigated people who cared for thei;
students. .

While I will never know to what e:tent%%appeft and
acceptance wvere tfulysgstabiéshed, and to what extent it was
tolerance of and sympathy for = graduate student trying to
- do ﬁe:;researéh, there Were several indizata?s that a

desirable level of acceptance had been achieved. Bogdan
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notes that invitations to social activities of the group is

often one sign of acceptance. The teachers and students

- always ensured that 1 was invited to special class events,

even when these events did not occur on a scheduled

observation day. These invitations continued after I had

completed the observation period in the classraom.

Rapport was almésé instant with three of the four
subjects who formed the final sample of the study, Bob, Lisa
and Karen. I never cease to be amazed at how readily adult
illiterates open their iives and thoughts to me, efteh
during a first inter?iEui The youngest subject, Karen, wvas
much more reticent. As a friendship developed between Lisa
and her: our rapport also strengthened.

The subjects :ﬂjayeé their sessions with me and,
interestingly, all aEvthem felt that I had helgeé them,
despite the fact that I offered ﬁhem no assistance with
their reading. Being a sympathetic listener seemed to be
sufficient. In this sense perhaps I contributed to their

enthusiasm for the pfégfam, and in doing so contributed t@fa
. - %

s, Lisa,

Hawthorne effect: However, three of the four stuég,
Mary and Karen, continued in the ﬁragram the following year,
an indication of a high level of personal motivation. Again,
the signs cf acceptance, iﬁvitatians to social situatfans
occurred. Snbjgctiﬁinvited me to coffee, more frequently as
thé study pragfgssed: two of the subjects arranged f@r mevté

meet members of thei:ﬂfamilies; and I received an offer ZQE!

s
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. two of the subjects, Lisa and Karen gave farewell presents
- L] N =
to one they viewed as,a friend.
g /; i

B. Collection aﬁgnita -
Efiaﬂgulaééon of meyhodologies is a research stfatﬁgy
in which a ccmbinaticn/éf complementary research techniques
is ﬁsed’tckétuéy thejsame dimension of a phenomenon. A
combination of gual{tative and quéntitativg techniques,
chosen to complement the strengths and weainésses of each of
the techniques used, is desirable(Webb, 1966). A -
triangulation strategy allows the researcher to
cross-validate results, giving the researcher greater
confidence in the interpretations of the results(Webb, 1966;
Denzin, 1978; Jick, 1979),
é Similar results obtained from complementary technigues
allow the researcher to "effectively strip of plausibility
rival explanations"(Webb, 1966, p.174). When the results of
the Gémpléﬂeﬁtafy techniques do not converge, the researcher
is forced to search for more complex explanations of the
phenomenon. Thus "triangulation may be used not cﬁiy to

examine the same phenomenon from multiple perspectives but

lso to enrich our understanding by allowing for new or
deeper dimensions to emerge®(Jick, 1979, pp.603-604). -~

In this study a partial form of triangulation was Used
to obtain data relevant to the three exploratory guestions.

Jick(1979) noted that in practice most researchers do not

truly triangulate the data. In other words they do not give
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egual weighting to each of the techniques used in their
interpretations. Such is the case in this study. For this
reason the term partial form is %ged to describe the
application of triangulétian in ﬁhis study.

Categorization of data obtained gn structured reading
strategy sessions was the major technigue used to make
inferences about the subjects' reading strategies.
Dbservagicnsi subjects' verbal self-reports and subjects”
respéﬁses to retrospective gquestions were used to
@rass=v;1idate results of the categorization systems. New
insights also emerged from these complementary techniques,
enriching the understanding of the phenomenon. '

Categorizaton systems and running Yecords were used to
décument the content of the instructional program. Subject

self-reports and responses to direct questions provided a

¥

7]

different perspective on the program and the subject
perceptions of the program. Structured interviews and
subject self-reports provided data on the subjects' concepts
of reading and learning to read and tﬁgif reasons for
entering the-prséram;
Réaaing Strategy Sessions

The reading process cannot be directly observed.
Strang(1970) has suggested numerous techniques for gaining
insights into children's réaaing strategies: déily
observation in reading sitpatiéns; questioning regarding
children's concepts of reading and how they figure out

words; analysis of errors made on both standardized and
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informal tests; and interviews using introspective énd
retrospective techniques. These techniques were used in the
present study to obtain data on the subjects' reading
strateéies. K

On five occasions during the study, at intervals of
approximately three weeks, each subject participated in a
structured éessian, designed to obtain data on his or her
reading strategies. Since the data from these sessions would
‘be used to draw comparisons across time, the format of these

essions remained constant throughout the study. These

0

sessions always took place in a small room located within
the classroom area. The entire sessiens were tape recorded.
The three subjects who had scored at a mid grade-three
level on the initial screening instruments, administered by
the institution read at least four passages during each of
these sessions: two narrative passages, one read orally and
one read silently; and two informational passages, one read
orally and one read silently. The ny Readability Formula
was used to choose the passages. Silent reading passages
always had the same readability level or a lower readability
level than did the passages used for oral readiﬁg within the
same strategy session. Prior to reading the passages,
subjects were told that they would be asked to tellsvhatighe
pagsage was about whenithey had finished. The narrative
passages were chosen from Real Life Stories, Books A and 1,

and the informational passages werg.ghosen from New Practice

15

es:are included in

Readers, Books C and D. Sample



Appenaii A' The bgginnéng reader in tihe study, Mary, read
passages orally and silently from supplementary materials
was following (Ginn Basic Readers). She also read passages
orally and silently from an adult beginning literacy
program, the Laubach Streamlined English program. All
materials were new to the students. |

Analyses of the subjects' performances on the oral
reading tasks, their responses to probe retrospective
questions, and their verbal self reports during these
session% vere used to infer the 5ubjé:tsi use Qf graphic and
contextual information in the reading prCESS and alsé &g
infer their strategies for identifying HQde which they ’
could not immediately identify on sight. '* Analyses of the -
subjects' oral recalls of the passages read silently,
combined.with subjects' responses to probe retrospective
questions and their verbal self reports, were used to assess
the subjects' comprehension and to infer strategies used. by - ‘g-\
the subjects in comprehending and recalling text.
:Analysis of Data from Oral Reading Tasks

Two systems were used to analyse errors made by the
subjects in their oral reading during the reading strategy
sessions: 1) Oral Reading Error Analysis System and 2)
Attempts on Words. Copies of the guidelines for coding these
systems énd copies of the coding sheets are included in |

v wOrds whl:h subject cannot immediately identify on
sight aré‘referred to as unfamiliar words in the study.
.

E Y



Appendix B. A criterion of a word ‘identification accuracy
level of 92% was established for inclusion of the errors in
the error analysis coding system for the three subjects at
the mid-grade three level and for the beginning reader a
criterion of 85% word identification accuracy wvas
established. These criteria were established by Powell(1968)
as the- levels of word identification accuracy at which °
adequate comprehension is maintained by the reader. These
criteria were generally followed; any deviations are noted’
in the text of the case studies.

The Oral Reading Error Analysis System was modelled on
"the Goodman Taxonomy of Miscues. This system, developed by
the researcher for this study, is much shorter and includes
three catégaries from the Goodman taxonomy, graphic
infdrmatian, semantic information (called contextual
information), and correction behaviour. Semantic information
and correction behaviour vere the two categories identified
in the literature as beiﬁg'mcst éensitive for detecting
developmental changes and qualitative differences in
readers. The criteria used to assess use of semantic
information are more lenient Ehan are the criteria used in
the Goodman system. In thevsystem used in this study, the
categbry of contextual acceptability is used to assess the
reader's use of semantic information. Unli;e the Goodman
system, errors -which are not syntactically correct may be
categorized as Eentextualiy appropriate. In actual practice,

however, the majority of errors which were sateg?séieé as
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contextually appropriate were also syntactically
appropriate.

A comple deséfipﬁicn of the Oral Reading Error
Analysis system is contained in Appendix B. The system
categorizes eagﬁyerrar as an omission, a substitution or an
insertion. The error is then further categorized according

to graphic proximity to the stimulus word, high, medium, low

total passage context(T), acceptable within the context of
the sentence(S), partially contextually acceptable with the
portion of the sentence prior to the error(P1) or following
the error(P2), or not contextually appropriate(N); and to
correction, successfully corrected(S), correction
unsuccessfully attempted(U) or not corrected(N).

Y. Goodman and Burke(1972) in the Reading Miscue
Inventory Manual caution the user that there are no formulae
for interpreting results of miscue analyses. iather the
interpreter of the results must examine the
"interrelationship of various patterhs to gain insights into
those reading strategies that the student is using and his
degree of'proficiency in using the strategies"(p.71).
Because there is much rQem for the interpreter's discretion,

detailed quant1tat1ve data are presented in thlS study so

that the reader may judge the adequacy of the
interpretations. ‘
Goodman and Burke describe two patterns to be used in

interpreting the results of their coding system: a !
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grammatical feliti@nships péttern and a comprehension
pattern. In the grammatical relationship pattern results of
the three categories, grammatical acceptability, semantic
acceptability and correction are compared to gain "insight
into how concerned the reader is that his oral reading
sounds like language”"(p.71). In the comprehension pattern
the categaries of semantic acceptability, correction and
degree of meaning change are compared to gain "insight into
whether there has been meaning loss"(p.75). Goodman and
Burke also suggest that the user calculate percentages for
graphic similarity, but they do not provide guidelines for
the use of these percentages. The present study used this
concept of comparison of categories to establish patterns to

interpret the results of the oral reading error analysis

T
system.

"For each subject the percentages of errors within each

w’

of the subcategories of the categories graphic, contextual

-

and correction were first calculated. The errors for each
reading strategy seésicg and for each type.af passage vere
coded and summarized separately so that comparisons could be
drawn across passage égpe and across time. These results
provided insights into the extent to which the subjects used
gfaphiésénd contextual information when réaaing and a
summary cfrthe subjects' correction behaviour. A separate '
summary focusing on corrected errors and unsuccessful
attempts to correct errors was then pregaréd for each

subject. The results. of this summary were used to gain
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insights into the kind of information, graphic or semantic, .
which cued correction behaviour in the reader.
'lfA The results of the oral reading analysis system were

used primarily to make inferences regarding the extent to
whicﬁ.zhe reader relied on contextual information when
reading. Results of the categories of contextual
acceptability and correction behaviour were:cémpafeé to gain
insights into the readers' use of contextual information.
Errors categorized as contextually acceptable and as
pértially contextually acceptable with the prior portion of
the text (PI).were considered evidence of reliance on
contextual information. A pattern of correction behaviour in
which the reader corrected those errors which were not
contextually app;opriate or which were partially
contextuaily appropr;ate and did not correct errors which
‘were contextually appropriate was considered further P
evidence for support of a conclusion that the reader relied
on meaning when reading. The higher the percentages of
errors categgrized in the desired categories, the strénge:
the support for the conclusion. The presence of all three
aspects of a contextusl pattern in a subjects' error pattern
was consiéered strong evidence in favour of a conclusion
that the reader used reliance on.context as a reading
‘strategy. -

While the'categéff of gfapﬁic préximity p;gviéedésame
‘evidence of the reader'ls use of the graphic information and

was useful in reaching conclusions regarding the relative
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‘extent to which the reader used graphic and contextual
information, the category summarie; did not provide specific
information regarding the types of gggpb’c information ®he
reader used and further the category wa% not sensitive to
some changes which c%currea in the subjeéts‘ graphic
analysis strategiegééuring the study. More detailed analyses
of errors such as the two technigues described below
provided further information on the subjects' use of graphic
information as well as other strategies used by the subjects
ﬁa identify unfamiliar words.

In categorizing errors according to graphic similarity,
graphic units in thé stimulus word occurring in the error
were circled. Analysis of these circled units pravidéﬂ
insights into the size of graphic units processed and the
position of these units within the stiéulus wvords. This
technique was also used to analyse the subjects’' errors on
ghe WRAT, a standa:éi;;d isolated word list test,
administered at the beginning and end of the study. A
category system developed for analysing multiple attempts on
words provided further insights into the graphic analysis
strategiés of the subjects as well as clues tqg other A
strategies used by the subjects to identify unfamiliar
words, -

The Attempts on Words system was’develapéé by the
researcher after the study when it became apparent that
p@tenﬁially valuable information available in subjects'

multiple attempts on words was being ignored. (The decision



rule in the oral reéding error analysis system is to
categorize the first word produced). In the attempts on
words system all of the subjects' attempts on a word are
coded. A copy of the system is in Appendix B. The system

' L
sensitizes the user to the readers' strategies for
processing the graphic information. In the case of the
beginning réader évert evidence of using picture clues was
also recorded in this system. Other strategies such as
repetitions of prior portions of the text and feaéing beyond

stimulus word were also noted in this system. The

£searcher also recorded whether or not the attempts
resulted in a successful productien. As with the
- categorization of the oral reading errors, the attempts for
each reading strategy session and for eéch type of passage ’
were coded separately so that comparisons across type of
passage and across time could be made. This system was
valuable in this study in detecting changes in strategies
acres time. : |

As well is@%f coding systems described above,
subjects' self-reports, that is, unsolicited statements
about their reading strategies and 5ubjeé§5‘ reépanges to
probe guestions such as "How did you finally figure out that
word?" prgviéeé_fﬁrther data on subjects’ stratgéies for EQ,
idenfﬁfyingkgnfamiliar ﬁgfés. In most instances these_ ‘
self-reports provided support for infé?ences\drawn from Ebe
coding systems. In a few instances, however, they provided

new insights into subjects' strategies and new directions
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for observations.

!

The comprehension process cannot be directly observed

Analysis of Recall Data
-nor can it be ilearly differentiated from memory. Memory is
used during the comprehension process and memafy is also a
product of the process. Researchers have used analyses of

oral and written recalls to gain insights into thége!
interrelated facets of discourse comprehension: the
processes used in comprehension, e.g. inference; thé
knowledge structures used in comprehension, e.g. background

knowledge; and the straéegies used by readers to remember

> and recall text information. Analysis of subjects' oral

recalls of passages read silently was the'm;j@r technigue
used to gain insights into the subjects' comprehension
strategies. ' V :

The recall analyses systems typically used in discourse

comprehension studies were inappropriate for the data of

L) v

this study because the text representational systems used 'in

such studies, both propositional systems and=stcry;grs
require extqnsive amounts of tife to apply to passages.
Often the researchers write the passages to fit conveniently
the systems and the application of the syétems to natural
passages «can be a frustrating task. As well, the ’
representational systems used in such studies ;EE suited to
one specifilc type of discourse, e.g. narrative or »
expository. Both narrative and informational éassages vere
used in this study. Therefore the decision was made to use
|

697
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Drum's global categories for protocol analysis(1977): text
speeifiég text entailed, text elic:.'~d, r«xt evoked and text
e:tefnéf: This system was chosen becauss Jrum(1977) fepgfteé i
a study in which Sheiﬁaé used this system ta;analyse recalls
and found that the, system had been sensitive to qualitative M
differences in the reading str;tegies of good and poor ninth
grade readers. These categories provide information on the
extent to which subjects' recalls contain text information,

inferences bounded by text information, inferences not

bounded by text information, vague general responses'and
parenthetical remarks and repetitions (Drum and Lantaff,
iS??,'pgé). Drum and Lantaff applied thesé categories ts
recalls which had been segmented intc propositions. For this .
study, the sétggaries vere applieé to recalls ﬁhiéh had_bE;n

segmented into basic and alternate syntactic stucture units

"(Fagan, 1978). A copy of the gﬁiéeline for coding the recall

=

data is contained in-Appendix C.

process, the summary profiles of category percentages. Thus
the majority of insights regarding subjects} comprehension
and comprehension strategies were gained from gpply;ng the

coding system and from subjects’ fgspan;esfta.getrasﬁectivg:A

guestions such as "I noticed you went back and looked over
1 oS , cc ovet

the first page again, What were you laskiﬁg fer?” rather
than from the product of the application of the cading\%‘ﬁssﬂﬁx

system. Familiarity with the discourse comprehension e

&

4



literature cued these insights and alsé influenced the
interpretations of the observed bghaviéuri Much primary data
on comprehension strategies are thus presented so that the
reader may judée thexappfapfiateness of the interpretations.
Cancepté_af Reading and Learning to Read

| In the first session with the subjects a structured

nterview was used to assess their concepts of reading and
éearning to read as well as their reasons for ,t:ail;ing part in
the program. The revised version ;f the interview (see
du:ing Hé%ember, contained four major sections. In the first
section, Conventions of English Qrthégraphy, subjects were
asked to demonstrate their understanding of the cencepts‘ef
letters, words, sentences, directionality of péint and
‘punctuation. This ;ggtiéh was modelled on the SAND test by
Hé?ie Clay(197i) and the Pre-Schooler's Book Handling
Knavlgége test by Doake(1978). The second section,
Segmentation of Oral Eangqégei»assgssgs the subjects’
avareness of linguistic units such as words and phonemes.
This section is an gdgptgti;n 5; techniques used in the
Lindamood Auditory Conceptualization Test and in the study
bé Ha§§§nitie and Holden(1972) éescfibeé in chapter II. In
the third section questiods are asked -to asgess the
subjects' canc;pti of reading and learning to read. The
questions in. the fourth section focus on the subjects’
reasons for eétering the program and their concepts of how

other people in society use reading.
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In practice the first two sections of thé interview
bprovided little valuable information. All of the subjects in
the Study were already reading and could do all of the

tasks. Therefore only the questiens of the last two sections

end of the study.
Documentation of Instructional Program

The program was divided into four distinct
instructional pefiadsé1) individualized periods; 2) group
phonic classes; 3) group reading classes and 4) a silent
reading period. Separate procedures were developed for
documenting the content of the program for each of these
periods. The focus of the dééﬂﬁ%ﬁlié}@ﬂ was alwvays the
reading éantéﬂt or regdingﬁ:g%ated content of the program.

Individualized periods were held during the first hour
of every morning. Duringlthese §ericés students worked at
their own pace on reading and vfiting skill worksheets. All
worksheets completed by the subjects were categorized on an

ividualized Instruction Record Sheet (see Appendix E). A
system developed by Calfee(1976) for the Callfornla
Beginning Tea:hers Evaluatian Study provided a model for th&
b

development of this record system, The focus of the system,

hovever, differs from Cali 'g; therefore many of the

according to these criteria: geperal type of activity,
/;pcdfng, writing or spelling; the specific skill or skills,

e.qg. "short 'a'"; the response that the task demanded afxthc
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student, e.g. read, write; the unit of print to which the -«
the print, e.g. narrative, informational; and the audience
for whom.the material was developed, children or adults,

As well observations of teachers and teacher aides
working with subjects in;the study were recorded. As noted
earlier, the setting enabled the researcher to move freely
about the classrca% and to work at tables with the students,
Subjects could be observed at nearby tables and observations
written directly into the field book» Additional \(\
observations were recorded during coffee break. '

subjects in the study were in three differeht phonics
‘groups; each group was observed athleast one out of every
instructian Record Sheet was used to code the m«%ffi?ls used
during all phenic classes held during the stgéygﬁsgther or
not the class was observed. Teachers provided t@is
information. Arcapy of this system is in Apﬁeﬂdix E. As well
a running record of the observed classes was kept. This
record focused on the statements made by the téa;ﬁér,

particularly those statements relgkgd to skill knowledge or

reading strategies.
There were also two group reading classes every week.
A

the three remaining subjects, Lisa, Karen and Bob, were in



the middle reading group. At least one reading group period
was observed each week. Again the observations alternated
between the groups, with each group observed at least once

out of every four classes. Teachers also kept the researcher

A categorization system was not used for these classes.
Prior to the observed class xeroxed copies of any material
to-be used were made. During the class a running commentary
which focused on teacher reading-related statements was
kept. These anecdotal notes were cross-coded with the
material used‘dufing the class.

For the last two months of the study a free choice
silent reading period was held on Friday afternoons. A log
was kept of the materials read by the subjects during these
period?. ’

At the conclusion of the study students were agszé to
comment on the program in order to obtain data on their
perceptions of the program. Additional information on
sﬁbjects' perceptions of the‘pragram was also obtained from
subject verbal self-reports throughout the study. b
Outside Reading Activities

At the beginning of each observation day, sometimes

activities carried on outside of the classroom since the
. , ‘ : . ’

researcher's last visit, by themselves or with assistance.

The format of these sessions was open ended. Some days

subjects reported very little. On other days, particularly

E
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» .
‘when they were experiencing a "high" or a "low", they often

talked spontaneously for long periods of time. These
spontaneous self-reports provided much addyfionat
information about subjects' perceptions of the progft and
Atheir concepts of readipg and learning to read as welL s
their outside reading activities.
Achievement and Ability Measures

As part of the program several informal tests and a
standardized test, the Gates-MacGinitie Reading Test, were
adﬁinistered at the beginning of the study and at the end of’
the study. All test results were made available to the
researcher. The reading subtest of the Wiée Range
Achievement Test ?wﬁAT) was administered by the researcher
to all subjects at the beginning of the study and.to‘t§e

three subjects who were still in the program at the 1

conclusion of the study.

o

As well, the Wechsler Adult Intelligence Scale (WAIS)
was administered by graduate student clinicians in
eduéagional psychology to two of the éubjects, Lisa and
Karen. WAIS scores for the beginning reader, Mary,/bere made
available with her consent by a staff psycholdgi%f/at the
institution. The fourth subject, Bop; missed th,ée
appointments for WAIS testing and thus no WAIS écores vere

available for him.

4
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C. The Interpretation Process
In keeping with the major focus of the study, the data

E)
strategies of the subjects and the factors which influenced

those strategies. A profile of reading strategies was

prepared for each subject. These profiles were examined for

-patterns and .changes 'in patterns across time.
Interpretations based on the category systems were

! = -
cross-checked "against subjects' strategy self*repcrts}énd

subject responses to retrospective questions. The ;ésults of

L s

the strategy interpretations were then compared with the

-instructional program and other factors such as concepts of

reading and self-directed activities\ to see if relationships

could be identified between these fadtors and c;ange or lack
of change in subjects' stfategiggfs§§llawiﬁg this procedure
other trends, which seemed to be‘eviaént in the data, wvere
checked for positive gnd negative instances as suggested by
Becker(1958), If they withstood cross-checking they were
developed and documented.

Guba(1981) argues that the criteria used to judge
research conducted within the rationalistic research

paradigm, including internal validity,

external validity,
reliability and objectivity, cannot be a (ed to |
gg;uralistié research studies. He does, homever, state that
naturalistic research_ﬁust be concerned with the factors
which these criteria are intended to address. He lists four
"criteria for establi;hingéthg trustworthiness of inquiries

%



conducted within the naturalistic paradigm"(p.1). These
criteria are a synthesis of criteria suggested in the
literature for the conduct of qualitative reseérch studies.
The four criteria are the following: credibility, analagous
to internal validity; transferability, analagous to external
validity; dependability, analagous to reliability; and
confirﬁability, analagous to objectivity. He is most
emphatic that these procedures not be considered as ~
prescriptions for research but rather as guidelines.
Credibility '

Guba lists six procedures to be used during a study to

3

establish theicredibility of the interpretations of the
study: prolonged engagement at the site; persistent
‘observation; peer debriefing; triangulation of ééta;
collection of referential adequacy material's; and member
checks. All of these criteria, except member checks, were
met to varying degrees in this study. Persistent
observations in the setting were conducted over a prolonged
period of time. A partial triangulation strategy was used to
collect and interpret‘datﬁ. Numerous conversations with
advisors and fellow graduate students during the study
provided ample opportunity for peer debriefing, a strategy
in which the researcher uses professional contadt to test
his insights and to expose himself to searching
quest1ons(Guba, 1981, p.20). Included in Guba's list g{

referential adequacy materials are audio and video tape

recordings and documents. ‘While tape redardings of classroom
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”
activities were not made due to respect for the students’

desires for anonymity, audiotapes were made of all sessions

(71

with the subjects aﬁd.capie were made of all reading
materials used by the subjects .during the study. Guba
describes member checks as a process whereby data and
interpretations are checked with members of the group from
which the data were obtained. This strategy was not used in
this étudyi

Guba lists tﬁgee criteria to establish credibility
following the field work stage: structural corroboration or
coherence; referential adequacy and member checks. The
triangﬁlatian strategy used in this study allowed for the
establishment of structural coherence. Interpretations
derived from one technigue were cross-checked for conflicts
with interpretations derived from other technigues. Member
checks were not conducted. Guﬁa refers to establishing
referential adequacy as a process of testing iﬁter%retatiéns
drawn from the researcher's observations against rawv data,
such as videotapes. In this study all audiotapes wefg
transcribed and these transcriptions formed a high

A

percentage of the data from which interpretations were made.

Transferability -

Ll

Guba believes that research studies conducted in the

naturalistic paradigm cannot result in truth statements

relevant to all contexts. Rather they result in working
hypotheses relevant to a particular context. These working

hypotheses are applicable to other contexts to the extent
—

{
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éhat there is a fit between the context of the study and the
context to which the results of the study are to be applied.
Therefore during the study the researcher does
theoretic/purposive sampling, sampling which is intenéedszﬁ
maximize the range of information'covered. Further the
researcher collects "thick" descriptive data (a term usually
attributed to Geertz, 1973) and presents much descriptive
63&% in the report of the study. Theoretical/purposive
sampling is a concept more applicable to studies which are
less focused than was this study. This concept was used,
however, on a few occasions to check some puzzling aspects
of the instructional program. -
Dependability

Guba identifies three procedures which the researcher
can use to make allowances for instrumental shifts stemming
from developing insights on the part of the
investigator-as-instrument: overlap methods, such as
trianqulation; stepwise replication which necessitates the
use of a research team; and the establighment of an "audit"
trail, that is, careful documentation of the research
procedures. The first and last criteria were met in this
study. Further Guba suggests that the researcher arrange for

.
a "dependability audit", that is an external check of the
procedures used. The supervisory committee of this
dissertation study acted as dependability auditors.

Other methods, not suggested by Guba were also used in
-

=
= |

this study to ensure dependability of the data. Implicit
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Guba's list of suggestions for ensufing dependability is an
assumption that research conducted within the naturalistic
paradigm vwill necessarily contain instrumental shifts. In
this study the research techniques used to document thg
subjects' strategies and the techniques used to document the
instructional program, the major focuses of the study, did
not change over.time. These techniques were deliberately
held constaq} throughout the study to guard against shifts
in obServatiqns over ttme so that comparisons across t}me in
the subjects' strategies could be made and also so that
cohclusiqn§ about the influence of the instructional program
could be made. As well, to maintain internal'consistency in
the data so that valid comparisons aéross subjects could be
drawn the following procedures were used in coding the data
relevant to the subjects' reading strategies: 1) where more
than one subject had ;éad a passage ( and often three of the
subjects read the's,am@assage)' all of the protocols were
coded at the same t{re: and 2) at three points in time
duEing ghé coding of data, data which had been coded at an
earlier point in t{Fe were recoded so as to ensure
consistency in the qulication of theAcoding decision rules.
This second procedure was also used to ensure consistency in
the categorization of instructionai materials,
Confirﬁability

Guba suggests that to ensure confirmabiiity of the data
researchers should use a triangulation strategy and they

should practice reflexivity. That is, they should reveal to
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- the users of their reséafeh reports the assumptions
uﬁderlying the questions explored and the assumptions
underlying their interpretations. Both of these Qreceégggaﬁgéffg*
vere followed in this study. Finally, Guba suggest;»that the
researcher arrange for a confirmability audit. That is, the

Y

researcher should present extenbive documentation to other -

professionals so that they may judge the adeguacy of the

interpretations. Such a procedure is inherent in a doctoral

dissertation study.




IV. BOB, KAREN AND LISA
-
A. The Setting .

The "0-4" area consisted of one bright, spacious room
with four smaller rooms adjoining it. Theme was a blackboard
aer;§5 the front of the main room,’ large iigéaws along the
side, and tables and chairs. At the front of the room were
filing cabinets containing student worksheets. At the back
was an area set cff\as a reading corner with comfortable ’
sofas and chairs and two small bookcases containing
adolescent high-interest low-vocabulary books and some Ginn
Basic Readers(1961),. ;

Behind the main room was another room used by those
studEﬂtsaét the very begin;ing levels of literacy. It
contained charts of phonic elements, colour and noun words,
letters of the alphabet and two language masters.

There were three small, windowless rooms along one side
of the main room. The first room was used to store reading
kits, §hanizaliy regular reading materials, and a few adult
reading materials. The second and third rooms, each
containing blackboards, were used for small-group
instruétian, Supplementary reading materials were also
stored in the second room; the third room contained word

Three full-time certified teachers and one part-time -
teacher's aide were assigned to this area. Two of the

teachers, Mrs. D. and Mrs. M., had worked together in this

82
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area for the past six years. The third teacher, Mr. S., had
recently moved from another city, where he had worked with
adult:illiterates in a community Egllgg;, The teacher aide
was ahéraduatg of the academic upgrading and clerical
programs of the ig;tiéutian_

Eighteen studénts were enrolled in the "0-4" program

during the time otgkég\study, down significantly from the
- / T

thirty-five students enrolled first term. Seven of these
students were new to the program. Most of the students in

this program were sponsored by one of Canada Manpower, e

Albérta Social Services or the Department of Indian and
Northe;n Affairs and received a living allowance.

| Of the eighteen students in the program, four were
Native Canadians, two were immigrants and twelve vere
native—pqrn English-speaking Canadians. '* During the study
fize students terminated the program. One left at the end of
.the third week, two left in April to take jobs, one was
hospitalized in March because of a serious car accident and

one was jailed in April after being convicted of a drug-

offense.

'* This enrollment reflected the distribution of
functionally illiterate adults in the population.
Thomas(1976) reported that 75% of functionally illiterate
adults in Canada are Canadian-born.



B. The Three Student
Who were they? ‘

Of the eight new students who entered the program in
second term, three subjects with reading comprehension
scores of 3-6 were selected for this study: a young girl
whose only schooling had been courses taken through

correspondence school (Karen), a recent failure of the

- ———— —

public schéa} system (Lisa) and a recently-reformed

alcoholic who had left school many years ago at the age of

Eéuft&éﬁ after many failing experiences (Bob).

Karen, a sixteen-year-old girl from a small isolated

ad

community in the northern part of the province, wvas the .

fourth child, in a family of nine children, to leave home to

. e . o :
seek an education at NBCC against her father's wishes. She

had lived her life in an envifgﬁment vhere women were

- *

treated as second-class citizens. Her father operated .the
lgéal general store and a ranch. The father and song lived
in 3 "nice house” on the ranch, her mother lived in a room
over the store and Karen and hef‘SiStEfS lived in the
"bunkhouse” and cooked meals in a "little house” called{the

"cookhouse”, She had never attended public school. ﬁgr

father refused to send his children to school with the

native children because "they fight all the time", Besides;
wvomen don't need an education, "they're not vorth it."

In 1975 the oldest girl in thé family raniaiiyrﬁraﬂ
home to an aunt vho later notified the dep:ft;ent‘bf Social

‘M
Services of the family situation. The family vas forced to
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enroll the children in the correspondence program for the
= _ ., =
province. As_a result, Karen completed the first three

grades of correspondes#e school. Her mother helped her with.

-

grade one. After that, Karen was expected to teach herself

and her younger brothers and sisters in addition to helping
kS . - = i
in the storex cooking for her brothers and sisters, cleaning

i

her father's hgﬁie;,lné taking care of the chickens and the
vegetable gaféeni,khe “éuit gfi&e four” .Yast year because
she "got way behind.‘Tgé{e was too much work to do."

In this;enviranment;A'¥t§ naiteleQisicn,ana no friends *
other than her brothers and SEStEEs: Karen had turned to
reading to éass the time. A boy in the community had gi$en'
her a collection of fifty paperback western novels. She had

slowly read every one of them.

H\

h; effe:ts'éf this en#i:anment were evident iﬁ;ﬁaren‘s
limited, and sometimes distorted, viewlaf the world, Her .
scaled scores on the information and vocabulary subsectiéns
of the WAIS were very low. She believed, for example, that
only natives and white men who had magried natives lived in
the adj@inihg province. | T:é

Lisa -, Uﬂigie‘ﬁéfEﬂ who was reserved, quiet and
socially immature, was a mature, outgoing seventeen-year-old
who easily made friends with other students and was

: o ; : ﬁ

well-liked by teachers. While her academic career in the
public schael system was notable for its failures, she . was
an aéccmplisheé horseback rider who conducted riding eiasseg

in the summer and was in charge of her father's riding




She started school at ag% seven and repeated grade one. In
grade five she changed schools; in grade seven she was
placed in a special program., At the beginning of grade eight
_ she was advised to enroll in a special one-year business
pfcgram at a vacaticngl hiéh school. Because poor reading

. and spelling skills made learning t@;typé frustrating, she

. Qéf; Fhe pr@graﬁ at.Ch:istmés! In January she re-enrolled in
grade éight at her old school. She-claimed to have requested
help in catching up fsémibéth the guidance caunsellaf and
the principal, and when no such help vas provided, she
terminated. She worked for her father in his Elggngjsgablés
for the rest of that year. Last fall, she atﬁempteékte
enroll iﬁj;zlééal high school and was rejeeted'becausg of
her poor feading skills. Through a c@unselléf at this school
she learned about NBCC.

Bob, also a failure of the public school system, at age

thirty‘five was getting a new start on life. He was

£

=

' gregarious with excellent social skllls. All who worked with
him were most anxious to see him suaceed He .had given up
his aléahalic 1i£estyle seqen months ago, and for the past
tﬁree manths_had worked aé a truck driver. He was on leave
from this job to take this course but he continued to do
long-distance runs for the company on the week-end.

Bob left school in grade six at the age of fourteen.

His memories of school are” unhappy. He "blocked @ut'leérning



in séhaal' and "when (he) brought home work his father would
hit (hi@)‘evefj time (he) made a mistake". He was tested by
school officials and a family doctor, and the family was
told that there was nothing wrong with him: he was just
lazy. Although Bob was an excellent subject because he
pr@;’ideﬁi rich data ébeut' his learning duringy the study, he
provided little information about his past, particuiarly the
period of h:i‘ife between leaving school and coming to
NBCC. It wasievi§2ﬁg that he had drifted %n and oug-aé jobs
and experienced many personal failures that he did nét,uish
to ﬂiscuss, including a recent jail term. ‘ !

ﬁﬁy did they come? \

.The éhree subjects eqtereé the program at NBCC for a
variety of ;easqps. Karen entered to receive the education
she haﬁ been denied.’Lisa entered to cantlnue her briefly
interrupted education so that she could get a job. And Bob
éntefed not only to impr§ve his chances of getting a better
jab; but also tD!GVefEGmE his feelings of personal,
inadeguacy, which he attributed partly to his low level of
literacy.

Excerpt 1 (Feb.16)

E: Why do you want to learn to read?

Karen: Well 1 like reading...l wanted to come he:g. 1
wanted to go to school. Lol

In a 1atef discussion with Karen she revealed that she would

“like to take a business course.

[
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Excerpt 2 (April 17)

E: How far would you like to get? Do you have any 1dea

how far you think yau would be able to go. -
1]

Karen: In school here?(E Uh-hmm ) 1'd like to get at

least my grade ten.

E: So do you think that would be possible now? «

Karen: Yeh. ' ' .
E: Did your sister go as far as grade ten?
P
n: One, Joanne.

- -
. E: Tf you got your grade ten, what would that let you

do? Do you know? .

Karen: Probably go with business. You need grade ten or

grade eleven for business, I think. (

E: ... So vhen you first came djd you think you would be .»

able to go that far or. is it just now that you 'de seeing
that you're doing! so well,

Karen: Yeh - 1 figured 1'll be able to ga that far if
nothin happens.

E: So that was yaur goal when you came, was it(Karen: ‘\
Uh-hmm) to get your grade ten?

Kareni Yeh. ?
While Lisa‘ias>lgss zﬁnfiaent’théﬂ Karen that she would
reach her goal, and at times has moments of doubt,, she was
hopeful that this time the edﬁeatiéna; systemvﬁaulé not fail
her. ’ | -
| Eiearpt 3 (April 17)

E: Gh'lse that's why you're disappointed (with results
of mid-term testing), that you didn't get to the grade
six level.

Lisa: Right, Mrs. M. said 1'll get there. She saxd
guaranteed. aust gotta: keep on trying.
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Lisa, like Raren, entered the program primarily for
job-related educational reasons.
Excerpt 4 (Feb. 19)

F e V . 1
E: Why do you want to learn to read? |

Ly

Lisa: So I can get jo
read so I can get my goe

e ) :‘ /)

Her first interview alsoc revealed a concern with her

job. .And I have to learn how to
al to be a nurse's aide.

inability to read well orally. -

Excerpt 5 (Feb. 19) . 1 \ : — .E(f’

E: What about your 1‘1‘& in general. Hagwit been any
pf@blez to you pot being able to read?

Lisa: Yeh, cause people ask you - Well you're sittin
there readin the paper and people say ... Read this for
me and you know you try to read it and a big word comes
along and you're stuck. So you need it.(reading)

When asked a similar question in the first intérvieé, Karen [
had looked puzgled'énd‘gave no reply.

As the study p:cgréssed it became clear that being able
e :

mentioned it on several occasi

regarding her reading and how it improving.
Excerpt 6 (March 16)
E: Why do you want to improve your reading?e
~Lisa: So I can read anything. Like you know sometimes
you get together with your friends or something and you
have to take turns reading, like you'd rather read as
good as the rest. So you wanta improve yourself,

To some extent, Lisa's concern with oral reading was



jUStlfled fo she vas e:pe:tea to read the hqraséaée in the

. evenlng ﬂEHSpapef to her mother and~the farm ads to her
[}

f}ther. . -
-/ Whereas Karen's and Lisa's reasons for entering the
program were primarily job-related, Bob's were primarily

+ . personal, although he did*have a‘stated j@b’géalaas a truck

ﬁ15patcher- Students were required to indicate a job gpoal t-
4 .

gain admittance t6 the program.
Excerpt .7 (Feb, 14)
E: Why do 'ycm want to learn to read?

Bob: So I can better myself, feel bettEf’abaut myself.
can get into more things that I would like to get into,
I feel I'm cheating myself. ... I would like to maybe be
a baseball coach or a hackey coach for kids and I'm not
quite sure of the fundamentals and what not ... I can go
to the library, Otherwise I can't da that. I feel that I

can't do that and I wlthdraw
. > v

During this first interview Bab also fevealed his-

feelings of inferiority EEﬂause he was not able ta read
Excerpt 8 (Feb. 14) ‘ . .

E: Has not being able to read caused yqu any partlcular
problems. - I guess that's kind of related to what we've
been talking about.

Bobt Yeh, it has helﬁ me back in my work field. You're
sort of llmlted to doing my work, Truck df1v1ng was
fairly simple. I worked in the yafd I didn't have to
read or write - and then I had to work extra harder to
make up for that. ’

BE: You mean you felt you had to work extra hard cause
you couldn't read?

Bob: Yeb

E: That's interesting - Yaéhmean like on the job?



Bob: Well on the job there would be fellows out of
college and what-not up there an uh - I would try to-
outwork them so that the boss would take a look at me
and say that I am a good worker even though - when they
find out that I couldn't read or write.

E: Did yoﬁr boss know that you couldn't read or write?

Bob: No, I tried to hide it pretty good..They found out
though.(E: Oh, they did.) They find out. They know. The
way you talk and stuff. :

E: Di“ your boss ever say anything?
Bob: No, no one says nothing.
. .‘

E: But you felt that they knew?

Bob: Well you can only hide things'fdr so long and
people get to know you.

’ Bob, lgke Lisa and Karen, viewed the term as one‘step
in his edpcation and had realistic expectations for the five
months‘ahead.

