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p ro v e d  cu rr ic u la . Now  th e  c h a r te r  allows h im  to  sco res a c h ie v ed  by e a c h  te a c h e r . "N ow  th a t ’s p e e r
s p e n d  his p rec io u s  c u r r ic u lu m  d o lla rs  o n  w hichcv- p re ssu re ."  says K aren  A n astasio , a  r e a d in g  specia l-
e r  p ro g ra m  h e  d ee m s best. ist a t  W esley.

T e a c h e rs  a r e  a lso  su b je c t to  u n s c h e d u le d  visits 
H o ld in g  T e a c h e r s  A c c o u n ta b le  fro m  L o tt a n d  c u r r e n t  W esley p r in c ip a l S uzie

In fact, L o tt defies c o n v e n tio n  a t  even* tu rn . R im es, w ho c h e c k s  o n  e a c h  c la ssro o m  a t  le a s t o n c e
T ra c k in g — th e  p rac tice  o f  g ro u p in g  s tu d e n ts  by a day. O n  o n e  o f  th e  days I sp e n t a t  W esley, R im es
skill level— h as  b ee n  a c cu sed  o f  p ig e o n h o lin g  stu- fo u n d  a te a c h e r  w h o  h a d  n o t c h e c k e d  h e r  s tu ­
d e n ts  in to  rig id  ca teg o rie s . T h e  firs t a c tio n  L o tt d e n ts ’ h o m e w o rk . " S h e ’s g o t  a  sh o rt-liv ed  exis-
to o k  as p r in c ip a l was to  te s t h is s tu d e n ts , r a n k  te n c e  h e re ,"  R im es sa id . “I f  s h e  c a n  f in d  a  p la ce  to
th e m  by in s t-u c tio n a l level, a n d  p la c e  th e  to p  22  pay h e r  to  d o  w h a t sh e  w an ts  to  d o . m o re  p o w e r to
s tu d e n ts  in o n e  class, th e  n e x t 22 in  a n o th e r ,  a n d  h e r ."  N ew  te a c h e rs , in  p a r tic u la r ,  c a n  e x p e c t  to  b e  
so  o n . T h e  s tu d e n ts  in  e a c h  class co m p rise , a t  o b se rv ed  tw o to  th r e e  lim es  a  day. 
m o st, th re e  skill levels, m a k in g  it e a s ie r  fo r  teach - "N ew  te a c h e rs  d o n 't  c o m e  e q u ip p e d  to  te ac h "  
e r s  to  ta ilo r  th e ir  lesson  p la n s  to  th e  in d iv id u a l u p o n  g ra d u a t io n  f ro m  e d u c a t io n  schoo ls , iavs
n e e d s  o f  th e ir  s tu d e n ts . L o tt. “So w e h a v e  a  lo t  o f  tra in in g  fo c u se u  o n

“If you d o n 't  teach  a c h ild  o n  h is in s tru c tio n a l te a c h in g  te a c h e rs  h o w  to  te a c h . T h ey  g e t  so  little
level," L o tt says, “you will te a c h  h im  a t  his fru s tra -  field  p ra c tic e  in  c o lle g e ."
t io n  level. A  ch ild 's  se lf-esteem  a n d  success a t  U n d e r ly in g  th e se  p o lic ie s  is L o tt 's  co n v ic tio n
le a rn in g  a re  d e te rm in e d  by h is h a t in g  a n  o p p o r-  th a t  if  a c h i ld  d o e s  n o t le a m . it is th e  te a c h e r ’s 
tu n ity  to  b e  ta u g h t a t th e  ra te  a n d  level th a t  h e  is fault. " I’m in  th e  e d u c a t io n  business,"  says Os- 
c a p a b le  o f  b e in g  ta u g h t."  b o rn e  E le m e n ta ry  p r in c ip a l  A n n  Davis, a n o th e r  o f

M oreover, few schoo l d is tric ts  ra te  te a c h e rs  th e  L o tt d isc ip le s  in  c h a rg e  o f  th e  fo u r  c h a r te r
b a se d  o n  p e r fo rm a n c e , yet L o tt d e m a n d s  a c c o u n t-  sc h o o ls  u n d e r  h is  m a n a g e m e n t . “I f  I 'm  n o t  d o in g
ability . E arly in  his c a re e r  h e  b e g a n  te s tin g  ch il- my jo b .  I n e e d  to  b e  p u t  o u t  o f  b usiness."
d r c n  a t  th e  b e g in n in g  a n d  e n d  o f  e a c h  sch o o l year. T h e s e  lo fty  e x p e c ta t io n s  w o u ld  m e re ly  p rovoke
By b re a k in g  tire sco res d o w n  by c lassro o m , h e  re s e n tm e n t a m o n g  te a c h e rs  if  L o tt d id  n o t  e q u ip
know s w hich  te ac h e rs  a r e  s u c c e e d in g . His p e rso n -  th e m  w ith p ro v e n  s tra teg ie s . N ew  te a c h e rs  a t te n d
n c l d ec is io n s  a n d  m e rit b o n u se s  a r e  based  o n  th e  several days o f  t r a in in g  b e fo re  sc h o o l b eg in s, a n d
resu lts . O fte n  h e  will ev en  p o s t th e  average s tu d e n t  L o tt will re le a se  th e m  f ro m  classes fo r  a  w eek to

o b se rv e  a n  e x p e r ie n c e d  te a c h e r  if  
th e y  n e e d  to . "T e ac h ers  n e e d  to  b e  
t r a in e d ,"  L o tt insists. “T h e y  n e e d  to  
k n o w  th a t  th e y  a re  su p p o r te d ."  T h e  
s c h o o l y e a r  is r e p le te  w ith  o p p o r tu n i­
ties fo r  f u r th e r  tr a in in g  a n d  tim e  to  
s h a re  s tra teg ie s  w ith  co lleag u es. “You 
c a n 't  as a  te a c h e r  fail a t  W esley un less 
y o u  d o n ’t  w an t to  d o  th e  p ro g ra m ."  
says G ayle F a llo n , th e  h e a d  o f  th e  
te a c h e rs  u n to n .

B u t F a llo n  w arn s p ro s p e c tiv e  
te a c h e rs  th a t  if  th ey  w an t to  in te rp re t  
th e ir  c o n tra c ts  literally . W esley is n o t 
th e  p la c e  fo r  t h e r* \ “I te ll th e m . 
‘Y o u ’re  g o in g  t- h ro u g h  lu n c h ,
p as t 5 P.M., a i tu rdays. B ut
y o u 'r e  a lso  g o in g  d isc ip lin a ry
s u p p o r t ,  th e  m a te ria ls  y o u  n e e d , a n d  
all th e  tr a in in g  you  r e q u i r e , '" F allon  
says. W esley  typically  loses fo u r  to  six 
te a c h e rs  a t  d ie  b e g in n in g  o f  e a c h  y ea r  
b e c a u s e  they  d islike  th e  p ro g ra m  o r  
fail to  m e e t  L o tt 's  s ta n d a rd s  o f  c o m ­
p e te n c e .

T h e  w o rk lo ad  is heavy b ec au se  s tu ­
d e n ts  m u s t be g ra d e d  in  five sub jects 
e a c h  day. A n d  a lin c h p in  o f  d ire c t in ­
s tru c t io n  is th a t  s tu d e n ts  a rc  te s ted

o v e r ty  d o e s  n o t  h o ld  
ack  s tu d e n ts  a t  W esley  
le m e n ta ry : M o re  i^ a n  
3 p e r c e n t  p a s s  T e x a s  
a t e  r e a d in g  te s ts .
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o f te n  to  e n s u re  th e y  h av e  m a s te re d  th e  m a te r ia l 
b e fo re  m o v in g  o n . T h e s e  m e a s u re s  e n a b le  te a c h ­
e rs  to  give s tu d e n ts  fe e d b a c k  o n  t h e i r  m istakes. I t ’s 
n o  use . L o tt says, to  h ave  k ids p ra c t ic in g  b a d  
h ab its . O r  to h av e  th e m  tu r n in g  th e  p ag e  w ith o u t 
h av in g  le a rn e d  th e  p re v io u s  le s so n . B u t it a lso  
m ak es th e  j o b  o f  te a c h in g  th a t  m u c h  h a rd e r .

T h e  d e m a n d in g  h o u r s  a n d  p re s s u re  to  p e r ­
fo rm  tak e  th e i r  to ll. T h e  m a jo rity  o f  W esley te a c h ­
e rs  h ave  few er th a n  five y ea rs  o f  te a c h in g  e x p e r i­
e n c e , w hile  th e  a v e ra g e  H o u s to n  t e a c h e r  has s p e n t  
12 years in th e  s a m e  s c h o o l . A c c o rd in g  to  L o tt, th e  
p ro b le m  is c o m p e t i t io n :  “W e 're  s u r r o u n d e d  by 
p le n ty  o f  less r ig o ro u s  s c h o o ls  th a t  love to tak e  th e  
te a c h e rs  w e 've a lr e a d y  t r a in e d .” S ev e ra l o b se rv e rs  
say th is  is in te g ra l  to  L o tt’s su ccess: H e  tra in s  
y o u n g  te a c h e r s  h is  w av b e fo re  th e y  b e c o m e  e n ­
tr e n c h e d  in a n o th e r  p h ilo so p h y .

F ranch is ing  Success
In  te rm s  o f  e d u c a t io n  p o licy , th e  key q u e s tio n  

is: C an  th e  W esley  way b e c o m e  a  m o d e l fo r  w ide­
sp re a d  e d u c a t io n  re fo rm ?  C a n  L o tt su c cee d  w ith ­
o u t  d e v o tin g  th e  a m o u n t  o f  lim e  to  ea c h  o f  h is  
fo u r  c h a r te r  s c h o o ls  th a t  h e  h as  alw ays g iven  to  
W esley? W h ich  is in d is p e n s a b le ,  th e  v isio na ry  
le a d e r  o r  th e  a p p r o a c h  h e  h a s  c h a m p io n e d ?

I t ’s to o  ea rly  to  r e n d e r  a  v e rd ic t  o n  th e  c h a r te r  
e x p e r im e n t , b u t  t h e  in itia l s ig n s a r e  p ro m is in g . 
L o tt 's  first s te p  a t  H ig h la n d  H e ig h ts  was to  re p la c e  
th e  p r in c ip a l (a  p o w e r  th e  c h a r te r  gives h im ) w ith  
S a n d ra  C o rn e liu s , a  f o r m e r  W eslev  a ssis tan t p r in ­
c ipa l. “T h e  las t p r in c ip a l  was a  jo k e ,"  says L o tt. 
“T h e  p la c e  was a  m ess , a n d  sh e  w o u ld n 't  ev en  
sh o w  u p  o n  t im e .” C o rn e l iu s  sh a re s  h is p h ilo so p h y , 
a n d  sh e  b e g a n  bv b e a u tify in g  th e  sc h o o l, im p o s in g  
a  se n se  o f  o r d e r ,  a n d  a d o p t in g  th e  d ircc t-in s tru c - 
tio n  p ro g ra m s .

T h e  re su lts  h av e  b e e n  re m a rk a b le . In 1994-95. 
th e  y e a r  b e fo re  L o t t  a s su m e d  re sp o n sib ility  fo r  
H ig h la n d  H e ig h ts  (w h e re  94 p e rc e n t  o f  s tu d e n ts  
re ce iv e  f re e  o r  r e d u c e d -p r ic c  lu n c h e s ) . 37 p e rc e n t  
o f  its fo u r th  g ra d e r s  h a d  p a ssed  th e  T.AAS in re a d ­
in g . L ast sp r in g , a  w h o p p in g  100 p e rc e n t  passed .
In  m a th , 94 p e r c e n t  o f  th e  s c h o o l’s fo u r th  g ra d e rs  
p assed  th e  TAAS th is  year. Tw o years ago , th e  p as­
sage  ra te  was 30  p e r c e n t  a m o n g  fo u r th  g rad e rs .