Excerpt § (Feb. 14)

E: How much would you expect to accomplish in the five
months that you're here? '

Bob: If I'could get two grades, two grades and I think I
can do that. ,

E: So with two grades do you think you could b;)a
dispatcher then? . :

'~ Bob: Oh, two grades will only giye me that much
education, but there's always the followin year - 1

could get, say, even a grade seven - I could learn on my
own through home courses and night school. - '

‘To Karen reading was SOmethiﬁé you did to pass the

time, , K}

-

3
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Sicgrpt 10 (Feb. 16)

E: Why do you think people read? 4
a oo , :
Raren: If they've got nothin to do it"s a good thing to.
] read? - ‘ o :
This concept of feadingriassa direct reflection of her own
use of reading. > ‘ .
’ Excerpt 11 (March 16) -
v , E: When do you usually read?
. £
\ Raren: Sometimes I read befare I go to bed or 1 read
' _ wvhen I have nothin to do.'
> ' : ,
: ~ /VWhile Lisa and Bob read far less than Karen, they had
! : i. & _
f’ broader concepts of purposes for p@ading. ®
. . , X . =
Excerpt 12 (Feb. 14)
E: Why do people read? *
Bob: Some people read to learn. They read stories
N because it#s interesting too.

Excerpt 13 (Feb. 19)

E: Why do people read? . _ %%%%hggﬁifgssfs

Lisa: To learn more about something - or for pleasure.

LY

An atﬁempt to discover the subjects' views of how 7
peopie read quickly led to a discu$§ien of the strategies
thé subjects' themselves used when feaéing. ' i \\\\

Excerpt 1% (Peb. 19)

E: What do you think people do when they read? Hoy ‘do
‘people actually read?

Lisa: They read the words and they have to get the moral
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of the story so they have to read thé words right.
E: ...;HEE éc they actually read those words? |
Lisa4‘They sound them out.

E: What do you mean by "sound thgm out"?

Lisa: Like break them up in syllables and sound them
out. . e .

E: If you were reading and came to a word that‘ycu
didn't know right away how could you figure out what the
word is?

"

Lisa: Um - break it up. That's how I do it. '
E: That's how you do it?

Lisa: Yeh. I break it up. And if I still don't know it,

after I read the rest of the sentence then maybe I'll
Epow the word. And I'll see vhat%%brd fits in.

o E{ Any other ways besides those—two. 4

X ) . . i_i;si
Lisa: Those are the ones I use. :
. ' _ - . _ o~

-

Like Lisa, Bob was aware of reliance on éurrgunding
ot

conjrxt as a useful reading strategy.
Excerpt 15
E: If you were reading and came to a word tﬁatijgu
didn't knov right away, how could you figure out #hat
that word is? '
Bob: By sounding it — or I read on, and 1'11 come back
to that word, and if it's a word I think fits in, it
- sounds good, then I know what is what.
v
However, unlike Lisa, who viewed "sounding it out" as

syllabication, Bob's concept of "sopnding it out" was a -

vague notion of blending the sounds of the 1ettgisi-



Excerpt 16 (Feb. 26)

E: What exactly do you mean by "sound it out"? How would
you sound out a word yau had trouble with?

Bob: The only thing I can do is saund out what the
letter says, like "a" is |a|, "o" is |o|. '* Cause'l
don't know those - uavels? And a lot of my words like -
ash(word read in story) - well that word just came to
me. I don't know how come. 1 guess it fit ip eh - a lot
of the words would just fit in, Like 1mpertant - that
word just fell in to me. Well it fits in with the story.

r

Throughout the Stuéy,'Eab often feharigé that vowels

=§t§e him problems and that his reading would improve a lot
*if he could "just get those vowels straight". Lisa also

viewed learning the vowel sounds asfﬁey to improving her
reading skills, ’ J

- Excerpt 17 (Feb. 19)

E: What do you think they will do here to teach you to
read? How 4o you thlnk they're going to teach you to
reagd? .

. : ~

Lisa: Learn the vowel saunds and like where to break up
the words in syllablgs. And - learn what the letters say
like- a long "e™ or "a". More or less learn the vowels so

you can pick them up. _ -

While Lisa and Bob both had definite ideés on hci their
fgaéing skills could be improved, Karen had no specific
ideas. |

!:ngpt 18 (Feb. 19)

E: How do you think they're ga1ng to teach you to read
here? What kinds of things do you think they'll do to
teach yau tc read?

'¢ "Letter" indicates the name of the letter, ILetter(s)l
.indicates the sound(s) of the letter(s). Boldface type
indicates a short vowel sound. Italic type indicates a long
vowel sound.
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Karen: (very long pause) Probably wr1t1ng all the time
and things like that.

She was aware, however, of structural analysis as a word

‘identification strategy. J

.,
=

Excerpt 19 (Feb. 19) \

to a word that you

E: If you were reading and came o}
ou figure out what

didn't know right away, how couly vy
the word is?

. - —
] - -
.

Karen: You gotta try to sound it out. ‘
e 7
_E: What do you mean by sound'it out?
Karen: (very lang.péuse)
-
E: (D;scussed a word that she had broken up into
syllables during oral reading and asked her if this was
wvhat she, meant) -
Karen: Yes,
E: Is there any other way that you could yse?

Karen: Well you can break em up - like some (wvords) they
have small words in them. . — : .

E: Any éthér~vay5 you can think of?
Karen: The vowels and the long vowels,
"“iﬁﬁg‘*f . ‘ -
'While Karen gave no indication of @n awareness of
reliance on context as a reading strategy during this first

session, she did indicate that she viewed reading as a

L

Excerpt 20 (Feb. 19) --
E: How do you think people fead? What do they actually
do when they're reading?

Karen?: Well they gotta think it and have it in their
mind after they read it so they- so they couldn't forget
1t - kfiow what the story's about.
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Karen did reveal at the end of the study that she wvas

avare of reliance on context as a strategy, and in fact, had

¢

always used thisistéategy in her é}ﬁ reading.
Excerpt 21 (May 9) A ’ ' .

E: If you were read;ng and came to a word that .you
didn"t know right away, how could you figqufe out vhat
the word 1s’

Karen: Try to sound it out? Vw
E: Ok Is there any other way that you could use besides
trying to sound it out? »

’Karen‘ Like what it"s talking about then you can know
what the word is? o

i

- E: So when you're reading ycurself which do you use more

often - sounding it out or going by the story?

Karen: Mostly 901ng by the story. Sometimes saund;ng it
- out. .

"E: Did you always used to do that - ge by the story?

Karen: Yeh, go by the story or §6und it cuti

C. Subjects'-Reading Strategies ;t;the‘siginﬂing-gfithg

Study

As described in chapter. III, the researcher inferred

subjects' reading strategies from analyses of oral reading
: [ 4

efrors, from audible attempts on words during oral reading
sessions, f;on anglyses of Qral'resallé of passages read
silently énd from subject seiférgperts_ 1
Data troﬁ Oral Reading Tasks

During the first session Karen read @fallf thevgfade

three to six passages on the Silvaroli Classroom Reading
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Inventory with‘accuraéies ranéinéifgom 94.6 percent to 100
percent. She ctould not cope at ;11 with -the grade seven
passage and discqntinued it before the end. Lisa also read
orally the éméde three to six passages on the Silvaroli
Inventory with -accuracies of 95 pe}ceﬁt énd 96 perceng on ,
the.graée‘three\and fopr paésaggs and 89 percent and 91
percent’ on the grade five and sir-passéges. She algo gave up
on the graae'seven pass;ge. Boh read orally the graéeitﬁa,
aﬁd four passages o%,the same inventory with accuracies of.
794 percent and the gfade three passage with an accuracy of
-89 percent. He discqnfinugd‘the grade five passage in the | .
second pgfégraph;

| Bob: In the first oral reading session with Bob, it was
evident that, as he indicated in Excerpt 15, he relied oh
the ongéing mepning(of the passage to predict words as he
‘Qas reading, and to momitor his oral prdaucticﬁs It wasi
alsb evident that his vague description of "sounding it out"
‘aeécribed-in Excerpt 16, reflected a paucity of strategies
for processing grapﬁié’cues within words.

Bob's use of meaning to predlct vords vas evident in
h1s reading of the grade two and three passages. He qulckly
read these passages, and ‘the majority of his errors, 65 '
percént, were e;rbrs which occurred in thé flow of reading.
and which did not-interferejwith the'aUthor's intended
meaning. They in;olvgd substitutions of function wardgie;gi
"the" for "their", "the" for "this"; omissibnS’cf-functian

words; and the addition or deletion of inflectional endings.’

#
-
.
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Excerpt 22 (Feb. 14)

Text: (from Smart Birds) Birds have to eat gravel
because they don't have teeth to grind their food. The
gravel stays in the bird's gizzard which is samethlng
like a stomach. When the bird eats seed, the gravel and
the seed grind together. :

Bob: Birds have to Eﬁt the gravel by(whispered

"certain”) they don“t have teeth to grind the food. The

gravel stays in the birds - I don't know that word-

which is something like a stomach. Then the birds eat

seeds and gravel and they, the seeds grind together.'’
[ ]

¥
’

Bob's torrection behavior éuring'this session indicated
th;tihe monitored carefully for méaningi He corrected only
tho ssﬁfrrars which were inconsistent with the meaning of the
text, and allowed textually cénsistenéﬁerfafs to go
uncorrected. This was most evident in his reading of the
grade four passage. While only three of his ten errors were
categorized as textually consistent, three of .the six errors
categorized as textually inconsistent were corrected, and an
unsuccessful attempt was made to correct the fourth er:ér,
The .ther two errors were the words "develop" and
"interested"™ which he was unable to identify.

A comparison of B@E's performance on the Reaéing
Subtest of the WRAT, a UDde“in‘iSQlatiDﬁ test, and hié
performance on the grade four and five oral reading passages
indicated that when he was unable to rely on the meaning of
a passage to predict a word, his strategies for analysinq
the graph;¢ cues within words were insufficient to allow him

'’ Note how how Ecb added and deleted in the last
sentence to make the sentence synt;etia:lly consistent, an
indication that he used language knowledge to predict when
he was reading.

i
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to identify the word correctly. He used t€c strategies. He
delibgratély skipped the word, making no aicempt to anaiy5e
it, as he did with,.lgizzard" in Excerpt 22, or he appeared
to attend to the consonant letters, selecting some or all of
the consonant letters of the tafget word and attempting to
produce a real Héfé with the same initial consonant as the
target word, e.g. "gcrp@ral“ for *callapse“; "spawning" for
;Snépping",'*helmet“ f@g_;humiditj“, "spread" for "sharp".
On the WRAT he deliberately skipped many multiiyllabié
words, making no attempt to analyse them. In the first
paragraph gf the‘graae four passage of the Silvaroli he
corfectlyiiééhtifjed “inﬁerestini‘ in the' context of "take

interesting pictures", but was unable, in the last

P

paragraph, to identify "interested“ in the context of "Men‘
and women‘are interested in sky diving". He deliberatélg
ékipped the word, and there ﬁa% no audible evidence of any
attempt to analyse E}e word. Slight evidence suggests that
Bob had generalized some common prefixes. On the grade four
passage he immediately pronounced "de" in "develop". He then
lightly whispered "living?" and went on. On the grade five
passage he immediaﬁe;y pronounced the unit “e;“!in both
"expect* and “experﬁ‘_ He tﬂen read "expert" as "export", a
real wdrd differing by only a vowel from the target word.
However, with the word "expect”, he made no further attempt
to use the graphic information within the waré,!but tried
rather, unsuccéssfully, to use this minimal graphic

information and the accumulated meaning to predict the word.
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Excerpt 23 (Feb. 16)
Text: These men trained blind seéals to expect food ...

Bob: These men trained blind seals to ex - retrieve or
something, I don't know - food.

aren: While -there was strong evidence in Bob's first

-

reading session that he used meaning to predict and monitor

wvhile reading, the categcfi:aticﬁ of Karen's oral feiding
errors suggested little evidence of reliance on semantic
cues. She made few errors, and of the 17 errafsl?hiéh she
did make; aﬁly four were textually consistent errors which
occurred in the flow of reading. Karen also rarely-c@frected
errors, correcting only fau} errors, These four corrections
were evenly distributed across the textual :atggefiesi.

An analysis of Karen's overt attempts on words

than Bob. It was evident?that she had generalized many of
the common prefixes, e.g. re, in, ex, dis, en, sub, some
suffixes, e!gl Yy, ly, and some of the letter-clusters,
particularly the eanscnantﬁvcuel=:ansaﬁant(CVC) and
vowel-consonant (VC) patterns. During deliberate attempts on
words, éhe often immediately pronounced the prefix and then
paused to analyse the remainder of the word, e.g. "ex
-(pause) - perts” for "experts", "sub, sub - merage"” for
"submerge”, "re -(pause) - reason" for "recession". CVC and
VC patterns were identified wherever they occurred in a

. word, indicating that Karen did attempt to -process all parts:

of a word; e.g. "re - pug - ant" for "repugnant” "air - on -
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%tiﬂ' for “aergnautic“g "re - skin" for "rescinded", “"com -
pet - tor™ for "competitor”™. With multisyllabic words vhich
did not contain a CVC or VC pattern in the middleipﬂrtianfef
the word, Karen usually selected known affixes af/or
letter-clusters from the beginning.and end of the word,
associated appropriate sound units to these selected units,
and attempted to produce a word-like stfucture_ For the

" mMiddle portion she substituted a saundiunit which aften

'1ettEfs contained in the mldﬂle pcrtlnn of the target word,
e.g. "en-vil-dor" for endgavar » "o-causally" for

"occasionally", "rid, ridgushus“ for ridl:ugcus

that the categorization of er:crslaversimplifieé the
interpretation of the data. While the categorization
suggested that she did not use semantic cues effectively in
fe;adi,ngE the analygis of her attempts on words on both the
WRAT and the oral reading passages, combined with her own
self-reports (see‘excerpg 22) in whiéh she stated that she
" used meaning to predict words, suggested that Karen's lack
of effective use of semantic.cues may have been due more to
insufficient world knowledge than to a lack of awareness of
the strgtegy:arltheﬁlack of a desire to use this strategy.
Whgie Karen often identified correctly many of the
letter-clusters withinugafds in her attempts on words, she _
was able, in the oral reading éf.the passages, on sﬁlf two

occasions to use her world knowledge to synthesize these
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icues into a real word. Fiftj;three percent of her errors on
the oral reading passages wvere errors on which she made:a
deliberate attempt to analyse the wvord, sgiécteé'many of the
these clusters, but then synthesized these units into a
nonsense word-like structure, e.g. "sanitaria" for
_isanctpary‘, "submrage” for "submerge", "marrals" fdr

"mammals”, "quarfilded" for "qualified". Whi

reading of the passages; she almost always Attempted to °
produce a wcfdélife structure, on the WRAT, a words in
isolation test, she often made no attemét to synthesize the
selected units into a varéilikerstru:turei She processed the
to letter-clusters, and made no attempt to synthesize them
into a word, e.qg. "im-pra-sis" for 'emphasié“i "ka-ran-tine”
for "guarantine”, "air-on-tic" for "aeronautic”.

Karen may have been unaware that the nonsense word-like
structures which she produced in reading the passages were
not real words. It is suspected that she sametimes)aséigﬁed
a pronunciation to a word, thinking it was a word that she
had not‘heard of before, During this session Karen produced
two unusuai pfcnunciétians EGEAHEEES: "purposes” for
"purposes” and "dis-tance, éistan:é" for "distance". An
aﬁtemgttﬁas made later in the stﬁéy to verify this
suspicion.

| Lisa In the.fifst aral»reaéiﬁg session wiéh Lisa it

vas evident that she attempgfed to make use of both graphic -
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and semantic cues when reading, that she made some attempt
to integrate the two cue systems, but that she relied more
strongly on graphic cues than she did on semantic cues.
Seventy-six percent of her errors were categorized as having
high or medium graphic similarity while only 34 percent of
her errors were categorized as being textually con;istent.
These results were consistent with her own statement,
reported in excerpt 14, of how she artempted to identify .
uqknoyn words. In that excerpt she indicated that she first
tried to use graphic information and then, if unsuccessful,
q¥tried to sample more sSemantic information. It was suspected
that this strong reliance on graphic information was due in
part to her expressed concern over her oral readxng
performance (see excerpt 4). She did not trust herself to

take chances when reading, for she was overly concerned with
her product1on. » ) ‘ -

During the first session Lisa's oral reading
performance was much more hesitant than that of Bob or
Karen. She.often thspered words such as "tap", "stick"
before saying them, hesitated after long words and at other
times used the voice pattern for a question when reading a
statement as if asking for assurance. |

The categorization of Lisa's oral reading errors

indicofed that she carefully’ﬁonitored her oral oroductioos
for meaning. Like Bob, she corrected or attempted to correct

errors which were only partially contextually acceptable Qr

totally contextually uhacceptable and allowed contextually



acceptable errors to go uncorrected. Of the 54 percent of
her errors categorized as having partial or no textual
consistency, 60 percent were ca:re:téé successfully and
unsuccessful correction attempts were made on 14 percent of
these errors.

The analysis of Lisa's deliberate attempts on words on
both the WRAT and thé passages indicated that Lisa, like
Karen, had generalized many ag.the common prefixes, e.g.
‘fe,;de? sub, in" aﬁa common affixes, e.g. "able, ion, vy,
13“,‘and common letter-clusters, parti:ulé}ly cvc ?i? vC
patterns. This analysis also indicated that she was ée:y
systematic in her approach to analgsing graphic cues within
words. As éhe indicated in excerpt 14, she attempted to
chunk each word into known orthographic units. She always
attempted to process each unknown word from left to right,
.sometimes using her finger, selecting the orthographic Qn?&s
she had'genefalized, ignoring letters which did not fit the
patterns, and sometimes adding sounds or sound units, e.qg.
"san-i-tar-y, sanitary"” for "sanctuary", "sub, Sub-merag?"
for "submerge", “air*aﬁ-é*tic“ for "aeronautic", "ma-ter,
materals?” for "materials", "a-say-shunally" for
"occasionally" “cenisi!dg;-aile“ for "considerable”.

While Lisa often associated appraﬁ%iate sound units to
significaﬁt portions of target words, and while she usually!
attempted to synthesize the units into avwaréélike
structure, she was oftén unable té synthesize the units into

a real vord. Unlike Karen, when reading the passages, she
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alwvays indicated by, remark ar‘mice tone that she realized
that éhe was not producing a real word.

There was some eviée;ce that Lisa read ahead to make
use of semantic cues in identifying unknown words. While she
and Bob had both indieated in their initial interviews that
they used this strategy, it was only in Lisa's reading that
there was overt evidence of this strategy.

Excerpt 24 (Fe§,!19) | |

Text: (from An Underwater School) THK §qeasily learned to
tell the difference between the ;soy ’

Lisa: They easily learned to talk ,ﬁ;faifferent(steps)
(begins whispering) between the \«(The easiest no - the
between the sounds. (now says loudly and quickly) tell
the difference between the sounds.

ATh=:e>vas also evidence on one occasion gf an attempt
to uﬁilize both graphic and semantic gues in attempting to
identify a word. As indiz;teé in e;cgrpt‘Ii,‘Lisa first

~ tried to énalysg the graphic infarmat%cn and then read on.

Excerpt 25 (Feb. 19) 7

Text: A team of experts proved that...

Lisa: A team of ex - per- t(lightly) - expert - proved,

no - (starts whispering) - A team of expert proved -
(now loudly) A team of experts proved.

Data from Unaided Recalls

Lisa aﬁd Bob were asked to give -recalls for the third
and fourth grade passages from Part B of tﬁe:Silvarcli,
vhile Karen wvas asked:tajéive fe:allsgﬁcr éhe féufth and

fifth grade passages because of her higher level of oral
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reading performance. These passages were chosen because they
represented lewels at which the subjects had achieved a wgrd

identification accuracy level of 92 percent on the oral
14
passages.

The differences in the recalls of Karen, Lisa and Bob
were evident in their recalls of the fourth-grade passage, .
"A Great American Sport®™, which theY,all read.

Excerpt 26 (Feb. w4)

Text: The history of baseball shows that the game has
changed a great deal since it was first played. In 1839,
Abner Doubleday set up the rules for playing a baseball
game, i

Later on, uniforms appeared. The players wore long
‘pants, a fancy wvhite shirt and a straw hat. The umpire
wore a long coat, a tall silk hat and carried a cane.
Rakes, ax handles and tree branches were used as bats.

The first World Series was played in 1903. Baseball fans
wvanted to see the top teams from the two major leagues
play. The winners would be the champions of the baseball
world. ‘ o

Bob's Recall: In 1938, I think it was, baseball started
by I can't understand that guy's name. And uh the umpire
he wore-a long coat with a straw hat, top hat. The
players wore a straw hat and uh - 1 forget what's on the
end - something about - a year when the first .
championship, the two leagyes played together for the
champion --1903, 1803, 1903\ or 1803, which was it?

.Althohgh the dates were confused and some details wvere
missing, Bob had recalled or-aftembted to recall the maiﬁ\‘
information contained in the'paésage. He seemed to try to
organize his recall around the paragraph structure of the
passage, a’was evident in his comment "I forget what's on

the end". This organizational strategy was also evident in
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his recall of the third grade passage, vhich consisted of.
three paragraphs. After giving an accurate account, in
seqUence, of the information contained in the first and
third paragraphs of the passage, he ended his recall with
the comment 'I‘forget vhat went in%the middle". .

Lisa also omitted the information from the middle
paragraph of the third-grade passage in her recall of that
passage. The remainder of the recall was an accurate
représentation of the text information. However, her recall
of the fourth-grade passage was not nearly so accurate.

Excerpt 27 (Feb. -19)

Lisa's Recall:(on "A Great American Sport") It's about
baseball and when they played they wore a long pants, a
vhite shirt and uh carried a umbrella and a cane. That's
vhen they were comjn to the game. And they were playing
the game they were gonna wear pants and shirt, but
they'd wear tall silk hats And the first game was

invented in 18 oh 1839 and the rules were invented in
1803. That's it. .

Lisa, in this recall, combined some accurate text °
details, such as the types of clothing worn and dates, in
erroneous ways. She attempted to weave these details into a
plausible story, dividing up (the Articles of clothing'worh
“into 'coming to‘the game" and ying the game", and
.assigning the inventiori“of rules to a date, albeit
erroneous, for which she still had to acc¢ount. This recall
was probably a result of the strategy (described below) she
used to help'hgr org&nize.her_recall;_Before giving the

recall she had reread parts of the passage. She was asked
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about this at the end of the session.
Excerpt 28 (Feb. 19)
E: What did you do when you went back over it?
Lisa: See I couldn't make out some of the words so I
went back and just looked for - like pointers like uh
vhat they ware and when they started. And when they
finished and how rules, you-know... °*

E: So you went back to look for things you thought were
important to remember?

Lisa: Yeh - .

E: Some of the words that you didn't know. Were you able -

to figure some of them out the next time?

Lisa: I didn't get that. I just looked at the words that
I did know and tried to make out what I could from them.

While Bob and Lisa appeared to viev.the iask as giving
back all of the informqtion in the passage and appeared to
use deliberate strategies to do so, Karen's fecalls were 8o
brief aﬁd general that little could be inferred from them.
The first recall consisted of a general statement about the
topic of the passage, wh11e the second recall consxsted of a
few details from the pass;géi

.Excerpt 29 (Feb. 19)
Raren:(recall on A Great American Sport) It's talkin,.

it's tellin about what they wear when they play baseball
and things like that. » -

hd

E: Ok, anythxng else?
Karen: No.
Karen: (recall on The Preyxng,uantzs) The preying. manti's

is a is a cousin to the grasshopper. It eats quer
insects. It ruins plants. ‘ .

SUNG

Id
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Kéren's limited recall on this task, in sharp contrast
to her high levels of accuracy on the oral reading tasks »
left two-ﬁajor unanswered Questions. Was this, in fact, all
that she remembered of the stories? Or, was her-.performance
due to her perception of the task? At the end of the study
attempts were made to assess Karen's perceptions df the
task., A follow-up guestioning strategy was used to assess
further her comprehension and recall of texts read. These
éttémpts are reported later in this chapter.

D. The Program o N
Excerpt 30 (Jan. 31) -

v

Mrs. M.: The main emphasis in this program is-getting
ready to be good employees. Reading is a small part of -
getting ready for a job. Reading and writing are not the
main objectives in this program anymore. It's important
to have a goal nowv. You must have a vocational goal. You
cannot have a goal only of learning to read and wWite.

- Thus Basic Job Readiness Training (BJRT), a Canada
Manpower Program designed to give people the social ékills
necessary to hold a job, was held in the. afternoon period
during the program. The aCademic'program,.exceptvfor
mathematics, was completéd in the morning. Mrs. M. described’
the academic "0-9" program by drawing a iine on the
blackboard.

Sounds of letters Words °  Sentences ° Paragraphs

o C .
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Excerpt 31 (Jan.31)

Mrs. M.: You learn the sounds of the letters and put

them together to make words. You put words together so

- you can read and write sentences. And in this class we
just go to the very beginning of paragraph writing.

L)
What Mrs. M. did not mention was that, while the
development of reading and writink skif&s were the stated
major goals of the academic portion of the program; writing

skill was the main criteriqn by which decisions were made: to

move students to a higher level in the\program. To mave’%ﬁta
.
the next level the student had to pass a graph- wrltlﬁg

test marked by the head of the English depaft;ﬁﬁt.

Mrs., M.'s description of the program accurately ¥
' : o
described the orientation and the sequencing of learning

activities in the program. This program was put into action

through three types of instructional. pgsiads- 1) :
individualized periods, 2) group phDﬁiCS classes and 3)
group read;ng classes. ' \

\

Individualized Periods bt
Individualized periods wg%e held during‘the first hour
of every morning. Students worked at their own pace on sight
word skills and writing skills while the instructors
circulaéed; correcting work and giving assistance.
Sight Word Program: The sight word program eanéisted of

a list of 604 high frequency words. The list was compiled by

the. teachers from available sight .word liste. The words were

divided into groups of 12. For each group, the student had

to learn how to spell the words, write a sentence for each



word, and coﬁplete a minimum of three exercise sheets which
involved reading sentence§ containing the words,
unscrambling ‘words to make a sentence and filling in blanks
in Senteﬁces with one of the 12 words. To move onto the next
set of tweive wordiAthe student had to paés a
teacher-adminiSteréd‘test which consisted of a one minute
.timgd reading of all words li;rneé to éate.fi spglliﬁg test
on the new words and two "teacher drills® in which the
studenf had to select quickiy from a list of words the word
called by the teacher. During theiinitial testing peiéa?
students Qere given a spelling test on the sight words. They
were started in the sight word program at the point where
they began to experience difficulties on this spelling t?sti
Dﬁring.the stud}, Lisa and Karen':@mpleted sight words 188
to 329. Bob.compl;ted sight words 12 to -109. .
Writing Program: The writing program consisted of 21
units: 1)tr§cingfletters, 2)copyi§g we%és ag? sentences,
3)copying ﬁé;agéaphs, 4)recognizing sentences, 5)statements,
6)questions, 7thnctuation and capitaliéatian, 8)action and
non-action verbs, 9)phrases, 10)pr§pbsiticns and function
wotds, 11)contractions, 12)adjective and adverb expansién?
.13)use of suffixes, 14)verb‘forms, 15)answering “;rh.cis,_vh:atE
-whsn, where, why and how" questions, 1é)p:é§gun§p
17)verb-subject agreement, 18)Eommanas and exclamations,
19)éonpouge;’entcnco;r 20)conpl¢t—:ent§nezs and ii)geg§nniﬁg-
paragraphs. While there were some varia;ipﬁs within unéts,

each unit followed a common pattern. The student identified
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the element by underlining it or éircling it in sentences,
wrote sentences with the element and completed sentences
using .the target element. Unit 9 on phraées is a good
example. The first four sheets contain 70 sentences, iP
which the student is required to underline the phrase in
each‘sentence. On six sheets the Studenl 1s required to
identify phrases as answering one of the questions, "who,

vhat , where, why, when or how". On two of the exercise

sheets the student is required to supply missing

grepositions ifMBentences. Two sheets contain phrases which

the student has to rearrange to make a complete sentence.
Four sheets contain 73 phrases which the student must use in
writing a "good" sentence. And finaliy, there are four
‘sheets containing 80 sentences which the student must expand
by adding one or more‘phrases.

At the beginning of the term the students were given a
;astery test whicﬁ contained sections repr;sentiné each of
the writing units. Each failed section was recorded and

circled on an assignment sheet given to the student.

Students were usually expected to complete all

worksheets within a unit before beginning the next assigned
unit. While there was some leniency with this policy, the
“three subjects in this study always completed at least 90
percent of the sheets in a unit before moving to the next
unit. During the study, Lisa completed writing units )

3,4,5,6,8,10 and 11; Karen completed units 3,6,9,10,11 and

12; and Bob completed units 3,5,6 and 7.
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Correction of Individualized Sheets: All corrections *
were done by the teachers or the teacher's aide. During the
correcting session the student read orally all of the
sentences or words on the worksheet plus his written
responses. With few exceptions, errors in either the written
responses or the oral reading were immeéiately noted and/or

corrected. The student was expected to*orrect later all

wriéten errors. If taé;many errors had begﬂ made, the
student was %equireé to do another copy of the sheet.
Teachers often spent a half hour with one student, éi
correcting work in this manner.
Phonics Classes

Students were placed in phonics classes according to
the results of the teacher-made éhgnics Inventory Test, a
copy of which is included in Appendix E. This test surveyed
student skills in consonant sounds, bienas, vowels and
digraphs., The format was that of é spelling test. In the
secticn on vowvels,. for example, the 5tuéengs wrote the
letter representing the vowel sound they heard in the middle
of words prcﬁcunced by the teacher. 1 |

There were three phonic groups. Karen and Bob uefe
placed in the middlé phonics gfaup-taught by Mr. S. Lisa was
placed in the “highest“_grgup taught by Mrs. M. Two one hour
phonics elassés were held each week, one on Monday and the
other on Tueséay. 1

Mr. S.'s Phonics Classes: The purpose of the clasé.was,

as stated by Mr. S., to learn how to match sounds with’
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letters correctly. "It doesn't matter if it means something;
the pronunciation is important.” The pattern of the class
was always the same. There were six students in this group.
The class observed on April 17 wés typical of all the
phonics classes of Mr. S. observed during the stuay. During
the class on April 17, ten sheets on initial consonant
blends, wﬁich had® been aSsigned for homework, were
corrected. For each sheet, the students took tu:ns,éf;lly-
Everything on the page, including all directions, was read.
During this time all oral reaéiﬁg errors were noted and
assistance was given by Mr. S. in one of five ways or
combination of them: 1) he indicateé that an error had been
made, e.g. "No" or "No, not Don but _ "; 2) he immediately
pfcvided the correct response, e.g. when the student said
"trick" for "tricks" Mr. S. said "tricks"; 3) he named
letters %nd asked how they are pronounced, e.g. "t" Qﬁ' says
what or "How do we sag "p" "1"?; 4) he provided the sound of
the letter or letters for the student, e.g. "Not |o] but two
0's say |oo|; 5) he modelled the syllabication of
multisyllabic words, e.g. in - tro- duce. Mr. S, used,theiég
Eirsf three types of assistance most frequently. i

During this particular session the students,

particularly Bob, experienced difficulty with the vowel

,éiSEuéﬁed at the end of the class the usefulness Q£~uiing
surrounding context to aid in identifying unfamiliar words.

5



This was the only time 'any‘of the observed phonics
classes that Mr. S. made any reference to the use of context
as a reading strategy. - 5
§ W
Excerpt 32 (April 17)
Mr. S.: If yoh use the wron owel, for example long
"i", the sense will help you<get it. You can get it by
the sense. (reread a sentence and read "stifly" with a
long "i" sound). Is that close enough? I think so. -

Knowing the blends at the beginning and the end will
help you get it - from the sense of it.

During the class Mr. §. 6ften stopped to clarify the
meaning of a word. He would ask "What does __ mean?"
Students often respondedeith a phrase containing the word,
e.g. for "polar", “like a polar bear®, and, provided
somebody had at léast used the word correctly in a phrase,
the answer was accepted and no further explanations were
sbught or provided; Bob often provided the-accepfable
response. If no student could provide an acceptable | €
response, Mr. S. would explain the word. THis sometimes led
to a five or ten minute discussion. In the April 17 session,
the consideration of the word "introduce" led to a |
discussion of,job introduction and the social requirements
of coffeé breaks. At least oné or two such digressions,
either on job-related, social skil}svor Qhat Mr. S. called
"general knowledge", was evident inﬁiv§fy phonics class
observed. Durihg the April 17 session £;  ybrd flag led to~
Mr. S.'s providing information on the ndo;bx of:the

Canadian flag in 1965, recéunting'maﬁy interesting anecdotes
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of the pariiamentary debates during that period. Mr. S.

seemed to come alive during these digressions and he aia

have 1ﬁtEfe5t1ng tales to-tell. These-digtessions may have

been his attempt to provide a break in the class routine. '*

On the other hand, Mr. S. had often commented on the laék of

general knowledge of these students; these digressions may
have been his deliberate attempts to prav;%g?the Sﬁgggnts
with gene;g; information.. .

During Ehe study, between February 19 and the end of
April, the stuéents_in ;his group éampieted 76 wefksﬁegts on
‘consonant blends. These worksheets were of three basic
typesg 1) pictufes of objects to which the student responded
by choosing the correct blend, or writing the correct blend,
heard at the beginning of the word represented by the
picture; 2) lists»@f isolated words to which students
responded by circling the beginning blend or substituting a
blend for the initial consonant to make a real word; 3{
sentences vith a word missing, to which students responded
by choosing the eaffectvrafégand writing it in the blank,
The phonic skills vere nevgr'éirectly practised in the
context of a paragraph or story.

Mrs. M.'s Pﬁaniés Class: Mrs. M.'s phonics classes wvere
less predictable than those of Mr. S. More direct teaching
was included in the lessansi with a greatgf variation in

re Nezirev ﬁartgﬁﬁald and Knox(1975) reported the use of
"d1vers1ans in their study of ABE classrooms. They
attributed these diversions to an attempt to break the
monotony of class routine or to relieve tension.
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practice activitiesL The two classes held consecutively on

May 7 and 8 included all of the types of activities

. As is evident in

[

encountered in ahy of Mrs., M.'s classe
these two sessions, not all activities were usgé anzéﬂy
given day. Neither was the two-day pattern always the same.
During . the first five minutes of the class on May 7,
the two sounds of "oo" were fevigvea. |
Excerpt 33 (May 7) |
Mrs. M.: There are two sounds that "oo" can make. |oO|
as in "shook™ and |oo| as in "room". ®hey call |oo| as
in "room" long "oo" on the sheets, If it says |oo| as in

"shook"” they call it the short sound.

[ ]

The instruction was focused on the expianaticns on the
top of t;e worksheets, Mrs. M. often repeated the
explanation and élabcfgted upon it, by providing more
examples. This short teaching session was typical of the
type aflinstrueti@n provided during these classes.

During the May 7 class two vérfshegts were corrected. A

fifteen minute dictation session at the bla;kbaard followed.

occurrence in these Elagsesi Each student took an area of
the blackboard and spelled words dictated by Mrs. M. During
this session they practised spelling "oo" vcrds;

| Mrs. M. then aséigneé eleven worksheets on "oo" from
Athg phonics £ile and pages 11 - 16 in the workbook for
"Action Reader” were then assigned for the next class.

Students were given the last half hour of the class to work

A
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on the assignment,

The entire class the next day was spent correcting the
worksheets and workbook péges assigned during the May 7
class. This procedure was unusual, for while correcting was
often done during a class, Mrs. M usually included a .
dictation session as well.

Seven of the 11 assigned worksheets were corrected
dufing this class. The remainder were handed to Mrs. M, fpr
mariing; There was greater flexibility in the manner in

which worksheets were corrected in this class than there was
" _
in Mr. S.'6 class. Worksheets were corrected in class in one

of three ways: 1) students took turns orally reading the

turns orally reading only their responses to the exercises; -

3) Mrs. M. read the correct ansvers to the exercises. \\_j/fsﬁ_
Further, as occurred in this session, Hfsi M. often

collected some of the worksheets and corrected them for the
students.

AlthaUgg there was one occasion during these two
ses;iOﬁs én which a stuégnt vas enéaufgged to use context to
correct an oral reading error, Mrs. M. usually corrected
oral reading errors immediately. Four types of correction
assistance wvere eviden;: 1) she indicated an error had been
~h§de, e.g. ‘ﬁe' or "the what?"; 2) she supplied tﬂe'carract
word, e.g. when a student said “dcgsnjt3 Mrs, M, said
"don't"; 3) she drev attention to particular phonic

elements, e.g. "that's a long "o" or "there's two o's
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there”; 4) she modelled the breaking up of part of the word,

&

e.g. "it begins with a blend |pr|" or of the entire word, ég;)

using letter blending for monosyllabic words and .
syllabication for multisyllabic words, e.g. |t| - |oo| -
{th| for "tooth" and dis - as - ter for "disaster”. The

first two types of assistance were used most frequently.

During correcting, ‘some work on vocabulary devglépmgntf

wvas included. Mrs. M. would often stop and g?%g a brief
definition of a word, e.g. "When you pause for something you
stop for a little while“iand "An avalanche is a big
snowslide”,
During the last half of the period on May 8 the
assigned va:kbé@k pagég from "Action Reader” were corrpeted.
-

The students had begun working in this book in early Na

" These pages wvere the first work done in this phonics class

in which the student wvas expected to apply the phonics being
learned in the context of a st8ry. Until now, all of tHe
worksheets had involved vggking with words in isolation or
within the context of unreiétedigentgnéesg The exercises in
"Action Reader" are related to first-person account a;tien
starjeéi In the pages corrected during this session, two
stories were read, one on a mudslide and one on an
avalanche. Multiple-choice questions and cloze-type
engcises related to the stories were completed.

At the end of the period vorksheets to supélement the
work done on "au" in the "Action Reader" pages were

assigned.
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erpt 34 (May8)

Ex
Mrs. M.: I don't want you to-take any more in the bﬂek
I'm gelng to give you sheets on "a" "u” so you can get
|au| firmly fixed in your minds.

Mrs., M. clarified the directions and teaching sections on

the assigned pages before dismissing the cl

58.

During the study Lisa gpmpleted 32 worksheets on

syllabication rules, 26 vérksheets on eé words, four
worksheets on "to, too and two", four worksheets on "there,
their and they're” and 15 pages in the "Action Reader
Workbook®. Of these 15 pages, eight pages were on "oo"
vords, four pages' were on "au” words and three pages were on
"would, could and should”. ~

QQEE of the wérkshéets required the studept to work
vith words in isolation. Of the 32 syllabicaticﬁ vorksheets,
28 required the student to apply rules, égih as cauntiné the
number of vowels heard in words, or principles, such as‘ '
"divide Eetwgen tge two consonants”™, to 1istsﬁpf vords in
isolation. Eighteen of the 26 worksheets completed on “éa‘
.words required the student to work with words in isolation,
and over half of these worksheets contained lists of words
to bg'identified as having the “1an§ oo"" sound or the
"short oo"" sound.
Group Riiding Classes

Mr. S.'s Reading Classes: There wvere¢ two one-hour

reading classes on Thursday and Friday mornings. Students

were assigned to reading groups on the basis of results on
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the vocabulary and comprehension sections of the
Gates-MacGinitie reading te%t, administered during the first
week of each term. Karen and Lisa had made identifal scores
on this test, scoring grade equivalents of 4.7 on the
vocabulary section and 3.6 on the comprehension section. Bob
had also scored a grade equivalent of 3.6 on the
comprehension section and'3.3 on the vocabulary section.
These three students were, therefore, all placed in Mr, S.'s
reading group, the "middle” group. There were eight students
in this group.