O s b o rn e  E le m e n ta ry , th e  th i r d  e le m e n ta ry  
sc h o o l now  u n d e r  L o u 's  m a n a g e m e n t, has b ee n  
im p ro v in g  s te ad ily  e v e r  s in c e  Davis was h ire d  as 
p r in c ip a l in  1993. sev era l years b e fo re  L o tt to ok  
over. F ew er th a n  40  p e r c e n t  o f  its s tu d e n ts  h a d  
p a ssed  th e  TA AS in  re a d in g  a n d  m a th  in  1993. 
N ow adays, m o re  th a n  8 0  p e rc e n t  pass. In stead  o f  
D ISTAR, Davis h a s  c h o s e n  to u se  S uccess F o r All. a 
te a c h in g  m o d e l d e v e lo p e d  a t  J o h n s  H o p k in s  U n i­
versity  th a t  in c o r p o r a te s  d irc c t- in s tru c tio n  te c h ­
n iq u es. L o u . fo r  th e  m o s t p a n .  has left well e n o u g h  
a lo n e . ‘A ll o f  [ th e  p r in c ip a ls )  a r e  fre e  to  d o  th e ir

o w n  th in g  as  lo n g  as th ey  g e t re su lts ,” L o tt says.
L o t t ’s m o s t  d a u n u n g  c h a lle n g e  is to  re v a m p  

M .C . W illiam s, th e  lo n e  m id d le  sc h o o l (g ra d e s  six 
t h r o u g h  e ig h t )  in  h is c a re . H e  s p e n t  th e  firs t y ea r 
o f  th e  c h a r t e r  b a ld in g  th e  o ld  p r in c ip : 1 w h o  d is­
a g r e e d  w ith  L o tt p h ilo so p h ic a lly  a n d  h a s  s in ce  
b e e n  r e p la c e d . T h is  y e a r  th e  sc h o o l h as  a  new  
p r in c ip a l  a n d  a  n ew  lo o k . F o rm e rly  d a rk  hallw ays 
n o w  h av e  f lu o re s c e n t  lig h tin g ; a  o n c e  p e rp e tu a lly  
d ir ty  f lo o r  is sw ep t a n d  w axed  daily ; g ra ff iu  is 
c le a n e d  u p  im m e d ia te ly : a n d  new  p r in c ip a l  Roy 
M o rg a n  h im s e lf  d o n n e d  a n  o ld  sw ea tsh irt o n e  S at­
u r d a y  a n d  p a in te d  th e  f r o n t  d o o rs  b r ig h t  b lu e .

M o rg a n  is a  c o n s ta n t  p re s e n c e  in  th e  hallw ays 
a n d  c la s s ro o m s , a n d  te a c h e rs  a re  a ss ig n e d  p os ts  a t  
h ig h - tra ff ic  a r e a s  d u r in g  b reaks. T h e ir  m ission : 
M a in ta in  o r d e r .  “T h e  te a c h e rs  a n d  a d m in is tra to rs  
h av e  fin a lly  g o t te n  c o n tro l ,” says a ss is tan t p r in c ip a l 
S v lv ia jo n e s . T h e s e  in iu a l re n o v a tio n s  a r c  re v ea lin g , 
f o r  th e y  re f le c t  L o u 's  p rio ritie s . B efo re  a t te n d in g  to  
a c a d e m ic s , L o tt  says, you  m u s t c re a te  an  e n v iro n ­
m e n t  fo r  le a rn in g . T h a t  m e a n s  a  c le an  sc h o o l w ith 
c h e e ry  c o lo rs , a  s ta f f  o f  p ro fess io n a ls  w ho  t re a t  s tu ­
d e n ts  w ith  re sp e c t, a n d  s tu d e n ts  w h o  u n d e r s ta n d

I h r e e  y e a r s  a g o ,  b e f o r e  L o tt t o o k  o v e r  H ig h la n d  H e i 

3 7  p e r c e n t  o t f o u r t h - g r a d e r s  p a s s e d  t h e  r e a d i n g  

L a s t  y e a r ,  1 0 0  p e r c e n t  p a s

w h a t ty pe  o f  b e h a v io r  is e x p e c te d  o f  th e m .
T e s t sco res , how ever, h ave  on ly  se e n  m in o r  im ­

p ro v e m e n ts . B esides th e  tu rn o v e r  in  le a d e rsh ip  
a n d  th e  w asted  y e a r  w ith  a n  in effec tiv e  p r in c ip a l, 
W illiam s su ffe rs  fro m  a m o re  se rio u s  p ro b le m : 
C h e rry -p ic k in g . W esley  g ra d u a te s  a r e  tech n ica lly  
z o n e d  to  a t te n d  W illiam s, b u t  few ac tu a lly  e n te r .  
M o st a r e  a c c e p te d  by m a g n e t  sch oo ls  th r o u g h o u t  
H o u s to n  o r  w o o e d  by p riv a te  sch o o ls  se e k in g  h igh - 
a c h ie v in g  m in o r ity  s tu d e n ts . S o  W illiam s is le f t w ith  
h u n d r e d s  o f  g ra d u a te s  o f  o th e r  local e le m e n ta ry  
s c h o o ls  s ta r t in g  w ell b e lo w  g ra d e  level.

L o u 's  so lu tio n  is to  b r in g  te x tb o o k s  f ro m  W es­
ley  in to  th e  m id d le  sc h o o l. ‘T h e s e  k ids  d o n 't  k n o w  
h o w  to  d e c o d e  a  w o rd ,” h e  says. ‘ N ow  w e 're  h av in g  
to  d o  w h a t d ie  e le m e n ta ry  sch o o ls  d i d n 't  d o ."  T h e  
c h a r t e r  a r r a n g e m e n t  e x e m p ts  W illiam s f ro m  re g u ­
la t io n s  fo r b id d in g  th e  u se  o f  below -levcl te x tb o o k s .

A Failure To Replicate 
L o tt 's  d e v o tio n  sp rin g s  fro m  his d e e p  ro o ts  in  

t h e  c o m m u n ity . H is b o y h o o d  h o m e  s ta n d s  ju s t  five 
b lo c k s  f ro m  W esley, a n d  as a  ch ild  h e  a t te n d e d  
H ig h la n d  H e ig h ts . Back th e n  A cres H o m e s  was 
la rg e lv  ru ra l ;  h is  p a re n ts  ra ised  liv esto ck  a n d  
p u m p e d  w a te r f ro m  a w ell. It was a  d if fe re n t  k in d  
o f  c o m m u n ity , to o . T h e r e  w ere  m o re  fam ilies a n d  
th e y  lo o k e d  o u t  fo r  e a c h  o d ic r 's  c h i ld re n ,"  L o tt
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lam en ts . “My n e ig h b o r  was as m u c h  a g u a rd ia n  as 
m y p a re n ts . N ow  we h ave  d ru g s , v io len ce , b ab ie s  
h av in g  bab ies— th e  w h o le  n in e  yards."

S o o n  a f te r  g ra d u a tin g  fro m  T ex as S o u th e rn  
U n iversity  a n d  b e c o m in g  a n  e d u c a to r . L o tt a n d  h is 
wife b u ilt  a  h o m e  n e a r  W esley. "I w a n te d  m y c h il­
d r e n  to  know  th e ir  h e r ita g e ."  L o tt savs. "I w a n te d  
th e m  to  sit in  th e i r  g r a n d m o th e r 's  ro c k in g  c h a ir ."

Ever: th o u g h  L o tt  was to ld  th a t  h e  w o u ld  n e v e r  
re c o u p  th e  h o u s e 's  full v a lu e , it was im p o r ta n t  to  
h im  th a t  A cres H o m e s  kids h o ld  h ig h  a sp ira tio n s . 
“C h ild re n  w o u ld  pass th e  h o u s e  a n d  a d m ire  it," 
L o tt says, “a n d  say, ‘Y ou c a n  c o m e  fro m  A cres 
H o m e s  a n d  m a k e  a  d if fe re n c e  in  th e  w o rld .'"

B u t liv ing in  A cres  H o m e s  m e a n t  h is  c h i ld re n  
h a d  to  a t te n d  W esley. F in d in g  th e  e d u c a tio n  lack ­
in g , h e  s e n t th e m  to  p riv a te  sc h o o l a n d  vow ed  to  
ta k e  ih e jo b  as p r in c ip a l  a t  W esley if  it e v e r  o p e n e d . 
"I k new  w h a t it  was like to  b e  a  p a r e n t  lo o k in g  fo r  
a  sc h o o l th a t  ta u g h t  m y k ids as well as I was 
ta u g h t."  L o tt says. “F o r  th e m  to d o  less is c r im in a l."

O p p o r tu n i ty  k n o c k e d  in  1975, a n d  th e  swift 
a n d  d ra m a tic  im p ro v e m e n ts  a t  W esley so o n  a t­
t r a c te d  n o tic e . In  1980, th e  sc h o o l d is tr ic t  c o n ­
d u c te d  a  s tu d y  o f  W esley a n d  10 o th e r  sc h o o ls  w ith  
s im ila r  d e m o g ra p h ic s .  I t a t t r ib u te d  th e  s u d d e n  
u p u c k  in  W esley’s sc o re s  to  th e  u se  o f  D ISTA R.

W ith  th e se  re su lts  in  h a n d  a n d  a  su p p o ru v e  su ­
p e r in te n d e n t .  m o r e  th a n  300  T ex as  sch o o ls  a d o p t ­
e d  D IST A R  in  th e  ea rly  1980s. B u t s in c e  D IST A R  
h a d  still n o t  b e e n  a p p ro v e d  by th e  s ta te  e d u c a t io n  
b o a rd , p u b lic  s c h o o ls  h a d  to  d iv e r t  d is c re tio n a ry  
fu n d s  aw ay f ro m  o t h e r  e n d e a v o rs  to  a f fo rd  th e  
p ro g ra m . W h e n  c la ss ro o m  c o m p u te rs  b e c a m e  th e  
la te s t  rage , th e s e  s c h o o ls  la rg e ly  a b a n d o n e d  DIS­
T A R  to  p u r c h a s e  c o m p u te r  h a rd w a re .

T h e  n e x t  s u p e r in te n d e n t .  J o a n  R a y m o n d , was 
a n  a r d e n t  w h o le - la n g u a g e  aco lv tc . L o tt 's  p h i lo s o ­
p h y  was a n a th e m a  to  h e r . a n d  a c c o rd in g  to  G ayle 
F a llo n , h is  su c c e s s  p r o m p te d  m a n y  H o u s to n  
s c h o o l d is tr ic t  a d m in is t r a to r s  to  q u e s tio n  th e  va­
lid ity  o f  W esley 's  s c o re s . T h e y  a s su m e d  th a t  if  m i­
n o r ity  k ids w e re  d o in g  w ell o n  tes ts , th ey  h a d  to  b e

T , e x  i s  e d u c a t o r s  p r a i s e  L o t t  b u t  r e s i s t  t b e  m e t h o d s  

t h a t  e x p l a i n  b i s  s u c c e s s .

c h e a tin g ,"  L o tt  says. T h e  d is tr ic t  s e n t  a  p a ir  o f  in ­
v es tig a to rs  in to  th e  sc h o o l to  lo o k  fo r  e v id e n c e  o f  
fo u l play, b u t  th e y  c a m e  aw ay e m p ty -h a n d e d .