As with his phonics élasses,'ﬁr. S{;s réadﬁng classes

f@liaQeé an invariant pattern established du;iﬁg the first
such classes, During the first fifteen minutes there vas a
"check of their comprehension”™ as Mr..S. called it. During
thié time, the stories rg;d in "New Practice Readers, Book
B" the previous day were discussed. Students were not
allowed to-refer to their books during the discussion. Tﬁh-e’
"discussion was usually started by a general question such as
"What did we read yesterday?" Further facts regarding the
.Story were then elicited. ‘F
Excerpt 35 (March 16}
Mr. S.: What did ve read yesterday? 8

Student: Kiwi birds.

Mr. S.: Where do kiwi birds live? e

‘ n
Student: New Zealand

Mr. Sis‘mere is New Zealand?



122

- “This last question led into a discussion of Australia
and New Zealand, which included locating them on the map.
This discussion led to a consideration of gravity, triggered
by statements about New Zealand and Australia being upside
down. A discussion of the ééncept a£ density félléveé. They
then returned to a discussion of another story read
previously.

Excerpt 36 (March 16) 7

Mr. S.: What bird was in the Arctic?
Student: Tern 7

Mr. S.: How is that spelled?

Student: “t* “e®" "r" "p%

During tﬁe next twenty minutes the next two stories in
"New Practice Readers” were read. All of the stories in this
reader have the S;%é pattern: a "Getting Ready to Reagd"
section followed by a short story to read, followed by a
"Testing Yourself " section. The story incluéeé on the
following page illustrates the kind of material used during
theseréegsians!: 7 | '

One student vas always selected to do the "Getting
Ready to Read"” section. Karen was selected during this
class. She read orally all of the words in the "Say and
Know" column correctly as well as the answers to the ‘seven
.-short sxercises. Dﬁring this reading, Héi £. asked the
meaning of the word "prey". “Ié that when we pray to God?"

Bob ansvered "no" and gave a correct explanation.
-

x
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Students then took turns 6rally reading the paragraphs
of the story. Bob read the first paragraph with no errors.
However, he forgot to read the title of the story. Mr. S.
noted this and asked him to read the title, noting that "it
often -gives us the sense of the story."

In the third sentence of g%e second paragraph, gﬁe:§E
the students read "eagles catch® for "eagle catches™. Mr. S.
allowed her to finish the sentence and then said, 'Sﬁe_madg
two errors in that SEﬁtengelrﬂiéfénycﬂe notice uhi:ﬁ'cnes
they were?” One of the students responded "catches”. hr.AS_
then said 'And‘she added a word that wasn't there. She said
the claws.” The student was then asked to reread the
sentence,

In the third paragraph a student made two errors Hhiéh;
Mr. S, cdrrected by providing the correct words. Two more
errors were made in the fourth and fifth pa;agraéhs to which

Mr. S. responded by supplying the correct word for one and

4
=

saying "whoops" for the other.

_During the reading of the story, the meanings of
"bill", "bald" and "meter" were discussed. Vocabulary was
handled in the same way as it was in Mr. S.'s phonics
classes. |

-

Students took turns orally reading and answering the

L]
[
"y
L
La

six questions in the Testing Yourself section. In the
question Lisa read “"living® for "live” to which Mr. S.~
responded "whoops”". Lisa again said "living" to which Mr. §.

responded "Is there an |ing| there?" The second question vas



followed by a series of guestions asked by Mr. S.: Ddes it
say they are strong birds? Where does it say? Can anyone
read it? Why would it need strong legs? Why would it need .a
strong hill? Questions three and four were answered |
correctly. Lisa chose the :esgénse "yes" to question five
vhen the correct response was "Does not say". Mr. $. then
asked, "Does it say in the stérg? Where does it say?"

He then ex plained that they would get these kinds of
questions on English tests and that "when you're doing them
yéu*haveet& be careful to see what it says in the story and
not vhaé'geu think™. The next two stories were then assigned
as homework. |

Until this week, "New Practice’ Readers, Book B" had
been the only material used during these periads_ Three or
faur stories frem thxs reader were usually ccmpleted in a
class. At the end of the last class, Mr. S. had introduced
the book "The Story QEZCQnada“!ané from then cn'pgriads vere
equally divided between work in "New Practice Readers” and

"The Story of Canada".

The students had read orally in the'previaus class the
first page of "The Story of Canada” plus pgrt of the second

page. These sections wvere -orally reread during this class
taking twenty-five minutes Ecsr two pages. During this tuie

every oral feadxng error was corrected. Of the twglve

carre:ted erra:s‘recerdedp Mr. S§. espanéed to e:ght of the

errors with the statement, "not but ", ar a similar -

— —

statement_indiéatigg that an error had been made. Three of



the errors were hesitations by one student and the other
students immédiately provided her-with the correct response.
On one word, "descendants", Mr. S. anticipated that the
student vauldi;gt be agle to identify it. He said, "“Here
.comes a hard one. Who will be first to use their phonics to
éet it?" Bob got it. ‘

During the reading of the ;Hé pages Mr. S. sometimes
stopped to elag@rate on the content of the text. On page
five, in paragraph two, Mr. S. used the globe to explain the
sentence “Tﬁ%y came across a 'strip of land..."” At the end of
the last paragraph on page six, Mr. S. asked " Why would
they call them Indians? It tells you in—+the last paragraph.”
Mr. S. then explained that there are two kinds of Indians,
those from the ¢buntry of India and those fraﬁ North
America. |

Two vocabulary discussions occurred during the reading
of these two pages, one on "customs”™ and one on "European".
This discussion led to an explanation of the countries of
Europe and their location on the ﬁap{

At the end of the period, the students returned the
books to Mr. S. He ended the péricé by remgfkiﬁg that-if
they did the stories "New Practice Readers"” in their
ﬁcteb@gks, they would get through them mcfeVQUickly and
would héve more time to spend on the "Canada ngk“i This
comment was probably in response to student enthuéiasm for
this new book., During the class Bob had commented that he

liked the book and other students had agreed. However, the



stories from "New Practice Readers" continued to be done in
exactly the same way as they were during this period, and
the graséss was never shortened, despite the fact that
students now did the stories prior éc class.

During the course of the study, this reading group
completed 41 stories from "New Practice Readers”™ and 24
pagés of "The Story of Caﬁada'.

USSR Periods (: .
1Qﬁ Friday, February 23, Uninterrupted Sustained Silent

eading(USSR) was introduced into the program. For the

x

remainder of the study the first half hour on Friday
afternoon was set aslée as a USSR period.

At the beglnning af the first USSR per1ad on February
23, Mrs. D. once again explained the format and purpose of
the %essicn to the students. She emphasized that this was a
time to pra:tisé iﬁdependently the skills they were learning
in their program and that "learning to read on your own is a
stége of growth in reading”. She reminded them that the
teachers would not be able ta*helé them during the period
and that, if they got into trouble with a word, they should

"remember the little fule of read to the end of the line and

E ]

see if you can figure out the word". . R

. S T
— While the students had been ‘told in advance thht they
vwere welcome to bring materials from home to read during

this period,, of the four subjects in the study, only Karen

brought her ownYlook to read. Bob and Lisa both chose a book

from the bookce at the back of the classroom. This pattern
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continued throughout the study.

On all but one occasion, Karen read one of her

paperback western novels during these periods. It appeared

that she continued to read these books on her own throughout

the intervening week. She reported that she read these books

in the evening at home. On the one occasion on which she

forgot her own book, she chose a short, high-interest,

low-vocabulary book from the bookcase at the back of the

room and completed it during the period.

While Raren continued to read books started during USSR

§
periods throughout the following week, neither Lisa nor Bob

ever read the books which they chose outside of a USSR

period., For Lisa it jas’be:ause she never really found a

-book that interested her enough to want to continue reading

iti

Excerpt 37 (Match 27)

E: Every Friday when you usually take one of those books

off the shelf, have you ever found one that you liked
that you later went back and got and finished.
Lisa: Um - There was one there that I went quite a ways

through it but I didn't finish it - Some of them are
okay, but others are nqot really interesting. You've got

to look through em careful before you pick them out.

Excerpt 38 (April 2)

E: Have you found any books on the back shelf you like
yet?

Lisa: I don't know. Like there was one last. During our
half-hour reading I read it ("Adventure Awaits") - That
one's interesting I think.

4
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Lisa did read from this book, "Adventure Awaits", again
during the next USSR period. This book is the grade four
basal reader of the Ginn Basic Readers series; yet she

seemed to prefer it to the high-interest, low-vocabulary

materials glsﬁsavailable on the shelf.
Bob féllg ed a similar pattern. The book ﬁhiéh he

preferred to read during these periads was "Friends Far and
Ne;f‘, alsa from the Glnn Bas;z Reading series. In
mid-March, Mrs. D. remarked that Bob always chose this book
during USSR periods, and so, at the end of a USSR period,
she took Bob to the back bookcase and sgéied him the *"Jim
Forest™ series and suggested that he might prefer to réaé
those books. This series is high-interest, low-vocabulary
material about a forest ranger. On the same day, Mrs. D.
mhso Suggesthd books far other student; This ae:aslcn wvas
the cnly t;m; éurlng the study that any of the teachers was
observed suggesting reading materials to Karen, Lisg, or =
Bob. )

During the next USSR period, Bob read one éf the books
Mrs. D. had suggested. However, he still preferred the old
reader and :etﬁfned to itbin the next session,

Excerpt 39 (March 27)

E: Those books from the back shelf that you take on

Friday for that silent readxng period, have you ever

read those at any other time during ;he week?

Bob: No ... I feaé tva or one and a half on Friday,

E: ... Do you lxke those books("Jim Forest” ) are they
interesting or
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Bob: They're interesting , but they're pretty easy to
read eh. Like uh, they're repeated. And the other bod{
that I choose, I chose it first, I forget the name of
that book(E: Friends Far and Near) Yeh. That was more -
richer in words,

E: ... That's the first time you haven't read Friends
Far and Near isn't it?(Bob: Yeh) You've always read the
other one. Did you finish that other book totally.

Bob: No. See I was suggested to read them because - uh \

of the, I guess she wanted me to stop using my finger. I
don't use that any more. But 1 like the other one
‘better.

E: Those are the "Jim Forest" books.

Bob: Yeh, the "Jim Forest"™ books.

E: But you really prefer the other book do you?

Bob: .1t really doesn’'t matter - But the other book is
more a book, of a book like I was, when I was in school,
They have little stories all ‘the way through and\ each '
story has a new word, a couple of new words. But this
Jim Forest book, it's one word I think in the whole
book. (laughed) -

V4

E. Self-Directed Activities

While "homework™ such as phcniés sheets or stories from
"New Practice Readers"” was often assigned during the study,
students usually completed this work during spare time

9
throughout the day. However, the three subjects, Karen, Lisa

and Bob, all did unassigned "homework"™ in the evenings.
These other "homework" activities were self-selected with no
guidance from the teachers and varied gfgat;y among the |
subjectéi The teachers showed no awareness that these

activities were taking place.



Early in the study Bob decided, probably partly because
of the emphasis on inaividualized periods, that he was to
take a large part of the resp@nsibility for his learning in
the program, as he said "... most of the teaching here is
your ability to learn on your own." He also decided, early
in the study, that completing a large number of
individualized sheetg vas the way "to get ahead"™ in the . .
 program. Therefore, all of his reading activities outside of
;the classroom consisted of éciﬁg!sigﬁt word, Q£ writing
worksheets, or “"getting ahead”™ on his stories for his group
reading class.

Excerpt 40 (Feb. 19)
E: What kind of homework did you do?

Bob: My s?glling and uh copying a étary (writing
worksheet). |

E: Did they give you homewoak or did you just decide to
do it.

Bob: Decided to do it. Well you got to do it to keep up.

=

Excerpt 45 (Feb. 23)

Bob: ( in response to discussing his spelling and how he
practises it) ... At home it's mostly getting my phonics
wvork done and some English done so when they come around
to check I got it all done and I can go on. When I.
started (sight words) I started from 1 - 12, and now I'm
from 1 - 60 - two weeks. But I feel that I'm not - I'm
not - I wanta go faster. ' :

Excerpt 42 (March 16)

E: What kind of work have you been doing . at home?

Bob: In my writing chgﬁging guestions or statements into
questions: And uh, reading my reading book.

-
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E: Uh, your beek that looks like this one? (New Practice

Readers)

Bob: Yeh ... I went way ahead. 1 went four stories
ahead. ' :

E: Oh. You d;d all those in yaur notebook too? (Beb-
Yeh) You wrote them out?

Bob: And uh, I went way ahead in my writing. And yh, my
I1-Wi(sight) vords. 1've got the last, I think it's nine '

or ten words to do. I've got the first page to 98 and
then I'11l be finished.

Bob made maﬂ§ plans to discipline himself into a
routine to do work at home at night. He came up with various
plans including staying after class and working in the
library. He succeeded only in working in spurts. His life
went through many personal highs and lows during the study,
and tﬁéée Qere reflected in his night-time study habits.
When he was on a high and feeling good about himself and his
learning, he would work on individualized sheets for two or
three hours in the evening.

Despite the fact that Bob did no outside book reading,
other than work in New Practice Readers, he did show an
interest in the dictionary as a vay to help himself with his
spelling. In this excerpt he reveals how he éis;evgred how
to use it. | |
Excerpt 43 (Feb. 23)

E: So you already know how to use a dictionary, do you?

Bob: Well I use the dictionary just like a telephone
book. They're all in alphabetical order but - there are

different ways of saying "a" and signs they have there
I'm not familiar with.

E: So you're really teaching yourself how to use a
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dictiohary. Or has someone ever shown you before?

Bob: No, but I knew it was in alphabetical order and I

was scared to try it because, well, what am I gonna look

up why you know, So I did it myself.
Karen also did some self-teaching. She decided that she

would like to learn to type and went to the library to

borrow a book on typing.

Excerpt 44 (March 27)

E:You always read youf own books in USSR don't you?
(Raren: Uh-hmm) Have you ever used the library here?

Karen: 1 used it once.
E: What did you go to )

Raren: 1 just got a book about typing.

E: ... How did you find the book when you went? Did one
of the librarians help you or did vou find it yourself?

nder "t" and I

=

Raren: 1 found it myself. I just look
found it.

E: But had you ever been in a library before that?
Raren: No, not before that.
E: So, how did you know what to do.

Karen: Well 1 just went and looked where, I just looked
around and went the right place.

E: So you just, but there's two kinds of boxes aren't
there ? How did you know which one to look under.

Raren: You know where - it goes by numbers eh. I found
my numbers.

E: Very good. Have the teachers here ever taken you on a
tour of the library.

Raren: No. But they told me you can look in a
dictionary, but I didn't.

E: Can look in a dictionary?
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Karen: Or something. You look in something and then you
knov exactly where the book is.

While all of the teachers were observed suggesting the
use of the library to students as a source of reading

materials, none of the teachers ever took a student or a

group of students to the library to shcﬁ'tbgm how to use it.
Like Bob, Meren also spent time in the géénings working
on individualized sheets. She spent one half hour on writing
sheets three or four nights a week because she wanted "to
get ahead”. However, unlike Bob she also read the newspaper
every day and usually read a magazine such as " True Story"
or reread part'of one of her western books as well. During
the period of the study she read each of the installments of
Margaret Trudeau's book in the léﬁal newspaper and followed
the federal election news "about Joe and Pierre". Reading
continued to be a substitute for befedam as it had been in

despite access to television now. Some ﬁightg she

wvould read for two hours because she "had nothing to do."
"Excerpt 45 (March 16)

E: ... do féu spend the same amount of time(reading) or
does it vary?

Raren: About the same much time. It depends what I'm
doing. If you have something to do then quit.

Unlike Bob and Karen, Lisa never did individualized *
sheets at home. Even assigned stories and phonics sheets

vere completed during noon hours or after USSR periods on

Friday afternoons. Lisa did, however, do "homework".
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During the first Eenth-ef the study, Lisa practised
oral reading vith a friend in the evenings. She abandoned
this practice in late March, perhaps because of the ending
of the friendship. During late March and April she
periodically worked on an old school workbook she had on
building vocabulary, :oﬁpleting four or five éages in an
evening. On one occasion she took a book out of the library
on a nurse's aide, her jabigéal. Unlike Karen, she asked the

Every evening Lisa read the horoscope and farm
advertisements in the newspaper. Bﬁring a session at the end
of the study, Lisa showed that she was skilled in skimming
the farm ads for- -horses éna hay for sale. Gthe: sections of
the newspaper were given only a glance. She skimmed the
pictures and captions, rarely stopping to read an actual
article. “ :

Although Lisa believed that "the more reading you do
the better you get™, she needed external motivation to read
and rarely read lengthy passages outside of a structured

classroom siéuatiaﬁ. She was aware of this need for practise:

provided this practise.
Excerpt 46 (May 9)

E: And the only other period you have is Friday
afternoons, wvhen you have time to read to yourself. Do
you like thosé€ periods?

Lisa: Uh - like I like reading by myself but 1'd rather
read out loud something that interests everybody or
something like that. I'm not one that can sit down and
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read a book. I never did have. Unless I have to do
something you know., I can do it once in awhile but if I
don't really have to do it I don't. So it helps me when
I read out loud because 1 have to do it - even if you're
not willing to do it you can do it. '

*
F. Subjects' Reading Strategies During The Study
%his section preseﬁts the stfagegies inferred §rem the

subjects' performances during read;ng strategy sessions.
Since a subject's performance on a task may be influenced by
his perception of éhe task, the subjeéts' perceptions of the
tasks are presenped prior to the data on their reading
strategi |
Subjects' Perceptions of the Tasks
At the conclusion of the study an attempt was made to

assess the Subjeétsﬂ perceptions of the tasks used to infer
';heir reading strategies. By this time, B§§ had terminated
the program, Attempts to arrange a final session with him
vere unsuccessful.

" Raren viewed the oral reading task as a meaSure of hér

a viewed it as a measure of her

[ 1
[ ]

speed of rgading; Lj
pérformance as an Qral reader.
Excerpt 47 (May 9) )

E: Why do you think I asked you to read out loud for me
at each of these times?

Karen: You tape me and then you see how fast I read.

Excerpt 48 (May 9)

F

: Why do you think I asked you to read out loud for me
at these sessions?
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Lisa: Because you wanta see if I'm uh pfcgre§51ng Like
in reading aloud some people have a hard time reading
out loud. And they can read to theirself good.

In at least one respect, Lisa's performance during
these oral reading sessions was different from what she
would do reading by herself at home.

Excerpt 49 (May 9)

E: Was there anything that you would do different
because you were reading it out loud that you wouldn't
do if you were just reading it to yourself at hame?
Lisa: I used my finger to read it with., Make sure I stay
on the right line you know or like if I have tfauble
with a.word I always put my finger on it.

E: If you were reading to yourself at home you wouldn't
do that? '

. Lisa: No. I'd just think how to , how to look at the
right vord. Separate it or something.
’ 4

To Karen, at the beginning of the study oral reading
was an unfamiliar task. As was mentioned earlier, she had to
teach herself the correspondence program after completing
the grade one program and éa rarely read aloud to anyone.
Neither did she read aloud vhen reading by herself.r

Excerpt 50 (May 9)

E: When you read orally for me, out loud, was that the
way you would read if you we:e by yourself? :

Karen: No. I would rgad to myself;

E: So you would never read out loud by yourself.
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Lisa viewed the recall tasks as a check of her
underst‘ing of the story and acknowledged that she used
rereading as a memory strateqgy during these tasks.

Excerpt 51 (May 9)

E: What did you think I wanted you to tell me when I
asked you to tell me about the story?

Lisa: Whatever '1 could. Just whatever I remembered about
it or whatever I understood.

L4
E: Oh. So when you were reading the stories did you-do

anything special when you were reading them so that you
would be
Lisa: Able to tell you more? Yeh, I went back and .

checked to see if I had forgotten .any names or you know
)ust little parts. :

Whi;e Lisa openly used rereading as a strategy during
recall tasks, Bob felt that it was "cheating” to reread. On
one octasion near the end of the study it was evident that
he had reread the beginving of the passage.

Excerpt 52 (April 20)

E: I noticed at the very end you went ba:k and laakeé at
the beginning a littI'#? Did you?

Bob: Cheated, yeh(laughed) I went back to check on
Kennedy Axrport?

Karen also viewed the unaided recalls as checks on her
Qnderstanding of the story, but did not indicate use of any-
deliberate strategies to aid in remembering the story.
Perhaps she is unawvare of potential memory strategies, she:
is unavare of strategies wh;ch she is using, or she is

unable to verbalzze what she does.
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Excerpt 53 (May 9)

E: What did you think I was looking for when I asked you
to tell me the story? '

Karen: (long pause) To see if I understood the story. I

have to remember it to tell somebody what happened.

E: Ok So when you were reading did you ever do anything
special to try.to remember the story?

Karen: (very long pause)
E: Or that you're aware of?

Karen: No.

However, she had had experience with telling stories to

her brothers and sisters.

Excerpt 54 (March 4)

E: When you were doing correspondence at home did your -

-mother or anyone ever sit down and discuss stories with

you, or talk about what you'd read? In other words have

you ever done that before?(tell the story back)

Karen: No - my - my brothers and sisters, I used to tell

them what I read about those books. What the stories

were about.

E: The western books?

Karen: Yeh. L

E: Had they read the same books? So would you

Karen: No, they couldn't read em. Only I could read em.

They were too hard for them. S0 they would ask me what
the stories Jere about, : :

All of the subjects indicated that they had found the

. parrative passages easier to resd than the informational

i
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passages. '’ During the study Bob and Lisa in informal
conversations on separate occasions had both initiated

discussions on differences between the two types of passages

used in the reading sessions, These discussions were later

followed up in recording sessions.

Excerpt 55 (March 2)

E: Why did you find them (narrative passages) easier to
read?

Lisa: It was somethin that could happen just about every
‘day. Like an everyday thing.

~
Excerpt 56 (March 19) °
E: You mentioned you find these ones (narrative

passages) easier to read than these ones (1nfarmat1cnal
passages)

Bob! Yeh, well you can tell, almost,tell the story,
what's happenlng before you're reading it.

E: So it makes it easier?
Bob: Well you sort of know what's happening. Right. This

here about making soap. I never knev how they made soap.

Karen, in response to direct guestioning during the
study, also indicated that she had found thke narrative
passfges easier to read than the infermatienal passages,

However, she fcund it difficult to articulate the .
differences. On three different occasions, she was asked why

she found the narrative passages easier. Her re sponse was

T

alﬁays the same'

'* Yet, in gaﬁh segsion, the informational passages read
were always at a lower grade level, as measured by a -
readability formula, than the parrative padsages, or at the
same grade level,




Excerpt 57 (April 20) , '

E: Do you have any idea what the difference between the
stories in this book are and the ones in these bodks
are?(very long pause) Like you find these ones
(narrative) easier I know.(Karen: Yeh) Do you have any
idea what it is about them that makes them easier?
Karen: Well, they explain them - They explain it really
good. ,

Strategies Inferred from Oral Reading Tasks

narrative and an informational passage at each of the

o |

sessions with the researcher. These passages fghgeé i
difficulty from grade three to grade seven as me;sureé by
the Fry Readability Formula. Bob and Lisa always read the
same passages, and from the middle of the study until the
end, Karen did -as wvell.

Karen consistently read every passége with a high
degree Ef accuracy, always above Sszpereent-»Except for one
éasssge, a8 grade six passage, Lisa read all passages with an
accuracy level above 92 percent. Bob, however, was much more
inconsistent. His accuracy levels ranged from 82 éefeent to
96 péfcenti Grade level was not a good predictor of the
accuracy with which Bob would read a passage. On one
occasion he read two grade five informational passages; one
accuracy. On another occasion, after reading a‘gfaée seven
level narrative passage with ngsipe:eent accuracy, he read
a grade six level narrative pasgage with 88 pefcent

accuracy. For the purposes of coding oral reading errors,




two passages, one passage which Bob read with an accuracy of
82 pg;céht and one passage which.Lisa read with an accuracy
of 88 percéﬁt were omitted because their behaviour when
reading these passages clearly indicated that these passages
igwerg at frustration level for them. The researcher felt that
‘inferences é:éwn ffaméan andlysis of errors on these-
strategies.

The oral reading strategies identified for each of the
subjects dufiﬁg!the first session of the study remained
largely unchanged throughoit the study, although minor
changes or hints of change were evident toward the end of
the study. Data supportive of subject-reported strategies,

such as Bob's use of eéﬁtext, were also evident.

Lisa: As with the categorization of data from Lisa's
first oral reading session, the categorization of her oral
reading errors obtained from the remaining sessions of the

n m——

study indicated that while she relied on both contextual and
gfapéif :ﬁes vhen reading, she relied more on graphic cues
than contextual cues, While 70 percent of her errors on the
narrative passages and 77 percent of her errors on the
informational passages were categorized as hav1ng high or

xmedxum graphic 51milar1ty. only 30 of her errors on

narrative and 37 percent of her errors on informational

passages wvere categorized as contextually appropriate at the

passage level.

f =




However, there was evidence in the categorization of
Lisa's errors that she predicted words based on meaning and
attempted to monitor her oral productions for meaning.

Fifty-two percent of her errors on the narrative passages

and 30 percent of her errors on the informational passages

wete categorized as partially centextuélly appropriate ?*°*

and all but one of these errors was consistent with the

prior portion of the text, e.g. for "One truck was loaded.

with..." hisa read "One truck was located with..."

Lisa corrected 72 percent of these partially
contextually acceptable errors. Further, 70 percent of all
corrections involved errors which had been categorized as
having partial or no contextual acceptability, which
indicated that she monitored her oral productions for
meaning. |

A self-report following the silent reading of a
narrative passage pra§iéeé further evidence that Lisa used
meaning to predict words.

Excerpt 58 (April 18)

E: That story(narrative, Rescue in a Burning Building)

was at a higher level. Were there some words that caused

you problems? ’

Lisas (nated some, all cf vhich she had carfectly
1 These dlfferences on the two types of passages in
percentages of errors categorized as partially consistent,
along with Lisa's self-report that she found the narratlve
passages easief to read than the informational passages
suggest that the structure and content of the narrative
passages may have aided Lisa in using semantic cues when
reading. However, the data provided only weak support for
this canzlusicﬁi These differences were not evident in the
categorization of errors as contextually appropriate.



144

identifed) : i

E: Good. When you were reading how did you figure out
those words finally? '

Lisa: I just uh - how, what did I do? I just looked at
em and looked at the sentence and just tried to make it
out I quess. (she continued to look for words and came
to "gap”") I looked at that word twice. gap yeh.

E: Why was gap a problem too?

Lisa: It just didn't belong to that - If they'd put
space or something. And I looked again, oh gap.

An aﬁalys}s of Lisa's attempts on wofds suggested £hat
she had continued to rely primarily on the strategy which
she had used duriné the first session: attempting to chunk
the word from left to right, selecting known letter-clusters
and associating appropriate sound units to these clusters,
and attempting to synthesize these units into a uord-like
Structure e.g., "but-ton, button" for "button", "en-rich,
enriches”™ for "enriches™, "vol-un-teers, volunteers" for

"volunteers®" and 'sub-sténce, substan or "substance",

Throﬁghout the study there waf evidence to indicate
that Lisa.was becoming proficient fat analysing two-syllable
words, and that she was developing flexibility in
associating sounds with letters and letter-clusters. Lisa's
attempts on two-syllable words were almost always
successful. It was evideﬁt that she had generalized
syllabication rules, e.g. she chunked "button" as "but-ton”
but chunked "minor" as "nf\Q:r' and ”huﬁ.n' ai "hu-man”". She
also showed fiexibility in hér chunking of the word, in

being willing to rechunk, and in associating vowel sounds to
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vowels within chunked units e.g., in analysing "basin"™ she
tried "bas-in" and then, successfully,\ "ba-sin";. in
analysing "Ramos", sfle first tried "Ram-os" and th;n
"Ra-mos”; in analysing "patient” she tried "pat-ent" and
then "pa-tent"”. Further evidence of increased flexibility
. with &ovels occurred in her attempts on "deposits"and
"appeared”. With "deposits” she tried "de-pos-its" twice and
then £ried "de-pos-its"; with "appeared” she first tried
"ap-paired” and then tried "ap-peared”. This increased
flexibility was probably due to increased confidence with
vowel sounds, brought about through her work on
syllabication in phonics classes.

Excerpt 59 (Abtil 2)

E: How do you think it'streading) improving?

Lisa: Um Getting to learn how to pronounce my words, how

to, how to break em up, like the right way. Maybe the

vowels? - Like sometimes I, usually I used to sound,

like for the short ones they're usually long ones, get
them mixed up. Now I'm getting to #mew them better.

There was some slight evidence that, while Li§a was
able to identify CVC patterns and common affixes in
analysing words longer than two-syllables, as she did with
"deposits” and "volunteers", she was unable to cope with
longer multisyllabic words which did not readily chunk into
such units; During oral reaaing, she could ndt analyse
"similar"” and tried to form a word by selecting the
consonant letters and the "or" pattern,\e.é. "s-m, smolar".

During the retesting on the WRAT, after long pauses, she was



unwilling to fry "luxurious” or "aeronautic”, ?' and gave up
after trying "part-ise™ for "participate”.

During the last two sessions, Lisa made fewer overt
attempts on words read in passages. However, her overt
attempts on words during these sessions suggested that she
was beginning to make more of an attempt to integrate
graphic¢ and contextual cues when reading. Many words were

correctly identified after long pauses, during which time no

"specialized”, "represent" "served", "Asia", "wading". At
the end of the study, when again asked for strategies she
could use to identify unknown words, she indicated that she
would first "read on" to sample more semantic cues, and if
that failed she would probably try word analysis. It may be
that she used this strategy during the long pauses.

Excerpt 60 (May 9) : .

E: If you re reading and came to a word that you

didn't kn right away, how could you figure out what

the word”is? :

Lisa: Read the rest of the sentence or try to divide-it

up. First 1'd read the Tirst like go along for the pest

of the sentence. If I couldn't make it out from there
1'd try to break it up and then 1'd probably get it.

Lisa did not consistently use the strategy which she

reported in excerpt 60. In many of her overt attempts on
words throughout the study, she used the reverse strategy:

she first carefully analysed all of the graphic information,

' In the testing session at the beginning of the study she
had attempted these words on the WRAT.
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selected cues based on the patterns and rules which she had
generalized, and attemﬁted to synthesize these selected cues

into a real word; she then tested this word against future

3

sampling of semantic cues and corrected or attempted to

correct it when the response was inconsistent with the text.
Excerpt 61 (March 19)
Text: The shell bursts and the butterfly pulls itself
out.

Lisa: The shell burr - burr-st - burr-st. The shell
breasts? and the - bursts! - The shell bursts

During an interview in April, she indicated that the
strategy which she used depended partly upon the perceived
difficulty of the problem word.
Excerpt 62 (April 18)
E: (Lisa had referred to going on and reading the rest
of the sentence to try to identify “bleedlng ) Do you
often do that when you're reading?
Lisa: Yeh, I always go, like if I can't read the word 1
go on flfSt and then try to fit it<all in ... like if
it's really easy usually I can get 1t if I just try a

little harder you know. But if I can't get it at all I
just try to read the rest.

i?i-.
During oral reading sessions toward the end of the
study, Lisa's reading became less hesitant and

subvocalization on silent reading passages 1

providing support to the hypothesis that she
'to rely less strongly on careful analysis of the graphic
information and was perhaps beginning to be more willing to

take chances.

. . J

-,
" x
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Bob: Like Lisa, Bob relied on prediction to identify
vords. As with Lisa, Bob's errors vhich had been categorized
as partially contextually acceptable were consistent with

the prior portion of the text. And like Lisa, his correction

pattern also indicated that he monitored cardfully for
meaning, as was also evident in the first se<sion with him.
As in the first session, he corrected only those errors
vhich were inconsistent with the text. He corrected 60
percent of the 30 percent of his errors which were
categorized as partially contextually acceptable, while he
allowed the 37 percent of his.errors categorized as
contextually apprépriate to go uncorrected.

During the oral reading sessions of the study, overt
evidence supported the inference drawn from the
categorizafion of his oral reading errors: that he predicted
words based on meaning when'he was reading, and that he
carefully monitored his oral productions for semantic
consistency.

Excerpt 63 (February 26) i
Text: Not one of the ten boys has been arrested.
Bob: Not one of the ten boys has been (pause)b That's
captured - aray - (read rest of story) What was that
word? 1 kfiew it meant apprehended. &
Excerpt 64.(Apri1 20)
Text: The.farmers, wading in the water

.

Bob: The farmers(long pause) - The farmers weeding in
the water, wading in the water.
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Excerpt 65 (March 16)
Text: Mrs. Gilbert handed the baby to Mary Anne.

Bob: Mrs. Gilbert held the baby'to‘Hary Anne. Wait a
minute. Mrs. Gilbert handed the baby to Mary Anne.

On one occasion he corrected a word after he had finished
reading and was retelling the story.
Excerpt 66 (March 16)

Text: When the weather turns warm something wonderful
happens

Bob: When the winter turns - When the water turns warm
(finished the paragraph and is retelling the story) When
the warm wa - uh weather. 1 said water. That word was
weather.

Bob was aware that he usea the context of the story to
aid in his reading and deliberately helped himself use the
strategy by becoming involved in the story.

g}gg;pt 67 TFebruary 26)

Bob: (at the end of a lengthy discussion of what he
means$ by "sound it out"™) ... a lot of my words like

- "ash"™ - well that word just come to me. I don't know how
come I guess it fit in eh - a lot of the words would
just fit in, like "important - that word just fell in to
me. Well it fits in with the story. So these
stories(narrative passages) seem to be interesting to
me, even if they're not I try to make them interesting
and it fits into place. ?*?

Excerpt 68 (April 2)

E: What about reading groups. Do you think there's
anything you're doing there that's helping your reading?

Bob: ... and as you're reaaing aloud and you come to a

- - - - — - ——

!? Note hov he seemed almost surprised at how well this
strategy worked. He is amazed at what he can read when he
"gets into it".
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vord and I know I don't know it, but I'1ll say that word
because it fits in. ' .

While the categorization profile of Bob's errors
remained the same throughout the study, the analysis of his

overt attempts on words showed a gradual change ‘in his

'syétedatic in his attempts to analyse graphic information
within words. By the end of the study, there was some
evidence to suggest that he was beginning to seleetfuniﬁs
larger than a single letter when analysing words, and that
he had generalized sound associations for some vowels and
some common letter clusters. »

During the oral reading session in February, Bob used
the same strategy in analysing graphic information as he had
during the first session in January. He appeared to select
some or all of the consonant letters and associate
appropriate sounds to these letters,and synthesize these
into a real Qo;g e.g., "sharp” for "spread", "part" for
"pair”, "part" for "plant". Apart from a long pause that
indicated he was attempting to analyse a word, little overt -
evidence occurred to show how he was selecting graph%s cues,
and often he correctly identified the word after a long
pause. : » .

On two occasions, with "arrested" (see excerpt 63) énd!
ﬁfsp "purple” it was evident that he attended to some of the
graphic infbrmation. With each of these attempts there was

evidence to suggest that he constantly aimed for semantic
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consistency when reading.
Excerpt 69 (February 26)

-

Text: Flies land on the leaf to eat a purple juice that
they find there.

Bob: Flies land on the leaf to eat a (very long pause)

Ipl - pall? - juice that they find there. Don't know
that word.

During the session in mid-March, it was evident Ehat,r
vhile Bob still often used the graphic analysié strategy
described earlier, he was also beginning to trysto be more
co;sistent in analysing graphic cues. There was much
evidence to suggest that he was beginning to attend
carefully to the beginnings of words, e.gq. for.'caterpillat“
he first tried "c-c", for "change” he first tried "choo” for
'butterile he first tried "but" and for "underneath" he
first tried “under". He was succéssful in identifying all of
the above words except "underneath”.

Boﬁ's atteqpts on "underneath” and "butterfly" were the
first hints that he was beginning to select units larger
than single letteérs in wordfanalysis; Two further examples
of this strategy occurred during this session: "Gil-Gilbin"
forr"Gilbert' apd "us (followed by mumbling) for "useless
effort”.

buring the last session in April it was evident that
Bob vas becoming more systematic in his snalysis of graphic’
information. Overt evidence indicated that he selected

consonant letters in the ‘order of occurrence in the target



word and that he attempted to produce a real word which
preserved this order of occurrence, e.g. "b-¢, bars" for
"beards", "st - rr, stars, steers® for "steerws™. Real word

substitutions, pronounced after pauses on words, alvays

selected from the target word, e.g. "weeding” for "wading”,
"blending” for "bleeding®, "badging” for "bandage".
Evidence during this session strongly suggested that
Bob had generalized some letter-clusters and some vowel
sound associations, and that this knowledge was helping him
to identify larger orthographic units within words. While he
did selédt "ar" from the :iééle of a word, "bars" for
"beards"”, and "or"™ from theiend of a word, "manor" for
manor”, he was usually only able to identify these common
aettet-clusters at the beginnings of words, e.qg. "fin" for
"finally", "volun(mumbled and went on) for "volunteers",
While he was unable to idEﬁtify "volunteers"™ and did not
produce a real word, on other attempts he iﬁgntifigd the
beginping of the word and 'then tried to produce a real word
beginning with the same letter-cluster, e.g. "ap,
applicants” fof"appeated", ‘Sén, Santa Barbra" for San
Bernardino” and the following chain for "unbelievable”.
Excerpt 70 (April 20) |

Text:-"It was unbelievable” said police officer Joe
Ramos. » , Cor

‘Bob: It was un - possi - in - visi -‘invisible -
unbelievable!



As is evident in the above examples, Bob appeared to
 have generalized some C(VC) patterns. He correctly
identified "san", "ap", "vol” and "un". His attempts on the
vord "chief" provided further support for the inference that
he had generaliied some CVC patterns. He first produced
|shif| and then |shef].

Whilg it is evident that Bob was béginning’ta expand
his knowledge of gﬁaphcghanic relationships and concurrently
~attempting to apply this knawleége systematically in
angiysing graphic information, evidence during the last
session suggested that he was not yet at the stage where he
was willing to trﬁst his ability to use graphic information
'EQ;EEEtly; He would override a correct response based QH‘—S{
seiection of §raphic cues if it was not consistent with his
vorld knowledge structure.

During the last sess%en, he read two informational
passages, both of which had a Fry fgadability gfadsilevgifaf
five, He rgéé the second passage, a passage vhichléescribes
growing rice in Asia, with an accuracy level of 93,5
percent. He read the first passage, a passage-wvhich
" describes théihfstari:al significance of the red and white

tripes on barber poles, with an.accﬁracy of 82 percent. As

is evident in the excerpt below, the concept of "bleeding
people”™ embodied in the passage on bafbgf‘pgles'ﬂagsea him
great §f§biems. At one point he identified thegyﬁ}é
"bleeding” cggfgctly and then changed it. ;sﬁ;éiately

following the reading of the passag:-hg;i;kéd. "What was .
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that word there?(bleeding)", and indicated that he could not

make sense of the passage.

rpt 71 (April 20)

\M\

Text: Their main work as doctors was blezdxﬁs people. At
that time it was believed that bleeding helped cure the
sick. The white stripes on the pole represent the

bandage with 'which the barber wrapped the patient after
bleedlng him. The red stripes represent the blood. Long

ago a basin hung beneath the striped pole.

Bob: Their main work as doctors were - building :
building? - people, At this time it was believed that - ’ *
bleeding(said lightly) - blending helped cared the sick,
The white stripes on the pole represent the be - began -
branding - which with which the barber wrapped the
oooocooh after building him. The red stripe represent

the blood. blood! (stops and looks up and shakes. his

head)

Karen: While data on oral :eadingigtrategigsagf Bob and '
Lisa were rich with auéiblgEattemptsranawerds and
self-reports on strategies used during érgl reading - i
sessions, little data of a similar nature were obtained on o ;
Karen. Karen read with a high degree of accuracy, making few !
audible attempts an;vafds and rarely commenting on her oral
reading strategies. The categorization of her errors
suggested that, as was evident in tﬂe first séésiaﬁ. she
relied stfcnglyacn graphic cues ihen‘feadingg

Sixty-seven percent of Karen's errors v§r§ categorized

as having hlgh or medium graphic similarity. Use of gr pﬂlﬁ

deliberate attempts to analyse words iire fgeafapd, all but
nine of these were long pauSeé followved by the pfaﬁuncigtian '

of a word or word-like structure. This strategy produced the



correct response 61 percent of the time. Interestingly, the
number of nonsense words produced during oral reading of the

passages decreased. In the first session 53 percent of

#
the study were nonsense words, e.g. "mernor” for "minor",

"declay” for "decay" "stampded” for "stampeded”, "ecord" for
"secured”. Such errors were equally distributed oven
narrative and informational passages.