T h e  b ase le ss  c h a rg e s  p ro v o k ed  a n  in d ig n a n t  
b ac k la sh . “ [R a y m o n d ]  g o t to  m e e t  th e  e n t i r e  A cres 
H o m e s  c o m m u n ity  a t  d ie  n e x t  sc h o o l b o a rd  m e e t­
in g ."  says F a llo n , sm ilin g . The p ivo ta l m o m e n t  
c a m e  w h en  A B C 's  PrimeTime Live b ro a d c a s t  sc en es  
o f  L o tt 's  c h i ld r e n  r e a d in g  nvo a n d  th r e e  years 
a b o v e  g ra d e  lev e l. R a y m o n d  s q u irm e d  as r e p o r te r

C h ris  W a llace  q u e s t io n e d  th e  d is tr ic t 's  lack  o f  su p ­
p o r t  fo r  L o t t  a n d  h e r  o w n  p r e ju d g e s .  I t h a d  all th e  
e le m e n ts  o f  a  ju ic y  s to ry — a c r u s a u in g  h e r o ,  a n  in ­
tra n s ig e n t  b u r e a u c r a c y ,  a n d  c h i ld re n 's  e d u c a t io n  
in  th e  b a la n c e — a n d  .ARC r a n  it tw ice. U ltim a te ly , 
it gave L o tt  a n  a u r a  o f  in v in c ib ility  a n d  fo rc e d  Ray­
m o n d  o u t  o f  o ffice .

I t a lso  b r o u g h t  a  w ave o f  re q u e s ts  f ro m  p a re n ts  
th r o u g h o u t  th e  city  d e s p e r a te  to  e n ro l l  th e i r  ch il­
d re n  a t  W esley. S o m e  r e s o r te d  to  ly ing  a b o u t  w h e re  
th e i r  c h i ld r e n  liv ed , p ro v id in g  d ie  a d d re s s  o f  a  va­
c a n t  lo t o r  o f  a  re la tiv e  w ith in  L o tt 's  d is tr ic t. W h ile  
tn o s t s c h o o ls  ta k e  p a in s  to  e x p o se  su c h  f ra u d , L o tt 
d o e s  n o t. I f  th e y  w a n t to  c o m e  2n d  d o n ’t c a u s"  an y  
tro u b le , h e  is g la d  to  e d u c a te  th e m .

N ow  Lor.t h a s  a  s u p p o r u v e  s u p e r in te n d e n t  in  
R o d  P a ig e  ( th e  tw o a r e  g o o d  f r ie n d s )  a lo n g  w ith  
a n  a d o r in g  c o m m u n ity  a n d  a n a u o n a l  r e p u ta t io n . 
W h e n  P a ig e  im p a n e le d  a  b lu e - r ib b o n  co m m is s io n  
to  s e id e  th e  re a d in g - in s t ru c t io n  d e b a te  in  H o u s ­
to n , L o tt  w as o n e  o f  th e  e x p e r ts  c a lle d  to  serve. 
T h e  c h a r te r - s c h o o l  a r r a n g e m e n t  s p r u n g  f ro m  
P a ig e ’s d e s i r e  to  “c r e a te  a n  e n v iro n m e n t  in  w h ich  
a  r e n e g a d e  p r in c ip a l  lik e  L o u  c o u id  f lo u rish ,"  h e  
says. O b s e rv e rs  visit W esley  f ro m  ac ro ss  th e  c o u n ­
try. .A nd d e s p i te  th e  p re s s u re s  L o tt p lac e s  o n  his 
te a c h e rs , e v e n  th e  n a t io n a l  o ff ic e  o f  th e  A m e r ic a n  
F e d e ra t io n  o f  T e a c h e r s  (A F T ) h as  p u b lis h e d  a p ­
p ro v in g  s to r ie s  o n  d i r e c t  in s tru c t io n  a n d  W eslev  in  
its j o u r n a l  Am erican Teacher.

T h e  m o s t  im p o r ta n t  lesso n s, h o w ev er, h av e  y e t 
to  b e  l e a r n e d .  L o tt 's  d ire c t- in s tru c t io n  p ro g ra m s  
a re  still n o t  a  p a r t  o f  T e x a s 's  a p p ro v e d  c u r r ic u lu m : 
s c h o o ls  t h a t  w a n t to  u se  th e  p ro g ra m s  m a s t  e i t h e r  
g a in  c h a r t e r  s ta tu s  o r  u se  p re c io u s  d is c re tio n a ry  
fu n d s  to  b u v  th e  te x tb o o k s . T h e  H o u s to n  Live­
s to ck  S h o w  a n d  R o d e o  is m tr ib u t in g  $4.4  m illio n  
o v e r  th e  n e x t  t h r e e  y e a rs  to  b r in g  R e a d in g  M asierv  
(fo rm e r ly  DIST.AR) in to  six  lo w -p e rfo rm in g  H o u s­
to n  sc h o o ls , b u t  th e  sc h o o l d is tr ic t h as  m a d e  little  
e f fo r t  to  f in d  o u t  w h a t m a k e s  L o tt’s p ro g ra m  w o rk  
a n d  e n c o u r a g e  o th e r  sc h o o ls  to  fo llow  it.

T h e  re s is ta n c e  to  a d o p t in g  d ire c t  in s tru c t io n  is 
a n  a p t  m e ta p h o r  fo r  th e  p ro b le m s  a n d  p ro m ise  o f  
o u r  d e c e n tr a l iz e d  sy stem  o f  p u b lic  e d u c a t io n . C u r ­
r e n t  t h o u g h t  in  e d u c a t io n  c irc le s  e m p h a s iz e s  
" c h i ld - c e n te r e d "  c la s s ro o m s  a n d  c o l la b o ra t iv e  
le a rn in g  g ro u p s , v a lu es  th e  le a rn in g  “p ro cess*  o v e r  
c o r r e c t  a n sw e rs , a n d  d isavow s th e  le a c h in g  o f  basic  
skills in  m a th  a n d  r e a d in g  (a l th o u g h  p h o n ic s  has 
e x p e r ie n c e d  a  re s u rg e n c e  as o f  la te ) . T h e se  t re n d s  
p la c e  c o n t r o l  o v e r  c u r r ic u lu m  c o n te n t  la rg e ly  in 
te a c h e r s ’ h a n d s .

D ire c t- in s tm c tio n  p ro g ra m s  d o  th e  o p p o s ite . 
T h e i r  s c r ip te d  lesso n s leave th e  te a c h e r  w ith  little  
f re e d o m , a l th o u g h  W esley  te a c h e rs  say th a t  h av in g  
re a d y -m a d e  lesso n  p la n s  leaves th e m  m o re  tim e  to  
d e v e lo p  c re a tiv e  su p p le m e n ts . In  d ire c t  in s tru c ­
tio n . th e  t e a c h e r  ru n s  th e  c la ssroo m  a n d  th e  stu-
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e n s u r in g  th a t  te a c h e r s  h av e  a  w e ll-d cs ig n ec  
c u r r ic u lu m  a n d  th e  t r a in in g  th e y  n e e d ,  th e ' 
u ltim a te ly  b e a r  t h e  re sp o n s ib i l i ty  f o r  w h e th e  
th e  c h i ld r e n  le a m . “T h a t 's  w h a t b o th e r s  m e . 
L o tt  says, " th e  p e o p le  w h o  say  y o u  n e e d  ti 
have  a  T h a d d c u s  L o t t  to  c h a n g e  th in g s .  N o  
y o u  d o n ’t."

T o  p ro v e  th a t  t h e r e 's  n o t h i n g  u n iq u e  
a b o u t  d i r e c t  in s t r u c t io n . P a ig e ’s o ff ic e  p r o  
s id e d  TA A S sc o re s  f ro m  2 2  H o u s to n  s c h o o l  
w ith  d e m o g ra p h ic s  a n d  a c h ie v e m e n t  leve l 
c o m p a ra b le  to  W e sley ’s, o n ly  a  few  o f  vvhicr 
u se  d i r e c t  in s t ru c t io n . T h e  o ff ic e  n e g le c te c  
to  su p p ly — u n til  a s k e d — a  list in c lu d in g  the 
p e r c e n ta g e  o f  c h i ld r e n  in  e a c h  s c h o o l  w hi 
a c tu a lly  to o k  th e  te s t.

O f  th e  22  sc h o o ls , o n ly  tw o te s te d  m o re  
th a n  70 p e r c e n t  o f  t h e i r  k id s— a n d  o n e  o f  the 

W esley  te a c h e rs  a r e  w a rn e d : “Y o u ’r e  g o in g  to  w o rk  th ro u g h  lu n c h , p a s t  tw o was H ig h la n d  H e ig h ts , w h ic h  u ses  d i r e c  
5 P.M ., a n d  o n  S a tu rd ay s . B u t y o u ’r e  a lso  g o in g  to  g e t d isc ip lin a ry  su p - in s tru c t io n . T e n  o f  th e  22  a c tu a lly  te s te d  les 
p o r t ,  d ie  m a te r ia ls  you  n e e d , a n d  a ll th e  tra in in g  y o u  r e q u ir e .” th a n  5 0  percent o f  t h e i r  s tu d e n ts .  N o  s c h o o l:

h a d  te s te d  m o r e  th a n  6 0  p e r c e n t  o f  t h e i r  s tu  
d e n ts  fo cu s in itia lly  o n  a c q u ir in g  basic  skills: th e  d e n t s ,  w h ile  W esley  te s te d  9 3  p e r c e n t .  L o t t  d o e
p r im a ry  g o a l is m e a s u ra b le  s tu d e n t  a c h ie v e m e n t, n o t  n e e d  to  h id e  lo w -p e rfo rm in g  s tu d e n ts  to  p r o v t
H ow  m u c h  a  te a c h e r  likes th e  p ro g ra m  is o f  little  t h a t  d i r e c t  in s tru c t io n  w orks,
c o n c e rn . M ost te a c h e r s  b la n c h  a t  h av in g  th e i r  in- T o  b e  su re , H o u s to n  h as  m a d e  g r e a t  s t r id e s  i r  
s iru c iio n a l m e th o d s  d ic ta te d  so  heav ily  by th e  cu r- th e  a r e a  o f  r e a d in g — th e  b lu e - r ib b o n  c o m m itte e
ric u lu m . o v e rh a u le d  th e  d is tr ic t 's  c u r r ic u lu m  to  in c lu d e  .

M o reo v er, lo n g s ta n d in g  tra d i t io n s  o f  local co n - fo c u s  o n  ea rly  sy stem a tic  p h o n ic s , a n d  T A A S  pas
tro l in  e d u c a t io n  p r e v e n t  a n y  s u p e r in te n d e n t  fro m  sag e  ra te s  a r e  way u p  u n d e r  P a ig e 's  w a tc h . The.
im p o s in g  a  c u r r ic u lu m  like d i r e c t  in s tru c u o n  o n  s c h o o l  d is tr ic t’s a c c o u n ta b il i ty  system , in  w h ic h
a n  e n t i r e  d is tr ic t. A lth o u g h  th a t  m e a n s  n o t  every- e a c h  sc h o o l is g iven  a  g r a d e  f o r  its T A A S passage
o n e  will a d o p t  m is g u id e d  re fo rm s  (as h a p p e n e d  in 
C a lifo rn ia  w h e n  th e  s ta te  e d u c a t io n  b o r 'rd  m a n ­
d a te d  w h o le  la n g u a g e  s ta tew id e  a n d  re p e a le d  it 
sev era l y ea rs l a te r  a f te r  a  f ie rc e  p u b lic  o u tc ry ) , it 
a lso  m e a n s  n o t  e v e ry o n e  will a d o p t  th e  r ig h t o n es .
L o tt h a s  th e  p le a s u re  o f  m a n a g in g  o n ly  fo u r  
sc h o o ls  w h o se  p r in c ip a ls  w ere  e i th e r  tra in e d  by 
h im  o r  b e liev e  in  h is  a p p r o a c h .  Im a g in e  a tte m p t­
in g  to  im p o se  a  c u r r ic u lu m  o n  2 42  H o u s to n  p r in ­
c ipa ls  a n d  th e i r  s ta ff, a ll o f  w h o m  possess th e ir  ow n 
e d u c a t io n a l  p h i lo s o p h ie s .

T h e  fa ilu re  to  re p l ic a te  L o tt 's  p ro g ra m  reveals 
a n o th e r  v ex in g  m a t te r  in  e d u c a t io n :  H e ro  w or­
sh ip . W h e th e r  i t 's  T h a d d c u s  L o tt. J o e  C la rk  o f  N ew  

Je rse y , o r  J a im e  E sc a la n te  o f  C a lifo rn ia , th e  la tte r  
tw o m a d e  fa m o u s  by p o p u la r  H o lly w o o d  film s, 
w h en  we e le v a te  e d u c a to r s  to  th e  h e ig h t  o f  m yth  
we p lace  th e i r  a c h ie v e m e n ts  se em in g ly  b ey o n d  
re a c h . F o r e x a m p le , w h e n  a sk e d  w hy th e  sch oo l 
d is tr ic t h a d  n o t  t r ie d  to  re p lic a te  d i r e c t  in s tru c tio n  
in  o th e r  sc h o o ls . P a ig e  a n sw e re d . “T h e  e r r o r  in  
y o u r  p re m ise  is t h a t  i t 's  th e  m e th o d o lo g y  th a t  
m ak es [L o ttJ  s u c c e e d . I f  I h a d  to  c h o o se  an y  sin g le  
fo u n d a tio n  o f  h is  su ccess , it is h is  in te n se  d e s ire  to 
cau se  c h i ld re n  to  le a m ."

Yet T h a d d c u s  L o tt  sp e n d s  m o s t o f  h is d av  in 
m e e tin g s . A l th o u g h  lie  s h o u ld  b e  a p p la u d e d  fo r
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ra te , h as  fo rc e d  p r in c ip a ls  to  sh o w  m a r k e d  irr. 
p r o v e m e n t  o r  risk  lo s in g  th e i r jo b s .  B u t s c h o o ls  arc  
a ls o  e x e m p tin g  m o re  a n d  m o r e  o f  th e i r  s tu d e n t :  
f ro m  th e  TAAS b<- la b e lin g  th e m  sp e c ia l e d u c a t io i  
o r  g iv in g  th e m  th e  te s t in  S p a n ish .

T h e  d is tr ic t 's  p o licy  o f  b e n ig n  n e g le c r  to w a rd  . 
m a n  like T h a d d c u s  L o tt  m ay  a llo w  h im  to  “f lo u r  
ish ."  in  P a ig e 's  w o rd s, b u t  e d u c a t io n  r e f o r m  d e  
m a n d s  re p lic a b le  m o d e ls  fo r  im p ro v in g  e n t i r e  d i s , 
tr ic is . n o t  ju s t  a  tin y  su b s e t  o f  sc h o o ls . L oo t’s  sue  
ce ss  w ith  d i r e c t  in s t r u c t io n , a n d  e v e n  D a v is ' 
r e c o r d  w ith  S u ccess  F o r  A ll. su g g e s t  e f fe c tiv e  re  
fo rm s . "D irec t in s tru c t io n  will c e r ta in ly  g ive u s  a  Io 
m o r e  su ccess th a n  we h av e  r ig h t  n o w ,"  saw  L o v e i 
B illu p s , th e  d i r e c to r  o f  f ie ld  se rv ices  fo r  e d u c 3 
t io n a l  issues a t  th e  A FT .

I t ’s a  m e a s u re  o f  h o w  low  o u r  e x p e c ta t io n s  ii 
e d u c a t io n  h ave  su n k  w h e n  a  s e n se  o f  m y s tiq u e  su i 
r o u n d s  a  m a n  w h o  b r o u g h t  in  c o m m o n -s e n s c  re  
fo rm s  su c h  as c h o o s in g  a  r e s e a rc h -b a s e d  c u r r i c t  
lu m , m e a s u r in g  te a c h e r  p e r f o r m a n c e ,  c o n d u c t in  
a n  o n -g o in g  e f fo r t  to  t r a in  th o s e  te a c h e r s ,  a n d  ex  
p e e r in g  c h i ld re n  to  m a s te r  su b je c ts  b e f o r e  m o v in i  
o n .  S h o u ld  we rea lly  e x p e c t  a n y th in g  less?

jy c e  Palmajfy is the assistant editor o /P o lic v  R eview  
H ie  J o u r n a l  o f  A m e r ic a n  G t iz c n s h ip .



Date: February 19, 1998 
To: HESS Committee
From: Janis Bishop

Finger Lake Elementary School 
RE: Phonics Instruction K-3
It concerns me that our state government has plans to mandate phonics instruction 
for kindergarten through third grade. You need to know that any competent 
teacher docs teach phonics, but not in isolation as proposed by your legislation. It 
appears that there is a lack of knowledge about the reading process and phonics 
instruction by our state government.
As a teacher with twenty-five years leaching experience, a masters in education, a 
reading specialist certification, and experience as a reading specialist, I can tell you that phonics is not taught in isolation. Reading is taught through an eclectic 
appioach, because not ALL children learn the same way. Some children are auditory Icemers, some visual, some tactile, and some kinesthetic. For that 
reason, teachers use all available tools to teach the reading process. Reading takes 
in all aspects of the reading process: phonics, language experience, creative 
writing, listening, speaking, spelling, book talks. a print rich environment, picture 
books, literature sets, chapter books, and tasals.
To tell a teacher that she is mandated to teach a "set" phonics program with text to follow is like telling Julia Childs that she must spend the day measuring dry and 
wet ingredients, but never following through to make an award winning recipe.
How quick will you be to follow your legislation with financing, or had you 
considered legislation without funding? Instead of stepping into territory that you 
are obviously unfamiliar with, consider doing something about overcrowding in 
the present schools by mandating funding for new schools. Has funding for 
technology to promote the reading process been considered? Try lowering class 
size, alleviating overcrowding in our public schools, adding technology money, 
and you might find a correlation between the reading process and lest scores.
In closing, consider this:
The more you read, the better you read.
The more you write, the better you write.
The more you read, ttvc better you write.
T h e  m o r e  you write, the better you read, 

and all the time your thinking.



S e n a t c - r s :  W i l k e n ,  I e m a n ,  G r e e n ,  W a r d ,  a n d  E l i i s -

I  am s e n d i n g  y o u  t h i s  fa x .  i n  h o p e s  t h a t  y o u  w i l l  t a k e  i n t o  a c c o u n t ,  t h e  

d a n g e r s  o f  t h e  b i l l  r e q u i r i n g  d i r e c t e d  i n s t r u c t i o n  o u t  o f  c o n t e x t  i n  

p h o n i c s  f o r  i ' - 3  g r a d e .

I  am a n  e d u c a t i o n  s t u d e n t  a t  U A S .  T h i s  i s  my l a s t  s e m e s t e r  b e f o r e  

s t u d e n t  t e a c h i n g .  I  am v e r y  a c t i v e  i n  e d u c a t i o n  a n d  k e e p  m y s e l f  

i n f o r m e d  o f  , n e  d i f f e r e n t  w a y s  o f  i n s t r u c t i o n .  P h o n i c s  i s  b e s t  

l e a r n e d  i n  a m e a n i n g f u l  c o n t e x t .  C h i l d r e n  m a s t e r  s k i l l s  a s  a  r e s u l t  

o f  r e a d i n g  a n d  w r i t i n g .  T h e r e f o r e  t o  r e q u i r e  p h o n i c s ,  i s o l a t e d ,  t o  b e  

t a u g h t  i n  K - 3  w o u l d  n o t  b e  a s  s u c c e s s f u l  a s  a l l o w i n g  t e a c h e r s  t o  

c h o o s e  w h a t  w o r k s  b e s t  f o r  t h e i r  s t u d e n t s .  S k i l l s  i n  a h o l i s t i c  

a p p r o a c h  a r e  s t i l l  b e i n g  t a u g h t  a n d  a r e  i m p o r t e r ,  b u t  t h e y  a r e  t a u g h t  

w i t h i n  r e a d i n g  a n d  w r i t i n g .  C h i l d r e n  n e e d  t o  i n t e r a c t  w i t h  p r i n t  a n d  

b r i n g  t h e i r  own k n o w l e d g e  a n d  b a c k g r o u n d  e x p e r i e n c e  t o  t h e  r e a d i n g .

We as teachers need to provide students with opportunities t.o interact 
with text and use a variety of strategies when learning new words.
When ! r e f e i  Cf) U s i n g  f a t e g i e s  t h e s e  i n c lu d e  p h o n i c s ,  s o u n d i n g  w o r d s  

o u t . ,  g u e s s  an d  g o ,  l o o k i n g  a t  p i c t u r e s ,  a n d / o r  r e a d i n g  a h e a d  and 

c o m i n g  b a c k  t o  t h e  w o r d  a f t e r  y o u  h a v e  m o r e  k n o w le d g e  o f  w h a t  i t ' s  

i t .  T h e s e  » r o  i l l  s t r a t e g i e s  t b a (  a h o l i s t i c  a p p r o a c h  u b u t  i n  

c o n t e x t  t o  w h a t  c h i l d r e n  a r e  r e a d i n g .  I t  w o u ld  b e  a d i s a d v a n t a g e  t :  

k i d s  n o t  t o  a l l o w  th e m  t o  l e a r n  t h e s e  w a y s  * 1" r e a d i n g  e n d  r e q u i r i n g  

th e m  o n l y  o n e  s t r a t e g y :  p n o n i c s .  K i d s  n e e d  t :  h a v e  a v a r i e t y  o f  w a y s  

o f  s o l v i n g  a p r o )  l e m ,  no. j u s t  o n e ,  t h i s  i s  r«r*1 l i f e  a n d  t h e  m o re  

w a y s  t h a t  a r e  a v a i l a b l e  t o  th e m  t h e  m o re  we a s  a d u l t s  c a n  e x p e c t  th e m  

t .  ? i|co— d.
T h a n k  y o u  f o r  y o u r  t i m e .  S h o d  i f -  ! .  A k i n
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D ate: 19 February 1998
To: Hess Committee

AK State Capitol 
Juneau. AK 99801-1182 

From: Kathleen S. Neumaier
P.O. Box ISO 
Healy, AK 99743 
(907) 683-1003 
Fax: 683-2452 

Re: BUI 203

Dear Committee Members: Senator Wilken, Senator Green. Senator Ward, and Senator Ellis,

As a public educator in the state of Alaska 1 urge you to vote NO on Senator Robin Taylor’s 
Bill 203. I am currently employed as a Title One .Aide at the Tri-Valley school In Healy.

Phonics is definitely taught throughout everyday in our classrooms. What those of you might 
not recognize Is that it is taught in context with stories, poems, and other reading, writing, 
and oral activities, f wish I had a video to send you showing one way that I teach phonics in 
context where the students enjoy it. Yet more im portantly they have an easier time 
understanding our complicated language because it involves the meaning of the printed 
words.

English is not a phonetic language. George Bernard Shaw has even brought attention to the 
oddities of the English spelling. He stated that, "...fish might be spelled ghoti. How? Ch is 
f, as in enough; o is i, as in women: ft is sh, as in notion. So. ghoti speUs fish" (Shaw in 
Barnet and Stubbs, 1986. p. 711). Constance Weaver’s book has a list of 45 generalized rules 
of the English spelling. For each generalization she gives the number of words that conform 
to the rule along with the number of exceptions to the rule. Our English vowel rules are 
especially unreliable! Many may remember the rule. “When two vowels go walking, the first 
does the talking.”