There were éﬁly seven attempts where it was evident

attempts provided no new insights into the content of her
graph@phéﬂic knowledge structure. Again she immedi;tgly
pfcnaun:eé common prefixes, e.g. "ex-plosion", "en-trance",
"gﬁrriéh“:'diSit;ﬂeg“r “féip:esgnt(pranaun:ed iiké ‘gift')
and selected and associated appropriate sound units to
common letter clusters in "Sergeant","Ser-gant" and
"ovipositor™, "o-¥l-postor"., Like Lisa, on the retesting of
the ;RAT. she deliberately skipped words on which audible
attempts had been evident:- in the first session. -

A :ampgrlsan of the :ategﬂrlzatzan of Karen g errors
between the harrat;ve and informational passages provided
support for the hypothesis, inferred from the data of the
first reading session, that Karen's lack of reliance on
semantic cues was due in part to a lack of sufficient
background knowledge to enable hefite use semantic cues -

effectively. Fifty-one percent of her errors on the

"




narrative passages were contextually acceptable errors which
ogcurred in the flow of reading, as compared to 30 percent
of her errors on infcrmaﬁicnal passages. It is hypothesized
that the content of theinaffative passages, the everyday
actian events, was more consistent with her knowledge of the
world than was the content of the informational passages. As
wvhen reading the narrative passages. It is further suspected
that, through her reading of the western novel, Karen

developed a story structure for narratives and that this

—

L]

tory structure also aided her in using semantic cues when
< ,, :
eading these passages. ?® Karen's unaided recalls provide

™~

further support for this generalization. These data will be

There was some evidence in Karen's errors. on both
narrative and informational passages, in additﬁnn to her
self-report(see excerpt 21) that at times Karen used
semantic cues to predict ﬁerdé? ﬁhiIE»EPe made only 13
gfférs vhféh were categorized as partially contextually
acceptable, all of these errors were consistent with the
prior portion of the sentence in which they were contained,
indicating that they were based on prediction.

On one occasion Karen's response iﬁéicateé that she had

used prediction to iéehtifg a word. Further questiening as

passages easier than the informational passages because
"they explain better".
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researcher that the prediction was made possible by her
knowledge of the topic.
Excerpt 72 (May 10)
E: (Karen had paused before the word "condition" in
reference to the condition of the s6il) (had just
finished discussing "sounding out" as a strategy) Do you
remember how you sounded out that one?(condition)

Karen: Yeh, proper. Cause it said proper so I thought it
would be condition.

E: Did you know that about earthworms?

'  Karen: Yeh. My dad had a farm there and they always used
to come up when it's raining. p

/

v

As indicated in the description of Karen's background,
she was expected to take care of her father's garden. Having
soil in proper condition would be a familiar concept to her.
While the percentages of Karen's errors categorized as
contextually éppropriate and the nature of her errors
categorized as partially contextually appropriate indicated
that she did at times, make effective use of semantic cuyes
when reading, the .small number of partially contextually
appropriate errors and her correction behavior indicated
that éhe still relied more étronglx_on graphic cues rather

than semantic cues when reading. She correcged only three of

rtially textually

the 13 errors which were categorize
consistent. Further, she correcte ~of her 27 errors which
were catégQrized as contextually appropriate. These data
suggested that she monitored her éral productions for

graphic similarity rather than semantic consistency. It is



158

hypothesized that Karen's strategy of relying strongly on
graphic cues when reading developed not only as a result of
an emphasis on word identiq{;aticn skills-in the
correspondence program which she took but also as a result
of her limited world knowledge. This limited world knowledge
inhibited her ability to use semantic cues to predict and
monitor her reading and thus forced her to rely on graphic
cues when reading. |

As was mentiened in the!éiscussicn of Karen's first

oral reading session, it was suspected that she sometimes

assigned pronunciations to words for which she had no -
meaning, and sometimes pronounced words correctly for which
she had an inadeguaté meaning representation. Twice during
the sessions with the researcher during the study shé agaih
gave unusual pronunciations to words, e.g. she pronounced
"represent” as |represent|(like "gift") and “entrance” as *
"entﬁanCE“igghe researcher quéstiaﬂed Karen about the
meanings of these wqrds at the end of these sessions.”
Excerpt 73 (April 2@). .

E: Do you know what represent means?(used her
pronunciation) o

Karen: To redo something.

E: What would it mean in(showed her the sentence in the
text and read it to her), "The white stripes on the pole
represent the bandage with which the barber wrapped the
patient after bleeding him." )

Karen: (long -pause) I don't know.
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Excerpt 74 (March 27)

E: Do you know what entrance(used correct pronunciation)
- what an entrance 1is?

%

Karen: entrance - well to go in there - you enter,
right?

Further attempts vwere made té assess informally Karen's
lgvé;_cf understanding of some of the words which she
éc;frectly iéentifiéd in oral reading sessions. Following the
oral reading of passages, Karen vas sometimes asked about
the meanings of some of the words which she had pronounced

correctly or nearly correctly. Some responses indicated a
vague understanding of the words. At other times she was™
unable to explain the meaning of the word. Karem's inability
and/or reluctance to express herself or to elaborate on
ansvefs are evidentéin these excerpts.

Excerpt 75 (March 27)

E: What does permanent mean?

Karen: full time like

E: What does éeéert' mean(she had used the correct
pronunciation within the context of the passage)

. Karen: (long pause) You can desert sémebaéy like.
E: What would it mean if you desert somebody? I think
you read something here "sooner or later they desert
their homes" (showed it to her in the text while reading
it). What does that mean? -
Karen: ( no response, very long pause)

E: They're talking about the crickets.

Karen: No e — e

E: Don't know?
'S
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Karen: No

Excerpt 76 (April 20)
E: Do you know what incredible means? .

Incredible. Yeh, like uh it's really incredible.

Karen:
Like something funny or

E: Ok. Could you give me an example of something that
would be incredible? -

Karen: Like a monster.
E: Do you know what panic means?
Karen: To cry(said quickly) -

E: What about calm. It said the eight teachers aboard
tried to calm them.

Karen: To try to talk them into - not to cry.
Strategies Inferred from Unaided Recalls

As described in chapter(;}ffgs;udents silenély read
narrative and infermatiéngl passégeg éuring each session and
vere asked to give oral recalls of the passages. During the
study the three subjécts read informational passages at the
grade three and four levels, as measured gyithe Fry
Reada&ility Formula, and narrative passages at the grade *
three to five levels as measured by the same formula. All
students read the same passages. |

Karen: While sareh‘s recalls on informational passages
continued to :entain'vague statements and/or a few specific
details about the éentgnt of the passage, as they had during
the first session, her recallis of narrative passages were

much longer and more detailed. These recalls always

i
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contained a correctly sequenced liswting of many of the main

episodes of the story. Supporting detalls were rarely
supplied, and she often left out the eping or a portion of
the story.

This difference in the recalls of narrative and
informational passages provides partial support for the
‘hypothesis, drawn from the analysis of Karen's oral reading
errors,»that Karen had developed a story structure for
reading narrative materials. However, the omissions in her
recalls of significant events in the stories, particularly
the conclusion, suggests,that her story structure is not
.well developed.

In a session near the end of the study, The researcher
used a questiéﬁing strategy to determine if Karen's
performance on recall tasks was due to her perception of the
task, i.e. did she ignore certain aspects of the story in
her recalls be:auseishe considered it unnecessary to tell
them, or was it due to problems in storage and/or retrieval
of those omitted details of the story. The results of the
questioninglsirategy suggested that the igtter explanation
of the phenomena was the more plausible one.

Excerpt 77 (April 20)

/

Text:(Informational Passage, "Poisons 1n$the
Woods")Poison ivy and poison oak grow 1n.many sections
of our country. There is a great deal of poison oak
found on the West Coast. It is found in the southern and
central states as well,

On the leaves of both plants is an oil that contains the
poison. If part of your body touches the plants, the oil
st1cks to your skin. The poison makes your skin itch.
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Sometimes, just the smoke from a burning plant can
- bother you.

Rubblng or 5cratch1ng the poisoned places helps grind
the poison o0il into the skin. You need plenty of water
and good strong laundry soap to remove the o0il.

It is good to know about these poison plants. It is also
good to know that some plants can help stop the itching,
Yhe juice from jevwelweed or sweet ferns can be very
Sﬂéthlﬂgﬁ It seems that wewan find sickness and cures
in the same forest!

Karen's Recall: It's about trees that uh you poison, the
leaves if you touch them you get it on your skin. You
get itchy.

E: What is it on the leaves that actually makes you
itch?

1

Raren: Kind of liquid stuff. &2

E: How can you get rid of the poison if you get i
your skin?

Karen: (%png pause)

E: Do you remember?

Karen; Spgcial kind of stuff it said there leaves or

something.

E: Do you remember what plants if said could help soothe
the itching?

Karen: (No response)

E: Do you know another way besides putting some kind or °
leaves or something off some kind of plant? Do you.
remember another way that they said you could get rid of
the poison? <

Karen: (No response)

E: What do you think they meant by "It seems that we can
f1nd sxckﬂess and cures in the same forest?"™

Raren: Well there's élfferent kind of plants that can
cure,

Text:(Narrative Passage, "All's Well That Ends
Well")Often a bad dream can have a happy ending. And
that's what happened to a beautiful black girl - -
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Patricia Chance.

Last Saturday evening Patricia was getting ready to take
off from Kennedy Airport. She was flying to Spain. She
had won a scholarship to study there.

‘' Miss Chance, 21, had spent many hours making her own
clothes and saving pennies to buy shoes, books, and
other things she needed.

She and a friend stopped a cab at the door of her home.
They loaded the cab with everything she was taking with
her. Then they made their mistake. They left the cab
vaiting while they went back upstairs for final
goodbyes. '

When they returned, the cab was gone. All Miss Chance
had left was her air ticket to Spain. Everything else
had been stolen by the cab driver.

PeoﬁlJ'in Harlem heard what had happened. Before you
knew it, Miss Chance had four new suitcases, new .
clothes, even a new wig. People who cared had given the
bad dream a happy ending.

Karen's Recall: It's about Patricia she, she was gonna
go to Spain. She had a ticket. She bought a ticket. And
she called a cab and he put all her stuff in the cab.
And she went back in the lbuse to say good-bye to the
rest of them. When she got back the cab was gone. The
cab driver stole all her stuff.

E: Why was she going to Spain? Do you remember?

Karen: No response

E: And vhat happened after the cab driver stole all her
stuff? :

Karen: Ummm(veryilong pause)
E: What did her friends and neighbours do for her?

”
Karen: Happy dreams?

o
.<While Karen indicated that she had not used.any
deliberate strategies to help her recall text(see excerpt

///QT\\\‘\x 53), she did acknowledge that the pictures accompanying the



passages had helped her in reading the passages.

Excerpt 78 (May 9)
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E: All of the stories I asked you to read have pictures

with them ... Were the pictures of any help to you?

E: In what way would the picture help you?(showed her
one with a picture, "Was It Worth It")

Karen: You know what they're doing, **

While the pictures were text relevant, the detail in

*

the pictures was not specific enough to be of great help in

recalling the passagesi;?ar example, the picture for the
text "Poisons in the Wa@ds“‘shsvs poisdn ivy and a person
séfatshing his arm. The picture for "All's Well That Ends
Well"™ shows two girls standing beside the trunk of a taxi
with suitcases in their hands. A

Bob: While Karen's recalls were vague, Bob's recalls

both narrative and informational passages continued to be

‘accurate and organized around the paragraph structure of the

passage, as was evident in the first session.

Excerpt 79 (March 16)

Text: (Narrrative, "Lost In A Cave") A 17-year-old cave
explorer vwas rescued, wet and cold, today. He had been

trapped for twenty- thfee hours without food or light’
inside a narrow part of a cave.

Bill Dean had gone exploring by himself yesterday

afternoon with only a lamp to light his way. Less than

an hau: after he entered the cave, his light went out

1 Agaln Karen had given a vague, general explanation,

making it impossible to determine exactly how she stised the

pictures when reading.
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He sat in the damp darhness the rest of the day, all
night and part of today. "I was a little bit scared,"
Bill said.

He had decided against trying to find his way out. He
thought it best to wait for somebody to rescue him.

One boy cravled 600 feet 1nta the cave, but could not
find Bill,

Finally, one of Bill's friends and a teacher crawled
slowly inside, found him and led him to safety.

Bob's Recall: The story's about Bill. He uh, went
exploring and he got lost in a cave for twenty-three
hours. And uh, no there was not no light or food. And
one friend of Bill's climbed six hundred feet but could
not find him. And another friend of Bill and his teacher

found Bill lying - and dragged him to safety.: s

i

Text:(Informational, “"A Useful Bird") The owl is an
amusing bird. It sleeps in the daytime and hunts for
food at night. Some farmers like it because it catches
mice and rats for food. It also eats grasshoppers,
cutworms, and other insects. The owl swallows food
whole, Later it spits up the bones, skin, and hair in
little balls. ,

When the owl gets ready to build its nest it gathers
grass and feathers. It builds its nést in a hollow tree
trunk. Soon the nest may hold four or five eggs.

There are many kinds of owls of different sizes and
colors. In’the far north, we find white owls that match
the white snow. On farms, we find the common brown barn
ovl. In Texas, we find the tiniest owl of all, called
the elf owl.

Birds like the owl lose their homes when forests are cut
down. Some people are now working to pass lavs to 2%*
protect these important birds. .

Bob's Recall: This is all about owls. It tells youw. how
farmers like the owls because they eat mice, rats and
vorms. And there's many species of .owls, And there's a
special owl in Texas. They live, make their homes in
hollow tsees. And uh, they're trying now to protect the ..
owl. - There are many different sizes of owls it said in
the story.
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In Bob's recall of the passagé, "A Useful Bird", he
substituted the more specific vord "species" for 'kinds'
used in the text. Bob's listening and speaking vocabularies
were noticeably superior not only to those of the other
subjects in this study, but also to those of other students
in the program. His wealth of lifé experiences evident in
his breadth of vocabulary was most evident during group
reading classes. As was noted %n the description of Mr. S.'s
reading classes, Mr. S. often asked the meaning of a word
and left it open for anybne to respond. Bob usually
responded quickly with an accurate meaning for the word. Bob
was also awvare of thg,qeanings of many common expressions,

Excerpt 80 (March 16)
Mr. S.: (in reference to part of the story) It is true ~
;2:: ?: ostrich will stick it's head in the sand. Why

Bob: It hopes the trouble will go away. If you can't see
it it won't happen.

' Li;a: While P&sa‘s score on the vocabulary sub-test of
the WAIS'iﬂdicated éhat her leve} of vocabulary knowledge
was not nearly as we;k as Karen;s, ggitﬁer did it appear’to
be as strong as Bob's. While Bdb was the major contributor
of vocabulary me;nings during reading classes, Lisa also
contributed té these discussions at times. Her defin{tibns

were usually not as precise as Bob's, but did indicate

familiarity with the word and some notion of - the context in

) .

,which it could be used. During a session in late April, both

-



she and Bob were asked to define "scholarship". The
difference in precision of meanings is apparent in their
discussions of thisg word.
Excerpt 81 (April 20)
E: Do you know what a scholarship is?
Liisa: It's uh - 1 inau vhat it is but I just ubh It's an
award - you get for, for - oh what is it? - it's
university (E: You're in the right ba.! park) I don't
know what it is, what it's for. Isn't 1t for just
passing, like getting all your, your goai - whatever you

went in for so you gct it and you go* a scholarship or
gpmething. ‘

)
Excerpt 82 (April 20)

E: Do you knowv what a scholarship is?

Bob: Yeh. You get it in school. Yeu ge; entry free or &

something - You don't have to pay to get into ¢ollege
cause your marks are 80 geod.

’

While Lisa's recalls contained a high proportion of
information consistent with the teit; they were not as
ac:érate as Bob's. As in the first session, there was .
evidence in her recalls of both narrative and Enfatigtianil
passages, that she accurately recalled some text details but
that shg.gftgn combined these details in vays inconsistent
with the text. _

'Iﬁ the excerpt beléi, from Lisa‘é recall of the
informational passage, "Making Soap For A Year", she .

recalled that there were two stages in making’saap, She%[

——

and the way the process of making saapi:ls;tarted. However,
B S : ‘
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hef description of the rest of the process vas inaccurate

and appeared to be based on her own knowledge of cooking.

Excerpt B3 (March 2)

Text: (from "Making Soap for a Year") In pioneer days, .
soap was made at home. First the pioneers put a spout
into a hole in a barrel. They placed the barrel on a
bench with the spout p@lntlng into a wooden pail. They
filled the barrel with wood ashes they had saved. Then
they poured water over the ashes.

%

The water seeped through the ashes. It came out of the
spout and dropped into the pail. By then it had become a
brown liquid called lyei

It was very 1mpcftant to know just how strong to make
the lye. In a big kettle, grease and fat were mixed with
the lye. This mixture was heated slowly for some time.

/. When the mixture was thick enough, the kettle was
cooled. The thickened lye and grease was now soap. It
was kept in a barrel....

‘Lisa's Recall: Ok. They're makin soap and they, how they
make it is, They have a big barrel and they put wood in
d ashes. Then they pour water over it and heat that
d they cook it all up and it kind of turns into a lye,
"white stuff, lye. And then firom that um if they boil it

really ‘hard it will turn into a s0ap. ...

It 1s interesting to note that Lisa replaced the passage

= )
t

description of lye as brown with her concept of lye as

wvhite. Such experiential intrusions were evident on three
* 1
other occasions. '
In her recalls of narra‘ivg passages Lisa often

mismatched characters and actions. In the excerpt below,

from Lisa's recall of the narrative passage, "Bear Killed to
Save Man", she has récalled the’evenés of the episode but

she has the'wrong characters doing the actions.

*




E,c:rpt 84 (March 2)

Text: (from Bear Killed To Save Man) Then Eddie
Rodriquez, the lionkeeper at the zoo, went to help the
policeman.  He started pushing the bear with a stick, but
that didn't work either. "Then," the policeman said, %1

made up my mind 1'd have to shoot the bear."

The policeman fired into the left side of the animal's
chest. The bear let go of the man's hand. He staggered
back and fell aeaa The ‘man was takeﬁ to the hcspital,’

Lisa's Recall: ... And finally he got away - like a
whole bunch of other guys came, the lion keeper came and
some other guys that were standing behind him helped
‘him. Theygfinally got the bear away. The” lion keeper
fired a sh into his left side, the bear. And that kept
him away and“they got the man out of there and he just
staggered avay s fell down - they thought he wvas
they took him t@‘t@g hespltal

The policeman, not the lion keeper, shot the éear. The
bear staggered away and fell dead, not the man. Lisa wove

all of these misinterpretations into a good story.

%

Lisa always attempted to tell a good, coherent story in

her recalls of narrative passages. Her recalls of narrative

inaccuracies in the stery, it would be nece ary to refer to
the original text..It was suspected that some cf the
inaccuracies in Lisa's' rgcalls w%:e inserted to make a

cohesive story when details of portions of the :story were
&
fuzzy. T

Excerpt 85 (April 20)°

Text:(from Rescue in a Burning Building) Then he saw
another fireman, Mike Mays, motioning to him with his
arms held out. Mays was on the roof of the next
building, which was level with the fire escape. A space
of only four feet separated the two buildings, but there
vas a fifty-foot drop to_the grofiM. Lane tried to pass

N

H
o




. ~ 170

-

Mrs. Rogers over to Mays, but the gap was -too wide.

Lisa'S/ﬂicallz ... And there was this other apartment
jus our feet away from this other one. And it was a
yfty- foot drop like in between them. And there was this
ther gquy that had - waved at him from the bottom. And
said "Well we'll try this way. And he went up on the *
¥other roof of the other building.

~

In the above recall Lisa retained the two number facts
accurately, but confused the details of the rescue.

Lisa often accurately recalled details such as numbers,
names of people, and places, and yet inaccurately recalled
major episodes of narrative stories and main idea§ of
ihformational stories. This incongruity was probably due to
her rereading strategy. In the first session she indicated
- that when she reread she tried to note details such as names
and dates. She commented on her rereading Strategy.again
during- the study. Her comments always indicated attention to
details during rereading.

Excerpt 86 (March 2)

E: When you go back and you just sort of seem to be
scanning down the page, what do you look for?

Lisa: Just the people's names, just points. I don't know
just little hints. Just if I've forgotten something I
just look for the names. ' *

3
-

Of the three squects, Lisa was.the only one who
responded to the pre-reading questions which yére~sometiﬁes
part of the t?xt of the narrative passages. Oq twb occasiqns
she spontaneously.responded to these guestions at the end of

~

her'recall.




Excerpt 87 (March 19)

Text:(from Lost In A Cave) Did Bill Dean "use his head"
when he was in danger?

Lisa (at end of recall) So I think that it would, it was
right to stay there and wait,

Excerpt 88 (April 18)
Text:(All's Well That Ends Well) What does this story

teach you about people?
_\7 —

Lisa:(at end of recall) But, the idea of it ‘all is that
she could kinda rely on her friends.

Summary of Reading Strategies

In the first session with thelsubjeats, and verified in
subsequent sessions, it was clear that these three subjects
were different not only with respect to background and
personal characteristics, but-élse with respect to
text-processing strategies. While there were some
similaritiés in the reading strategies of the subjects,
‘there were also mény differences. The overall pattern of
strategies Ha$ different for each subject. All subjects
expressed an awareness of the potential usefulness of
~graphic and contextual cues when reading and they showed
evidence of using hoth graphic and contextual cues when
reading. Hgwever, Bob relied strongly on contextual cues,
while Karen relied strongly én graphic cues. Lisa relied
more on graphic §ues-th$n contextual cues although her
reliance on graphic cues was not as séraﬂg as it vas for
Karen. It appeared that Bob's strong reliance on contextual

cues was due to lack of sufficient graphophonic knowledge to
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enable him to use graphic cues effectively. Karen's strong
reliance on graphic cues apeared to be due to lack of
sufficient background knowledge to enable her to use
contextual cues effegéively; Lisa's reliance on graphic cues
wvas due, at least paftly, to her overconcern with her oral
reading performance, 1

' Purther, there were differ&nces in the content of the
text recalls among the three subjects as well as the
strategies they used to recall téxti Bob accurately recalled
the main ideas and many supporting details of both narrative
and informational passages. When recalling informational
passages, he appeared to use the éaragfaph structure to S
organize his recalls. It is suspected that a strong sense of
story aided him in recalling narrative passages, for he
remarked that narrative passages were easier because they
were like everyéay everits and the reader could therefore
predict what was going to happen. Lisa usually reread
passages, skimming for details such as place names, dates

and names of people. She appeared to try to organize her
A9

4
in erroneous interpretations of the text. However, a strong \
)

sense of story was evident iﬁ Lisa's recalls of nafrative
passages. In her recalls of narrative passages she always
wove the erroneous interpretations of the text into
plausibLe*%chies.

, While there were no differences in the recalls of Lisa

and Bob on narrative and informational passages, there were
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differences in Karen's recalls on the two types of passages,
Her recalls of narrative passages were much more detailed
than were her recalls of informational péSSEQESg However,
Ber recalls on both types of passages were inadequate. She
did not use any one strategy consistently for recalling
informational text. Sometimes she recalled only the theme of
the informational passage; at other times she recalled two
or three details of the passage. Karen appeared to have
ﬁartially developed a story structure for narratives.
However, she often left out significant episodes in her
recalls of narrative passages, which suggested that her
sense of story was not nearly as well de§é1cp§éag§ that of

Bob or %isai

G. Role of the Program in the Learning Process

This section presents a discussion of the relationships
]

between the program and the development of reading
strategies, between the program and the self-directed

activities of the subjects, and between the program and’

achievement.

Rélatianship of the Program to Reaéiﬁ§€5t

The main focus of the reading portion

program was the development of word identification skills.
This component of the program is similar to developmental

word identification programs traditiazzlly found in basal
readers. There was no corresponding a:'élapmental

comprehension program., No direct teaching of comprehension
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skills or of strategies %6r organizing text for recall was
observed during the study. Oral que;tioning and multiple |
choice questions were used to cﬁeck students' comprehension
of materials read.

The focus of the program was the development of
specific phonics ski&ls rather than the development of
general rgading strategies. Theré'was, however, much oral
reading in the program and in correcting students' errors or
in aiding s;udénts to identify unknown words, the teachers
often suggested particular reading strategies, most
frequently suggesting a careful analysis of the é%aphic cﬁes
within words and the application of phonic knowledge to
. these clues. Teachers were rarely observed suggesting the
use of semantic context or the integration of graphic and
semantic cues as reading strategies. There seemed to ‘be an
implicit assumption, evident in both the content of the
program and the comments of teachers, that integration of
.use of semantic and éraphic cues was sémething which
students had to work out for themselves through "personally
struggling with reading” as one of the teachers described
it. Mrs. D. and Mrs. M. in particular, often mentioned that
they believed that being able to use "context" was impertant
in reading and that practice was fhportant because that waé
whe}e the students rgally began to apply what they were
learning in class. |

The few changes which occurred during the study in the

subjects' text-processing strategies appeared related to the




instrucfienal program which the subjects received. Further,
it will be argued that there were no changes in many of the
inappropriate or ineffective strategies of the subjects
because of a lack of direct teaﬁhing in the Qrégram which,
éould potentially bring about changes in such strategies.

During the stud§ changes occurred in Bob's and Lisa's
proficiency in analysing graphic €ues within words. Lisa
became more proficient in aﬁaiysing multi-syllable words,
particularly two-syllable words. This increased proficiency
may be attributed to an increased accyracy in associating
sounds with vowel letters and an increased flexibility in
chunking words into @Ethcgraphié units. These changes may be
directly:relateﬁgta the instruction in syllabication which
Lisa received in phonics classes.

Toward the end of the study, it was evident that Bob
had become more systematic in analysing graphic cues within
words. An anlysis of his deliberate attempts on words
indicated that in his response he usually attempted to
preserve the order of occurrence of the consonant letters of
the target word. He sometimes selected a common CVC letter
pattern and associated the appropriate sound unit to it,
particularly if the pattern occurred at the beginning of the

,ta;get word. These changes in Bob's word analyéig strategies
may be partly éttributed to the instruction which he
receiQedi The emphasis in the program on word identification
accuracy and careful analysis of all graphic cues within

words‘pfabably helped to focus his agkegticn more on graphic
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cues vhen reading. He received formal phonics instruction
only in initial consonant blends. Yet, He showed evidence of
having generalized some common letter-clusters during the
stgéy. However, teachers often ﬁedelled the chunking of
words into units larger than &ingle letters when correcting
errors or assisting students to identify unknown words. It
appears that Bob not only attempted to model this strategy,
but also that through this modelling by the teachers and
probably also through his own experiences with print, he
geﬁeralgzeﬂ some of the common letter-clusters, éhus
allowing him to attempt to use this strategy.

While Bob and Lisa showed increased proficiency in
using graphic cues during the study, they continued ée rely
on contextual cues as well, and they attempted to integrate
the use of graphic and contextual information when reading.
** Yet, integration of graphic and contextual cues was not
emphasized in the program. Both Bob and Lisa believed,
however, that use of contextual iﬁfcrmatian was a useful
reading strategy. Thus, while the instructional program
influenced the development of their reading strategies,
'their concepts of reading also played a role in this
dgyelcpment;

There were no evident changes in Karen's strategies for

** Interestingly, the miscue categorization system used to
analyse their oral reading errors was not sensitive to these
beginnings of changes. The distribution of their errors
across the graphic and contextual categories remained
constant throughout the study. s -



overt attempts on words and rarely reported on her reading

, \ ; . . :
strategies, the researcher had to rely primarily on the

miscue categorization system to deteeﬁ changes in her
strategies. It is possible that changes occurred which were
not detected by the teehniques used to analyse the data,
However, changes in Karen's graphic analysis strategies
would not be anticipated on the basis of the instruction
which she received in word identification skills.
Instruction in this area was not at a level ccmmensuréte
with her ability. It was evident in the initial session with
Raren that she had generalized many common letter-clusters
and aéplieé this knowledge in chunking multisyllabic words
into letter-clusters. Nevertheless she was placed in a

phonics group-working on consonant blends in the initial

position, rather than in the group which was working on ¥
syllabication gkills_ This placement was based on the
:eéults of a written test of knowledge éf sound to symbol
relationships.

There was evidence during the study that Kéreﬂ used
semantic cues more effectively when reading narrative .

passages than when reading informational passages, and she
indicated, too, that she retied on semantic context when
reading. Neverless the‘cafﬁﬁérizati@n of her oral reading
errors indicated that she continued duéing the:study ta:rely
strongly on 'graphic cues. It was hypothesized that Karen's
limited vocabulary andVlack of world knowledge had partly

contributed to the deyelBpment of her overreliance on
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.graphic cues and that these two factors continued to inhibit
the éévelepment of a strategy of relying on contextual cues.

While vocabulary was taught incidentally in both Mr. S.'s )
phonics classes and reading classes, and while Mr. S. also
sometimes provided general kng:ledge as the obportunity to
do so arose. within his classes, v@cabuiary deVelopment and
general knowledge were not part of the curriculum of the
program. There was no éiregt attempt to teach vocabulary or
background knowledge. The effectiveness of these incidental
teachings of vocabulgry and background knowledge was not
determined in the study. It is suspected, that, given the
extent of Karen's deficits in these areas, this instruction
was insufficient to meet her needs. |

While there was evidence during the study that Karen
‘was able to recall nafrativg ﬁaséagés better,thaﬂ
iﬁfcfmatiphél passages, there were no changes during the
study in the nature of the content of the subjects' recalls
nor in the stfategies used by the subjects to recall
passages. In the pragram%ccmprehensign vas practised, not
taught. The emphasis was on recall from passages read of
literal information and sometimes main ideas. ¥t is apparent
that this practice was not sufficient to cause changes in
the‘;ubje:ts' fecails or strategies for recalling'text.
Althauqh the informational passages which the subjects read

in testing situations wvere identical in structure to those
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passages vhich they read in.feadiﬁg'slassesg ** no changes é
in their strategies on these passages occurred during the
study.
Relationship of the Program to Self-Directed Activities

The teachers believed that it was important for the
students to practise reading bé@ks on their own. They had
instituted the weekly USSR period to get students involved _
in personal reading ;f books and magazines. Yet, of the

three subjects, only Karen consistently read books,

She had developed a persa’gl reading habit before entering
the program and expanded her reading interests’upﬁn expcs;:e
in the city to a wider variety of reading materials such as
meggzines'aﬂé the newspaper. Bob never read connected
discourse outside of the classroom. While Lisa read the
newspaper shi read an1y>thé farm advertisements and the'i
horoscope. ‘

The teachers did not effectively convey to Bob and Lisa
their beliefs that pggsgnal reading and practice in reading
books were important for growth in reading'ability- The
content of the ihstryftional program i@fluencgd Bob's
choices of out of class reading materials. Whenever he
wcfkeé on his reading in the evenings, he always did
worksheets fram the individualized program because he

believed that completing a large numbef of worksheets was

'* Passages from the next level of :the Same series wvere
used.

”



/ ' ) 180
.

the key to success in the program. Lisa'; choices for out of
class reading materials appeared to be influenced partly by
the program and partly by her prior school experiences.
During the first half of the study Lisa practised oral
reading, which she was required to do daily in the
classroom. During the last half of the study she waékeﬂ
through a workbook on vocabulafy develcpﬁent “which: she had
begqun in her last school expeflence.

Bob's and Lisa's lack of book reading outside of the
classroom, despite'the professed beljefs of the teachers
that persbnal reading was important, may be attributed to
twvo factors: 1) the teachers did ncﬁ provide enough
direction to students on their choices of out of class
reading activities; 2) a climate for book reading vas not
established in the classroom. During the study, apart from
short homeuork‘assignments, the teachers appeared té'é}éiéf
deliberately suggegting reading actiﬁities to be carried on
outside of the classroom, perhaps because they did not want
students to feel that they had to do reading at hgﬁe as well
a% in the classroom. It was evident that the teachers hoped
that studenf§ would continue to read at home books begun
during USSRApe;iods; tbe teachers did, at times, suggest
reaéing materials to students during these periods. Yet,
during the study the teachers iéti not observed following up
these suggestions or discussing with subjects their out of

-class reading activites.
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While the USSR periods were an attempt to provide an
opportunity for the, devélépment of personal reading haéits.
these periods were the only time,;apar; from coffee breaks .
and lunch hour, when students ugrgfif%g to choose théif own
materials to read. Further, apart from the bookcase at the
back of the main classroom, there vere no dxspl;yl of beak:;
nagaz; es or 1n£armat1vl'panpﬁlets in the—main classroom to —_—
encourage personal reading. It is very difficult to locate
interesting materials for adults vritten at the reading,
levels of the students in this cla:srcgm. Séudents, hé;é?EE,A
.vere not made aware of the limited resources available
vithin the community or even within their gséagl and class

setting. Some adult-oriented reading mate:ial vas av;ilgblﬁx
in . one of the smaller rooms ad;é;nxng the main eli:::aan.
fet the subjects in the study vere unaware of these
materials. For example, multiple copies of the b@?l ‘Réél
Stories" from which the narrative passages were sélggteéz
during Q%E study were located in this room. All of the

subjects had indicated that they found these storie

interesting; none of them ever discovered during the study
that they were available within the class setting. Further, Y

nity library . S

during the period of the study, the cc
established a collection for adult g;an:ng readers. !et
the students were not taken to the lgbtiry to see this -~ .

collection, nor were they taken to th:*iibrarg within the ‘] ,

nstitution, _ ‘ ) e .
-

]



Relationship of the Program to Achievement

The students and the teachers measured success in the
program primarily by grade-score gains on ;he ccmpfeheﬁsian:
seétiﬁﬂ of the GatES‘MEQGiﬂitie Reéding Test, Level C. This
test is a éevefgbmentaléréaéing test, iﬁténéed for use with
children at the gfadé three }%vei The cgmprehen51an sectlan

*x

is a power test whlsh coptains short paragraphs fellaued by

multiple é}ci:e questions. From this perspective the ptegramz

b

vas successtwl. This test was administered in February,’
during the flfst week of the study, and was readmlnistered
in mid-April, and agayg at the end of June. Testing fesultsz
in midiAgfii shcwéd thaﬁizisa had made a grade-score gain of
1.1 years, that Karen had éade a grade-score gain of 2 years

and that Bob had made a grade- score, galn cf 16 years,.

Y

3

H. Perceptions of the Program N

. i

Students' views of the program were.ascertained from
their unscliéated comments during the study and frém thEIE
resé@nses to élrect que5t1cns at the end of thé gtudy.
Subjects' Perceptions of the Pragtai v

All subjects viewed their experiences in the program
and their success in the program positively. When questlaned
ﬂlrectlyﬂ;baut their improvement, they att:ibuted Success
primarily to the content of the individualized and phonics
sections of Ehe program and to the reading practice ﬁﬁich‘
these programs provided. It was also apparent that the

3

learning environment of the program probably played a role

=
'.a * L, -5

i
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in these positive perceétiens_ Further, improvement in
self-confidence was a factor with Bob and Lisa. )

Excerpt 89 (April 17) ' ' .

E: ... so what do you think helped you to make the
improvement? , -
Lisa: Uh, reading lots, I think. Since I came here.
E: What do you mean by reading lots?

" Lisa: Reading,.ljke out of your books, like the
© workbooks that we're dolng and yellow sheets(writing e
sheets) and that. You gotta read a lot in there. An@ 1 -
think that helps you, it makes you pick up faster. .
t E: Oh, so even when you're doing writing sheets you have
» to read them all so(Lisa: yeh). Is there anything
particular that you're learning that's making it easier
- when you try to read? .

Lisa: Uh, - breakihg up syllables, vowel sounds, things
like that help a lot. :

while’then never ﬁenticned phonics clasggs as being
helpful, she attributed her success in the program to her .
work on individﬁélized writing sheets. : S

E?cerpt 90 (April'17)

E: Do you have any idea what's ielping Yyou to improve?

Karen: Well - doin writin and reading off and on.

E: How do you think the writing helps you. tisa

mentioned that too.
Karen: Well you have to read, read it and then write.

»E: Oh, so you think just having to read all those sheets
(Raren:Uh-hmm) is helping your reading,

Like Lisa, Bob also felt that the work on phonics and

writing worksheets was the most valuable part of the prégfam



and cften!ménticned this fact throughout the study.

his
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Excerpt 91 (April 2)

E: (Discussing the improvement in his reading) I was
just wondering if there was anything in particular that
you were doing )

Bob: No, ... but my reading is getting better - the one
thing I'd put on it is my getting after it and doing it
and my phonics. And that the worksheets help. That's
about it,

Excerpt 92 (March 16)

E: gile had commented that his reading is getting better)
DoWou have any idea what kinds of things would be
helping you? . -

Bob: Well'l got to take it back to the phgg%és and the

wvriting you know. 7 .
E: So you think those are the two big things that are
helping you, the phonics and the writing?

Bob¢! Yeh,.they're hgipiﬁg but mostly it is - is what, it
is I'm getting self-con - I'm feeling better about

myself. And uh I'm just wvanting to do it. Learning is'a
good thing, ' '

»

L]

These excerpts also suggest that Boh attributed part of

success in the program to personal initiative. This

improvement in reading also bolstered his,self-confidence.

He once remarked, "I used to think that -I was dumb, but now

I don't think so."

self-confidence.

success in the program also improved Lisa's

Excerpt 93 (May 9) )

#

E: Is learning to read better changing your life in an

way? Hov has it affected you?- Coming here and improving

your reading?

)



Lisa: It's made me, it's made'me more easy ... Like I'm
more open. Like I'm more able, like I don't know how to
say it. I like to ask for things that 1 don't know. Like
if I don't know something I'll ask it. Before I wouldn't
cause I was too scared they were gonna say well look
you're dumb. Now I don't really care about that. If I
wanta know something I would ask. /

When Karen was asked this same question hgr response ‘
indicated that she did not have feelingi of inadequacy often
attributed to adult illiterates. She came to the program to
get an education; the program was changing hgrxlife by T
giving.hef that education. e

Excerpt Sii(Hay 9) AR
E: Has .coming here to HSEC and learping to read i;!r
changing your life in any way? Do ygu feel it's making

any changes in your life? . .

¥ chang your » , ’ & _
Karen: Well) it's sort of - I'm learning how to write. - S
hovw to read better - bigger words . -

E: Hpw does that make you feel about yourself.

Karen: Feel good!

All of the subjects responded favorably to the learning
environment in the program. Bob and Karen pg:tiéulafly”fﬁkgﬂ
‘the individualized aépe:t of the program.
" Excerpt 95 (Feb. 23) : a .
Bob: (in middle of discussion of how he was using a |
dictionary) ... IT you want to you can do it., Like
‘they're not standing over you saying this has to be done' ..

today and this is - you have to learn this. You're not
pressured. You just go along on your own speed which is

‘ipaé_
Excerpt 96 (May 9)

F: What do you like best about the program?’

N
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Karen: They don't give you a_certain much to do in one
day That's what I like abdut it.

-While Lisa liked the perscnal attention made pﬁSSlble

by 1nd1v1duallzed periods, she preferreé group activities

\

because they provided her with another Gppeftuﬂityifer oral

' reading practice.