"The first vowel Is usually long and the second silent in the diagraphs ai, 
ea, oa, and  ui.
Diagragh Number of words Number of

Conforming Exceptions

ai 43 (as in nail) 24 (as In said)
ea  101 (bead) 51 (head)
oa 34 (boat) 1 (cupboard)
ui 1 (suit) 16 (build)"

(Weaver, 1988 p. 71)

Not all students leam in the same way. Some may not be auditory learners and have a 
difficult time hearing the phonic sounds. These students may compensate by learning sight 
words. Some students may pick up spelling by reading and writing often. Educators need to 
be giving the freedom to teach each student in the most appropriate way.

Imagine yourself a 5. 6. 7, or 8 year old being told that you pronounce ng one way if the 
word Is a noun of Germanic origin, but another way if the word is a noun of Romance origin.

Thank you for your time, I am done (an exception to the rule, "When there are two vowels, 
one of which is final e, the first vowel Is long and the e Is slient" as in bone).

"...teachers don't reject phonics; what they do is put it in its proper place." K. Goodman
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D e a r  C o m m i t t e e  M e m b e r s ,
I  u r g e  y o u  t o  l e t  S e n a t e  B i l l  2 0 3  d i e  i n  c o m m i t t e e .  A l t h o u g h  I  
a p p r e c i a t e  t h e  c o n c e r n  f o r  l i t e r a c y ,  l e a r n i n g  t o  r e a d  a n d  w r i t e  i s  m o r e  
t h a n  a  su m  o f  i t s  p a r t s .

A l t h o u g h  m a n y  p e o p l e  s e e  t h e  i s s u e  a s  b l a c k  a n d  w h i t e ,  e i t h e r  " p h o n i c s "  
o r  “ n o  p h o n i c s ' 1 t e a c h i n g ,  t h o s e  a r e  j u s t  tw o  e x t r e m e  c a m p s  a t  e i t h e r  e n d  
o f  t h e  m a n y  s h a d e s  o f  g r a y  w h e r e  m o s t  l i t e r a c y  d e v e l o p m e n t  t a k e s  p l a c e .

P r o f e s s i o n a l  t e a c h e r s  r e c o g n i z e  t h i s  a n d  u s e  t h e i r  k n o w l e d g e ,  t r a i n i n g  
a n d  e x p e r i e n c e  t o  e m p o w e r  s t u d e n t s  w i t h  v a r i j u s  s t r a t e g i e s  t o  b e c o m e  
l i t e r a t e — t o  m a k e  m e a n i n g  o u t  o f  w r i t t e n  w o r d s .  A n  u n d e r s t a n d i n g  o f  
p h o n i c s  s h o u l d  b e  d e v e l o p e d  i n  t h e  c o n t e x t  o f  a c t u a l  r e a d i n g .  T o  t a k e  
p r e c i o u s  t e a c h i n g  a n d  l e a r n i n g  t i m e  f r o m  c o n s t r u c t i v e  r e a d i n g  p r a c t i c e s  
t o  d r i l l  a n d  p r a c t i c e  o n  o u t  o f  c o n t e x t  " p h o n i c s "  s k i l l s  w o u l d  o b s t r u c t  
l i t e r a c y .

C h i l d r e n ' s  n e e d s  d i f f e r  a n d  t e a c h e r s  s h o u l d  b e  a l l o w e d  t h e  f r e e d o m  t o  
m e e t  t h o s e  i n d i v i d u a l  n e e d s .  P l e a s e  d o  n o t  e n c o u r a g e  l e g i s l a t i o n  t h a t  
w o u l d  r e s t r i c t  t e a c h e r s '  a b i l i t y  t o  b a l a n c e  t h e  n e e d  f o r  s k i l l s  w i t h  
m e a n i n g f u l  i n s t r u c t i o n .

S i n c e r e l y ,

M o l l y  M a c i n t o s h

mailto:dfmml@UAA.ALASKA.EDU
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Texas Readmg Institute
Board aTDircdan DrridFax, Chiinnw U271 Richmond Avc, Suite 101 Exmdive Director EUo Dertnun. MD

Ttitwno*9E«ttiU»fcN«1FrtnaxOO V«Hc JUiz M»y»-Moorc-H1I Km

Houston, X X  77082 
Phone 281-293-7904 

Fax 281-293-8052

March 31,1998Senator Taylor
I missed the Federal Express pick up last night and am faxing this one document. 
Others to follow via Fed Ex.
I hope this comparison of the Texas Assessment of Academic Skills (TAAS) and a 
nationally normed test (Stanford Achievement Test) will be useful to you in stopping 
Alaska from wasting a lot of money developing state tests that mislead the public as 
to the true state of reading in the state.
The Texas Education Agency has a statewide campus accountability system that is 
based on results of the state achievement test (Texas Assessment of Academic 
Skills, TAAS).
Table 1 shows that our state accountability system rates as “ acceptable’ schools 
with 75 to 90% of students reading below grade level (Table 1).
Table 2 shows that schools rated as “acceptable”  have 94 to 100% of students 
readmg below grade level on the Stanford Achievement Test.
Table 3: Despite the state accountability system and huge increases in school 
funding, a comparison of 1990 Metropolitan Achievement Test-6 and the 1997 
Stanford Achievement tests suggests that reading achievement continues to fell.
The 1997 Stanford shows that 25% of 4th graders and 73% of fifth graders are 
MORE than one year below grade level, whereas the 1990 MAT showed “ only”
17% of 4th graders and 20%of fifth graders were reading more than one year below 
grade level. And the problem worsens as the grade level increases.
Sincerely,

Aacofrroft flaflodpdto tnyroytna tmtra t̂icn «pil Maxoo Itrpenoai wth d c v iiy  ocfltaali*]
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■i ■
B j  G E O R G E  H. S C O T T  
President, Tax Research Association

The T c u o  Education Agency has developed an accountability system for public education 

in Texas which is designed among other things to accomplish three major tarks:

1. Document the academic performance level of students in relationship to a defined 

curriculum;

2. Evaluate school campuses and districts on their level of success; and

3. Communicate to parents, patrons and taxpayers the effectiveness of each campus and 

district

In addition, the Houston Independent School District haa developed its own accountability 

system for internal use which follows the pattern of the State's system but is more flexible 

in mat it allows campusea to obtain a higher rating based upon progress and other Factors.

The foundation of both accountability rating systems is student performance on the Texas 

Assessment of Academic Skills testing prop am (TAAS).

Tbe Tax Research Association of Houston ond Harris County has performed a study of 

both systems’using elementary, middle and high school campuses in Houston I.S.D.

For our Btu0>, however, T R A  dedded to use an independent barometer which became 

available as d result of Houston I.S.D.’s decision to administer the norm-referenced 

Stanford Achievement Test (SAT) to the first through 11th grades in the first month of the 

current 1997j98 school tom.

T R A  naked a simple question: bow did students perform on the S A T  at campuses the 

State and H o  iston I.SJD. described as exemplary, recognized and acceptable? The initial 

phase cf this study used the reading results. T R A  will publish a follow-up assessment 

ufting the m a  h oootcj.

This study ibo compares tho State's use of the exemplary, recognized and acceptable 

ratings to see how those campuses performed on such indicators as graduation rarer and 

college-readi iess issues. .

Moreover, rRA used Houston I.S.D.1* prior district wide administration of anorm-
• * * ** S’S "
referenced to tin tbe 1990-91 academic year to determine if some seven ycvHH (j>f ‘reform 

and accounts rility* and literally billions of dollars of expenditures had generated improved 

academic per armanoc.

T o  (hat cud, T R A  compnttd result# in relnrionship to grade equivalency of tfaei 

Metropolitan Achievement Test ( M A T 6) given in 1990-91 to the S A T  given in 1997-98. 

Aft-pert of i a effort to study time issues, the T R A  sought additional Information from the 

T E A  regardii g the T A A S  testing system and certain methodologies employed by the State.

I
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T E A  has obtained authority from the Attorney General of Texas to keep some or all of tho 

data private, i
As part Of he study, T R A  also reviewed the Houston I-S.D.'s and the State’s performance 

in meeting dsariy defined and written public education goals and cotnnritmcnwi which are 

contained in itate law. Goals 2000, and the Supreme Court of Texas decision wjhich 

referenced at adcmic goals in its affirmation of the State's system of school finance,

Moreover, he Governor of Tern has launched a major policy initiative by announcing a 

goal of establ ishing a gam at die end of third grade through which students must be able to 

read at grade level to pass through to the fourth grads. ;

TRA*s (lad ngs are dramatic and disturbing. Findings include:
i

T E A  &  Houston I.S.D. C a mpus Ratings 
Compared To Perform once O n  Stanford Achievement Test (Redding)

• The vat t majority of campuses which the T E A  and Houston I.SJD. have h belcd 

"acceptable* i x  "recognized' in its TAAS-based rating system perform below g adc level on 
the nonn-rcfe run cod SAT. I

• A  dgml leant portion of the clem eatery school campuses which the T E A  labels 

"exemplary* i >«fonn below grade level. (The TEA'S rating system does not categorize as 

many computes exemplary as does Houston I.S.D.)

• Rough!;' half of the elementary campuses which Houston I.S.D. labels" exemplary"
perform bekiw grade level. j

Houston I.S.D District Performance O n  Stanford

District wid s bdow-grade level pafefmance was noted Jit every grade (1-11) (7a tbe SAT. 

Deficits rang< d from minus one month in the accord grade to minus 1.8 years at the high 
school level, py filth grade, tho deficit reached minus 7 months and doubled by the sixthj!level. By! 

to minus 1.4grade to minus 1A  years below grade level 

Itnportuidyl district wide deficits did not improve in the 10th and 11th grades as w o u ld

expected gi 

tested.

iveji
I
the significant dropout rate and substantial drop in die numbers af students

W heat

campuses

Houston I.S.D. C a mpus Performance O n  Stanfor d 

rmscd in terms of grade equivalency, the vast majority of grades at Hot 
L 8JD. campuses perfonn below grado lovd. Tbe pcrcenteges of Houston l.S.t>[ cai 

with betow-grpdc level performance on the S A T  include:

• Hrat, 77}%; Secmd, 69%; Third, 80%; Fourth, 78%; Hfth, 799b; Sixth, 83%; Seventh. 
83%; Eighth, &0%; Ninth, 83%; Tenth, 82%; and Eleventh, 79%. (This hr not tlw percent cf 

student* beiovl' grade level, rather the percent of grades at campuses performing below grade 

level) ;

http://www.rcadby9radc3.con
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C o m p a r in g  G r a d e  L ev e l Performance In Houston I .S .D ,
B e tw e e n  1990-V1(MAT6) Sc 1997*98 (S A T )

In eve-;' grade One through eight, Houston I.S.D. campus performance has worsened in 
relationship to grade level equivalency as measured by the two tests. Differences in the test 
could be one factor. TRA presents this comparison to show the potential scope of the 
problem- Further study by those with access to the compete data base is warranted. In 
some Ingttuwng, the decline in performance in relationship to grade Icvd has been aevere. 

Findings include;
F I R S T  G R A D E :

• 77% of the Cist grades performed below grade level in 1957-98 compared to 44% in 
1990-91.

• 31% of the first grades performed 5 months or more below grade level in 1997-98 
compered to 0% in 1990-91.
S E C O N D  G R A D E :

• 09% of the second grades performed below grade level in 1997-98 compared to 30% 
in 1990-91.

•  2 2 %  of tbe second grades performed 5  months or more bclcrw grade level in 1997-98 
compared to 16% in 1990-91.