Excerpt 97 (May 9) '
_B: What are some things that you - like, don't like about
the program here? :

Lisa: I like it all. No, I think it's really good cause
they spend time with ydw, If you need more time they're
willing to give it to you.™aAnd I think that's raflly
good. Like some schools they don' t, like if youlneed
help, that's gﬁr1ng s:heal;tzmetg§s2132 forget it. This
school's not llke that. , :

' /
So you f1nd it much better than the learning i
exger;ences you had in school. '

. Lisa: Yeh, mcfettime to spend with you.

E: How do you like individualized periods?

Lisa: ¥eh, I like them. But I like to read. Like my
prablem is reading with a bunch of people , like in a
group agw that because it makes me nervous. So I like to
get int EQEE reading out 1aué

\}‘

Teachers' Perceptions of the Program

While no formal atteWpts were made duriﬁg‘ége study to
assess the teachers' percep®ions of the program, some

~ information was gathered informally through coffee-break and
[+]

noon- hcur discussions,
It was evident that the gregram accurately reflected
many of the teacher's personal beliefs on teaching adults to

read. Mrs. D. ﬁa Mr. S. stated that because many of the



adults gh this program were "slow in school" they ngeéed
lots cf-repgtitian; wvhich the program provided. Mrs. D; and
Mr. S. also strongly believed in the need to do extensive

, vork on phonics with these adults. There was a strong .
emphasis on bhqnics,{ﬁ the pfggféM;§HQEEDVEf, Mrs. D. a-
Mrs. M. indicated that practice was important in lea:r
:rgadi They verE‘ipgtfumental in,establishing-the USSF 3
on Friday afternoons. Mrs. M., in particular, bglieve

the success of this program was due éct so much to tth
teaching as ta:the amount of §éaéing the.stg62ﬁts di
individ#alized periods.

Mr. S. vas less satisfied ;ith thﬁ program than --
Mrs. M. or Hfgi D. Because Mrs. M. and Mrs. D. had bo:’
helped to reorganize the program the previaus fall, it
probably more accurately re fle:teé thexr teaching beliefs
They were also pleased with the success af ‘the pragr;m, as
tstudents were maklng 1arng grade-score gains in the new
program, - ' - . a

Mr. S., however, felt that the séué;nts verg ‘not making -
enough gains. He did not like the gr9ﬁ§ ngk and felt that
the students should be on a totally individualized '
. commercial program. Mrs. D. indicated that they had tried a
totally individualized program last fail, but that they had
gone back to group work because they “couldn't get around to
~everyone, partlcularly during phanlcs
_All of the teachers ;ndlcated an awareness of prabl:ns

with the prcgram. Mr . S.fpéted a lack of emphasis on
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comprehension, in thé program. Mrs. D. often commented that
there was no time to discuss with students materials which
they were reading during USSR periods. All three of the -
teachers identified the amount of time spent géfresting as a
problem. They often expressed frustration over the 1en§th of
time required to mark just one student;s vork. |
j? On one occasion, the EEachefs alluded to the inability

of the program to meet a student's'needs. One morning, Mr.
S., Mrs. D. and Mrs. H.(éis:usseé Karen and her pﬂténtial to

obtain a high school équivalency,rﬁfsi D. and Mrs. M. noted

- that, like her brothers and sisters before her, she would

xprabgbly reach a plateau and level®off because her poor

background iaulé affect her comprehension! However, they
viewed this s1tuat1@n more as. a problem for Karen rather
than a problem of the program's not being'able to meet
Karen's needs. y

This chapter presented data pertinent to the three
subjects who entefred thedpr@gfam reading at a mid grade

three level. ‘Their reading strategies and program were

- described sgparately Subject and teacher peféeptlens of the

program were presented Relatlcnshlps between the program
and reading strategiesi_betﬁe;ﬁ the program and ‘
self-directed a:tivities and ﬁetwegn the ﬁEGgrém;and ‘
achievement wvere discussed. In the next chapter, Mary, the
beginning reader in the study, and hér'prggram are described

and discussed. . _ “ .



illness caused from alcohol abuse.

V. MARY

A. The Beginning Reader TZJ; . : .

Hho 1s She

Mary is a twenty-five year old native Indian woman, the -

mothsr of five chil@ren aged three to ﬁinei'ﬁary was not
enrol}bd in chZGl on the reserve until the age of nine °
because, as she éxplainéd it, "she did not talk ﬁellguﬂtfi
then." There vere problems immediately. She #as much older
than the other grade Qgé child:eh and was often teased, ﬁhen
she’ was 11 she became a boarder at the school. 'By the time
she was 13 she was the "bully" of the school. After repeated
arguments between Mary s mother and e%e prlnc1pal “of the
school, Mary was transferred to a school in a nearby town.
She vas placed in the grade séven cldssroom and stayed in
the school for three or four manths. During this time she
was.abs;;t frequently and was e;pelled twice. ' ,
Within a few months of leaving school, Ha:y was placed
for one year in a guvenzle detention home in the city faf
as she put it, "getting into lots @f zrsuble, stealing and

stuff",. Wh1le she was in the home her mother died of an

Upon her release from the detention home, Mary returned
to the reserve, Within a few months she vas preénant by the
man who eventually became her common-law husband. Because
she was underage, she was again brought to the detention

home. Aftgi the baby was born, she lived in an apartment in

189
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the city with the baby. After one year she returned to the
reserve afd lived with the baby's father for the next eight

years, during which time she had four more children. The

relationship ¥ characterized by alcohol abuse and

fighting. Two years ago, Mary left her husband, eventually
Y , L v .
gave uplizinking, and, Eﬂceuragid‘by her sogial worker, came

to the Yy E@ enroll in Eh;WUﬂqr;&igg;gfagramg

Mary's nev life in the.city has been a positive )
i f
experience, aided by peopte vho "care about you": her social

worker, her teachers and her friends at the Friendship
Centre. >’ Both the teachers agd Mary herself commented on
how much her self-cohfidence had improved since she had

e

first enrolled in the prggiamp | - J
Excerpt 1 (Feb. 16) | 7

+ '; : ‘
Mary: (she is discussing. how her sqgcial wvorker is
helping her)... And when somebody ?zlks to me now -
I{used td) put my head down and hardly talk and now
she(the social worker) told me I just look at her
straight and 1 talk to her. And I relax when I talk to
somebody. - Before I get nervous and I used ta crack my
--my (knuckles)

Hﬁy Did She Come-
Although Mary enrolled in the pragram'at the urging of

a social worker, and althewgh she indicated as a requirement

of entering the program, a goal of getting a grade six

reading level so that she could take the janitorial coutse,
her reasons for entering the program were,’ like Bob,

primarily personal. She was embarrassed aéiutbeihg

- A e me Ex mE me wm = T S me S ome

'’ A social centre for Native Indians living in the city.

-

*
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illiterate and, at the same time, angry about her perceived
poverlessness as a result of being illiterate in a literate

society. ' ‘ -

-

Excerpt (Feb. 15)

E: Wh§'do U want to learn to read? ‘.
. Mérg: Cause it's interesting and it's - being wantin to
read for a long time - It's very hard -(very long pause)

E: Not to be able to read?’
Mary: Yeh .

E: In what ways?
/ N
Mary: It's like, it's like you're I don't know how to
explain it but - It's like you're in a - It's like
you're in a hole someplacg and you can't get out - And
you wanta get out but you can't and you get angry more.
and more and you make lots of mistakes. And sometimes
you don't know what you're, what people tell you to sign
your name and you don't even know what's that for. And
you try to tell them and they tell you and you don't.
even understand what they say mostly, and you're shy to
ask, m you know. What's that mean you know and they'll
say what a dummy - doesn't understand. And lots of banks
I go to and they tell me to sign. ! told.them what's.
that for and they said did you read it? And some of
them, maybe they don't even believe them (you) ** when
you tell theém you cannot read and that's - It's
shameful. Kinda I get barassed and - mostly I just - I
don't know. it's very hard - And it gets me mad too.

When asked this same question at the end of the study, Mary
again expressed her feelings of frustration and shame
because of her inability to read. She also again expressed

- her uneasiness because she could not fill in her own forms.

' Dialectical differences in use of pronouns were often
evident in Mary's oral language. -



Excerpt 3 (May 10)

E: Why do you want to learn to read?
Mary: ... Because then 1'11 kncw how to fill out papefs
instead of getting somebody to fill it out for me, If
somebody fill it out for me they fill it out different .-
I want to fill it the way I want it and I want to know
how to fill it myself. When my kids come home with forms
I don't know how to f{}l it out. Stuff ljke that I want

to know.

Mary had realistic expe¢Fations, for herself and for the
coming tgfm She cenflded that Ehgﬁ\'sed to daydream to he a
social worker, to help these Indian pe@ple. cause (she)
knéws how it is cause (she's) been thige but that she

ized "it (would) take about half of (her) years to“get
‘there". And sc; she had set ﬁhe;gégl far‘he?self of
achieving a grade six or séven reading level, not only
'because she wanted to enrol” in the jan%'pf course, but also
because she felt this level would allow heg to function in
5@c§ety(=§he did not expect to reach this reading level
during this term and she expected to enroll in the pfcgram
again the féllcwing.yeaf. As she ﬁut it, she's very
"patient” and she deesn'g "care how long it takes”

Blthéugh Mary received much guidance and support during
the study from her teachers ané her social wcrker,,ﬁhich=ﬁa
doubt played a signifi:ani role 'in her perseverance in the
program despite personal problems, *' it was also evident |
1 Dur1ng the study her husband returned of several
occasions and she flnally had to get a court order to
prohibit him from visiting her. Her niece, who lived with .

her also had a baby and was often 1rresp@ns1ble in carlng
for the baby. :
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that much of Mary's perseverance was due to her
self-discipline and determination. When she would get
"down", sﬁe would make herself get gaing again.
Excerpt 4 (March 7) _ '
Mary: (discussing a new phonic generalization discovery)
Oh, I'l1]l never learn I used to say. And then, after
lately, I start saying I should try you know. Put my
foot down and try. I'm wasting my life if I just give up "
like that you know. Went this far. I may as well keep
goin - 4

Excerpt 5 (March 9)

gave up. But me, I'm not gonna give up.

Excerpt 6 (March 30)

Mary:(discussing her:childhood) She (her mother) just -

E:(discussing how she figures out words differently
now)Do you know what you're doing differently now?
Mary: Well before I used to get so angry you know. And
nov I'm taming myself dowrr. Because before I1'd get
really mad. It didn't get me no place. And after -
‘patient, patient I just say to myself and I make it.

What Are Her Conc¢epts of Reading |,

In the first interview with Mary the researcher noted

- .

that she had a broad concept of reading. She saw reading as
providing enjoyment and information and .as a form of social
'ecmmuﬁicatiéng
Excerpt 7 (Feb, 16) |
E: Why do you think people read?
Mary: Why tﬁey vanta read? Well they like to = you know
~ learn something - different things. Other people write
letters. They wanta write letters to their friends when
they're .far. And they wanta hear news. And they wanta
read stories if they have nothin to do. Well to learn,

I
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new things I §uess.

L 2

{
Although Mary appeared télsuspect'that beople who cguld read
did it differedtly than she did, shé wés not‘gure.how they
. dia it. | — - o
"  Excerpt 8 (Feb. 15) o

E: What do you think people do when they read? How do
you think they actually read? . '

Ma?y: Well, they just use their eyes. And they 'start
over the beginning and they move their eyes every
letter. That's the way to read.

E: 'You said they move their eyes every letter? Do you
think they look at every letter on the page? ‘

Mary: Well if you know this, like some good readers they;
. just go over it nothin. But us, we have to go slow.
)

Mary acknowiedged, in late March, that when she had

| entered the program in the‘fali, she thought that all she
'-had to do to learn to read was ﬁo learn fhe names of thg!
letters and then she would be able to.call out the letters
Ahd put them togetﬁerAto read the words. During'théqfirst
interview in Feg;Uary this concept was évident. But by this
time, Mary had also learned some practicél coping s;ratcéiss
for identifying vordsz |

’stcerpt 9 (Feb. 15f

L]

E: If you were reading and came to a word that you 7
didn't know, like you came to some words that you didn't
know today, -how could you figure out what the word is?

Mary: Well I try to say the names of the letter. And if
I-can't say it well I just ask one of the teachers or
one of the students. ’

E: Are there any other ways that you could use to try to



figure out what a wa:d is?

Mary: Well I lé@k back where I'm reading, llke thgi some
of the books you know:like, when I read something like a
story. It stays in my head and when I read, it comes
back and I just read it like nothing. Well I look from
where I'm reading and if it's not there I ask the
teachers,

E: Oh, you mean yoy'd look back and see if it was in
another story (Haf;;?eh) that you'd read?

Mary: Cause samet{mes you know, like I finished three
books (readers of a children's basal repding program) and
I could, whenever I pick it up and I read it and I can
It all comes back to me - the words,
E: So if you see a new word and you know it's in one of
those books you've read (Mary:Yeh) you go to that book
and leok to see where you saw it so then it will come
back to you? .
Mary: Yeh.
o,
The strategy of using completed basal readers as a
reference source was one which had been suggested to
Mary by Mrs. D. early in the first term. Ea:y‘net only
had adopted this' strategy, but was more systehatic in
using it than the above excerpt suggests. One day in
early March, Mary was observed practising reading from
the basal reader. She could not identify the word
"time". She quickly flipped to the listing of new words
-in the back of the reader, located the word "time" and
the page 'number on which it first occurred, turned to
that page and read it until the word "popped out" in .the
old context. She'then returned to the page on which she
vas reading and continued to read. She had used a marker

40 keep her place while she was doing this procedure.
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B, Her PEQQFSHE

This sécticn presents a.description of Mary's program.
Inférma;iaﬁ regarding her program in first term was @bﬁained:
from an ;nalysis,af her file and from discussions with the
teachers.

First Term : g

When Mary entered the program in September, she was
almost totally illiterate. She could read a few words, such-
as i:‘d\:‘g“, "boy" and the names of some of the letters of the
alphabet. During the first half of the term she learned to
identify, but not spell, sight we:dé from the
individualized, sight word lists and the sounds associated
with some of the consonant 1ettérs. The Language Master éas
often Qsed»in this instruction. Dnce‘shé had learned
,appréximat%ly 50 sight words, she was started in the
preprimé:-cf Ginn Basicrﬁggdersp a basal reading program
commonly used with children in the 1950's and 1960's.

In November, reading groups and phaﬁics groups were
formed in the "0-4" room and the schedule described in
chapter IV was established. Marf was placed in Mrs. D.'s
reading gféup ;nd rgmaiﬁeéiin this group in second term. She
was placed in Mrs. P's phonics group. *°

During individualized periods Mary worked on sight
wcr&sggnd the basal readér. No work was done in fEEEWfiting
progfam_ By the end of the term Ha??ihad 1egfned\5253f§§§

g ———————— .-
'* Mrs. P was transferred to another position within ng
institution in second term. . T e
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109 words of the s1ght vord lists s; had completed the
prep:;mer and the pfimer and CfoES?Qnéiﬁg\EkabQDkS of the
basal reading series and had started the first grade reader,
"On Cherry Street"; had been taught the sounds of all of the
consonant letters in both initial and fiﬁai positions and
the sound of "short a" in cembinatign with these letters;
and through the use of picture stories in reading classes‘;
had lggrneg ‘caléut vords", name - of common animals and some
common nouns such as. "house", "farm", "baby". This !
instructional pattern established for Mary by the end of
first term was continued in second term.
Individualized Periods
| During'the first half of the study, Mary wérked during

individualized periods on sight words, the basal readers and

sometimes phonics sheets. A teacher aide, who worked with
her duriﬁg;thasg periods for one-half hour each day,
listened to her read.crallyiffcm her basal reader and
carfectéé workbook pages with her. During the last week in
ﬁaréh} and in April and May, Mary continued to work on sight
words and phonics sheets on her own during individualized
periods and practised reading children's books suggested to
hér by Mrs. D. However, during hgrfhélf;ﬁaﬁr periods with

the teacher -aide she vcrtearan‘ghanicg skills rather than

with the basal reader.

“These wlll be éescr;bed in the next section of this
chapter. . o
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Sight Word Program::In the second term Mary reviewed
the 109 words learned in fifgg term, this time following the
program as described in chapter IV, She did all of the
worksheets and drills and‘leafned to spell the vords as well

as. to identify them. By the end of the study she had

completed worksheets for the first 122 words and had passed

teacher tests and timed drills for the first 96 words.

Work in the Basal Reader:i%he following account of the
introduction to the story "AiFunﬁj Surprise”, observed on
March 7: is typical of procedures used by Mrs. D. in working
with Mary in the basal reader. Introductions to stories wvere
usually no 1Gﬁ§2f than ten minutes. : )
Mrs. D. began by turning to the back of the reader for

the new words listed for the story. There were five new

L % =
words for "A Funny Surprise”. Mary correctly pronounced the

first thfee'warés, *hide, around, usf, When 5Eé hesitated on
"noise", H:éi D. told her "it begins with |n|". Because Mary
could still not pronounce the word Mrs. D. told it to hér,
Mary again Eesitated on "tinkle", Hés; D. told Ser the word
and then modelled breaking it into syllables, "tink - le",
When Mary hesitated on the word "organ", Mrs. D. suggested
that "It has the little word 'or' in it". Mary then
correctly identified "gan" énd put the tﬁe parts tégethef to
identify thé word, "or-gan, organ". \

Mrs. Dg‘ghen, through a series of guestions, drew.

Mary's attention to the picture preceding the story: "Who do

you see in the picture with the music man?" "What doeg the
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monkey have in hié hand?"‘why do you think the monkey has a
basket?" Mary responded to the third questton by saying that
the monkey and the man were going to "enter, enter”"(trying
to say entertain) the children. Mrs. D. asked the qﬁest?an
again, When Mary provided no new information in her ansver,
Mrs. D. explained how the organ man would play and the
monkey would pass around the basket for people to put
pennies or dimes ini ' |

Mrs. D. then turned to the first page of the story and
directed Mary to read to find out abedt Susan: "This is

Susan. Look on this page and find the part that tells about
»:Susan and read iﬁ to me". Mary found it and read it out.
loud. Hfsg D. then directed Mary to read the story and do
the workbook pages;

When the teacher aide worked with Mary in the E&sgl
reader, the aide first ccrrecteé completed workbook pages
and then listened to Mary read orally from the reader.
During correction of the workbook pages Mary read orally
every exercise on the pages as well as her responses to the
exercises,

When Mary read'crally with the teacher aide, the
tqpsﬁe: aide used a variatianrgf the technigue of shadow
reading. She alwaysisuppl%ed a vord immediately when Mary
hesitated and quicklj éé;recteé every error by providing .the
correct word. During these sessions no suggestions of word
analysis téchniques or word identificatian st:atégies vé%e

recoyded by the researcher. The emphasis appeared to be on



fluent production. A
During the study Mary completed the first grade reader
"0On Cherry Street” with the accompanying workbook as well as
the first 19 pages of the workbook 6f the second grade
reader " We Are Neighbours". The workbook pages which Mary
completed in the first grade reader emphasiiéé use of
picture clues, context ciuesg deveigpment of a siéht
vocabulary, literal comprehension, and initial and fiﬁalsr
consonants. Except for the pages on initial and final
consonants and test pages, the workbook exercises were

always set within the context of sentences or paragraphs.

While only 31 of the workbook pages had as the stated
purpose the development of use of pi:ture clues,‘go o
vorkbook pages were illustrated and the illustration
always text-relevant, i.e. the information in the pjcture
wvas consistent with. the text.
Other Supplementary Materials: When Mary completed the
7fif5t grade reader in late March, Mrs. D. introduced her to
some children's books, including some Aesop's Eables; As
Hfs. D. explained it, she wanted to get Mary into other
reading materials. Mrs. D. also explaineé that she had Qsed

the first baoksrin‘the basal series to get Mary into reading.

meaningful material so that she coulad "develop a sense of

gtafyg and build a basic sight vocabulary. )
Mary did not like leaving the security of the

controlled basal readers ané she ?equested the next reader

in the basal series. Although the basal reader was no longer



either Mrs. D. or the teacher aide and although only five of
the 19 vorkbook pages'ihi:h she completed on her own were
~ corrected for her, Mary continued to work through this
reader at home and at times during ind}vidualized periods.

On one occasion Mary was the only student present in
reading class. Mrs, D. spenf this period working through one
of the Aesop's fables "The Hot S?n and the Cold Wind" with
her. This situation provided an opportunity not only to
observe the teaching_strgtegies used with this book, but
also to gain insight into hov Mrs. D. might have worked with
Mary in the basal readers in-thg first term. Mary read pages
orally and silently, although most of the story vas;rgaé
orally. During the reading of the story Mrs. D. asked many
questions. The questions emphasized reading for literal
information, Fifteen guestions were aéked; all questions
required the iacaticn éE;EEEall of information explicitly
stated in the text, e.g. "On this page what did wind say he
could do that proved he was stronger"? "What did they decide
to do to-see who was the stronger? Read this page to
yaufseif and vhen you find the answer point it out to me and
read it to me"., At times, questions appeared to be used as a
signal to continue oral reading following a discussiéh :
surrounding the identification of an unfamiliar word.

Duéiﬁg the reading of the story Mrs. D. responded to
:Ha:y's-afai readiﬁé errors and heéitatieﬁs on unfamiliar

words in a variety of ways: 1) she immediately corrected the
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error and supplied the correct response, sometimes repeatxng
Mary's incorrect respangé, e.g. "Not did. No they don't,
don't; No they don't said the wind"; 2) she indicated that
an error had beén ﬁ;dep e.g. "No not a race but..." and
vaited for Marf to correct the error herself; 3) she
provided a phonic clue such as the sound of an initial
consonant e.g. "[sh|"; 4) she reminded Mary that the vcfd
vas a s1ght vord vhzch she should know e.g. "That's a word
from the green sheet(the sight word list)"; 5¥she bf@ké the
word into graphophonic units, e.g. "g - laé‘;éé) she reread
a previoué portion of the sentence fetfﬁiry or suggested.
that Mary reread a previous portion of the sentence; 7) she

suggested that Mary omit the word and read the rest of the

‘sentence; 8) she shoved»Haryxthe vord in a section which she

had read previously, e.g. pointed to the word in the
paragraph above and said "same as this word". 1
During the reading of the story, Mrs. D. stopped and,

emphasized that the use of phonics agd the reading of both

~ the parts before the word and the parts after the word can

help with the identification of an unfamiliar word: "See by
reading this (prior portion of ‘sentence) and this (rest of
sentence) you will have some way of figuring ﬁﬁt what the

word is when you 'sound it out. So by using this and this yaﬁ

.can figure out what might make sense .there”,

At the conclusxon ef the reading of the stary. Hrs. D.

did some teachxng related to va:ds thh vhich Mary had had

'probiems. She rev1eved the final phonograms, "ake" and

-
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"ong", the rule of the sound of two "e's", and she taught
the new phonograms "or", "ar”, "o0ld". Mrs. D. concluded the
lesson by teaching short lessons on usage of "self", as in
'myseif', "himself", "herself", “yourself"” es vell as.the

present and past tense of "blow".

-
3

‘Mrs. D. §’suggestion during this session of the use of.
surroundxng context for word 1dent1f1catxon was observed on
many occasxons when she was workxng 1nd1v1dua11y with Mary
_or with other students. However, in Mrs. D.'s reading and
phonics group classes, observed during the study, the
suggestion of this strategy was never recorded. In phonics
and reading classes, the eﬁphasis wag always on using
phonics skills to identify words.

- Phonics Classes |

Har; was placed in Mrs. D. s phonxcs group- in second
term. During the term consonant sounds in 1n1t1a1 and final
positions were reviewed and the short vowel sounds,"a", "i"
and "o" in CVC patterns were taught. Mrs. D. used many short
practice activities in her classes and a varxety of phonxc
teaching techniques: letter- blending, 1nxt1a1 phonoqra- |
method, final phonogram meihod, vord families,.and/initial
consonant substitution. ‘ .

The class on Pebruafy 27 was typical‘of Mrs. l\;s
_ phonicskclasses. The class begah with Mrs. D. returning
corrected rev1ev work sheets on 1n1txa1 consonant sounds.

She then quckly revxeved the names of the vowels and the

sounds associated with each of the consonants. During the
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next five minutes there was a dictation exercise on fingl
consonant sounds. Mrs, D. pronounced words, e.g. "dog" and
the students wrote therlgtter representing the ending sound,
e.g. "g". Bhis exercise was self-corrected by the stuéeﬁts;
_ During the next four minute;, Mrs. D. introduced the
sound of "short a". *? She wrote the five vowels on the
~board and indicated that they wvould work on "a", She ‘
"stressed ihaﬁ éhe Aame of the letter is "a", but that the
sound of the letter is |a|. "Sometimes 'a' has the sound of
the lettef, fa], and sometimes it has the name of the
letter, "a’'". They would have to learn when it had the sggnd
and vhen it had the name. She repeated the sound, |a|, and
“had the ‘students repeat it several times.
She then wrote some sight words that the stﬁdents-kneu,
"an, and, at, after”, and told them this rule: if "a" is at
the béginningvcf a short word, then it has the sound |a].
She then put the mark for 'short a' on top of each of the
| a's, added "ax" to the list anégaskga the students to'r-

. pronounce it.

=

‘ed the rule of "a” in the middle of a

- She then ihtrody
CVC pattern, using "cat" as an example. She explained that

it 3ikhort word has a vowel in the middle and a consonant on

both sides, (wrote ¢ v ¢ on the H)

the middle will have the sound of “"short a", |a].

** She later explained that she had done this activity
quickly because they had taken short "a” before. :
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Mrs., D. moved to blendi of "shért a” with

initial consonant letters, da, fa, ma, and with -
final consonant letters, 1§, am. She pronounced
ated them after her.
either of these
techniques in decoding wolds. .S e—Then demonstrated the two
techniques on words known to the students, e.g. |ca| - |t|

or |c| - |at|. During this pa;t of tﬁé iéssan. students were
encouraged to refer to letters by their séugﬁs rather than
their letter names. »

During the next five minutes students read lists of
word families from ﬂerkshgéts. é;g. cat, sgt, hat, mat, fat,rr
rat. After each family was read, Mrs. D. gét the words on
the blackboard and emphasized the final phonogram by
underlining it. During this exercise a brief g;ﬁlénatian of
the meaning of "lag" was provided. Although thi; was the
only time the meaning af a word was explained during this
lesson, explanations cf meanlngs af words often accurred in
other phonics classes obsezxgd

During the next four mx}sutesE Mrs. D. dictated "short
a" CVC words and the students wrote them in their notebooks.
Mrs. D. wrote each wcrdwan the board 1mmedlgtely fallaving
its dication and emphasized each sound as 5he wrote the
word, g.g;_]h['* fa] - |m].

Mrs. D. then wrote one sentence and three phr ases
containing "short a" cve verdg on thg blackbeatdggyé ther

students read them. She then showed them pi:tﬁres of "short
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a" CVC words, e.g. a picture of a "cap”, and the students
wvrote the words representing the pictures.iﬂ their
néteﬁ@aksg These words were corrected in the same manner as
the previous dictation exercise, Agazn Mrs. D. emphasized
the sound of each letter as she wrote the vgsd on the
bléekbéaré. At the end of class worksheets from the‘phanics
file were assigﬁed and students were asked to practise
‘'reading their drill sheets on "short a" words for the next
class.

What is not evident in the above description of the
phaniss class on February 27 is Mrs. D.'s aillingggggxta
alter an instructional plan to meet perceived needs of the
QYGUP‘QE of an indiv;éual student. Mrs. D. often iééntifié&
a praﬁlem of an individual student within a clgéé and ‘spent
time near the end of ﬁhe’periad wvorking with the student on
the problem, while the other students worked on assigned
worksheets or workbook pages. She always followed up this
instruction by gathering extra materials for the student to
work on during the week to remediate the éifficulty.

1t was after a phonics class on March 26, during which
Mary had had great diffieu;tyfith "short i" words, that
Mrs. D. decided to have the teacher aidg do extra work an
phonics with Mary éufing indiviéualiseé periods. They had

"been working for a month in pﬁanics class on "short i" words
and-had completed 19 worksheets on "i" and ten worksheets
reviewing "a" and "i". Yet, during the class, Ha;y'haﬁ bgeﬁf

unable to read lists of "short i" word families and éaulé
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not accuratilg read sentences containing "short a” andr
"short i" words, e.g. Put the 1id on the pan. ’s

The worksheets which Mary had éémpleted on "short a”
~and "short i" had:five types of exercises: ;ritingfthe
vowels representing‘thg vovel sounds heard in words

represented by pictures, circling words yepresenting

pictures, choosing words to complete sentences, practising

reading isolated lists of words, and practising reading

lists of unrelated sentences.

The teacher aide worked with Mary on phonics for 7

one-half hour each day for the remainder of the stuéy;iéhé
. * »,

used word wheels, lists of word families, a variety of -

phonically regular stories obtained from children's .

supplementary phonics materials and a phonically regular
reading program designed for ghetto black teéﬂagers called
"Hip Readers”. Mary got further praé{ice vi{h "short a" and
"short i" during individualized periods through work on the
first book of the Sullivan Reading Program,”a
self-correcting program, aﬁdithfcugh using the Language

Magter,

Although Mrs. D. continued to use a variety of phonic

tga;hing'techniqugs in phonics class, and in working -

individually with Mary, the teacher aide consistently used

the final phonogram technique, e.g. |b| - |in| in teaching
** In the beginning of the study Mary often remarked that:
-she found the work on phonics very hart and she often :
avoided doing the phonics worksheets. During this particular
class she could not find the phonics worksheets she was to
have completed for the class. '

'?;;
‘. i 2

LI
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Mary. When Mary mispronounced or hesitated on a CVC pattern
word the teacher aide alwvays either modélled the word for
Mary, é.g. Ib] -]it| or broke the word with her finger and
asked Mary'to pronounce the parts, e.g. she cerfed the "b"
and showéd Mary "it", asked Mary'to pronounce "it" and then
asked her to blend the "b" with it |

During the months of April and early May,. the teacher
aide reviewed "short a" and "short i" with Mary and
reinforced the work being done on ”shéiz'o' in ghonics‘
class. During this month, in addition to the wérk.with the
teacher aide, Mary coﬁpleted 20 workshé€ets on "short o"
similar to those described for "short a " and "short i". At
the end of the study, Mary was begiﬁning work oh 'shorg u”.
Reading Classeg . ot

Mary was placed in Mrs. b.'s reading group in November
and remained in this group dhring‘the second term. The
approach used with the four students &0 this group was
similar to é l;nguage experience approach, but'mope teachen
controlled and directed than is typical in a ianguage
experience approach. In these classes pictures ﬁere used to‘
stimulate stories in which common_words,‘pre-ielected bf
Mrs. D., were used. During the study, stories fr;m first
term were reviewed and new stories abéut a fox in vinter,
" two people danciﬁg,'parts 6f‘the quy and a big house were
déveloped, A{ least two reading classos~voto_spoﬁtron»occh
story. Toward the end of'thg study, Mrs.-b. soﬁetimes,workea

with students individually during reading class. At these
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times she worked with Mary on supplementary children's

books.
The reading class observed on Thursday, March 2, was

representative of classes in which the picture stories were ’

used. The class began with Mrs. D. asking Mary to tell about
the '"fox story' from last weéti She showed Mary the picture
wvhich had been used to stimulate the story and Mary repeated
all the story details, Mary was thén asked to read the story
orally. She made only one error in reading tﬁe story. \
Another student was also asked to read the story orally.

Mrs. D. then put the new words from the story on the
bl kbcars..ﬁd commented on phonic and structural elements
u%thin the words: ""thick", begins with |th] asﬂ ends with
|k|; "fur, begins with |f| and ends with |r|; “coat, first
letter says |k|, here we've got %wc vovels together-so the
first one says its name and the second is silent, ends vith_
|t]; "tail", |t| |l|(pointed to each letter), and here ve
have two vowels together again, |[t| - |a| - |1];
"bushy, (underlined "sh"), says |sh| and "y" on the end says
le|; "feet, "e" "e" says |e| like see, three, tree (wrote
these on the blackboard); "walking, (pointed to "ing") says
ling|, remember last day we looked at a‘iat;éf words you can
put "i" "n" "g" on; "fox, remember we talked about rhyming -
vords, fox, box, fhymiﬁg words must have the same vowel and
ending sounds."

‘This description of the phonic and structural elements

in the "new words" was tyéiéal of how Mrs. D. worked with



210

students. She seemed to try to make use of every cppﬁgtunity
not only to reinforce skills being taught in phonics class,
as was evident in this class with the attention to beginning
and ending consonants, but also to remark on common phonic
rules, such as the two vowels rule, not yet taught in
phonics class. Also she often modelled the breaking éf werés
into syllables, e.g. "chimney, chim - ney", or the breaking
of words into isolated sounds, e.g. "leg, "|1| - |e| - |g|",
or sound units, e.g. "grass, |gr| - |ass|, and remarked on
common letter clusters within words, e.g. "arm, |ar],
remember car". 7 ' T

During the class observed on March 2, a ﬂéw story was
developed around a picture of a boy and a girl dancing. Mrs,
D. stérted thg stéfy by writing the first sentence on the
blaekbéaféraﬁd asking the students if they could read it,
"The boy and girl are dancing.” After the students had read
the sentence carrectlfi Mrs. D;vcammenﬁed on the word
"dancing", "Dancing comes from dance(wrote dance on the
blackboard). You can read 'dan’'(underlined it). Take 'e' off
éné put 'ing' on." : | ’

To elicit the next sentence in the story, Mrs. D. ggkeé
“"Where are we usually when we are dancing?" Students replied
"hall” and "disco” but Mrs. Dy continued to probe for
another word. When no further suggéstiens were made, Mrs. D.
told them that “partg“:was the word she wanted because that
was one of the words that she vanted to teach today. She

then wrote "They are at a paftyf on the blackboard. She

1



underlined "ar" in "party” and noted that these letter
tagethef say |ar].

Mrs. D. then asked if there was anything else that the
students would like to safr Mary suggested 'Ths; are having’
fun”., Ers, D. then probed further about how they would feel,
until she got the word "happy". She again acknowledged that
"happy" was the Horé that she vanted to teach today. Sﬁé
then wrote the ﬂhifé sgntén:éfgf the story on the
blackboard, "They look happy". The students were then
instructed to copy the story into their feading notebooks.
She suggested that they mlght also try to E;gu:e out how taA:
spell "d{sca vhen they had finished copying the story.

Duriﬁé the next class, one week later, four more
sentences were ;éaed to the story. "She has a smile on her
face” was added in response ﬁ@ the guestion "How do you know
the giri is happy"? ."Her dress is yellow and purple. His
shirt is red and his jeans are blue." were éaaed in response

to the ﬁuestians "What is the girl wearing? What is the boy

|

wearing?" Mrs. D. then asked "Are they dancing to music? How |
do you know?" She then explained that the "little notes in :
|

the picture tell you this. This is what it means when you

see them in a picture”. She theh wrote "They are danctng to
| \ 5

music" as the last sentence of the story. She then
emphasized the two sja;ables in music by pointing to them
and repeating them "mu - sic, mu - sic" and remarked that

"you hear two vowels in music |uf and |i|".

F
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USSR Periods

.. During the study, ry read from her basal readers, "On
Chetry Street"” ‘an‘e Neighbours", in USSR periods on
Friday afternoons. She often continued to read beyond the
~half-hour time allotted to USSR. In early March, following a
USSR period, Mrs. D. introduced some children's books to
Mary as "something different” that she might like to read
during these periods. Mré. D. also suggested that MAry might
like to read them to her children at home. Despite this
suggest1on plus,furthe: suggestions by Mrs. D. to rgad some
of the Aesop fablé books during USSR periods, Mary persisted
in choosing to read the basal readers during these pefiods.
During the last USSR period observed for this study Mary did
-select a book from the bookcése at the back of the room, the

grade four reader from the same basal series.

C. Seif-Directed Activities | ‘

Mary's reading activities outside of‘ihe Classroom vere
consistent with her belief, reinforced often by Mrs. D.,
that it was impoitant tokpractise reading books. While Mary
sometimes worked on sight word and phonics worksheets in the
evenings, hes most frequent read1ng activity outside of the
classroom was practising reading from the basal readérs.

Excerpt 10 (Feb. 15)
E: How do you think they Vlll teach you ‘to read7

<

Mary Well r1ght now, you know, they ;hey keep courage
me to keep reading. They saiq any booRNit's, you know,
real low, to take it and keep practisi Mostly I do

-
.
‘
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reading. Reep bringin books home and I keep readin them.

During the last month of .the study, Mary continued to read
the basal feadefs, despite the fact that they were no longer
used in her instfuetianai program. She also pfaétiseé

- reading Ehildren's books suggested to her by Mrs. D. and the
phonics books which the teacher aide had given her.

When Mary came across an unfamiliar word when reading
at home, she would ask her niece, who was staying vith her,
or one of her children for assistance. She wéuld often put
the word on a separate piece of paper and practise uritihg
it "about ten times" because "what I write i remember”. She
also at times copied entire stories during the gvenings:ar
bn spare time within the classroom, again because she
believed that writing the words helped her to remember them.
.. _

Mary showed an'intgrest in the newspaper during the
study. She had the local newspaper delivered daily to her

'~ home. She tried to read the movie advertisements and picked -

captions

~out words which she knew in the headlines .
underneath pictures. She would then ask (her niece to read to
her stories which accompanied pictures that interested her.
On two occasions sﬁe clipped articles from the newspaper,
brought tﬁem3in nd discussed them with the researcher. One
of the articles yas a two-page article on the poor living

conditions of a roup of Indians in the northern part of the

1 Th1s techn;qu was one she had used to'learn sight words
.during first ter

!
l
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'p:éviﬁeef wvhich had appeared in the newspaper the evgniné
before. She had identified a few of the words in the
captions under the pictures and her niece had read the
article to her. She spent 25 minutes d25cr1b1ng how she had
experienced many of the same problems identified in the
article: poor housing conditions, lack of medical géfeg and
aléahaiism. ‘ 7

The seeaﬁdrafticle vas about a natural disaster which
had occurred in her community. She discussed how she had
reacted to the disaster. She had also tllpped from the paper
the notice for making clglms for damage caused by the
disaster and asked the researcher to explain the claim

procedure to her.

D. Oral R;}ding Tasks

The fesear
from an analysis of her errors on passages read during
reading strategy sessions, her audible and visible attempts
on words recorded during these sessions, her answers to
retrospective questions regarding her striﬁegies during
these sessions, and observations of her reading by herself
in the classroom. Two types of mate ials were used during
the sessions with the researcher. Harg orally readgqpassages
from "Open the Gate", a supplement to the reader "On Cherry
Street™, and fram‘the beginning readers of Laubach
Streamlined English materials. These ﬁatgrials were new to
Mary although the Laubach materials were available within

4

~
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the classroom. Mary viewed the oral reading tasks as a check
of "how (she's) doing” and whether she's "improving or not".

. The categorization of Mary's oral régding errors on the
basal passages indicated that she vas able to use ongoing
meaning effectively to predict words when reading and to |
monitor her oral productions. At least 50 percent of Mary's
errors on all basal passages were categefizéé;as
contextually ac:eptabie at the passage level. Mary éerfegﬁeé
11 errors on these passages; all but three of these were
errors which had been categorized as having partial or no
contextual aceeétabilityi Further, all errors vhich had been
'gategarizeé as partially contextually agcéptgble én'these
passages were consistent with the prior portion of the text,

indicating that Hary used meaning to predict words.

\ww

During the study changes occurred in the percentage af
Mary's errors :ategar1:ed on the Laubach passages as
contextually acceptable. In the second session, when Mary
>H35vfif5t asked to read a Laubach passage, only 20 percent
of her errors were categorized as ccntextually appraprlate
and 30 percant of her errors were categorized as having no
contextual acceptability, indicating that she HasAunable to
use contextual .cues effectively when reading this passage.
There was evidence to suggest, however, that she did attempt
to use meaning to predict words. Fifty percent of her 'errors
on this passage were categar;zed as partlally :antextually
atceptable. These results, hawever must be viewed iithA

,aut ion. Mary read this passage hes;tantly and made many
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multiple attempts on words. This slow rate_of reading the
passage and prolonged attempts on unknown words, along with

the low level of word identification accurac "y on this

passage, 83 percent, would make it difficult to use -
accumulated meaning.to predict words and monitor oral B
productions.
DUfing the third and fcurth sessions, her accuracy on
"

rLaubach passages increased to 87 percent with a
corr esp@ndlng increase in the percentage of her errors
categorized as contextually appropriate. Thirtgftéa percent
of her errors on these passages ueée categorized as
contextually iééégtgble, vhile only.20 percent vere
cstegcri:ed as héving no tontextual a%éeptabilitfi H@iévériﬂ

ftually

the percentage of her errors éatega:ized as cont

appropriate was still much lower than was the peés entage of
her errors on basal passages categorized as contextually
appropriate in these sessions: 32 percent as compared to 52
percent. This percentage wvas also lower than vas the
percentage of her errors categariged'as canteituglly
appropriate .on basal passages read with similar levels of
vord idEﬁtifEEEtiGﬂVSEEUEaEy earlier in the study: 52 |
percent as compared te;sa percent. .

While the discrepancy in Mary's ability to ﬁse
ceﬁtgxtual cues effectively vhen reading basal and Laubach
pasagges could be attributed to a slower rate of reading and
levef levels Qanc:uracy on Laubach passages (in the second

session 83 percent on Laubach and 87 percent on basal, in
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the third and faurth sessions 87 percent on Laubach and 94

percent and 91 percent on basals), there vas evidence to

suggest that the éiffergn:es in structure of these passages

mag also have contributed to these results.

While basal readers have been criticized for using

artificial,

stilted language, the language of the basal

passages useé }n th ‘tudy is much closer to natural

language thgn is the language of the Laubach passages. The

dialogue® in the basal passages is less stilted and

connectives are used to interrelate ideas within the

passage,

The 'stories’

Few connectives are used in the Laubach passages.

are sequences of disjointed facts using words

* chosen more for pheﬁic regqularity than semantic

appropriateness.

Excerpt 11

Text: (from "The Dogs at the Lake" in basal .reader)
One day two dogs went out to lodk for some dinner.
They looked and looked.

But they found nothing to eat.

"Let's go down to the lake,"” said the black dag.
"We may find some dinner down there."

So avay the dogs ran. .
Soon they came to the lake.

Excerpt 12

Text: (Fram "The Man and the zlpper in Laubach)

The
The:
The
The
The'
The
The
The

man

is in the tent.

tent has a zipper.

man
man'
man
man
man

man

yells.

s hand is in the z;pper.
is kicking.

yells.

‘Yells to the children.

yells "The Zipper! The Zipper!"

AN

£
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L 4

It could be argued that the basal passages ﬂgg'a ;lch
greater'p;oportiontof"sight words' whigh Mary readily
identified.vﬁhile this is true, interestingly, Mary failed
to read correctly sight words which she knew from her sight
word lists, ** such as "is", "in", and *put® on Laubach
passages. For these words she substituted other s;ght vords‘
wvhich were inconsistent with the text.

It is also possible that Mary's familiarity witﬁ the
Story structure of the basal stories aided her in the
reading of these passages and the Silvaroli passages, which
follow a basal reader pattern. ’°‘ While this familiarity
vith the structure of the stories, and the words used in the
stories, no doubt aided Mary in her reading of the basal
passagés, it is hypothesized that the structure of the
Laubach passages provided insufficient syntactic and
. semantic cues to enable Mary to use the strategy which she
had used when reading‘basal passages: reliaﬁée on ongoing
meaning to predzct vords and monitor oral productlon

The graphxc categor1zat10n of Mary's errors was not
Qensxtive to changes which took place during the study in
her graphic analysis strategigs. Tﬁiﬁpghout the study 60
percent of her errors on both basal and Laubach passages
vere categorized as having high or medium graphic |
_similarity. These errors were of two typés: substitutions of
** She ;ad-successfully.passed timed drills on these words.

¢ She had once remarked that vhen she reads "it's like
somebody s telling me a story."
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similar known sight vords ' e.g. "Now" for "how", "here"
for "there™, “"when" for ‘th;n“E "they”™ for "then", and
additions and deletions of inflectional endings, e.qg. "puts"
for "put", "faster™ for “"fast", “lcakeaf for "look"™. The
analysis of Mary's attempts on words ané her self-reports
indicated that changes did take place in her gfaphi§
~analysis strategies during the study. a
Three strategies vere most frequently used by Mary in
attempting to pronounce unknown words during the first two
sessions of the study: 1) she selected the initial consonant
of the target word and attempted to produce a real word
which began with the same consonant sound; 2) she repeated
previous portions of the text; and 3) she carefully studied
the picture accompanying the text for clues. Of the 20
deliggrate attempts on unknown words recorded during these
sessiénS; selection of initial consonants was evident in
seven of the attempts, repetition of previous portions of
the sentence was evident in five attempts and study of thé
Picture accompanying the text was ;viéent in five attémptéi
On several occasions she used more than one of these
strategies in:attempting to pronounce an unkncwﬁ;;erdi
Excerpt 13 (Feb. 27)

Text: We may find some dinner down there.

Mary: We m - m - m - (long pause) - met? We - (long

pause) - may

27 Words which she had been sdccessfglly tested on in the
sight word program :



Excerpt 14 (Feb., 27)

Text: The man yells. S

Mary: The man - (studied picture) - The man wants? No.
llong pause ) - (continued reading the next line).
Excerpt 15 (Feb. 27)

Text: See the bones under the wvater. Bones will make a
good dinner. '

Mary: See the |b| - pan? - (pause, looks at researcher)

E: Just vhatever you want to say. I can't tell you the
answer.
Mary: the - (long pause) -+ went splash. - (went on to

next line) |nnn| - |bb] - |nn| - (studied picture)
Bones! will make a good dinner.

When Mary had finished reading the passage from which

" excerpt 15 is taken, she was asked how she had identified

"bones". She coaf{irmed that she had used the picture to help

her identi£¥/the:vzfé_ She also revealed that she had used
the surrounding semantic context to aid in identifying the

word.
Excerpt 16 (Feb. 27)

'E: Hov did you finally get this word, bone? Remember up
here you didn't know vhat it was and then you got it
down there. Do you remember how you finally got it?

Mary: Well I just try to say them. I read this part
(pointed to rest of sentence), then 1 go back and try.
Because the teacher told me to read 11 of it and try to
figure it out, what will fit in the story. What I did I
read back and then I looked at the picture and then I
figure it out. v _ ) :

E: Oh, you could actually see the bones in the picture.

Mary: I read them and I look at the picture. That's the
vay the teacher told me to do it. *



While this stgategy of forward sampling of semantic
cues identified by Mary in the above excerpt was not

observed in overt attempts on words, many long pauses were

nd it is possible that this

recorded during the study,
stfategg vas used during these pauses. Further, Ha:y
sometimes paused, omitted a -gré? read the next few words
lightly and then continued reading with ; normal voice
volume., Although on these aecaéiaﬁs the omitted word Qas
never supplied, it may vel%fhave been Mary's intention to
fit it in when she could figure it qut from the f@ll%vi%g
context.

An observation in early February of Mary's working by

herself in a phonics exercise book provided further ‘evidence

of her reliance on picture clues during the early stages of
the study. She was practising oral reading of some
phonically regular phrases printed under pietuéés_ Tiiée‘she
asked the :eseaf;her:abeut unknown words. She first asked
about the word "fig". She wanted to know if it vas "plant”
because that is what it looked like in the picturéi A few
moments later she.iﬁquifga about "fog" remarking that it
looked like "water" in the picture. However, it appeared
that, although she was relying on the pictures, sﬁé was also
paying gncu%h attention to the print to suspect that her
gueés based on the picture was incorrect.

On seven occasions durihg the first two oral reéaing
séssioﬁs in the study, Mary made no attempt to pronounce a
wo;d; She_étapped, laékgé at the word and then immediately

.
3



said either "I don't know that word” or "Can I leavé this
out?”. Most of the words omitted were léng words such as
“animéls, anything, quarter", |

In the last three oral reading égssiéns with Mary it
was evident that she was atté%pting to make more use of
graphic cues when reading and was relying less on picture -
clues. Of 35 recorded aﬁtempts on words during these last

three sessions, use of the accompanying picture was evident

on only one occasion. Attempts to make use of some of the

graphic information within unknown words were evident on all
first éécurfen:es of unknown words within all passages read.
:During the last oral reading session Mary confirmed
that she was using éietures less frequently, and was
aétempting to make greater use gf}gfaphie cues,
Excerpt 17 (May 10)
E: All of the stories that ve read always had ﬁictures
with them... Were the pictures of any help to you in
trying to read the story? ‘

Mary: Well before they used to help me but I don't.
notice them any more, .

E: Oh I thought you hid stopped doing that.

Mary: Yeh

L |

E: So before how did the pictures help you? How would
'You use them? .

Mary: 1'11 try to sound them ouf, I can't. I look at the
picture and if it starts from that word(letter)

E: Now you don't use the pietu:es?'_

Mary: No, I sound them out now.
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During the last three sessions with Mary she did
attempt to "sound out" every unknown word on the first
occurrence of the word within the passage, whereas, in

the first two sdssiops, there were seven words for which

no audible attempt to analyse the graphic information
within the word was recorded. Mary had simply indicated
that she did not know the word. Unknown words which were
repeated within passages were sometimes omitted on the
second and third occurrence of the word.

There was evidence in Mary's attempts on words
during the last three sessions to suggest that she had
generalized the phonogram patterns, "a" plus a consonant
letter(s) and "i" plus a consonant letter(s), e.qg. "am",
"ick", The'graphi% analysis stfategy'which Mary used on
unknown words depended upon the word. If the word was a
CVC pattern word coniaining an "a" or an "i" as the
middle vowel, then Mary attempted to make use of the
initial consonant and the vowel-consonant cluster. On
other words she attempted to make use only of some of

the consonant letters of the target words. With these

e ——— ey

words, she always selected the‘initial consonant and,
associated the appropriate sound with it. Sometimes she
also selected a consonant or consonants from the end of
the word and associated appropriate sounds with those
letters, e.qg. |1] - |s| for flives", |[t] - |n] for

"tent". o L
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ix attempts on "a" and "i" CVC words were recorded

[ ¥4

during the iast three sessions. On each-attempt Mary
chunked the word into the initial consonant and the
vowel-consonant_cluster, e.g. for "picks" she chunked it
into |p]| - l}EkSIJ associated appropriate sounds with
eagh-af the units and attempted to synthesize the units
into a word. However, she was not able on any of these
six attempts to synthesize the units into the correct’
word.

Excerpt 18 (April 20) ¥

‘- _Text: (from basal story "Taffy and the Glasses") She
did not see the pink glasses in the grass.

Mary: She did not see the [p| - see the (pause) sun?
Mo. ** = |p| = link|(pronounced as "in" with [k| on
the end) |p| - [ink| - I don't know that, **

On two occasions within the same passage, Mary selected
CVC patterns within multisyllable words and associated
appropriate sound units to the selected visual units.
Excerpt 19 (March 30)

Text: (from Laubach, "Uncle Ted Visits Indian Valley")
Uncle Ted is visiting Indian Valley.

Fred and Van are visiting Indian Valley.

Uncle Ted puts up a tent at the river.

Uncle Ted is at the tent. )

Fred and Van are at the tent.

Mary: Uncle |t -t- t| I forget that name now.(getting
frustrated)

'’ Pink glasses were evident in the picture accompanying the
text but Mary did not study the picture for clues, providing
further evidi\ce that she no longer relied on picture clues,




Mary: is |v-v-v| , is |v| =‘|i$] - |it] store no. I
don't know.that. '
E: You can leave it out,

Mary: Fred and Van are visiting Indian Village. Uncle
Ted puts.up a |t - t = t| no. - |t| - |n| takes, I don't
know. at the |r| - |iv|. Uncle Ted is at the - It's
these things that are hard.(tent) Fred and Van are at
the - looked at researcher,

- Whilevuary was unable on the six recorded attempts on
"a® and "i" CVC words to synthesize the sound units into theﬂ
wvord, evidence from observations of her working with both
the teéeher aide and Mrs. D. suggested that she was, at
times, able to synthesize sound units provided Ear;her into
wvords, e.g. Mrs. D. said "g - lad" and Mary responded with
"glad™; to synthesize sound uﬁits partly supplied by the
teacher or teacher aide and garﬁif by herself, e.q. H:s;'b.,
said "put "b" with |ar|" and Mary responded with "bar"; and
to synthesize sound units whichiile had produced herself by
chunking the wc}d into units, e.g. for "guﬁ“ Mary said "|g -
um|, gum”", for “vgn“ she said |w - in|, win™. On other
occasions, as in the reading of the passages, Mary was
unable to §ynthesi=evthe units }nte a word, even when the
units were prcnéun:ea for her by the teacher or teacher
aide, ! |

-1t is hypothesized that Mary's inability to synthesize
sound units into the target words on- the Laubach passages
was due partly to the use- in these passages of CVC words
unfamiliar to her, and partly to her inability to maintain a

meaningful production on these passages. From observations
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of Mary's reading phonic materials with the teacher aide and
Mrs. D., and from :cmment$ of Mrs. D. and the teacher aide,
it appeared that the meaningfulness of the target word
-played an important role for Mary in whether or not she

~ could synthesize the sound units into the word. Mary was
able to synthesiZze units for the words "gum”", "win", and
"kid" which are commonly used in everyday speech. Many of
the words for which she was unabie'tg synthesize sound units
'were words which are used infrequently in everyday speech,
e.g. "cud, sup, pug,’kit“g For example, ﬁ;th the word "cud",
the teacher aide said "|c| - |ud|". Mary repeated this and
still could nét pronounce the word. Pinally Mary said “I.
can't say it",

On E;Q occasions, when werk{ng on phonic materials with
the teacher aiée, Mary made comments which iﬁdigateﬂ that
she expected the words in the mater1al to be meanlngful ta
rher. On QneiQECESLQn; vhen she was reading the list of
rhyming words, "mug, dug, tug, bug, rug, lug", she quickly
read all of the wardé up to "lug". She stopped a%d made no
response for "lug". After a long pause, the teacher
pronounced the word for her. Mary fgsp@ﬂégd, ﬁlﬁg? What's

that mean?“ Mrs. D. had also remarked that she had noticed

even ﬂhen they were in lists of fhyming vords. Mrs. D.
further remarked that she hgé noticed this pfahlem bgfcre,

that adult 1111terates were nct able to read ngnsense vards.
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Oh two occasions the teacher aide remarked on the -
impcrtanée of meaningful maierial to Héfy. On the fifst
occasion, while working on lists of isolated CVC words with
Mary, the teacher aide commented to Mary that she seemed to
be much better with CVC words when they were in sentences.
On a second Dccasi@n following a session in late April with
Mary, the teacher aide remarked to the researcher that
"These stories(from Hip Readers) don't make sense. It makes
it very hard for her." ﬁ

"Hip Readers™ were written in the 1960's for black
gﬁetta teenagers. The stories, therefore, often contain
vords used in the slang sense of the beatnik jargon of the
1 1960's. Mary was unfamiliar with this jargon. On one,
occasion, Hary’uas observed reading a story in which the -
word "pad"” was used to mean an apartment, ;ig. "They went to
Mary's pad”". Mary read fhe sentence correctly, but stopped
immeéiately after reading "pad” and said, "pad? pad!?". The
teacher aide then expiiineé to her the meaning of the word.

,Fufthe: evidence that Mary attempted to synthesize
sound units into words which were meaningful to her occurred
during an oral reading session. E .

Excerpt 20 (March 30)

Text: (from Laubach Uncle Bob's Snake ) The children are
Kim and Dan.

Mary: The children are |k - Kk - k|, |k - im|, Ram? No.
|k = im},. |im}, Kam? No. . , A

E: You've got the two parts,

- Mary: |k - im| Came Kam? No - ivery long pause)
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E: Kim
Mary: Kim?
E:Have you ever heard of ‘the ﬁaﬁe Kim before?

';
Mary: No '

After she had finished reading the story Mary asked again
about "Kim" and wanted to know whether it vas a boy's name
Or & girl's name.
| When questioned at .the end of the study on strategies
vhich she could use to identify an unknown vord, Mary
indicated that she would try to use the strategy which she
had learned for analysing CVC words, chunking the word into
units and associating sounds with the units: "I splié them
and then I try to say them". She was also aware that there
are many words for which this strategy is inappropriate,
Excerpt 21 (May 10) : ' ‘ ~
E: ... so what do you think you need to be taught now to
improve your reading. What do you think the teachers
need to teach you so tha; your reading will improve?
Mary: ... I just want them to keep going higher, like
those vowels. They said there's more like two vowels and
stuff like that. Some I don't know. The most is long

cwords. I still got problems. But the short ones I just
know them all.

Mary also revealed in this interview that she still
sometimes used the basal reader as a reference iheﬁ she read

on her own.
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Excerpt 22 (Haj_10)

E: Is there any other way that you use to figure out
words? '

Mary: Well I still kinda doing like look. back in the
stories, like this(pointed to "We Are Neighbours")

E. Unaided Recalls
During the sessions with the researcher, Mary silently
read short passages from the achievement tests for the basal

series in which she was reading and passages from the

L

Laubach materials and then gave an oral recall of the
passage. No changes occurred in these recalls during the
stuéyi'The analysis of the recalls indicated that Mary
attempted to récall all details in the passages and that she
Eaulélméke inferences when the material demanded it. The
analysis also confirmed her reliance on pictures in the
beginning of the study. |

In the first session with Mary, reliance on pictures
wvas evident in her recall of the primer passaée of the
Silvafeli. When she had finished reading the passage she

indicated that she had found the story difficult and

3

insisted on keeping the story in front of her to give the
recall. As she had done in the oral reading during the
beginning of the study, she attempted to integrate
information from the picture with the information she was

able to obtain from the print.l
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Excerpt 23 (Feb. 15)
Mary: Some of them I don't understand.
E: Ok do you.

Mary: All 1 know is the car is washin and - pointed to
the little boy in the picdture - Is this Tom?

E: Ok
Mary: pointed to the picture of the man - And this is

Mr. Green. He's having his car wash. And that's all I
could understand. They Jaughed or I don't know. :

Mary believed that she was expected to give all of the
details of the passages in her recalls. ;
Excerpt 24 (May 10)

E: When 1 asked you to tell me about the story, what did
you think that 1 wanted you to tell me?

Mary: Exactly what the story says.

Excerpt 25 (Feb. 27)

E: (Had observed her rereading the passage) Why did you
read the story again?

1 ) Ju , ‘to know for sure if I
got all the wvords to tell you. nt to make sure I
tell you everything. Sometimes I leave some words out.

Mary: I don't know, I just sante¥
1

On five of the six basal passages read during the study,
more than 60 percent of Mary's recall was verbatim, or near
verbatim, repetition, in correct sequence, of the stéry. The
following excerpt is.typical of her performance on these

passages.



Excerpt 26 (Feb. 27)

Text: (from 1st. grade achievement test) Flip ran into
the street and up to the sprinkler. Just then out came
the water. Splash! Splash! it went all over Flip. He ran
away from the sprinkler as fast as he could.

Mary's Recall: It's about a sprinkler. And Flip ran to
the sprinkler. Then the water came out. It went all over
Flip. And Flip ran as fast as he could away from the
sprinkler.

The above passage was short enough €8 allow Hary to
recall nearly all of the ideas in the text. When the
passages were longer, as they were on the Laubach materials

and some of the basal passages, she was unahle to do this.

However, it was still obvious that she was trying to
remember every det;il as these excerpts from parts of
recalls indicate.

Excerpt 27 (March 30)

Text: (from 2nd. grade readiness test) "Mr. Goat" said
Mr. Rabbit, "you eat all day. You eat my cabbage. You
eat Mrs. Turtle's eggs. You eat Mr. Cat's fish."

Mary's Recall: ... Mr. Goat took Mr. Rabbit's cabbage.
Ate it. And the cat's fish. And somebody else is in
there. Turkey - his eggs.

‘Excerpt 28 (April 20)

L4

Text: (from Laubach "Robert's Pet") ...Mrs. Oliver is
looking for a box. She gets Robert's box. She puts
apples in the box. She puts eggs in it...

_Mary's Recall: ...She thought she found a box. And she
put the eggs angd the apples in that box. 1 forgot the
other one...** :

- e . - - - - -

‘* There was not another one.
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Mary would often forget the main characters' names and
wvould be reluctant to begin a recall until she had the names
sorted out. At the end of the study, she remarked that she
hadvfound reading the ubach materials difficult because so
many different names Were used in the passages.

While Mary believed that she should tell exactly what
was in the text, her recalls indicated that she was able to
make inferences based on the information in the text and her
own background experiences, whenever it was required by the
passage, as this excerpt from part of a recall from a basal
passage reveals. This particular passage was atypicél of the
basal passages read in that it required the student to make
an inference in order to understand the story.

 Excerpt 29 (April 20)

- Text: Tom and Betty had a party on the farm. They put
some apples by a tree. Tom said, "Let's eat the apples
after we play.” But, after they played, the apples were
gone. A cov was next to the tree. Betty called, "Where
are the apples?” "I do not know," said Tom. "But I can
guess.”

Mary's Recall: Well there was Tom and Betty. They were,
They were picking apples. And then they said they will

play first and then they'll eat the apples. And they
were playing and the cow came and ate up the apples...

The majority of recall units classified as inferences
occurred on Laubach passages. The structure.of th?se
passages makes it necessary for the reader to make
inferences in order to understand the story. In the excerpt
followﬁng,,in ;hich only the salient parts of the text and

recall are included, Mary's use of her world knowledge to
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attempt to make sense of the passage is evident.
Excerpt 30 (April 20)

Text: Mrs. Oliver is looking for a box. She gets
Robert's box. She puts apples in the box. She puts eggs
in it. Mrs. Oliver puts her hand in the box. Robert's
pet is 1n the box! Robert's pet jumps!

Mary's Recall: ... And she was diggin in there for -
putting those apples and eggs good and she - I guess she
touched the snake too or something she did to the snake.
Came, and she pet it or something like that. And the
snake jumped 1) « JRURN

Thraughgut the study Mary never \reacted to the stori

he vas asked to ﬂtad. She recalled the information in the

stories or made i;§§ren:es to try to make a cohesive story.
This can pgpbably bé attgiﬁutgd to three factors: 1) the
maée:ials she was asked to read; 2) her ins%ru&tieﬁ which .-
was also probably influenced by the materials ﬁ;ea; and 3)
her perception of the task.

Hgfy was asked both in the classroom and the Eesting
siggatians;ta read passages which were not in any way
‘related to her interests. The basal stories were written for
young children and the Laubach stories, although written for
adults, were basically descriptive sequences of unexciténg
chains of events. Further, Mary vieved the task as one of
recalling as accurately and camplétely as possible the
content of the passage. In the last sess:ani;ith Hafy the
content of the Laubach passage read silently was relevant to
her own experiences. However, she still tried to recall the

-

details of the passagé_ This passage was much longer than
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the other passages read.
Excerpt 30 (May 10)
Text: (from Laubach, "The King Family®") This is a
four-page story about a woman with two small children
wvhose husband has left her. He had left her once before
and-returned and has now left again. The woman doesn't
knov what she is going to do. The situation is similar
to vhat happened to Mary two years ago.)
Mary's Recall: Pat. Is that her name? Pat, well when she
had her first one, I think it was Jill. When she had him~
Jack didn't like it and he said, 'you can't support
them.' But he liked Pat and and Kim? came. And then it
getting worse. And he said to her "“too many" or
somethin. And he took off and Pat was upset. It wasn't a
good spring. And Jack did come back. And Pat didn't know

vhat to do. She love Jack too much. And Jack. Oh, Jill
~ was four and Kim was two and that's all I can remember.

When Mary had finished telling the story she was asked
if she had liked the story. She said that.it was interesting
and offered no further comment. Yet, she had often talked .
about how she had felt when her husband had left ﬂgr.
.Further éhe had also reacted to newspaper articles in
discussions with the researcher. It seemed that she viewed _

this task as telling the story, and no more.

F. Role of the Program in the Learning Process

The data presented in this chapter proviée stroﬁg
support for the conclusion that Mary's instructional program
directly influenced the development of her text-processfpgr
strategies and of her concepts of ihe reading process and
learning to read. . | -

~

/
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Relationship of the Program .to Reading Strategies

All of Mary's reading stratfgies can be directly
related to her instruction with Mrs. D. and the teacher aidg
and the practice materials she used. Further, change§ in her
vord identification strategies coincided with changes in the
focus of the word identification component of her program,

In reading classes and in individual work with Mary
Mrs.’D. emphasized recall of literal details of passages
read. WOrkbbok exercises which Mary completed provided
further practice with recall of literal detamils. Mary's
unaided récalls reflected this emphasis on reaaing for:
details. Her recalls were often verbatim, or near verbatim,
repetitions of the content of the passage, and it was
evident that she considered it important to recall all the
details of paQSages cead; ) '

The basal reading program which Mary followed from
October ﬁntil the end of March emphasiiéﬁ use of picture
clues and context clues. Further, Mrs. D. also stressed the
use of these strategies when working individually with Mary.
Mafy's oral reading strategies at the begirning of the ?tudy’
indicatgd that She relied on picture clués‘énd‘semantiq
context when readiné. At the beginning of the sthdy it was
also evident' that she attempted to make use of beginning
consonant lgfters when rcﬁding; a strategy which she had.

_been £aught in phonics classes during first term and which’

had been reinforced through workbook exercises.

-



A fu:tﬁer strategy, of using the completed basal
readers as a reference book for words, whichMary used when
reading by herself, was also a strategy vhich had been
suggested to her by Mrs. D. It appeared that Mary adopted
all strategies suggested to her, and shel in fact, believed
this. She once remarked, "What thg£ teach mé I know".

“Jburing the last half of the study, an increased
emphasis on phonics 5ki11$ occurred in Mary's program, with
a corresponding decrease in time spent working in the basal
reading program. During sessions with the teacher aide Mary
worfed on phaﬁicé skills rather than on the basal reader.

was a corresponding change in Mary's word

identification strategies during this time period. She moved
away from a reliance on picture clues when reading and
attempted ta*pfacgss more of the graphic infa:aatian within
words than she had at the beginning of the study. Fufther;
when it was appzepriéte to the word, she attempted to apply
the phonic analysis strétegy that the teacher aide
emphasized when working with her, j.e. :huék the word into
the initial consonant and final phonogram, associate
appropriate sound units to the chunked units,Aané syntﬁesiie
the sound uﬂits‘in;s the word. : . "
Mary had been éaugﬁt this phonics analysis stfatégy‘af
.chunking words into initial consonants and final phonograms
in Mrs. D.'s phonics classes during February and eariy
March, but only after Mary began working on phonics with the’

teacher aide did she attempt to use this strategy during
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oral reading sessions with the researcher. It is suspected
that Mary's use of the strategy following work with the
te.acher aide’i wvas due not only to the extra practice in the
skill which this work provided, %ut also to a change in the
reading-in-context praeti:é materials which Mary used during
this period of the study.

Iﬁ February and early March, Mary worked on "short a"
and "short i" CVC words in phonics class. During this time
the only connected discourse which she read outside of group
reading classes was the first grade basal reader, "On Cherry
Street”. This reader contains fevsfgfds on which Mary could

n her ’

L]

apply the phonic strategy whiech she was learning.
work wiég'the tutor aide during the last half @f;the study,
Mary practised reading phonically reqgular storiés. She also
often practised these stories at home. Jurther, during this
period, Mrs. D. introduced her to supplementary children's
books, which although they were ﬁét phonically regular
materials, did contain many CVC words on which Mary could
p:actise»th n;w Phani: skills., 1t is thus hypothesized that
repeated successful applicatién of these phonic analysis
strategies on these materials, encouraged Mary to aéeptxthis
gtrategy. As is evident in excerpt 21, by the end of the
study Mary was convinced that chunking words into écund
units and synthesizing these units into words was a very

useful reading strategy. She,ﬁaé anxious to learn more

grapheme-phoneme relationships.’
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Relationship of the_Progra- to Cbnceﬁts of Reading

When Mary first entered the program at NBCC she viewed
reading as a mechanical process of blending the sounds of
letters into words. She believed that if she learned the
sounds of the letters then she would be able to read. At the
end of the study, she still expressed the view that’
'sopnding out” words was key to reading, but her reading
behaviour and self-reports on strategies during the study
" indicated thag she viewed reading as an interactive process
in which she used-her world and language knowledge and the
graphic and semantic inform;tion on the page to obtain
meaning. The development of this broader concept .0of the
reading process nfay be attributed to the focus on
comprehension and the use of context.clues in the basal
reading program and to Mrs. D.'s reinforcement of this
emphasis in ﬁer'work vith Mary.

Mary'g program also gontained a strong emphasib on
phonic analysis skills. This emphasis reinforced Mary'é

concept of the importance of learning sound-symbol

-
-

relationships~in learning to readr AS a result, more than .
any other aspect of the program, fhe learning of new
souhd-symbol relafionships seemed to provide concrete
evidenée for Mary of‘success in tﬁe program. All of her
"highs", days on\vﬁiqh she remarked to the researcher that
it was "getting easier"or that she felt that her "reading

(wvas) improving"™, occurred in reaction to learning to apply.

a phonic generalization.

- e —— s e



Relationship of the Program to Mary's Achievement

While both Mary and her teachers believed that her
reading had improved during the term;, ané while the data
collected during the study indicated that significant |
- changes had occurred in her reading strategies during the
study, neither the standardized readiné'test used by the
.teachers nor the standardized reading test used by the -
researcher vas sensitive to changes in her reading
behaviour. No significant chagges occurred in Mary's scores
‘on these testslfrcm the beginning of the study to the end of
the study. She scored a grade score of 1.7 on both the

vocabulary and comprehension sections.of the

Gates-MacGinitie test in both January and April. On the WRAT

reading subtest she scored a grade score of 1.7 in January -
and a grade 52@:;)55 2.0 in May.
Yet, Mary was not discouraged by these results. She

knew she had learned something "cause first when I came here

I didn't know nothing ". And now vhen she signs her own name

and address on forms, and "when I write it myself or read it

myself it feels good and I carr say I know that".

G. Mary's Perceptions of the Program

Mary was pleased with the program and felt comfortable
with theApaée of instruction. When asked about each of the
components of the program at the end of the study, she

indicated that she liked them all. "She's not fussy." She

just wanted to learn to read and she was confident that this

E



program was doing a good job of teaching her to read.
Excerpt 32 (May 10)

E: ... how do you feel about the program you're in here?
What do you like about it, what don't you like about it?

Mary: Well, I like the way it goes. I mean I like the
way they teach us ahd I like moving further... up...
Like knowing everything cause when I first came here I
didn't know what to do and now I know what to do and
vhat to work on. I like the work and it's easy and once
a week it goes higher. ... I like the way they teach.

" I'm not fussy about it. And what they teach me I know."

e
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vI. Sunniry and Discussion of the Findings
The pﬁrpoée of this study was to provide insights into the
adult literacy learning process from the perspective‘éf the
discipline of reading. Four adults enrolled in apbasic
literacy program were studied éyer%é period of tg?éé'and one
half months. In order io characterize the learning to read
process for these adults as fully as*pﬁésiblg the researcher
assumed the role of a parti:ipaﬁt'abseEQer in the classroom
aﬂd observed from a number of perspectives the subjects and
the instructional proétam in which they participated.

The findings from the study are summarized.in this
chapter. As well, this chapter addresses the question raised
in chapter I regardingithe relevance of reading theory and
- practice and adult learning theory to adult literacy
instruction in light of the findiﬁgi from this study.
Insights from this study regarding the study of the reading
processvare also presented.

Three exploratory questions quided the collection of
data in this study. ! ‘ |

1. What reading strategies do adults participating in a
beginning literacy program use?

a) Do these strasegies change during the program?

b) Is there a relationship between change or lack of
change in the reading strategies and the instructional
program? . /7 | |

c) Is there a relationship between change or lack of

change in the reading strategies of these adults and factors
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outside of the iAstructional program?

2. What are the perceptions of reading and learning to
read of adults enrolled in a beginning literacy program? .

3. Why do adults enroll in beginning literacy Efagrams?
The open-ended questioning strategies and prgle%geé
observation technigues used ié this study allowed for the
eqergénee of findings which were not anticipated in the
original research questions. The additional findings do not,
however, exhaust the identification of faéters operating in
the adult literacy learning process. Affective factors were
explored only péripherally in this study and little attempt
vas made to study the social impact of the program on the
daily lives of the subjects. The summary eof the findings is
organized in such a way as to respond to the intents of the
original questions as well as to allow for the presentation
of all findings which emerged in the study.
A. Summary of the Findings
Subjects and Their Reasons for Enrolling in the Program

There was diversity in the subjects' personalities,
backgrounds and present life situations. The subjects'
stated reasons for enrolling in;thg program mirrored this
diversity. Each subject shared some elements of another
subject's background and/or reasons for enrolling in the
pfcgzam;'bué for each subject the combination of elements

was unique. ——_
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Karen, 16, and Lisa, 17, the two youngest subjects,
enrolled in, the program primarily for job related
educational réasons. This upgrading progrém would allow them
to obtain the necessary grade equivalents required to enter.
their chosen tfaining programs. ’ |

For Karen, who had lived an isolated life centred
around her family, a;d who had never participated in a group
formal learning situation, getting the education which she
had been denied was her sole reason for entering the -«
program. Shé expressed none of the personal or social
concerns verbalized by other subjects. She was confident
that she could learn if given the opportunity and she was
prepared to spend as much time as necessary to obtain the
educatioﬁ which she desired.

Lisa, on the other hand, had experienced failure in the
public education systeh and was less confident than was
Kateé about her ability to learn.  She had also experienced
feelings of uneasiness with her low literacy skills in
social interactions with family and friends. She saw the
program as enabling her to function more effectively in
social situaiions as well as to get a job. Lisa had,
hovever, experienced successes in other areas of life and
she did not attribute sfrong,feelings of inferiority to her
low level of reading ability as did Bob and Mary.

While Lise and;Karen entered the program primarily for:
job related reasons, Mary's and Bob's reasons for entefiné

the program were personal and social. Like Lisa and Mary,

.



Bob, aged 35, was a failure of the public education system.
Unlike Lisa, he had also had many unsuccessful life
experiencés since leaving school. He entered the program at
a timé when he was attempting to turn his life around. He
had given up his alcoholic lifestyle seven months_prior to
enrolling in the program and he was attempting to be a
better father to his six year old son. His main reasons for
" entering the program vere personal and social: to improve
his self-image, to "feel better about himself", and to
participate fully in groups, particularly those related to
his son's activities such as mingr hockey. He had a job and
felt that improving his literacy skills might allow him to
get a better job. For the moment, however, potential
personal and social outcomes from improved literacy skillsr
were more iﬁportant to him than weée improved job
opportunities. |

Mary, like Bob, did not consider her stated job gaél as
the most important reason for participating in the program.
Personal self-image was predominani in Mary's motives for
participating in the program and it played a role in her
pe}sistence in the'prograi. As a single parent, with four
young children, totally dependent upon social assistance,
Mary was constantly confronted with the written word in her

contacts with stores, banks, schools and government

agencies. She was angry with the égpenaej y which her
illiteracy created in these situations and she was angry

with the image of herself whichlshe felt her illiteracy




projected in these situations: a "dummy”. She felt powerless
in the literate world in which she lived. For Mary literacy
;as the key to gaining control over her life, Like Karen she
was prepared to spend as long as it would take to acquire
the skills which would give her this control.
Subjects' Expectations of the Program

While the subjects varied in their reasons for
participating in the program, they all had realistic
expectations for what they could accomplish in one term in a
literacy program. Bob and Lisa clearly differentiated
between short term goals and long range goals. Bob ﬁcped to
ach}tve a gain of two grade levels, a level which hg
angicipated vould enable him to continu® learning tﬁréugh
correspondence courses or nigﬁt classes. Lisa hoped to reach

-

a grade six level of achievement vhich would enable her to

enroll in a health care aide program. She ultimately wished

=

to enroll in a nurse's aide prcgram; which required a grade
ten 12?;1 ¢£ achievement, but she had modified this goal, in
her mind only temporarily, through counselling upon entrgp
into the upgrading program, :

Karen aﬁé-Hary both viewed the term as first steps
toward long range goals. They had set no definite benchmarks
to be achieved during the term. Fér Karen this tet’vas the
first term in her formal education Which would lead
ultilltiiy to enrailﬁgﬂt in a business training course. For
‘Mary the term was the secc?é,ef many terms which she

perceived would be required to bring her to a satisfactory
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" level of literacy skill. She'spake of reaching a grade six
or seven level of literacy, a goal which thé institution had
identified for her. !

Subjects' Concepts of Eeaéiag and Learning to Read

| In response to the direct guestion "Why do people
reaﬂ?‘_Harg, the subject Bikh ﬁhe lovest level of reading
skill, verhaliigd the most inclusive concept of the value of
reading. Her response indicated an avareness of éeading as a
leisure activity, as an informative mediﬁm for selelgarniﬁg
and as an important means for social communication. Bob and
Lisa also identified personal enjoyment and self-learning as
reasons why people read. Karen, perhaps reflecting her' |
limited experiences, iéentified only one use of reaéing, as
a leisure éctgvity, the way in ;hich she used reading
herself. .

Subjects' responses to direct guestions fegaréing'
reading strategies and their self reports indicated that
they believed that graphophonic knowledge was key to the
re§ding process and to learning to read. Some of the
subjects identified thinking as important in the reading
process. Ail sgbjgéts indicated an avareness of the value of
using semantic context as a reading strategy and some ’l
subjects even acknowledged using context as their preferred
strategy. However, all subjects always identified "sounding
it out™ as the first strategy to be used to identify
unfamiliar wvords. Further, Bob, Lisa and Mary, both in

response to direct questions and in self reports, indicated
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that they st{éﬁgly believed that increased graphophonic
knevléége would solve their reading problems. They seemed to
assume that és soon as they had mastered all of the
sound/symbol -generalizations, they would be able to read
anything. Karen, on the other hand, never expressed definite
views on her reading instruction. Unlike the other three
subjects she had-experienced no past failing exgeriencés
with learning to ﬁeadg She perhaps did not perceive herself
as having a reading problem to be reflected upon and sclveé.
The instructional program was consistent with and thus:
reinforced the subjects' concepts of reading and learning to
read, Tﬁe major emphasis of the_feaéiﬁg':cmpgnent of the
instructional praéram vas the develdpment of word
identification skills. The reading strategy cgnsistentlyfand
almost solely emphasized in the program was "sound it out",
particularly in the program of Bob, Lisa and Karen.
Subjects' Reading Strategies and ?iciﬁrs Influencing These
Strategies & | | g
As the subéects differed in their backgrounds and
reasons for entering the program they differed also in the -
reading strategies which they used. Karen, Lisa and Bob had
achieved identical grade equivalent sé@:es of 3-6 on the
comprehension section of the Gates-MacGinitie Reading Test.
Yet these subjects showed great variation in the reading
Stfitigi;l which they used at the beginning of the study.

Although these three subjects made achiev nt score

gains during the study, the instructional ppdgram hhd little
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influence on thgi} reading strategies and few changes
occurred in their reading strategies during the study.
Differences in background knowledge and perceptions of the
tasks partially aicaunfed for the variation in the reading
strategies of these three subjects.

While the instructional program had little influence on
the reading strategies of Bob, Raren and Lisa, a strong
relationship between the instructional program and the
reading strqtegies and concepts of reading for the beginning
reader, "Mary, was evident, Ali of the reading strategies
wvhich she used at the beginning of the study, the changes
which occﬁrred in her reading strategies during the study
‘and her concepts of reading c#uld>be attributed to the
content of her instructional program, the reading materials,
the skills exereisés, and the teacher 'statements and
modelling behaviours.® .