T H I R D  G R A D E :

• 80% of the third grades performed below grade level in 1997-98 compared to 75% in 
1990-91.

. • 49% of the third grades performed 3 months or more below grade level in 1997-98 
compared to 52% in 1990-91.
F O U R T H  G R A D E :

• 78% cf the fourth grades performed below grade level in 1997-98 compared to 57%
in 1990-91.
• 3 6 %  of the founh grades performed 5 montlra or mote b d o w  grade level in 1997-98 

compared to 41 %  in 1990471.

• 26% of tbe fenrth grades performed 9 months cr more bdow grade level In 1997-98
compared to 17% in 1990-91.
F I F T H  GJaADE:

• 79% of tho fifth grades performed below grade level in 1997-98 compared to 68% in 
1990-91.

• 73% of the fifth grades performed 5 months or more bolow grade level in 1997-98 
compared to147% in 1990-91.
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• 52% of lire fifth grades pcrfonncd 9 months or mare below grade level In 1997-98
compared io 25% In 1990*91.
S I X T H  G R A D E :  (Those at Middle School Campuses only)

• 78% of the sixth grades performed below grade level in 1997-98 compared to 74% in 
1990-91.

• 73% of the sixth grades performed 9 months or more below grade level In 1997-96
compared to 58% in 1990-91.

• 24% of the sixth grades performed more than 2 years below grade level in 1997-98 
compered to 0% in 1990-91.
(When Including those sixth grades housed at elementary schools, &S% of the grades perform below 

gratia level. A comparison to MAT6 in this additional category Is not available at this limeJ 
S E V E N T H  G R A D E :

• 83% of the seventh grade* performed below grade levd in 1997-98 compared to 78%
in 11590-91.

• 78% of the sixth grades performed 9 months or more bdow grade level in 1997-98
compared tp 70% in 1990-91.

• 52% of the sixth grodo pcrfonncd more than 2 years below grade levelIn 1997-98 
compared to 17% in 1990-91.
E I G H T H  G R A D E :

• 80% of the seventh grades performed below grade level in 1997-98 compared to 75% 
in 1990-91.

• 76% of tbe sixth grades performed 9 months or more below grade level in 1997-93 
compered tp 66% in 1990-91.

• 51 % cf tho sixth grades performed mare than 2 years below grade level in 1997-98 
compared to 14% in 1990-91.

WMl compcriaons to tho 1990-91 standards are not avtuJaWe in grades 9-U, the 
foilowiug represents performance on the 1997-98 SAT:
N I N T H  G R A D E :

• 83% cf the ninth grades performed below grade levd in 1997-98.
• 49% cf tbe ninth grades performed more than 2 ycarc below grade level.
T E N T H  G R A D E i

• 82% of the tenth grades performed below grade levd in 1997-93.
• 38% of tbe tenth grades performed more titan 2 yearn below grade level.
E L E V E N T H  G R A D E i

• 79% of tho tenth grades performed below grade level in 1997-98,
• 61% of the tenth grades performed more than 2 years below grade level.

i
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Houston I.SJD. Performance In Relationship To Formal Educational Policy 
Oty«etlV69 Of The 8tate A* Defined In State Law, Case Law, Goals 2000 & The 

Public Policy Initiative Or The Governor Regarding The 'Third'Grade Gate.'

GOALS 2000:
In accepting federal funds ha part of its Goals 2000 commitment, tbe State through the 

TEA established specific goals, ecrpe of which are also reflected in state law and TEA 
regulatory policy. The T R A  used performance in Houston I.S.D. to evaluate tbe District's 
and tho Stare's performance on these issues, Among the goals were the following:

Z2£ The achievement gap among various student group* will decrease.

The percentage of students In grades 3*8 who show adequate progress on the 
Tcjiao Learning Indies (TLI) jn reading and mathematics will inereue to 90%.

Tbe TRA acknowledges that a "surface level1* assessment of available statistics indicates 
some closure of the achievement gap between minority students and White students, and 
that this ̂ closure’ is represented by growth on the Texas Learning Index. However, a review 
of Houston's I.S-D.'o performance on the SAT in relationship to tbe TEA'S accountability 
system provide disturbing Indications that TAAS may be inadequate to measure substantive 
clcwuro of actual achievement gaps.

It in these concerns wlilch prompted TRA's request for additional data from the TEA.
With or without that Information, TRA is concerned that tbe Soared daiins of achievement 

gap closure ore statistically imbalanced because growth in upper level academic performance 
la not adequately measured by TAAS. In effect, the top Is significantly cappedAvhlie the 
middle and lower ranges of performance are not

This concern cm be demonstrated by evaluating the performance of three high school 
campusM in Houston I.SD. -  Davis, Lamar and Kashmere.

According to the TI A*a accountability system, all three campuses were rated "Acceptable" 
in  1996-97,

On the 10th grade e d t test in 1996-97.10th graders at Davis, Lamar and Kashmere had 
panting rate* of 76%, 91% and 96% respectively.

Yet, when the nora -referenced SAT test was administered in the District in September, 
1997. there woa vest ( isparity in academic performance notod.

Larnar’s 9th grade c lass recorded scores averaging 1.1 yeare above grade level while Davis 
and Kashmere resided 9th grade scores of -2.2 and -23 yean below grade level or 
roughly a three-year < ifTereodnL
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Lamart 10th grade class performed nr 2.6 years above grade Ievd while Davis and 
Kashmere performed at -2.7 and -2,5 years below grade level or roughly a 5-year 
differential.

Lamar's 11th grade class performed at 1.8 years above grade level while Davis and 
Kashmere pcrfonncd -3.4 and -2.9 below grade level or ~ 'ghly a 5-year differential.

Serious questions are raised about the State's TAAS-tused accountability system when it 
gives equal rating status to throe high schools whoso performance is so disparate on a 
norm-referenced test.

3X1 The graduation rate will Increase to 95% of students who enter the seventh 
made. (This was also referenced In the Supreme Court of Texas decision affirming the 
Stale's system of public school finance.)

The Toots Education Agency and its member school districts have been forced to 
abandon (be old concept of high school dropout rate us reported for years because it grossly 
misrepresented the number of students not finishing school and receiving n diploma.

The focus now is upon how many students wbo enter the seventh grade receive a diploma. 
Reporting systems at the TEA are evolving in recognition that the public hod no confidence 
in earlier reporting standards:

Using official enrollment and graduation reports from Houston I.S.D. at each high school 
campus for which complete information was available, tho TRA haa compiled a table 
•bowing the numbcr of freshmen carolled at each campus in 1993-94 and iho number cf 
graduates in 1996-97.

There were 523 freshmen at Wheatley High School in 1993-94 Four years later, only 97 
students received a high school diploma, from Wheady in 1996-97. That represents an 
attrition rate of 81.5%. While Whmtiey reflects the greatest attrition rate, the ranges arc 
very high even at some of the District!* higher performing campuses such as Sdluire, TRA 
docs not hove access to the data, bases which would allow us to perform an assessment 
Independent of the District and the TEA oo actual dropout rates, but public education has 
hurt its credibility over the years with assertions of minimal drop-out rate reports- 

Using attrition rate in the above context feu- tbe nine 1993-94 freshmen enrollment to 
1996-97 graduates, TRA notes in a survey of 16 Houston I.S.D. high oeboot campuses,
12% bad attqtion rates over 70%; 5)% had attiuion rates between 60-69%; and 38% had 
attrition rales between 40-59%.
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6.1.1 The performance of Texas students will consistently exceed the national 
norm.

6J.6  The performance of Texas students on college entrance examinailonn wilt 
exceed the national average.

6.1.6 The number of advanced placement examinations receiving grades or 3 or 
higher (per! 1,000 Texas 11th sad 12th graders) vrill increase.

Oo these issues, tbe TEA stakes its claims of improvement on marginal statewide 
progress. TRA'a review of both Houston I.S.D. and statewide data document disturbing 
actual numbers.

While TRA acknowledges thm it is an important goal for student performance in T e rn  to 
compare favorably to the nation, the demonstrated relationship between the State's 
accountability rating system and Houston I.S.D. performance an tho Stanford Achievement 
Test -  a national norm-referenced test -  is an issue which should receive significant 
additional study because of its statewide implications.

TRA'* rev|ew of 16 high school campuses in Houston I.S.D. indicates that fewer than 
1096 of the students achieved the State's criterion of 1,000 on the Scholastic Aptitude Tcrt, a 
college eotrabcc examination or 24 on the ACT. also a college entrance examination at 63% 
of those campuses. At 23% of the campuses, only 10 to 19% of the student* met the TEAY 
college entrajoco standards.

TRA also (cviewed statewide figure* supplied by The College Baud an it relates to 
advanced placement testing in Texas for 1997.

While the jfEA writes cf Increasing number of students taking one or more exams and 
dtea the English examinations ss an example, it docs not reference math and science related 
tests in its Obals 2,000 assessment.

TRA bos obtained statewide figures for 1997 which document that less than ppe percent 
of the State's! 11th and 12 graders took an advanced placement test in cither biology, 
chemistry, either computer science offering. BC calculus, or any of tbe three physics exams. 
O n ly  in tho A B  calculus examination did more than one percent (under 1.5%) even take the 
exam.

In fact, a direful review of the advanced placement testing patterns and results presents the 
TEA with enormous additional questions and perhaps It* greatest burden in proving tbe 
State has nude any significant strides in the. actual dosing of the academic achievement 
gaps between White students and minorities.
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Stamford Achisraaert JteadSag Perforoouce

At CwaapuKflTKA Ratos “Acceptable"

1st 2*4 3rd 4th 5th 6th 7th eth 91h 10th 11th

-----A l i l h w I W *  J jgtfnl 17 30 M If iff 7 A A 7

B d w  Grade Lcvd 97 84
1*1 L"" 
100 98

■ - “AO
94 58

---------------- C f -----------

35

---------

34

-------------------- au ----------

19

-----------------£ -----------

18

----------------- £ -------

18
TOTAL 114 114 114 m 112 65 39 38 21 20 20

%  At/Above 15% 2695 12% 14% 16% 11% 10% 11% 10% 10% 10%
% B e k m 85% 74% 88% 96% 84% 99% 9 0 % 89% 90% 90% 90%

Waret Ratio To Grade Lcvd -019 A I -1.0

00.-
J• A S -28 -3.4 •4.0 •4.0 -3.2 -3.7

Best Ratio To Grade Level 0.7 1.4 1.0 2.7 24 3.3 3.7 4.6 3.1 26 1.8

At Campoaes TEA  Rates "Reeagtted"
1st 2ed 3rd 4tfc 5th 7th 8th 9th 10th Utb

At/Above Grade Level 9 14 11 11 10 4 2 2 I I 2
Below Grade Level 35 32 35 34 36 11 1 1 I 1 0

TOTAL 44 46 46 45 46 15 3 3 2 2 2

% At/Above 20% 30% 24% 24% 22% 27% 67% 67% 50% 50% 100%
%  Below 8 8 % 70% 76% 76% 78% 73% 3 3% 33% 50% 50% 0 %

Won! Ratio To Grade Le vd -0.7 -0.7 -1.0 -L5 -L7 -25 -1/4 -03 -03 -1.0 1.5
Bert Ratio To Grade Level 0.5 1.1 U 26 3.5 1.1 1.0 0.9 2.2 2 6 1.8

At Carapaces TEA Rates "Escfuptary1■

1st 2»d 3rd 4th 5th 6th 7th 5th 9lh 10th 11th
At/Above Grade Lcvd 13 13 11

•  ■ * «  » • 

12
.