While Bob, Lisa and Karen ail e:pressgdran avareness of
the potential usefulness of graphic and contextual
information in thé reading process, and while in the oral
reading tasks of the initial reading Strategy session there
was evidence that they used graphic infosgation and -
contextual iﬁformatian in their own reading, they vgfied in
the extent to vhich they relied on these two information |
sources in the readingepracess. Bgb relied more strongly on
contextual information while Lisa and Karen particularly
relied more strongly on graphic inférmatieni Bob's strong

reliance on contextual information, despite a professed
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belief that reliance.on graphic information was key to the
reading process, was attributed to inadequate knowledge of
graphopﬁonic relationships. Karen's stron§ reliance on 7
graphic information was attributed to inadequate semantic
and world knowledge. It was further hypothesized that
inadequate semantic and world knowledge had influenced the
development of Karen's strategy of reliance on graphic
information since Raren had primarily taught herself to
read. Lisa's observed reliance on graphic ihformation to
‘identify unfamiliar wdrds, despite verbal self reports that
she relied first on contextual information then graﬁhic
information, was attributed éo her general concern with
accurate oral reading and her pefception of oral reading as
an'oral reading performance task.

Few changes occurred in the oral reading strategies of
these three subjects during the study. Bob and Lisa did show
increased proficiency in analysing graphic information
'vithin wvords. This increased proficiency ;as attributga to
direct instruction in word identification skills in the
program, emphasij/Pn careful analysis of graphic analysis as
& reading strategy, and teacher modelling o: graphic
analysis strategies. No changes occurred in Karen's oral
reading strategies. This lack of change in Karen's oral
reading strategies was attributed to a mismatch between .
instructional needs for Karen as identified within the

theoretical framework of thhs Study and the instructional

program.



Despite a strong and almost exclusive emphasis in the
prggéam of Bob, Lisa and Karen on "sounding it out" as a
reaéing strategy, these three subjects continued to use the
stfategiesvwhich they had used when they entered the
program. They continued to rely on contextual information as
wvell as graphic information and to identify the use of
contextual information as a useful reading stfatééy.

These three Subjects also differed in their performance
on recall tasks. Differences occurred in the content of ?I
their text recalls and in the strategies ahich they used to
recall text. Bob accurately recalled main ideas and many
supporting dgtails:éf both narrative and informational
passages, and he v;Eied his strategy according to text type.
'His recalls and self reports indicated that he used the
paragraph structure of informational passages to afganiée
the information for reéall and that he used his well
developed knowledge of narrative text structures to organize
the information ffam the narrative passages for recall,

Lisa was concerned wvith accurate rgéal; of text

details, particularly proper names, place names, numbers and

dates. She often skimhed passages prior to giving her recall
to check on such details, and she appeared to try to
organize her recalls of both narrative and infarﬁgtiangl
passages around these details. A well dévelaggd‘kngglgdgg of
narrative structure was also evident in her recalls. Thus

: her recalls of narrative passages, and at times her recalls

of informational passages, were plausible complete stories
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containing many text details. The details, hoiever, were
often reorganized in ways inconsistent with the text.

; Karen recalled much less of the content of the passages
than did either Lisa or Bob. Her recalls of narrative
passages were more detailed than were her recalls of
informational passages and they indicated a partially
4developed sense of story, but less well developﬁd than that
- of Lisa or Bob. She often omitted significant episodes in

her recalls of narrativée passages. She did not consistently
\ _

use one strategy for recalling infotmational passages,

sometimes recalling only the main theme oY the passage and
at other times recallxng tvo or three details of the _
passage.

Little emphasis was placed on comprehension in the
reading program of these three subjects. N6 direct teaching
of comprehension strategies was observed during the stuigéj
Comprehension practice activities consisted of multiple
choice questions which emphasized recall of if?eral
information and gain ideas. T?ese comprehension activities
may have reinforced Lisa's coacept that recall of details is
iﬁaortant aad, along with practice on.the recall tagk, may
have contributed to the increased iength of Karen's recalls
during the study, but they had little effect on any of the
subjects' overall performance on recall tasks. No changes
occurred during the study in tbe‘natu;e of the content éf;

I3

the subjects' recalls nor in the strategies they used to

recall passages. e
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Mary, the beginning reader, used a variety of
Strategies during the stddy to identify words, including use
"of contextual information, graphic information, picture
clues and rereading of problem words §n familiar contexts.
The eitent to which she use&veach of these strategies was
influenced by the material which she was asked to read, by
the gontext of the reading situation and by the content of
her instructional program.

The extent to which Mafy used contextual infermftian
varied with the type of material which she read. Passages
from the basal readers produced higher proportions of errors
categorized as contextually consistent than did passages
from the Laubach adult literacy program. These differences
were attributed to differen;es in structure betieeﬁ the two
types of passages. Use of completed basal readers as a
reference for identifying unfamiliar &ardélwas a 5tfategy'
vhich Mary used only when reading by herself.

The pattern of strategies which Mary used in oral
reading sessipqs_variéd throughout the study, a variation
vhich wvas attributed to the chahging content of her
instructional progran; In the early stages of thé study, she
relied on initial graphic cues, contextual information and
picture clues to identify unfamiliar words. In the latter
part of the study, while she continued to rely on contextual
information, she relied less on pictureiclues and more on
graphic information. This change was attributed to her

increased knowledge of graphophonic relationships and
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increased ability to apply this knowledge to identify words.
This increased proficiency in using graphic information was
attributed to a shift in emphasis in her program from basal
re;ders to intensive, direct instruction in sound/symbol
relationships and graphicﬁanalysis strategies.
Mary's‘instructionél program emphaéized recall of

iitéral details. Her perception of the recall task and her
performance on these tasksAreflected this emphasis. She
attempted to recall all text detai%s and her recalls,
particularly her recalls of short passages, contained large
proporfions of verbatim, or near verbatim, repetitions of
tﬁé text. She did, however, include in her recalls
appropriate inferences based on text injérmation and her
background knowledge when the text structure demandﬁé such
inferences, Thé'majofity of inferences occurred .n recalls
of the passages from the Laubach adult litéracy program,
This difference in inferencing behaviour orf the two passage
types, basal and Laubach, was attributed to differences in
structure between.:he two passage types. o
Subjects' Dercep;{ons of the Program

. All éubjects vere positf&é about ﬁheir experiences in
the program. They felt that their reading skills were |
improving as a result of their participation“in the program.

For Bob, Lisa and Karen, increased grade equivélent scores

" ; provided cuncrete’éupport for this perception of improved

reading abiiity. For Mary, continued progress through

readers and worksheets seemed to provide evidence for her of
| N ’
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increased ability, despite a lack of grade score gains on
testing conducted during the study. As well, for Bob, Lisa
and Mary, increased self-confidence was an added important
benefit from participation in the program.

Bob, Lisa and Karen attributed their success in the
program to the reading practice which the individualized
program provided, particularly the writing component of this
program, and to the extensive phonics instruction. Mary did
not identify any one component of her program as more
beneficial than another. She liked the whole program and
felt that it was doing a gecd jcbvaf teaching her to reaé.

All of the subjects v;evedgthe I%afning environment of
the program positively, Qaffi:ularly the individualized
aspect of the learning envifénment. The individualized
component of the program allowed for self-pacing and
individual attention, two factors ccﬁsistently mentioned by
the subjects in their appgal al of the program. For Bob and
, Cisa, particularly, the learning environment seemed a
welcome change f%am past school experiences. . = , /
Teachers' Perceptions of the érag:ng |

The teachers' perceptions of the valuable aspects of
the pfégfam were consistent with the subjects' perceptions
of the program. The teachers also identified the‘
individualized cémpgnent of the program and the phonics
insttuztién as contributing to the grade score gains of Bob,
Lisa and Karen. Two of the tea;gets, Mrs. M. and Mrs. D.,
had taught this program together for the past six years and
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noted thaf the change the previous November to the
individualized program had resulted in larger grade score
gains in students than had occurred in previous years. Like
the students, they attributed these gains to the amount of
independent reading which the individualized program
~ demanded of students and to the instruction in phonics.
- \ The teachers also often commented.on the increased
\ l; self-confidence of Lisa and particularly of Mary. Mrs. M.
l\\v\\ami\lm:s. D., who had worked with Mary since her enrollment
in tﬁe program the previous September, often commented on
the dramatic changes in Mary's self-confidence and
indeégndence. —
Self-Direction
All subjects assumed an active role in their learning.
They engaged in unassigned, self-selected reading activities'
outside the reading program, but‘they varied in the
activites which they chose and in their reasons for“qhoosing
the activiﬁies. Bob and Karen worked on worksheets from the
individualized component of the program in order to "get
ahead". Lisa practised oral reading because she wished to
improve her oral reading performance; Mary practised reading
from basal readers and children's books recommended to her

by the teachers because the teachers had convinced her that

practice was important.

Karen also continued to reéd toipass fhe.time, a hébit/
which she had established before enrolling-in the program.

She read western novels, magazines and newspapers. Lisa and




Mary also read selected portions of the newspaper.

During the study each of the subjects initiateé a self
teaching activity. Bob attempted to teach himself how to use
a dictionary; Karen attempted to teach herself how to type
from a book borrowed from the school library; Lisa attempted
to teach herself medical terms from a nurse's aide text
which she borrowed frem'the school library; and Mary |
developed strategies to teach herself*new words encountered

in her independent reading.

-B. The Findings and the Field of Reading

The authors of The World of Literacy concluded thati
little of the research on children's literacy learning is‘_
directly applicable to adults' literacy learning. The
findings from this study cannot address this question of
relevance in its entirety for there is a large body of
literature on various aspects of children's literacy
leatning and this study focused on only one of those
aspects, reading stfa;egies;:A comparison of the findings
from this study on adult reading strategies and the
literature oﬁ childfen‘srfeaéing strategies indicates both

similaritites and important differences between the reading

1 £

strategies of children and adults who are learning to read.
The Findings and Studies of Children Identified as ééﬁ;
Readers o 7 | t

Poor readers have been :hafacte§izeé in the literature

as a homogeneaus group, alike in their reading strategies
. .




and differing from good readers with respect to their use of
semantic information in the reading pf@cesé (Goodman and
Burke, 1973; Rousch and Cambourne, 1979); with respect to
their correction behaviour in the reading process (Rousch
and Cambaurne,;?§79; Clay, 1966); and with respect to their
inferencing behaviour in the reading process(Tierney, Bridge
and Cera, 1979). As well they differ from good readers in
the amount of information produced in recall tasks(Meyer,
1977) and types of information pféduceé in fecallrtaéks(ﬁrum
¢ Lantaff, 1977). ; .

The adult readers in Ehis study differed in many ways
from the literature characterization of children who are
poor readers. They were not homogeneous in their reading
strategies; rather they showed great variation. While they
did use some reading strategies typical of poor readers,
they alsco used reading strategies typical of good readers. -
Bob's strong use of contextual information and his
correction behaviour are typical of the good reader rather
than of the poor %eader. ;isF also used a correction
behaviour pattern itentified by Rousch and Cambeu}ne7as
characteristic of good readers. Mary's inclusion of causal
inferences in her recalls is typical of the inferencing
behaviour of the good third gréde readers in the Tierney etl
-al. study rather than the poor readers in that study.

While Karen.seemed to best match the pgftfgfal of the
poorAreadgr in the literature, a major factor differentiated

her from the literature description of poor readers. Both
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Goodman and Burke(1973) and Rousch and Cambourne(1979)
concluded that iﬁédequate backgrougd knowledge was not a
contributing factor in the failure the poor readers in
their studies to use semantic inforflation effectively in the
reading process. Yet, in this study inadequate background
knowledge was identified as a key factor which had
contriﬁuted to the development of Karen's reading strategies
and which continued to inhibit her ability to use semantic |
inforyation effectively in the reading process.

The majorfty of adults who enroll in literacy programs
have some degree of reading skill. The findings of this
study suggest that to develop reading pJGgrams for adult
illiterates based upon a model of the illiterate as a poor
reader would be inappropriate. Rather, the variation in
reading str;tegies of adult illiterates e@erges as a
potentially significant factorAwhich must be accounted for
in develobing basic {}teracy Qigéggas. Data on much larger
samples of subjects are needed to determine the extent of
this variation and possible patterns of variation.

The Findings and Beginning Reéading Strategies

Many differences were identified between the findings
on the reading strategies of Bob, Lisa and Karen gnd the
literature on children in similar stagés of learning to
read. However, many similarities are evident between the
tindings'ot the case study of Mary, the beginning reader,
and the literature on children's beginning reading

strategies. She made use of graphic, contextual and
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pictorial cues in the reading process as did the beginning
readers in Haéxinnan’s,study(igssfg Further her development
appeared to parallel the development identified by
Biemiller(1970) in his study of grade one children learning
to read. At the beginning of the study Mary exhibited
reading behaviour typical of Biemiller's second stage, the
non-response stage. She often made no attempt to decode
words, indicating instead that she did.not know the word.
Biemiller suggested that this strategy indizates increased
attention to the print. During the latter part of the study,
her behaviour was consistent with behaviour identified by
Biemiller as characteristic of the third stage, tﬁat is,
fevwer non-responses to words and increased efforts to use
both graphic and contextual information.

Biemiller's study, conducted in the mid 1960's,
reported that his subjects fellc?eé a basal reading program,
From the beginning of September until March the core
component gf‘!ary‘s iﬁstrﬁetiénal program was a basal
reading program, typical of basal reading programs used in
the mid 1960's. While Mary's non-response phase %ﬂuld be
_seen as a result of instruction in the basal reader, her
shift from thr non-response stage to the stage of
iﬁteéfatien' f graphic and contextual information occurred
as a Mesult of direct, intensive instruction in graghaphcnié
relations. Not all of the subjects in Biemiller's study
reached this third stage of integration during his one year

study. Further, Biemiller did not identify any particular
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aspect of the instructional program as contributing to a -
shift in stages. Rather he hypothesized that the shift was

due to increased mastery of graphic information which

~occurred "as a result of attending carefully to words over a

period of time" and which resulted in increased "effici ncy
of letter feature iégnﬁifi:atign; and in the use of
stﬁxctufal relationships between letters™ (1970, p,gé)_

- The finding in this study of a strong relationship
between the instructional program and the development of
reading strategies was consistent with the findiégs of ~
harff1§75); praréa(1§77) and MacKinnon(1959). HécRinnan,
Lopardo and Barr all studied the influence of reading
method, e.g. sight word, phonic, controlled sentence method,
on the development of reading strategies. Lopardo, while
focusing on reading method in her study,Ahated that the
materials used in testing sessions also seemed to influence
subjects' strategies independent of method. She hypothésized
that materials as Qell as metBod play a role in the
development of reading strategies.

The findings from the case study of Mary provide. —
support for Lopardo's conclusion that materials as well as
method play a role in the development of reading stgatggiesi
Azszell. the data from ghe case stuay of Mary Sugggﬁt that:
{ .

t

her statements about potential reading strategies, an . _. ., .
aspect of the instructional program not directly
investigated by the other researchers, can also play a

significant role in the development of reading strategies in
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the adult beginning reader,

The data from the case study of Mary also suggest that
the development cf reading strategies in adult beginning
readers is the result of a ccmplex interaction of
1n5tfu¢t1anal methad pra§t1ce materials and teacher
Statements. Numerous diverse approaches are currently used
to teach;éaﬁlts in the beginning stages of learning to read.
These approaches include the reader and workbook approach
used by:National Affiliation for Literaéy Advance(Laubaéh},
the language experience approach used by Litgfécy Volunteers
of America and fun:&ignal approaches. These approaches vary
ndt only in the typ;; of materials used but also in the
reading methodologies employed. A;ading methodologies
employed vary within approaches as well as across
approaches, particularly within the functional approach.

While there are many opinions in the literature on the
relative merits of these approaches, few research studies
have compared the EffectlvenESSJHEthése appréa:heg.

rtherg both the studies and opiﬁians have focused on the
measured and hypothesized psychological, socioeconomic and
- reading achievement outcomes of these g@pr@achgs,
Comparative studies of the influence of the materials used

in these approaches, and of the tea:h;ng teehnique; used by

- 7 . . :
teachers agd tutars within these® approachés on -the

development of reading strategies in'adult beginning readers

vould add a much needed dimension to the literature on adult
»
‘ #

beginning reading.
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Use of Picture Clues as a Beginning Reading Strategy

Much controversy exists in the lite;ature over the use
of pictures in the teaching of beginning reading.
Samuels(1968) and Biemiller(1970) advocate that beginning
readers be discouraged from using picture clues because such
a reliance allows beginning readers to‘avoid the graphic
information and thus inhibits the development of the
beginning reader's use of graphic information in the reading
process. In contfast, Denburg(1977) suggests éhat picture
clues encourage the beginning reader to use the limited
graphic knowledge which they p&%sess, wvhich by itself would
be inadeqguate for word identification. She also hypothesizea
that the use of picture clues as a reading strategy enhances
the development of the mature reading strategy.of
integration of graphic and contextual information.

The use of picture clues in this study by Mary, the
beginning reader, provides some support for the conclusions
of Denburg. During &€ first part of the study—Maty’used
'picture clues to aid in word identification, but she never
relied solely on the pictures. She alvays attempted to
integrate this information with other contextual informatjion
and with the graph?c 1nformat1on vhich she was able to use,
zhe consonant letters, Ae Mary's knouledge of graphophonic
relatxonshxps xncreased hetr use of pxcture clues decreased
The pxctures 'did not seem to inhibit thk development of
graph1c knowledge, but rather served as an additional source

of information until she became more proficient in the use
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of graphic information. In short picture clues gave her
greater independence in the early stages of learning to
read. Whether or not they encouraged the development of the
integration of grahic and contextual information could not
be éeté:mineé from the‘datai

Mary's use of picture clues, however, and changes in

*

were interrelated with other
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effal variables. Mary moved away from felianceran
picture clues as she gained greater proficiency in using
graphic iﬁférmatiang}This increased proficiency resulted
from direct instruction in graphophonic relationships.
Different instructional cir:u;staﬁces might have produced a
different pattern of use of picture clues.

The findings of .this study suggest that the influence
of pittures on.the development of reading étf tegies may
depend as much on instructional aspe:ts of the reading
program, such as the teaching or lack of teaching of -
graphophonic ‘relationships, as upon the presence of
pictures. The findings also suggest that the question of the
use of p;ctures in beginning reaé1ng-1 struction cannot be

considered in iisolation from the total instructional

context.

C. Studying the Learning to Read Process
This study used clinical reading techniques and a

researeh methodology not used previously in long term
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t these techniques vere used with adult subjects, the reader
is cautioned about drawing direct implications for the study
of the learning to read process in children. Nevertheless
the insights gaineé may be useful to those vhg wish to :Euéy
the learning to read processes af shildfén as well as of
adults.
Techniques for the Study of Reading Strategies

If-depth studies of the strategies .sed by childreﬁr
learnidg to read(Biemilief, 1870; Clay, 1966; Gaédman,.1957;
Weber, 1970) relied ﬁfinafily upon observation of the
children in oral reading situations and analyses of the.
children's oral reading errors.*' Quegtianiﬁb vas sometimes
used to asseSs the children's concepts of re:ding_’iﬁ this
study analyses of subjeéts' ungided recalls of passggés read
silently@‘subje:ts' self-reports and subjects' responses to
probe questions, as well as observations of subjects during
oral reading sessions and analyses of subjects' oral feiding
errors were used to gain insights into subje:ts?:rcaéing 7
strategies. All techniques were useful iﬁ'praviéing insights
into th€ reading strategies of these adult subjects and were

5 -r-g = P & . - - ) E
sensitive to detecting differences in reading strategies of

the subjects. ’
Thé oral reading tasks and silent reading tasks were

complementary in the sense that they allowed fgr in:ights_

o Gaedmgn ;neluﬂeé analysis of unaided recalls in her
study. However, her report and particularly the conclusions
of the study focus primarily on the results uE the data from
the analysis of the oral reading errors. -



¢
into different aspects of the reading process. Within each
of these task settings the use of subjects’ self-r;pﬁfts and
subjects’ resgcnses to retrospective guestions ali?igd for
confirmation of inferred subjecti’ strategies, clgfifi:gtian
of conflicting data ;nd additional insights into strategies,
thus contributing to the strength of the data and in turn to
the strength of the conclusions. '

The techniquﬁs,used to infer strategies from oral

eading tasks provided rich data. Most studies of children's

"’1‘

reading strategies reported in the literature, part;cul::ly
studies of children beyond the grade one level of reading,
rely almost exclusively upoh categorization systemsjsiﬁilar
to Goodman's miscue analysis to make inferences about
children's reading strategies. The data from this study
suggest that reliance solely on a miscue categorization
-iiifem ;an resgult in an oversimplification of the phenomena
and omission.of much valuable information. The oral reading
error analysis system, modelled on miscue éategcfizatign
systems, was usef}l in providing insights into the subjects'’
use of cenfcxtu:l information in the reading process and in
providing ‘insights into the relative extent. to which

‘ subﬁects relied upon graphic and contextual information in
the readlng process, Hcveuff the abservat;ons af subjects,
analyses of thg;r attempts on yords and subjectl
self-reports and responses to probe questions provided
additional iﬁ}éfiltiﬂn iéte'gﬁgir strategies for using

graphic information within words and changes in these
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strategles across time. In addition, p;rtlcul;rly in the
case of the beginning reader, these da%a allcved for the
identification of reading strategies ne* 1ng§uded in the
oral reading error categorization Systeﬁklf;e :amb:ngtlan af
techniques allowed for a more camprehens1¥e p;ct;rf of ﬁhg
developing reading strategies of these adult-readérs.

In the literature, recall tasks have been used to

iy

explore processing differences between groups of subjg:ts of
different grade and ability levels. In this study recall
tasks and subjec£ responses to retrospective questiens-
regarding their b;havieuf during these tasks wvere used to
explore the gf@:essing'st:atggies cf'ikﬁividual subjects.
. This reliance on one type of comprehension task to obtain
data on reading strategies of individual subjects across
time created problems ﬁhicg had not been evident in gfeup
For one of the 3ubj§€t5; Karen, these two ﬁgchniqugsi
recalls and responses té retrospective questions, provided
fev insights into her reading sérateg;es. She gave short.
recalls ind her responses to retrospective péccessiné
questions provided few insights i;te her reading strategies
during these tasks. S

While thg data Efami,iient reading tasks for the other
three subjects were much richer than were the data fcfzf
'Kgfen; the data vere not as rich nor as conclusive as wvere

.the data from oral reading tasks for these same subjects,




Their responses to retrospective questions regarding their
silent reading and recall strategies provided fewer insights -
into their reading process than did their fespcﬁsgs'ta
retrospective gquestions regarding their oral reading
strategies. This difference may have been due to poorly

)
worded questions and/or subjects' lack of awareness of

. strategies used during these tasks and/or their inability to
_explain the strategies used during these sessions.

The use of retrospective guestions and verbal self -
reports contributed much to the richness of the data on the
,reading strategies of the subjects in this study, Reliance
on fetrosgective questioning and verbal self rgpc:t; may not
be as ugeful in a study of children's reading strategies
because of diffefen:gs in levels of self awareness between
children, particularly children in the primary grades, and
adults. It may be necessary vith }aung éhildren to provide
more structured tasks in order to gain additional insights
into their reading strategies.

Influence of Text and Task Perceptions on Subjects' Reading
Strategies

| Most of the information on children's reading
strategies beyond grade one level has come frém experiments
in which childrén's<oral reading errors or unaided recalls,
obtained from the reading of small numbers of passages of
one type, are analysed to make inferences fegafﬁing the
‘children's reading strategies. The data from this study

suggest that results of such studies should be interpreted
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with caution. The data from this study suggest that the type
of text and the subjects'’ pércegtigns of the task may
influence the subjecté' performance on the task and thus the
inferences regarding reading strategies which are drawn and
which can be drawn from these tasks.

Spiro(1975, 1977) suggested that unaided recall tasks
are pgféeived by subjects as one-shot “learni‘s from text"
tasks. The subjec£5 in this study had exactly this
perception of the recall tasks. The narrative passages read
by Bob, Lisa and Karen during the study included
introductory purpose questions which invited a personal
response to the passage. Only Liéa ever responded te these
questions in her recalls and she did not do so éansistently.
As vell, on one occasion Mary read a passage directly
related to her own life experiences; yet her recall included
no acknowledgment of this relééiénshipg

The influence of text on reading strategies varied,

among the 5u5je:ts and was most evident in the strategies of

and Laubach, used with Mary were narrative in that they
contained sequences of e§en§s centred around character
actions. However, there were significant differences between
the twé‘gypes of paésages in the numbers of errors
categorized as contextually appropriate and in inferencing
behaviour. Fewer errors on the Laubach passages were

categorized as contextually appropriate than on the basal

¢ passages. Higher numbers of inferences occurred in the

o
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recalls of Laubach passages than)in the recalls of basal ~
passayges. These strateqgy differences on the ﬁwa types of
passages were attributed to differences between the two
types of passages in cohesiveness and language. The language
of the basél reader passages was much closer to natural
language than was the language of the Laubach passages, both
in respect to dialogue of the characters and choice of
_ words. As well, the story events in the basal passages wvere
explicitly linked through the use of connecting words éﬁch
és soon, next, then; whereas few linking words were used in
‘the Laubach passages.

Differences in inferencing behaviour of children of
similar age levels on different passages is also evident in
the discourse literature. Stein and Glenn(1978), who used
‘natural paésages (passages from c@mmerci;l‘feaéing programs)
reported more inferences in their study of children's
recalls than did Mandler and Johnson(1977), who used
artificial passages (passages created for the task). The
- differences between the results of these two studies may be
due to differences in the degree of explicitness of the two
passages. In other words, the data from this study‘ana the
results of the Stein and Glenn and Mandler and Johnson 1

J
studies suggést that the amount of inferencing ébserved in a

recall task will be influenced by the amount of inferencing
which the passage demands of the reader.
Bob, Lisa and Karen all reported that they found the ’

narrative passages easier to read and recall than the




informational passages. However, the extent to which these
expressed differences were reflected in subject performance
varied. For Bob, no overall differences occurred in his
performance on the two types of passages. .With Lisa, some
differences occurred in the catégorization of oral reading -
errors on the two types of passages, but no éiffgfences
occurred in correction behaviour. The greatest éifferehces
in performance on the two types of ﬁassages occurred in the
daka on Karen. There were diffe;ences in Karen's use of
contextual information on the two passage types, and
differences in the amount of text recalled for the two'types
of passages. More errors were categorized as contextually
appropriate on the‘;?rrative passages than on the
infogmational passages. She recalled much more of the

content of the narrati&gnpassages than of- the informational

{

passages. -
While the passages were labelled narrative and
informaéional, the differences among subjects' pergcfmance
on these passages could hol be attributed solely to .
differences in structure. Content differences glsa played a
role. The narrative passages were easier for subjects partly
because the content was, as Lisa expregsed it, more like
"e%éryd§y" events. o
Even within the informational passages there was .some.
evidence th#t familiarity with content played a role in
subjects' reading performance on th}se passaées. For Bob,

particularly, grade level of a selected informational
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passage, as determined by a'Fry readability formula, was not
a good predictor of the ease with which he could read the |
passage. Because Bob relied strongiy on his background
knowledge and contextual cues in the text, the ease with
which he read informational passagés was partly determined
by his familiarity with the topic of the passage. To a
lesser extent Lisa's performance was influenced by
familiarity with the content of informational passages,
Raren, who relied strongly on graphic cues was the least
influenced by differences in the content of the
informational passages, although even with Karen one of the J
few self-reports of use of contextual information occurred
aftér reading an informational passage on a topic about
which she possessed much backgroundrknowledge, gardening.
Other researchers(Kintsch et al., 1977; Thorndyke,
1877) have also noted differences in individual subject
performances on informational passages which they attributed
to familiarity with content. The,exfent to which a passage
ié familiar to a subject is idiosyhcfatic and related to the
subject's background knowledge, a factor consistently
idenﬁified in the discourse literature as a key component
required in the reading process. The data from this study
reviewed in the above paragraphs, particularly the data from
the case study of Karen, suggest that background knowledge
is ;n important faétor to be éonsidered in the assessment of

reading strategies.

e




In future research, a number of aééitianél tasks, each
chosen to complement the other tasks, might provide richer
data on the more global aspects of the reading process which
recall taéks such as those used in E£i5 study attempt to
measure. Such research techniques ﬁ%ght incluée the setting
of'differen; purposes for recall tasks, open-ended probe
questions to follow up subjeets; recalls, the use of both
hatural texts and artifi¢ial texts, and the probing of
subjects duringjreading of passages. - .
Participant Observation as a Research Technique

The ‘assumption by the researcher of the role of a
participant observof in the research setting was a powerful
research teehnique. I%*;ffcréed an opportunity to study
concurrently aspécts of the learning to read process usually
studied in isolation. The technique allowed for the
identification of relationships between content factors and
the development of reading strategies. As well, the
technique allowed for the emergence of new insights into the
. roles of contextual and af%ettive factors in the adult
literacy iparning process. ,

The use of participant observation techniques in
studies of child;en's literacy learning could provide a
fresh look at the learning to read process éf children. As
discussed earlie;, readers are cautioned that relién;e on
verbal responées to retrospective questions may be a problem

with young children as it was with one of the subjects in

this study. The selection of highly verbal, intr;spee:ivé
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children would solve the problem for the researcher. Such a
procedure would, however, create new problems regarding the
transferability of the findings of the study. Researchers
must develop tasks which do not rely solely on verbal
reports for the study of thelless‘intrcspectivey less verbal

4

subject, adult or child.

D. The Findings and Adult Learning Theory

Chapter II reviewed five characteristics of adult
learpers vhich RKnowles(1973) claims must be accounted for in
teaching adults: 1) the adult has a need and a capacity to
be self-directing. 2) learning must be related to the
experience of the adult learner. 3) the adult 1eafﬁergmust
view the learning situation as meeting his immgdiate needs,
4) the adult learnér must experience achiévement and
satisfaction in relation to his expectations and needs. 5)
the adult must feel secure in the learning situation.

Many writers(Mezirow et al., 1975; Cook, 1977; Newton,
1977; Charnley and Jones, 1979; Newman, 1981) have
criticized-adult literacy programﬁ, such as the program
observed in this study, for their lack of adherence to
principles of adult learning theory. These writers have been
particularly critical of the lack of opportunity for student
self-direction in such programs and the lack of relevance of
program materials in such programs to thﬁineeés and goals eé
the illiterate adult. Yet, to what extent are adult:

illiterates typical of adult learners as characterized by



Ridd and Knowles and therefore, to what extent should

xeflect these

le this study did —
udy dia

programs of bagic literacy iﬂstructiaﬁ
principles of adult learning theory? Wh
not directly explore these questions, data relevant to the
first of these two guestions did emerge in the finéings of

the study. These data are presented below and, whenever

possible, the findings from this study are compared and
contrasted with the findings of the three major literacy

%
studies reviewed in chapter Il to provide additional .

insights into the guestion of the illiterate as an adult
learner. ! |

The subjects' positive petceptiagg of their é:pgriences
in the program seemed to be directly related to three of the
five_pfinciplgs implied in the above characteristics:
opportunity for self=dirg§ti§n, the experience of . |
achievement and satisfaction, and the presence of axsec;Ze
.learmring environment.
Self-Direction

While many would criticize the“pfégram in which these
subjects participated for its lack of opportunity for .
5t;dent self-dire:tienl and while Mezirow et al. would
criticize the individualized component of the program as a
misrepresentation af thg:;cncept of 1nd1v1dua11=at1an, the
individualized aspect a?-Zhe program did seem to g;vg these
subjects a sense of self- -direction. As well, the_
;ndiv;duaiiged aspect of the program may have helped;ta'

foster the attitude %q these subjects of shared
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responsibility with the teachers for their learning and the
indeﬁéndence shown by these subjects in their self-directed
learning activities during the study.:

The independence exhibited by the subjects in this
study is in contrast to the findings of the study by ;
Charnley and Jones(1978) of the British iiteraéy program.
Charnley and Jones identified éependencf of students upon

instructors as a major problem of the program. They

instruction, individualized tutoring.
Achievement and Satisfaction

Th? subjects in this study experienced achievement and )
satiéfactien in this program. They expected the program to
improve their reading skills and in their minds the'ﬁragram
did result in increased :eédigg ability. Further, for at
least two of the subjects, the approach used was consistent
with their expressed expectations of how they would be
instructed. Kidd(1973), 'as noted in chapter 1I, has
indicated that rélevance of method as jell as objectives is
an important factor in teaching adults.

Mezirow et al.(1975) and Chafniey and Jones(1978)
identified lack of "benchmarks" of progress as a problem for .
students in the.literacy programs which they studied. Lack
of ”ber;chmafksi was not a problem for the subjects in this
study. The hierafchical nature of ﬁh; inéiviéualizeé aspect
of the program and the policy éf fgpart§ng to students grade

score gains on standardized tests provided sufficient
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indicators of faté of progress for these students.
Learning Environment | K .

THe learning environment was the third factor which )
cénéributeé to the subjects' positive views of the prcgraﬁ_‘
Charnley and Jones also identified the learning environment
as a key factor in their subjects' positive perceptions of

the British literacy program. B
Charnley and Jones furﬁhgr noted that many of the
students in their study did not measure success by the same

yardsticks as did their instructors. In the Charnley and
Jones study instructors melgufed success by skill gains; the
students often measured success by personaltgains, a factor
vhich Charnley and Jones labelled "confidence”. Students in
the Charnley and Jangs study reported increased confidence
in themselves, in their social relationships and in their
work situations. Charnley and Jones attributed this
increased confidence to the context of the learning v
situation, rather than the content of the program, which was
based on the use of materials relevant to the individual
goals of each learner. The subjects in this study also
reported increased confidence in themselves. This increased
confidence obviously influenced their §e§cepticns of the
program as successful.
Relevance of Program Materials

As nézed ig the introduction to this #ectién;’mgny
writers have criticized adul% literacy programs for their

failure to use materials relevant to the everyday lives of



the parti:ipénts. This criticism is based partly on an
interpretation that adult learning principles, particularly’

the second and third principles cited above, imply t::hat tlE’—f
materials used in adult literacy instruction must be ~
relevant to the real life reading needs of the individual,

and partly on studies conducted in Third World Natiohs which
Ecncluéed that programs which use a functional approach to
literacy are more effective than are studies which use an
approach modelled on the developmental approach

traditionally used in children's literacy programs. The data

from this study and other studies (Thomas, 1976; Charnley

and Jones, 1979) suggest that from the perspective of many
aéultgill§ter;tgs in western literate societies who choose
to participate in iitgfzcy programs, a functional approach
is not crucial to a successful preé:amg ‘?* Thomas noted,
that, despite the lack of relevance of the programs which
she studied to real life reading needs and despite the lack
of opportunity for 5elfééirectién within th;se:pragfams.
many of the séﬁdents wvere pleased with their programs and
unconcerned about the lack of fgleQance of the program

materials to their daily lives. Charnley and Jones noted

*

that the students in their study were indifferent to the

content of their instructional programs. They wanted to:

‘It may be that, in their attempts to make literacy
programs more relevant to adults, program developers have
again fallen into the trap identified in the Unesco report
of 1972, that of developing programs "according to the
notions of what illiterate adults should want rather than
vhat they actually do want"™ (Unesco, 1972, p.39).



learn to read and they percelved the tutor as the "literacy
expert” who knew vhat was best for the-.

The subjects in this study identified no elements of
the program which they did not like, even when directly
invited to do so at the end of the study. Hﬁile they
identified real life eading skills which they would like to « -~
be able to pertbrm a;‘ result of the program, they seemed
to view l®arning to read as a sdparate skill which must be
mastered in order to be able to perfprm these real 11fe Y
T dxng tasks. They viewed the instructional program as a
first step to achieving functional competence, rather than
as|the step. Further, their behaviour, as exhibited bfitheik
vi¥lingness to pursue all learning suggestions giﬁgn by the .
teachers, indicated that they;peréeived these teaéher; as
the ;experts' vho would teach them this skill.

This finding, that for many adult illi;eratgg_in
vestern societies the type of material used in ﬁhc
instructional brogram is not a significant fagtor in théir
perception of the program as successful or pns&c:gisful, .
does not imply that the field should ab‘ndon'th¢>puf3uit of
functional approaches to 11te;;cy 1nstruct10n. Student
perceptxons of a program are only one tactor, albeit an
important factor, to consider in evaih;tr#g the .
effectiveness ot a basic lxteracy progra-. Putthér. the \
' student perceptions reportod in these studios sre th- f’

perceptions of those studonts vho remained in thC‘;itcgicy,
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7pragram5i Drc?@ut rates are high in bésié literacy programs.

Thesresults of this study and the studies of Mezirow et

al. and Charnley and Jones suggest that variables other than

coritent of instructioenal material play important roles in

subjects ~§xper-i§nc§_ in_literacy programs. The
effectiveness of the use of functional materials in adult

basic literacy program® cannot be studied in 1solativon from-

: . _ L P £ . .
other asﬁéﬁgs of ‘the instructional program such as mode of

[N

delivery é{ ihstfgitiaﬁ, €.9. group instruction; one-one

“tutoring, inaiviéﬁéliSEé iﬂst%hétiah within a group séttings
the sﬁbjecfs‘ feasaﬁ§?£g£ wénting to learn tegreiézané'fheiz:
concepts of learning tgﬂra;%; and therfeading‘technigues |
used with the maﬁeriaig,e.gg sk111 Qrieﬁ;atian, process
2‘efigntaticn. Further, ﬁherassumptien underlying functional
approaches to literacy inétfuq;ian is that such approaches
give the ﬁérticipants skills wvhich they can use in t%ei:
dailyélivés.‘The‘study Dfaé%afﬁley and Jones suggests that
we cannot assume‘that use of functicnal materials in a

literacy prégram’wili lead to application of these

L]

functional reading skills in the daily lives of the

students. Therefore, studies seeking to evaluate the
. i

‘’Previous studies(Mezirow et al., 1975; Thomas, 1976) °
attributed drepout rates primarily to personal, economic and .
health reasons rather than the program content. Howevéer, the
majority of the programs they studied did not use functional
content. Further, Mezirow et al. noted that there was
evidence to suggest in their data that functional programs
may be a significapt factor in lowering dropout rates in
basic literacy programs. ' |

\ -

%
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effectlveness of lxteracy programs should include assessment

-

of the extent to wh1ch part1c1pants *apply readlng skllls

‘dained in the1r daily llves. o .. -

Directions for Future Research . - | ' .
' The findings‘of this studi cannot.be—airectly_appliedv‘
to tﬁe’devalopment of aduilt l}teracy programsl&Much
additional research is requ1red Several areas for further.
exploratlon and some new dxrectxons for research emerge from .
‘the f!pdlngs of~the~stgsy an¢~from the discussion. of the '
findings in relatig‘lto literature from the fielés of
reading'and adult learning theory. These research directions

' .
. -are summarized below.

\
1. Thére is a naed for Continued research inro the
relatxonshxps between the nature of the 1nstructxonal
program and ‘the develop-ent of adult rcadxng strategies.

T?e researcher identified a strong relatlonsh;p between

thg 1nstruct10na1 program (materials and teachlng .

‘techniuns) and the development of reading strategies of the
adult begidning reader in this study. Further in-depth
investigations of the development of reading strar;gies of
adult beginning readers enrolled'iniliteracy préérams_yhich“
use'approaches different from tﬁ%vapproach used in fh}ﬁ.
study are required. Comparisonslnf‘fhe findings of‘su
studles with the f1nd1ngs of this study could clarxfy the
nature of the relat10nsh1p bgéween the 1nstruct1onal program

| and .the adult beginnipg reader's strategies. .

2. There is a need for contxnued research into the‘



interrelationships between thebinstructional:program and’
concept; of reading and learning fo,read with the
developnent of adult readxng strategxes
. For two of the subjects in this study, Bob and Lisa;
there was -a match between—the content of the 1nstruct1onal
. program and their percept1ons of the type of instruction
required to improve their'reading skill. Changes in their
strategies during the study were in the area of these
p;rceived instructioq&i needs. Further, these two subjects,:
as well as Karen, continued to use a reading strétegy which
they had us‘ when they entered the program, but vhich the
program did not emphasize. Thxs f1nd1ng g1ves r1sed¥b
,several questions which should be explored 1n future
research: What role does the .adult's concept of the read1ng
)process play in the developmegt of his read1ng strategies? '
Does the adult's expectat1ons regarding the teaching of |

*

2. read1ng influence his receptxveness to the instructional

.-

program? Conversely, to what extent does the’ 1nstruct10na1
program influence the adult & concept of readxng and
‘learnlng to read? To what extent do 1nf1uences outS1de o£

- the instructional program such as the op}nxons of ' friends
and relatives and radio and ‘television 1nfluence his
" concepts of read1ng and learning to*roadﬁ

3. There ig a need for .the compilation of descrxptxvc data

on the readxng strategies of adults enterxng literacy

-

programs. - . S
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There was great varidtion in the reading strategies of -

- .

the three subjects who had received identical scores on.a
standardized reading -test. Such a finding, if confirmed
through studies of large samples of adults, would have.

siéﬂificant_impliéaticns for the development of

- ]
instructional programs.
4. There is a need for research to identify ' e

int;trglitianships;bgtyegn contextual and cofitent aspects of

literacy programs with personal outcomes o participation in
= ~ \
adult literacy programs.

* Subje¢ts in this study and the Charnley and Jones Study

1y
identified ln:feaseé elf-confidence as an caFccme of

partiaipatian in llteracy programs. The 1nsqruét1cnal

content of the-approaches used in“the two studies giffered ol

significantly. This'finding lends’ some supéart to the !

‘ hypﬂt§e§is'c§‘Cha€§;;;xand Jones that the Egntext of the
1earnin§ siﬁﬁstianﬁiather than the content was the
5ighifi:ant factor in this dévelapment éf"éelfﬁccnfidén:e.
Aﬁeith r ‘st udy directly explored the 1nterre1atzaﬁships
hetweeﬁ 1nst:uct1angl :aﬁtent and céntext and the
éevelcpmgnt ‘of selfﬁcanfiden:eh Fufther research is needed
to identif; factors within theiinstfuctiﬁnal’prcgrami>an§
the interrelaéianshiﬁsiaf such identified factors, which
écﬁt;ibutéﬁts increased self-confidence aftgarticipants in /(
literacy gfagfams.. | : - /

5. TEEEB.‘S‘S need for researth into the int;rralitiggihip;/
between the context and content of literacy programs with |-

/

1
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social outcomes of particiéation id'litetacy programs.

Research in adult~literacy learning'éhould~1ead to‘tﬁe-
development of adult literacy programs which will enable the
consymers of such programs,-the illiterates, to partxcxpate
more fully and 1ndependent1y in the world in whick they
11;e. Charnley ‘and. Jones found that' the use of functional
Content was not sufficient to guarantee use of the skills by
tu-(partiéipants in their'daily livés.-They-further
Suggested that contextual factors such as the mode of
del1very of 1nstructlon may determine the extent to whlch
adults will apply skxlls learned\\ﬁkxixteracy prograis to"ﬁ

their dally lives, Thxsgstudy d1d not) explore the extent.to
P
which par 1c1pat1qn in the program enabled the subjects to

-functlon more effectlvely and 1ndependent1y in the various

-

' e
roles which they assumed in socxety as consumers, mothers

and workers. Future studxes of adult literacy programs
" should include an exploration of.the relationships between
contextual and ca tent aspects of the program and the impact
of the program on the ‘dadily lives of the part1c1pants.
6. There is a .need Yof res.arch into the xntorrclat:onshxps
between the context ;nd content of lxg;racy programs with
.the dropout rate in literacy prRgrams. , -
Liferécy programs have high opout rates. Research
studies have attrlbuted these high dropout rates to personal
Kand economic reasons rather than to program factors.

‘However,_the.studx.s.rcportod-in;tho literature Qi3 not

" explore in depth relationships between contextual and
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content aspects of programs, subjects' expectations
regarding program content and retention rate. Reseefch
studies which: Hlll explore 1nterrelet19nsh1ps between

-

* students readlng strategies, students' expectations

gyegarding the teaching of literacy 'skills and the content ’
aﬁd organization af'lite%aey programs with fetEﬁtiQﬁ rate
are needed. ‘ . |

‘, R
The findings of this study also suggest- areas for
1 9

" research in the field of reading in general.
7. Further.fesearch is needed to e;plare the
1nterrelat1ensh1ps between the use of picture clues :né
other 1nstrugt1anal aspects of the reading program v1th'the
development of reading strategies inithe b!%inning reader.

| The findings of. the case study of Mary, the beginning

-« reader, suggest that the effect of pictures on the
development of reading strategies in the begznn;ng readeff

cannot be studied in ;selat;an from the total 1n5truct1anal

component of the :eeding program. Long term studies of the

devélopment cf reaﬂlng strategies of beginning readers
enrolled in varying instructional pfagrams usuld help to
clarlfy the réle which pxctgres play in tﬁe develapment of
readlng strategies and vould also help to clarify the
relationship between use éf>pistures and other aspects of
the instructional prQQEm including the content and teacher
sfrategy statements. ’
. 8. ?urther research is needed. to invigtigat::theifale vhi:h:
teacher rea@ing.st:ategyfftate:ints play in the development

(e
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of reading strategies,

The findings of this study suggest that the reading
strategy statemehts which teacﬁers make to students as well
as the ccntent of the ;nstructxanal program influence the
development cf the students reading strategies. Long term,

&

indepth, classroom based explorations of the relatiénéhips

betvween teacher strategy statements and strategies 6evelép¢i

- =

by studd%ts are needed.

‘9. Research into the 1nterfelatlanshhps between subjects

-

1mrfnr-ance on reading tagks w:th subjects’ perceptions qf

the tasks and the types of reading ma'tedial used in these
’ . -

tasks is needed. ’
: Y

The findings of this stuéy,sugéeét that the type of
. e A N - :
reading material used in ?eadingigasks and the subjects'

perceptions of the tasks influence their performance on the
N v s o | s
taskg and thus influence the interpretatiaﬁs vhich can be

made from the fesultlng data.. Further research is needed to
specxfy the ways in which subject pe:gept1aﬁs anﬂ type of

material 1nfluence task perfarmance. The results of such

-

research vauld be u:eful both to the researcher strdy;ng the

rgad1ng process and to the clxn;c:an inklng with students

with reading problems.

#
-
- =

t Toward a Theafy of Adult Literacy ln:tructxan

The f1nd1ngs of this study suggest that vhile insights

_ ‘.
reading processes of adults, the findings from research on

3

- from the field of reading can be useiul ;n~uné§r5tand:ng the

L d



childfen's literacy leafﬁing are Gftéﬁ not directly ) '

,appllcable to adult literacy learnzﬁgf particulafly to. the . -
4
learning of the ﬁajétlty of aéults who enrall in 11:eracy

_prﬁgfams thase who already pﬁssess some degree. of llteracy
- = ;

skill. Thus the flnélngs of this study have confirmed . the
N

need for the éevelgpment of a research base yhich would lead
toward the develapm%pt of a theory of adult literacy

instruction (Kavale and Liﬁdéay, 1977; world ceriEeraey?
1979). - . . | ' | S

&

.From the finéings of thi % udy and the synthesis of

these findlngs u1th the f;nalngs of other stuﬂles of adult

AsTZESracy leakning, two Qanﬁepzualrcategcfies“ (Glaser and
S .

E : I
auss, 1967) emerge whigch should be explored in fgtu:e

research dn hdult'literacy,leafning and vhiéh should be N

- acc¢ounted for .in a develapxng theefy of adult literacy

2

iinstfuctlcn- d1ver51ty of 1111terate aéult learners aﬂd the
1ll1tetate asean aéult learner.
Difsr;ity of IllitSflEi‘Aéult Learners

| One of the majq:-purpeses of this study was ta'ggiﬁ
iﬁsights intc the reading prégesses of adult illiterates. A ©
ccmmén pgttérn of fzading strategies was anti:ipated.! ;ﬁ;;§4
Ins eaé ‘vhat emerged vas a pattern af‘d1ve:s1ty D;vers1ty

' ¢

of the learners in aault literaey programs is a theme which
4
has been identified by other researchers as well (Mezirow et fﬁ

al., 1975; Thamas, 1976; Charnley and Jcnes, 1979) Adults )
vhe paft1c1péte in lxteraey programs have' been characterized

_as varying greatly in socioeconomic chérscteristics; reading

Lt

.}
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ability and reasons for enrolling in the pfograms. The
findings of th%s study added a new'dimension to this Fheme :
of divéysjty; diversity in reading strategies. Nof only was
there great variation in the backgrounds of the subjects in
this study and in their reasons for enrolling in the
iprag:am, but there was also great variation in the reading
strategies—which they used in the réaﬁingpré:es;,veven
among subjects of similar reading ability as measured by
staﬂdérdi:ed reading t;;ts |

This concept of d1ver51ty led Charnley and Jones to
Question *ihetﬁef any 51ng1e form of basic gducatxan cculd
be !prepflste to such a d;verse p&é} of students"(1979
. P.75), and led Hunter and Harman(1979) to call for thgigj
dévelspmeﬁt of mult;ple st:ategles . A ;ufther questlan
which the f1nézngs of this study suggests *ig whether
single approach to the teaching of reading.cpuld be
appropriate to students with sucgsdiverse readlng
strateg*es. L 7 : .

The Illiterate as an Adult Li;:ﬁgr h

The subjects in this study, including the two subjects
in their late teens, camé to the literacy program as adult
learners. They had identified 1Qng.range‘geals'fgt
themselves and had realistic expectations for the role of
the literacy program in‘théiﬁ long fangg:plansil;hey vere
self-motivated. They showed a willingness to accept

» , , ,
responsibility for their learning and a capacitﬁ to be

self-directing. Through prior experience they ha developed

-




definite views of reading and learning to read and a concept
of their ability to learn and to functioh in a 1i erate
society. All of these factors played a role in'the 1earnihg

to read process of these adults. .

A Final Word: adult literacy learning is a éémple;

-process. An understanding of this Process is prerequisite to 7

the development of a theory of adult 1itera:y instructieﬁ

‘*gme field of reading has a unique centrlbutlcn to make to

Sc s U ] ,
‘hejstudy of this- process. From this study, candu:teé!jfam a

= %

reading perﬁpectlveg new insights 1ntc the process have

. emerged and many questlans;fér tuthure research have been
b Ee ¢

identified. Readers, no doubt;, hav; generated additional

insights and research gquestions. However, the process cannot

be studied in isolation. Only from the integration of

insights gained from the multiple perspect1ves of those

-akang in the fxelds ¢f psychology and sae1alegy a's wé@l as f

education can a full understanding ﬁf the adult 1{}etacy

le afn1ng process emerge, :

The published word is not the final one, but anly a

pause in the never-ending process of generating . e

theafy (Glaser and Strauss, 1967, p.40)
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v . ORAL READING ERROR AMALYSIS SYSTEM
Types and Descriptions of Categories :
I. OMISSION : (
F The word was omitted in the flow
: of reading. ;

s The word was deliberately skipped.
I1. SUBSTITUTION

R

.

P C

" I11. INSERTION

IV. GRAPHIC

oo Categories 7, 8 and 9 of the Goodman
N : Taxanuﬁqz(see following page).

M ‘ Categories 5 and 6 of the andmn

oy » Taxo
. -X‘: oo : oy - g
L * Categories 1, 2, 3 and 4 of the

R Goodman Ta;nnnmy
N : J ' "~ Catégory O of the Goodman Taxonomy. -

.
v. CONTEXTUAL . .
T ' ' The error results in a structure which
makes sense within the total. passage.
S! : . The error resu1ts 1n a structure which
r : makes sense within the sentence but
- - not within the total passage.
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P : P1: The error results in a structure
) . which makes sense only with the prior
portion of the sentence. ‘

P2: The efror results in a structure
which makes sense only with the
following portion of the sentence.

N . , The error results in a structure which
. does not make sense with efther the
prior or following portions of the

sentence.
VI, CORRECTION . S N
Y , The error was successfully corrected.
v - An unsuccessful attempt was made to °
: : correct the error. .
g N ' ‘ No attempt was made to correct the

error. :

GRAPHIC PROXIMITY (Source: Rousch, P. D. & Cambourne, B’ L. ’
) A Psycholinquistic Model of the Readi
Process as it related to Proficient, .
Average and Low Ability Readers. R
lppeﬁgix B. Reproduced from the Goodman /

" Taxonomy of .Reading Miég:ues)

-owm_m_&j

"ER the EX tec ER ss ER Mddle IR had
R a R very R Wt . Om moving OR ~ been
IR Jooking IR ceyste “ER wrget
OR $intellate R fighting o=

R i.nntoql OR reed

. “ - .
3 mmumw -
ER it KR velos EX sharply IR wcles —~-
© OR mesda't OR face R deeply OR frieads ‘

L



narrowed

$nearov

IR pets

R pupples

LR 1ibrary
OR _liderty

$I. the middle and end portions of the FR ang OR are sinilgs. ’

ER etermal Ir glanced

ER  cough
Of  enough

sorally
aocraal

re sisilar.
laaps IR twitehing - B sust
1ights amr tvinkling OfF aight
wncle
ence

iaternal OB danced

KR qui R -] cglibrations ER preconception
OR qui celedrations 0 presecupation
thn‘h‘t B exclaised KR chenist
through OR explained - QR S$chesisiet
, P ]
h i @, A 3 - ‘Xﬁ,
IR was i KR spet - B eddew
OR sav R stop R below
) . ,
8 Ihere is a sin ome dif Lwe he EA h A7
: '
ER batter IR muiriing ER stripes K 4 \
GR butter on xuinting R strips o -I
ER sister's R cloudy m aade IR whea
OR sisters On Scloudly OR  make R thes

\

1ive {M Joctive)
live

record qu
Trecord
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13. ATTEMPTS ON¢WORDS
- Types and Descriptions\of Categories

I. PHONIC ANALYSIS STRATEGIES 4 — -
Abbreviation St‘ Example

8.C. Beginniny Consonant T-T for Ted

E.C. ggglng Consonant 1 -5 for lives
L. Bl. Letter Blending K-1-m for Kim
I Ph. ' Inftial Phan%gfan " ca -t for cat

F. Ph,- - Final Phonogram K- im for Kim
Syl1. Syllabic Units ma - ter for mi%eriais

11. OTHER STRATEGIES
Abbreviation ~ Strategy .
Rept. P. P. Repetition of previous portfons of the text

F. R. ‘ Fafward Reading. Reading of text following
‘the problem word.

PIC. Examination’ of the picture
W. Word Pronunciation of & word following a pause
‘Nothing . Long pause with no response i

" II1. SUCCESS of STRATEGY

S, Attempt resulted in identification of the word.
- U, . Attempt did not result in identification of the word.

. rq"“

a
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1. ALTERMATE SYNTACTIC STRUCTURES*

SYNTACTIC STRUCTURES

Amucticstmmthmofmgﬁs: : -

1. t-unit which was the wnit wsed for dividing the protocols
into utterances

2. basic t-unit which is the siaplest independent predication
which may be used to convey faformatfon. _

3. alternate syntactic structure which with & basic t-enit . :
make up a t-unit and which with the addition or substitution of ) "
words could become a basic t-unit. The alternate structures analysed :
sre:

1

Relative Clayse: )
1 adeire wy Englfh tescher who s » scholar.

That ¢ S as mject{SubJect[Cgl&;:

It sppesred that 3

‘}h:.‘:n":.mt m-mmogr_-. '

% snéu team is obviows.

t $ surprising that we won the geme.
WO neke !.

W oS s Dbject/Subject:

o . .
1 know what annoys him. . :
What annoys me most 1s his arrogance. - , L
Infinitive as Object: ' T

1 tried to snswer the question correctly.

Infinitive of Purpose: ) ‘
. The exercises are destgned to help ydu.
"ig;lh-fu11znttg: -
W c;::-;m Ms mother. She objected te
Ing-Nominalfzation of Pyrpose:
1 have & knack for getting inte trowdle.

Adverdis) Expension of Mon ¢ §: 2
The Tmcrer spoke g rapidly thet he confused the jury.

Fagan, W. T. anguage of Ch

rta,
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iceman.
25 11 his wed on it.
The teenagers threate throw his boots in the water
38 he threw thew his golf balls.

pial £

When he had worked hard and ha

he felt better. -
gugnts:  This refers to a structure which by itms
incomplets as & basic t-wnit but could sasily be Bupressed
a3 such.

angion-2:

d proved himself g

fishermen,

The room seemed lonely and damp.
Me took out a duffle bag and some boots, and then turned off

yLver ’ .
Then he hopped on this schoomer called the Jean Frances.
th e field.

ﬁi;ﬁp:hiirﬂn'

The captatn said, "You will |
The men asked, such
Comparative 1:
" Me hed to vort as hard as th
Comparative 2:
He had to work just Vike the other'
This book s more Interesting than tha
With Phrase: *

The man with the golf cart started after Mim. ) )
The teenagers with the car were hunting for golf Balls. °-

Adjective (only fn front of the noun ) : A
He was a brave boy. o
The sick man could mot 9o out fishing.

Participle (only in front of the noun; otherwise 1t is classed as &
S é Auxiliary/verb):

Hpstﬁﬁhmggsﬁ door. o .
The howling dog kept e awake a1l night. . . -

Appositivy:

Then they heard the ship's hers

The captain of 08t 5414 he's have to werk.

fossive: This strectwre was hot considersd & syntactic alternats to
) the bastc t-wnit since 1t sometimes was the bagic t-unit.

Its presence was moted separately becsuse of the teplicatiens
» . Wpr the focusing of the subject noun. P -

i



1. RECALL ANALYSIS CATEGORIES* C/

) \
A. TEXT SPECIFIC.IPFORMTION - Recall units which are the same
or synonymous with the text. This category Includes syntactic
paraphrases which contain no new informatfon.

B. TEXT ENTAILED INFORMATION - Recall units which put text inforsation
wgegher in new ways, add information that fs Feaéanab’lg in the
context of the text, or summarize text information. ' .
. v ;)
' C. TEXT ELICITED INFORMATION - Recall units which combine te;it : !
informatfion tn confused or eri'one'ous wys. This tategory also
includes experiential intrusions, information which may Or may ]
not be correct but for which there are no specific text referents. }'

D. TEXT EVOKED INFORMATION - Recall units which are related to the

topic of the text\but which are so general that they do not :
convey any information. ’
E. TEXT EXTERNAL INFORMATION - Recall units ii,hieh have no relationship
to the text, or which are false starts or repetitions of previous
information. .
*Source: Drum, P. A. and Lantaff, R. E. Scoring Cat ories for
Protocols. Paper presented at the Second Annua -Lanquage ,
Conference, Boston University, October, 1977. .
) S
; N &
\’ . ‘. . - [
. o _‘,.s .
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SAMPLE MARKED PROTOCOLS

il.ll.r EH’IEJETEIT?

WEAE&PEM

WHAT DO YOU DO?

. =NEWEAY (LOWS BLANE, N.Y.)
""“ : [

| VA3 I "CRTH IT?
, A E 1 7
,Thiﬁ': this ‘bﬁ;?,li:-;) l:&a and nis girlfriend wvere,

= A A :
t‘ir!\ out on the ré:ési;!i.‘ “her heard sargt.‘ing.l So hm

“ent ‘mtlnnd he l:‘.lnl‘q.:ﬁ:‘slhiitiﬂ‘ up nﬂ't‘qisﬁomz,buv/

| ’ , -,

%ﬁ then n) ’ho fztlmd trhg to ! elp.”But@ l?.(thia

hit h;Ln) Lﬁ- boy fit ‘f-!.nl r;f.he E:uﬁ]?iré ij!tﬂlﬂmt—ll./

P 3
,Z"‘-,v inocked hin _éuzlnad (u.h' he vent to ha:piﬁll—’(‘ﬁﬁy

never did find t*ﬂ)#&ly never d1d arfest that ba—/é'ar)

&hieh bor jthev ,ding! o s LA 1.

| m cCoryY : il
l COPIE DE QUALITEE INFERILURE



APPENDIX D

STRUCTURED INTERVIEW: CONCEPTS OF READING
AND LEARNING TO READ

- : f
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e s = - -, wErk -
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1 Couvestions of English Orthography

1.

STRUCTURED INTERVIEW: CONCEPTS OF READING -
AND LEARNING TO READ |

Matarisls: Resder's Digeet Alult Render .

(a) (resent dook wrong way up and spime toward subject) ‘
_~ B(emaminer): Show we the frost of this book. o

(b) B: Pind the first otory in tha bosk.C

(e) Qrotut to title)- , —
R: m‘u ztr Why 1s it there! What doas it do? :

(d) B: If I were iag to read this story whers would I start to -
read? (If 8 shows title, ask whers after that)

) B nwuvuhm::iuﬁiﬁzh-?ipi-nzliﬂtgzgﬁﬁi . -

U) E: After I've finished readisg this page, viere would I go o
coatimuve reeding the story? :

(Subject 1s given o pencil and is sskad te wnderline):
(a) & senteace
(b) another sentence

(c) (Ilaaai b correct)
E: Wowv d1d you know they wers sentencea?

(4) a word
{e) two words .
(f) B: Now d1id you know they were words? - ’

-(g) a cspital letter ’ .

(k) a small letter ' .
€1) « vowal ’ ;

(3) amather vownl

x) lx. Can you“sene :io vowalas?

wh

(1) a consonemt ‘
(m) the firet letter ia any word - 7



3.  (sudject 1s ssked to imdicate the maxt Pege to be read. I repests
quastions 1(d), 1(e), 1(f).)

(X potas to each of the following Fumctwstion marks, sad for each
asks: (1) What 1s 121 (2) Wy 1s it there?)

. : - S
G

!

() ,

(.) L] »

I1 Segwentstion of Ors) Langeage N
_ ’ oot
Mats-fals: bex of colored N};h .

1. Segment. :om of sentences gtg%d!.
. ~

Pirections: 1. R says sentench
2. 8 repeats sentance
3. 8 repeats sentence and puts out & block for sach word.

Sample Sentences( to be dome by I)

1. Cats drink milk.
2. Llephants live in the soo.

Sentences
1. Dogs chew bomes.
2. Cats chese pigeoma. -
3. ¥We west to the .“m.

3 4. I have to go home.

3. The dog wmanted to .
6. Saow 1o cold.
7. Mary 1s drisking li-q-.lo.

319
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8. Ws 1live in a big houvse.
9. Johm lives by the ocean.

Presentstion Order: 1, 5, 2,7, 3, 9, 4, 6, 1.

& @ !
2. § repests the word ) o
§ repsats word and puts out a block for sach syllable.

fample Vords(to be dona by B)
1. rdbbir
2. together
3. reputation

Words:

1. huskst

3. information

4. peycholegy

6. wederstand

9. television
llable words into” phonemes.

() Ab1lity to distinguish individual phonanes .
Dirsctioma: 1. I says a pattern of three phonarmas .
2. B puts out blocks to represent the pattern spoken by

E. Different phonemes are represented by differant
colors, but the cholce of colar 15 mot important.

. Samples(to be done by )
1. 5 5 (red red)




*
.
—
L
2. = - (red white)
* 3, k' o'k (gresn white ETesn)
4. pp I« (yallow yallow blus)
5.4 1% (red white blue)
Tost Tcoms:
1. shoo
2.%r &
s. 141
d.atm
5.p i 4
) 6. shom
() Segmenctation of one-syllable words isto phonenes. ) -

Directions: 1. I says a word.
.. 2.8 puts out a block for each phomene (sound) in the word.
\ Different phomemes are represented *- different r.nl-rli
but the chbice of coler is mot ng iaBt.

Samples(to be by )
1. wy (red white)

2. sight (blue white yallow)

Test Items:

Presentatica Order: 4,2, 7,9,83,6, 8, 1, .




1. E: What do pecple do vhen they resd? Now do ‘they read?
(Ask for slaborations)
Zzﬂpmtﬂm-ﬂ:ﬁm-mﬂmtmﬂﬁ'thﬁ

Tight sway, how could you figure out what the word ia?! Any other

ways? (keep asking wntil can't give any wora)

- ) 3. I: Wov do you think they will teach you to read? What will chay

teach you o that you will be able to resd? o
" o & (If the subject has had resding instruction before)
: I: 1s that how you were taught bafore?
(1f smever 1s no, then ask)
L: Why do you think they will tesch you differently now?
IV Furposr of resding

1. Wy do people resd?

2. Why do you want to learn to read?

3. Bas wot being sble to resd caused you any problema?

e i L R R e LY S
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APPENDIX E

* DOCUMENTATION OF THE INSTRUCTIONAL PROGRAM

LY

!



i. INDIVIDUALIZED INSTRUCTION

CODES FOR INDIVIDUALIZED INSTRUCTION SHEET

Codes for the Category ‘Reading’

“Viord Identification Skills

S5%555 5

Phonics

Structural Analysis
Syllabication
Context Clues

Sight Words

Dictionary Work

Comprehension Skills (based on Barrett's Taxonomy)

C
M
as
CLC
CLE
CLTY
CID
CIN
as
CIC

§osgRAgg

Literal Details

Literal Main ldea

Literal Sequence

Literal Comparison ‘
Literal Cause and Effect
Literal Character Traits
Inferential Details
Inferential Main Idea
Inferential Sequence
Inferential 'Capﬂoon

‘ Inferential Cause and Effect

Inferential Character Trait
Evaluation

Appreciation

Classifying Information
Outlining

Summari zing .
Synthesi.zing Information

Vocabulary Development
VWM Word Meaning

*Indiuu. a category or code dsed in the
Teachers Evsluation Study (Calfee, 1976)

California Beginning

324
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Reading Practice

*PRA Reading Aloud
~ %PRS Reading Silently .

Codes for the Categ 'Writing'

WPR  Printing Practice

W Cursive Writing Practice

P  Punctuation S «
"G Grammar '

C  Composition

Codes for the Category 'Spelling'
S§D Spelling Dictation
*SP Spelling Practice .

*SW_  Word ldentification Skill taught as part of Spelling _
(classified as § + appropriate word identification code)

“Codes for the Category 'Response Mode'

L Listening

*5 Speaking

*R ' Read Silently

®A Read Aloud

i) Write o,
c Choose correct response (e.g. circling) . /
*P  Physical Act (e.g. tracing) '

Note:| Combinations are possible and are classified in order
of occurrence (e.g. LSW - listen, speak, write)

Letters in isolation

Words in isolation s R
Pictures in isolation ' E
Words in context (pictures).

Words in context (phrases)

Words in context (sentences)

[ Words in Context (one paragraph)
R+, 4 Words in context (more than one paragraph)

CPS  Sentences in context (pictures) e
cr



Lad
(%]
[ +4]

Codes for the Category 'Structure of Print Code'
N Harrative
1 Informational
N1 i Narrative=Informational
r Functional (forms, spplications; signs)

Codes for the Category 'Audience’

CB Material from basal readers or supplementiry material
intended for use with basal readers. -
CcL Material intended as recreational reading for children.

A High interest-low vocabulary material intended for
junior high and high school students.

AD Material developed for adults.

‘Dingtﬁn of Activiey’

Evaluation (e.g. testing of sight words, spelling test)

< kg
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ii. GROUP PHONICS CLASSES N

- CODES POR CROUP PHONIC INSTRUCTION RECORD SHEET

Inaddicion to codes used in the Individualized Instruction
Record Sheet the following codes are also used.

le thod'

Codes for the Category ‘Phonic

18 ~ Letter-sound method

b 4 " Inicial phonogram method

w Whole word method aGaF
R Rule or P;tﬁﬁ method - :
4

ii,ar’d family method

i, e e e g et Sy e G & etk s g 88
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APPENDIX F

SAMPLE WORKSHEETS ,_




10.
1.
12.
1.
14,

1s.

1. SIGHT WORD WORKSHEETS

W, (1~96)

" prill Pour
Reading Sentences
They're so little !
After I give you this, 4o the work and then go.

She may come here again.

. An 014 man has been out there Aall Gay.

Give him that after he g.e_.‘ wp.

I would like the other new one.

She will eat again about two.

Be was not here when I wis.

Bow long hlvcﬁnbouhm?

I just aotknovhovhoukot.hh!l
Which one qf them is good to eat ?
They're pot with ber.

They were here to see you about that.
‘ftox work, I would like to eat out.

She said that they're very good to eat.

335
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I.W. (1-96) , , N

Drill Pive

Unscrambling Sentences

1. give 80 to other work them I will.

2. bu.bouuhmuhtbnby

3. nnknov!meaotbootbcrdovnwo.

~

4. down there they're .

5. for you work lociq bow he will ?

6. you she all after give will ¢o 1it.

7. today us with eat they will.

& M .
——

8. you her with know who was d ?

9. boy 4is the here other ?

10. when 1little you were , him @48 you know ?

i .




w. (1-96)

Drill Six

ﬁégﬂ.i.n: the correct word.

g

Do you knowv (who him her ) was here

-y

(ﬁvﬁhtrlﬁgﬁgfﬂ:hhg@
They 414 ( they're their thers ) work.
Be is (and a an ) old man.

Give her the ( about some éﬂmf ) one.
('m Was Have ) you with him ?
Iwill go ( about again efter ) work.
Bow long ( were are was ) he here ?
Comse ( haere ihjr- how ),

Iwould.like a ( mev. knov no ) one.

Our little boy is ( thres sat soma ),-V

: Go ( they're thers their ) with him.

This is ( long just how ) for you.

Would you 1ike to ( eat ses they'rs ) with ms ?

. .
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11. WRITING WORKSHEETS

Witing (9-3)

1)
2)
Y)
1)
5)

€)

Fhrases tall how, where, whan, why, what, or whe
about an actiom, or a persom or thing. Onder ngh
phrase tell if the phrase tells how, where, when,
why, wvhat or who.

Example: The student is talking to the teacher.

We valked over the bridge.

The cat ran into the barn.
Ehe is fllkll?ﬁ sandviches for lunch,
The children are making a snowean in the backyard.

We started a fire to burn the garbage.

Ehe sat dowm to rest after the Laugﬂi:i;.

The mountains are beautiful on a clear day.

Tha fish in this stream are very good to eat.

The old man with the cane walked around the corner.
At ten o'clock, wa should stop for a coffee break.
—— - = %

kitchen with ease.

She took the book from the shelf and then sat at her deak.
= — %

Ry mother fixed the sink in




Writing (9 - k) , Phrases

10.
n.
12.
13,
.
1s.
1.
1.
18.
.
20.

21.

Underline all the phrases fa the following séntences.

Mkeu-_-th lake in three hours.

The girls took their Tunches to school and ate them at moon.

We walked in the woods for two Yong howrs.
These bats fly fato caves at night to sleep.

I have been wmiting ﬂ'w two hours for my plame.
He brought warm sweaters from the car.

The young bear climbed the tree 1n his pen.
four people were playing temnfs on the court.
Her grandmother was sending flowers to Alice.
The man had given M‘g the guitsr.

The man’s neme was written on the paper.

He was very happy to see him there.

A bag of apples was on the tadle.

They Tooked between the two cases.

¥111 you give some to the cMNm? .

David has gone into the kitchen for the knifs.
He 13 a good basketball player.

The puppy wagged his tail at me and barked.
She collects dolls as a hobby.

The ball safled into the window.

You s'hould'phnt' these vmublci fn a row.

Frost has frozen on the dog's whiskers.

éi



§,

uriting (9 - n)

FI11 sach blank with the proper phrase word,

Ve depand . bim for a drive to work every day.

Bov slov that man 1s _ — . "riting!

Wy do you feel ashamed your house?

Picasse is famous his modern pointings.

This room smslls wke. Ba careful

1f you quarrel __ _ Ejiim'llhiﬁrﬁ,,7

_ the fire.

— Playing wich it.

_ it later om.

It fe tmposssble ___ them to belp you your moviag

because they'll be busy _ their prdéi:p

Ve're hoping o soms time off mext week, -
; .
May 1 borrow some paper __ _ — you?

Aok the hammer 5o I ciam hang up this picture.

J‘i'\



Wwiting (9 = p)

341

te brush your testh to tol) yow th the merning
6. 1 forgot.

wp & Tong M1 into the woods across the field
7. The skidoo travelled.

under the window at the plant for a better look

8. The bady crewled.

10.

%a
at the clock to punch their cards for & momant
. -
9. Tim workers stopped.
Y - 7

from o crack under the snow in a reck
A flower was growing.

near the door in the rack of the room “1in the corner



Writing (9 - q)-

Use thess phrasss in good santences.

1)
)
3)
4)

)
7
)
Y
10)
11)
12)
- 13)
140

along the way P
into the building

ahaad of you

vithout her books

before dinmer

arcund the block ’ B
against the wall 7

from Manitoba

above the sink

over the roof

at home R

by eveniag

off the table

L4

on the strest

342
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111. PHONICS WORKSHEETS

Fh-Vow: &d-m

UNIT 2: Short vowd U.

DIRECTIONS: Dﬁvimﬂ-mdthmd&mhthh;;fhzmmdm
yﬁuh—rh;h.iﬁd.

sun - sum as bun | ask ax
N2 e




-3
) !
pxill: M. Yow,
asi .
] Pill each hlank with & or with §)
l. $_m v 1 £ lltet nwithg s

2.
3.
..
5.
..
1.
s.
’.

0.

n.

1.

13.

1.

1s.

16.

17.

J 1l cat pten_n.

N x h dan piatev_ar

ek @ h sac_nofj =

D nr nac b.

Pmcnf xtar_pintheb b

Tel _d c_n s _tantes ll.
F_Lthad nwithy ms.

D 4P t h tthep g?

8§ dc na xtav_Xin the v_t.
M x h_sa t_li' c_tintheb_g.
B tcnf tthel danthep n.
™el dh_sab _dh p.

D nw 1l t pthef n.

T ® w_ 1l k llthéb g =r_t.
P_t h dtheM ponthah 1.

Tel dv_llf bewh s &_4.
Im n_é ar_g _ctuem .
Pntet_ganthed g.

Thet_n h t c_nf tthem n.



Drill: M. Vow. 234

1. The big pdg will nip st the bag.
2. The fat cat had & rep in the Imt.
3. Jill's tam has a rip.

4. Can 8i4 wvin at bat?

S. Did Dan fix the vam?

€. Pm's vig has pins in it.

7. n-murmmunmeﬂ:.
8. Jis's van sat an the hill.

9. Will the fan tip on the sill?
10. The lad will miss his dad.

n.‘ Pags §id the jm caa.

"$ix kids sat in.the csb. :

1. rill the bag and zip it.
14 7The can of gas i3 for Kim's wn.

15. The tan ven will pass the cab. o -



wi=s

t

Ph. (27. )
Lends

* Bleads are made up of twe or more CONSORARtE _ .

Moended together 1a sound.
A X

Examples:  gtop
atrep

The S- Blends

iei]%,ﬂ, = sp n st sw

Read these words. Circle the s- bland 1n euch.

1. scat
2. skiff
3. slap
4. small
§. span
§. inap
7. stiff
8. swell
9. scan
10. slat

i

11.
12.
13.
14,
15.
16.
17,
18.
19.
20.

slab
Stan
stall

saip

swill

tkit
smut
snuff
si{p
skinm

2.
22.
23.
24,
25,

28.
27.

s11d
still
snub
stag
skel)
stuff
skid

2%. skiN

&

. skip

",

"~ 346
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Ph. BY. (27 =)

* sc, sk, 31 , sm, 5P, SB, St, W

Add blends to make different words.

1. _ __1p . __ _ ad

2. ___wb 22. _ __wm

). _ __td 23. __ __anm

4. .M . ___ g

S. _ __ uff o s et

6. _ __ 2. ___»

F.__ __ab 27. __ __ N

. _ _at’ 2. _ _et

y. _ __ap 29. __ __ay “
0. _ _eNn :n.gimr

W, _ 1t n. _ __r

12. _ _ M 3. __ __1re - 3
13. _ __wt 3. _ _an

W, _ _ e M. ___o

15. _ _ oy 3. _ 1t

.. 11 3

. M *

8. _ __wm» 7
1. __ __an ’
20. _ _wm | .




o

Spellimg (l e)

S oSS T

umbrella @

& ,.

Pv'ochd:mrh-baﬁmwﬁdm-ﬁ:hmﬂ Count the vowuls. Write -
the nwnborh!hh:.

O s cobboge ] N

wﬁMohD -lhm: hnﬂ!‘rawg

» neighbor D

pleosant D

uehl:'

oo 1

radiotor E

{

soiding [ enovgh ] boauiiful |:|_
 squeated ] tewied [ beoatlon ()

tong vowels say thair namey. Put o check mrkﬂhewgndilmvﬁmﬂ&py A
the long vowel in the box

Wam
=l
o
o [
soer [

o i

wl ]
oo ]

-
-

mind ]

.gaIZI

opron !
wwoat [__]
mhg
mosic ]
il‘ﬁl- ‘j
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D

" Spelling (6 - 1)

} | hear two vowel
o’y They are o nnd

Underline the syflobles in eoch word. Count, Iﬁnﬂmhl‘hnnumhﬂﬂlyﬂ{-hh-i
hﬂhhhnklpﬁswﬁhwi S <




l!"l”iﬁ!i!{

muskrat

pempkin

a
350
A]l“iﬂﬁlﬂ“ﬂ“ﬂ“ﬁh'ﬂﬂpﬁﬁ!,ﬁﬁim:
»'nuu:‘!,; ' ‘E ,' Tir%
Lce n:'l' LE’EG vdo
| — e T *xfiv
u.;i:rmgimndthmlliﬁ-ﬂ;ﬁnmﬂ:dmjtbmwﬂ
connot bedbug: pigpen iup!a(: tenpins
wphill wpaet =k|dn§§ :Bﬁ;’ib" sunset
podleck puppet himself itself hetrack
.hoandbeag handcuffs sandbex sandman cockpit

¥
windmill dustpan

)T T et i e Sk, o oy TR Wy - AWy 7 pes

l)r:-!rh[nrﬂnd&nmlﬂp;ﬂhnéﬂﬁﬂiﬁh:ﬁﬂmmmL-t-nturhn

you md B ORI TR cale T .

B e e a:gé& é-—aﬂ-;-—ﬁlik-u-*u i.*ia roaims s
bashet- picnic rabblt happean lesson
napkin piék:!i confoss gn}lin bonnaet

- T
butten tablet velvet Trentfal helpful
hoandful mitten svudden jockes kitten
ribhon - fuanal disguat attic *2 axpect

. ToAwERLT Y A . eEm —g-—r-*t-i-ﬁ“g \g-—r—-—ir-_r*; S T ;"‘.“ ez ’l
Fmd Lhe missing iﬁd ind complets each sentence. Practic rndlng the sentences. ;

. R T omm = ,;i.f.g&ﬁ-,ﬂ’-p \FK LI U S e e |

Yoo — ___ sefl your Jocket ®© T-m, cobweb comon . connot
-2’ connP ges himsaf @ bultdog himsslf  tiptop
Jack cnd it dog led the pigs to the dustpon  pigpen  padiock
fdwin comot win et . - ______ * lessen ennia bonnet
The gong will oftempt 10— the king. pigpen  sunset  kidnap
Bess put napking in the pienle disguat  basket  helpful
The jet left for the wast just ot 77 . sunset _cobweb pumpkin

sudden lesson ' jochet
sudden  hidden hoppen

'Bub had o rabblt in the pocket of his |
Asnes had . hr(&iﬁﬂhﬁﬁ ln a closet.