1 1 *  2 .......... 2 2 2
Below Grade Lcvd 8 8 10 9 12 5 1 0 0 0 0

TOTAL 21 21 21 2/ 22 6 2 2 2 2 2

%  At/Above 62% 62% 52% 57% 45% 17% 50% 100% 100% 100% 100%
% M o w 3$% 38% 48% 43% 55% 83% 50 % 0 % 0 % « % 0 %

Waral Ratio To Grade Lcvd -0.7 ■07 A 2 A O -21 -13 -0.1 0.8 PHS 1.8 PHS
Best Ratio To Grade Level 1* 2.1 17 3,2 5.9 4.8 5.5 4.7 PUS 2 7 PHS
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(-.7 to-.8) 

(-.9 to-1.0) 

( - U + )
Houston S D  Grade Le 

M A T 6 T i * t :  1990-91 

G rades 1 6

Grade Level 

Pcrfonntmcc

At/Abov c Grade Level 
Belo^ Grade Level

Tota l 

% At/Above 

%  B t k m

Grad* Level Range

Grade Level 

(- . lto - .2 ) 
(-3 to -.4) 
(-.5 to -.6) 

(-.7 to -.8) 

(-.9 to-1.0) 

(- 1.1 + )

12 6

•v-/

23

•* A
24

to . 
20

I 0 19 21 21 :
0 1 1 

i  Reading PefbriniUice

25 73 ;•

1st 2nd 3rd 4th 5th
Grade Grade Grad* Grade Grad^>
93 83 41 71 54;
74 84 126 96 113*

167 167 167 167 J67

56% 50% 25% 43% 32%
44% 50% 75% 57% 65%

93 83 41 71 54;
64 33 13 14 19*
10 24 27 14 14.
0 19 31 28 14 '
0 8 42 11 2 4 !
0 0 8 12 22.
0 0 5 17 20-'

M E A N

71

96
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Table 4A.

Houston 1SD Grade Level Reading Pefbrjnance 
Stanford Achievement Test: 1997-96 
Grades 6-8

At Middle School Campuses
Grade Level 6th 7th 8th
Performance Grade Grade Grade

At/Above Grade Level 10 8 9
Below Grade Level 35 38 36

Total 45 46 45

% At/Abovo 22% 17% 20%
% Below 78% 83% 80%
•»

Grade Level Range
At Grade Level 22% 17% 20%

(-.1 to -.2) 0% 2% 0%
(-3 to -.4) 0% 2% 0%
(-.5 to -.6) 2% 0% 0% •
(-.7 to -3) 2% 0% 4%

(-.9to-1.0) 0% 0% 9% :
(-1.1 to -13) 18% 13% 9%
(-1.6 to -2.0) 31% 13% 7%

(-2.1 A. More) 24% 32% 51%
M A T 6  T e s t  R e a d in g  P e r f o r m a n c e :  1990-91

At Middle School Campuses
Grade Level 6th 7th 8th

Performance Grade Grade Grade
At/Above Grade Level 9 8 9

Below Grade Level 26 28 27
Total 35 36 36

% At/Above 26% 22% 25%
% Below 74% 78% 75%.

Grade Level Range
At/Above Level 26% 22% 25%

(-.1 to -3) 0% 6% 3%
(-3 to -.4) 0% 3% 3%
(-3 to -.6) 6% 0% 0%
(-.7 to -.8) 11% 0% 3%

(-.9to-1.0) 3% 3% 8%
(-1.1 to -1.5) 29% 14% 11%
(-1.6 to -2.0) 26% 36% 33% •

(-21 & More) 0% 17% 14% j
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H o u rfo o  IS O  G ra d e  L e v e l R e a d in g  P c fe ra s a n c e  

S ta n fo rd  A e h k r a s e s tT e s f :  1997>9B 

G ra d e s  6 -8

A I  f t h  G ra d e s  In c lu d e d

H ottrtew lSD  G ra d e  L evel R codlaftFefonnafica 
S taaferd  A chievem ent T e il :  1997*98 
G rades 641

A ll < th  G ra d e s  K n ch a d e d

G ra d e  L m l 6th 7th 8 th G ra d e  L e v e l 6 th 71h 8 th

P e rfo rm a n c e G ra d e Grade G ra d e P e rfo rm a n c e G ra d e G ra d e G ra d e

At/Above Grade Level 15 8 9 At/Above Grade Level IS 8 9
B e k rar Grade Level 75 38 36 Below Grade Level 75 38 36

Total 90 46 45 Total 90 46 45

% Al/Abovc 179b 17% 2 0 % % At/Above 17% 17% 2 0 %

% fe d o w 8 3 % 8 3 % 8 0 % %  B e lo w 8 3 % 8 3 % 8 0 %

G ra d e  L e v e l R x a g e G ra d e  Level R a n g e

Al/Above Level 1 5 8 9 At/Above Level 1 7 % 17% 2 0 %

(-.1 to *.2) I 1 0 (-.1 to-.2) 1% 2 % 0 %

<-3 to-.4) 1 1 0 (-3  to-.4) 1% 2 % 0 %

(-.5 to *.6) A 0 0 (-.5 to -.6) 4% 0 % 0 %

2 0 2  • (-.7 to -.8 ). 2% 0 % 4%

(*.9 to-1 .0 ) A 0 4 (-.9 to-1.0) 4% 0 % 9 %

........... - 22 '6 ..........' "  "4 ’ ” ■* 2 4 % *'1 3 % 1 •■ *9%"

(-!.6to-2U) 23 6 3 (-L6  to -2.0) 2 6 % 13% 7 %

( -21 &  M o te ) 1 8 24 23 (-2 .1  A  M o re ) 2 0 % 52% 5 1 %
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A c a d e a  Ic  E x c e lle n c e  I n d ic a to r  S y s te m  F a c to rs  

A t  H J g ii S c h o o l C a m p u s e s  T E A  lU te s  " A c c e p ta b le '

9010 
0 0  fa,
70fai 
d o t l  

50fa 
40 fa/ 
30fa: 
20 <X; 
101< i
Ottf

TEXAS READING INST
i | foi «— iiu< • Oci'J (rL\A

Table 6

PAGE 15
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Ri .NGE Algebra

1 0 0 %
8 9 %

79%
6 9 %

5 9 %

4 9 %

3 9 %

2 9 %

1 9 %

3 9 %

RANGE
90 to

4 0 fa

1 0 0%
sofa 89% 
7 0  fa 7 9 %  

6 0  fa  6 9 %  

5 0  fa  < 8 9 %

4 9 %
3 Q fa fc 3 9 %  

2 0 fa  2 9 %

1 0  fa
Ofa 09%

1 9 %

%  P a t t in g  %  A c h ie v in g  %  A c h ie v in g  %  A t t r i t io n

E .O .G . T A A S /T A S P  8 A T * /A C T  9 th  G ra d e  T o

C o r r e la t io n  C o r r e la t io n  U S .  D ip lo m a

* Stbalafttt Aptifitft Tvrt KalnmeaTccQ

6
1
I
8
3
3
0p
0
61

1 6

6%
6%
5q%
19%
1 9 %

0 %
0%
0%
0<c

t

1 0 0 %

0 0 0

0 0 0

0 0 0

0 0 0

0 1 0

1 0 1

1 2 0

3 7 1
4 5 4
7 1 1 0

1 6 1 6 1 6

0 % 0 % 0 %

0 % 0 % 0 %

0% 0 % 0 %

0% 0 % 0 %

0% 6 % 0 %

6% 0 % 6 %
6 % 1 3 % 0 %

1 9 % 4 4 % 6%
2 5 % 3 1 % 2 5 %
4 4 % 6 % 6 3 %

1 0 0 % 1 0 0 % 1 0 0 %

B.O.C, A t phm  Smp-e<lna'iilrtCTedcadnf courrcAlgchnHflU.
TASP: T1 pT cxn  Academic SklUi P jofraio tw ilo required o f  a ll pcrscmE

cnti ria^Tcx ii public iniumtioci a fU pw ed ticu ioa  fo r (LuOnt haw*.
TAASTA  5P: Pwd&c TAAS with * soore iod la tA J a 78%  likelihood o f inm ag TASP. 
%  A m id o l Number o f gTB«ltuut» ccmpercd to lYcdbman da«* four ywrni oeitior,

i
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Grade Level Reading Performance 
At TEA Rated "Acceptable" Campuses

lGth Grade 10th Grad©
TAAS Exit Taut TAAS Exit Taft
Performance F w ftn w a

(Pmdag) (Mnotary)

Dovt* High School 76% 28%
Lamar High 8gfcoo! 91% 63%

Knhfflcra High School 96% 66%

H b  Grad* 17th Onda 11th Grade
Stanford Stafford Stanford

Scores Compared Scores Compared Scorn Compared
To Grade Lcrel To Grade Lard To Grade Level

Dan# High School -XI -2.7 4 A
Lamar High School 1.1 Z6 18

Kashrasra !D{* School >23 -2-5 -2.9

5th Grade 10*  Grade llifc Grade
Stanford Stanford SUafocd

Pcrfonnaooe Gap Performance Onp Derfonnancc Gap

Davli to Lamar -33 -53 -53
Kiuhnmo to Lmaar -3.4 ■Ai •4.7
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Tablo 4 .

H o d  ( to n  IS D  G ra d e  L e v e l R e a d in g  P e fo rm a n c c  

S ta n  r o r d  A c h ie v e m e n t T e s t:  1997-98 

G r a te s  6 -8

G ra d e  L e v e l 

P e r fo rm a n c e

A t/A b o v e  G ra d e  L e v e l 

c lo w  G ra d e  L e v e l

Total

%  A t/A b o v e  

%  B e lo w

3 a d o  L e v e l R a n g e

A t/A b o v e  L e v e l 

( * .1  to  - .2 )  

( * 3  t o - .4 )  

(-J5 to  - .6 )  

(-.7 to -.8) 
( - .9  to  -1 .0 )  

( -1 .1  to  - 1 3 )  

(-1.6 to -2.0) 
(-2.1 &  Mare)

G ra d e  L e v e l 

P e r fo rm a n c e

A t/A jb o v e  G ra d e  L e v e l 

B  tlow  G ra d e  L e v e l

Total

96 A t/A b o v e  

%  B e lo w

G ija d e  L a v a l R a n g e

A t  M id d le  S c h o o l C a m p u o e s

6 th 7 th a th

G ra d e G ra d e G ra d <

1 0 8 9
3 5 3 8 3 6

45 46 45

22% 17% 2 0 %

79% 8 3 % 8 0 %

1 0 8 9

0 I 0

0 1 0
1 0 0
1 0 2
0 0 4

8 6 4

1 4 6 3

11 2 4 2 3

m n n n c e ; 1 5 9 0 -9 1

A t  M id d le  S c h o o l C a m p u s e s

6 th 7 th 8 th
G ra d e G ra d e G ra d e

9 8 9

2 6 2 8 2 7

35 36 36

25% 2 2 % 2 5 %

7 4 % 7 8 % 75%

A t/A b o v e  L c v d 9 8 9
( - .1  to  -2) 0 2 1
{•2  to  - .4 ) 0 1 1
(-J 5  to  - .6 ) 2 0 0
( - .7  t o - .8 ) 4 0 1

( - .9  to  -1 .0 ) 1 1 3
( -1 .1  t o -1 .5 ) 10 5 4
( - 1 .6  t o -2 .0 ) 9 13 1 2

( -2 .1  &  M o re ) 0 6 5

Btetacn.

G ra d e

45

1 1%
99%

I
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Table 3.

H o u s to n  J S D  G ra d e  L e v e l R e a d in g  P e fo rm a n c e  

S ta n fo r d  i V c h le v e m e n t T a r t :  9 9 7 *9 3  

G ra d e s  ! • ?

PAGE 19
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Houston

Grades

A t/A b o v e
Below

G n u fc

G ra d e  L e v e l 1 s t 2 n d 3 r d 4 th 5 th 1 M E A N

* e r fo n m u ic e G ra d e G ra d e G ra d e G ra d e G ra d e

'{■ G ra d e  L e v e l 4 2 5 7 3 6 3 9 3 8  ' 3 9

? G ra d e  L e v e l 1 4 1 1 2 5 1 4 6 1 4 2 1 4 3 1 4 1

Total 183 182 182 181 1 8 1 :

%  A t/A b o v e 73% 3 1 % 2 0 % 22% 21%'
%  B e lo w 7 7 % 6 9 % 8 0 % 7 8 % 7 9 % !

t L e v e l R a n g e

: G ra d e  L e v e l 4 2 5 7 3 6 3 9 3 S  •

( - . l t o - . 2 ) 3 4 3 6 13 15 . 4  .

( - .3  to  '. .4 ) 5 1 4 9 4 5 2 6 7  •

( - .3  to  - .6 ) 4 3 3 3 4 5 3 1 1 8  .

( - .7  to  - .8 ) 1 2 6 2 3 2 4 2 0

( - .9  to  -1 .0 ) 1 0 1 9 2 1 2 1  .

( - 1 .1 + ) 0 1 1 2 5 73 ;

iS D  G ra d e  L e r d  R e a d in g  P e fo rm a n c e  

* t :  1 9 9 0 -9 1

■5

G ra d e  L e v e l 1 s t 2 n d  3 r d 4 th 5  t h : M E A N

P e r fo rm a n c e  

5 G ra d e  L e v e l

G ra d e

9 3

G ra d e

8 3

G ra d e

4 1

G ra d e

7 1

G ra d e

5 4 ; 7 1

/  G ra d e  L e v e l 7 4 8 4 1 2 6 9 6 i i 3 : 9 6

Total 167 167 167 167 167:

%  A t/A b o v e 56% 5 0 % 25% 4 3 % 3 2 % :

%  B e lo w 4 4 % 3 0 % 75% 5 7 % 6 8 % :

L e v e l R a n g e  

G ra d e  L e v e l 9 3 8 3 4 1 7 1 5 4 ;
( - .1  to  - .2 ) 6 4 3 3 13 1 4 1 9

( - 3  t o - .4 ) 1 0 2 4 2 7 1 4 1 4  *
( - 3  to  - .6 ) 0 1 9 3 1 2 8 1 4

( - .7  t o - .8 ) 0 8 4 2 11 2 4  :

( - .9  t o  -1 .0 ) 0 0 8 1 2 2 2 .
( - 1 .1 + ) 0 0 5 1 7 2 0 ’
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T a b le  3 A .

H o u s to n  IS D  G ra d e  L e v e l Read ingPe ffo rnw oce
S tn tif iw rd  

G ra d e s  1

At/Abovt

A c h ie v e m e n t T e s t?  1 5 5 7 -5 8  

^5
G ra d e  Level 
Performance 
G ra d e  L e v e l 

B e lo w  G ija d fl L e v e l

Total

%  At/Abavo 
% Below

Grad^o L e v e l B a n g e
G ra d e  L e v e l 

( - .1  to  - .2 )

( - 3  to  - .4 )

( . „ 5  to  - .6 )

( : .7  to  - .8 )

( - .9  t o -1 .0 )

(-1.1+)
Houston SD Grade Level Reading Fefbrmance 
M A T t fT iS t :  1 59 0 -91  
Grades 1 S

Grade Lcvd 
P e r fo rm a n c e  

A t /A b o '«  G ra d e  L e v e l 

Below G ra d e  L e v e l

Total

% At/Above 
% Below

let 2 n d 3 r d 4 th

G ra d e G ra d e G ra d e G ra d e

4 2 5 7 3 6 3 9

1 41 1 2 5 1 4 6 1 4 2

183 182 182 MI

2 3 % 3 1 % 2 0 % 2 2 % .

7 7 % 5 9 % 8 0 % 7 8 %

2 3 % 3 1 % 2 0 % 2 2 %

1 9 % 2 0 % 7 % 8 %

2 8 % 2 7 % 2 5 % 1 4 %

2 3 % 1 8 % 2 5 % 1 7 %

7 % 3 % 1 3 % 1 3 %

1 % 0 % 1 0 % 12%
0 % 1 % 1% 1 4 %

Grad sLevel Range
G ra d e  L e v e l 

(-.1 to -.2) 
( - 3  to - .4 )  

(-3 to -.6) 
(-.7 to-.8) 

(-.9to-1.0) 
( - 1 . 1 + )

, 5th 
G rade

; 3 8  

• 1 4 3

181

i 21% 
7 9 %

21%
2%

. 4 %

'  10% 
' 1 1%
: 12%

4 0 %

1 s t 2 n d 3 r d 4 th . 5 th

G ra d e G ra d e G ra d e G ra d e •G ra d e

9 3 8 3 4 1 7 1 :• 5 4

7 4 8 4 1 2 6 9 6 ; 1 1 3

J 6 7 167 167 167 167

5 6 % 5 0 % 25% 4 3 % v 3 2 %

4 4 % 5 0 % 7 5 % 6 7 % .* 68%

5 6 % 5 0 % 2 6 % 4 3 % . 3 2 %

3 8 % 2 0 % 8 % 8 % i n %

6 % 1 4 % 1 6 % 8 % ’ 8 %

0 % 1 1 % 1 9 % 1 7 % ; 8 %

0 % 5 % 2 5 % 7 % * 1 4 %

0 % 0 % 5 % 7 % 1 3 %

0 % 0 % 3 % 1 0 % 1 2 %
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This v ir tu a l statistical absence of Texas students participating in advanced placement math 
and odence testa closely parallels other published research showing Texans and Americans 
falling significantly behind the rest cf the industrial worid in these categories.

only grade I* vel readers will pass to the fourth grade.)

T R A 1*  review o f  this issue comes a t two levels.
Tbe first is

will not pass 
ramifications

system baaed 
The two 

of those

i to acknowledge recent publicity about the tremendous numbers of students 
who have bei -i exempted from the TAAS testing program; take the test in Spanish; or who 
do not count in the rating system.

•This is not i new development TRA first reported on this over throe yenrs ago with 
extensive documentation. It ig important io note that the condition still exists.

When disci aatng a third-grade gate, the issue of historical exemptions -  most of whom 
i he test if forced to take it -  is a dannting one with significant financial 
i which we self-evident.

But TRA believes it is important to review this matter from another perspective of those 
wbo are bednj: tested and who are not at grade level -  a position mode all (be more crucial 
when conapaa ing Houston I.S.D.'s Stanford remits to the TEA'S accountability rating 

IoqTAAS.
arete 1011018 of this issue (the number of exempt! ms and tho poor .performance 
ily tesred), when combined, present overwhelming question* as to 

mctbodologiejj and costs Involved in achieving the Goals 2000 commitment of the State of 
Texas and the policy initiative suggested by the Texas governor.

Consider th: examples of Crespo Elementary School and Rnmklin Elementary-School in 
Howton I.S.I >, when seeking to quantify tbe magnitude of the third-grade 

According 13 tbe TEA'S accountability system, Crespo Elementary is a recognized school 
-second only to tbe exemplary atoms.

Rawing rentes on the 1996-97 TAAS reading teats for the third, fourth and fifth grades ax 
Crespo ware ] 00%. 88% and 95% respectively. But cxly about 8%, 28% and 34% cf the 
third, fourth ni »d fifth grade students at that campus actually took the TAAS test , At that 
same campus, 35%. 48% and 80% of the students who took the TAAS test In Spanish failed 
i t  Left untest sd were many students judged by tbe campus oa not ready to taka tithcr *<»«*

It is im porta it to remember that this is a TEA-declared recognized campus on the TAA3- 
basod account ibility system.

M B
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O n  th e  ndhott‘ re fe rc n c e d  S A T  te s t g iv e n  th is  y e a r, o n ly  1 9 %  o f  th e  C re s p o  E le m e n ta ry  

f in r t  g ra d e rs ! to o k  th e  te s t a n d  th e  g ra d e  p e rfo rm e d  5  m o n th s  b e lo w  g ra d e  le v e l. B y  th e  

fo u r th  grade*. 6 9 %  to o k  th e  S A T  a n d  th o  s c o re  w a s  1 .2  y e a r*  b e lo w  g ra d e  le v e l. I n  th e  f i f t h  

g ra d e , 8 4 %  oak. th e  te s t, a n d  g ra d e  !« v e l e q u iv a le n c y  h a d  d ro p p e d  to  a  n e g a tiv e  1 .6  y e a rs  

b e lo w  g ra d e  le v d .

T h e  T  iA  has g iv e n  C re s p o  th e  se co n d  h ig h e s t ra tin g  i t  g iv e s  a n  e le m e n ta ry  s c h o o l a n d  

th a t s c h o o l { e rfo n n s  s ig n if ic a n t ly  b d o w  g ra d e  le v e l o n  a n  in d e p e n d e n tly  a d m in is te re d  

n o n n - re fe re  ic e d  te s t

As a TEA- rated acceptable school, Franklin Elementary follows the same pattern, but the 

the disparity is even more egregious.

T A A S  p *s  d u g  ra te s  le s t y e a r in  g ra d e s  3 -6  ra n g e d  fro m  fro m  6 9 %  to  7 6 %  w h ile  a b o u t

23% to 74% 
graders who

f h m k lin h  j te tfo im a n c e  o n  th e  S A T  te s t th is  y e a r ra n g e d  fro m  a  g ra d e  e q u iv a le n c y , d e f ic it  

O f tn in o s  6  n  o a th s  f i t  th e  f i r s t  g ra d e  ( lo w e r  p e rc e n ta g e  te s te d ) to  m in u s  2 .5  y e a rs  OX th e  s ix th  

g ra d e  (h ig h e j p e rc e n ta g e  te s te d .)

I f  th e  t l i r d  g ra d e  g a te  b e co m e s  a  re a l p o lic y  in  T e x a s  w h ic h  u se s  p a s s a g e d * T A A S  as 

th s c o fo ro c m  m t m e c h a n is m , th e n  th e  T E A  h a d  b e lte r  b e  p re p a re d  to  e x p la in  th e  a p p a re n t 

w id e  v a ria a a js  b e tw e e n  its  a c c o u n ta b ility  s y s te m  In c lu d in g  T A A S  a n d  g ra d e -le v e l 

p e rfo rm a n c e  

s im p le  p u b lic

ts  n o te d  in  th e  S A T  g iv e n  in  H o u s to n  I.S .D . T h e  T R A  w a rn s  th a t th is  is  n o t a  

p o lic y  is s u e . I t  h a s  m q jo r  fin a n c ia l a n d  a c a d e m ic  ra m ific a tio n s .

T e x a s  E d u c i H on C o d e :

3 5 .0 2 4 (b )  

a d m lu b ts r c d  

a s s is ta n c e  d i 

d is t r i c t  s h a ll 

s s t fs fa c to r U j 

U n d e r  th is n

T R A  n o te s  

successive s a &  

th e  o n ly  g ra d e  

T R A en cou tft 
c c p y  o f  th is  d

o f  its  s tu d e n ts  to o k  tb e  te s t in  E n g lis h , fa ilu r e  ra te s  o f  th o s e  th ird  a n d  fo u r th  

to o k  th e  T A A S  te s t in  S p a n is h  w e re  7 0 %  <md 8 3 %  r ts p e c t jv e ly .

T iie  a g e n c y  s h a ll d e v e lo p  s tu d y  g u id e s  f o r  (h e  a s s e s s m e n t in s t r u m e n ts  

u n d e r  S e c tio n s  3 9 .0 2 3 (a )  a n d  ( c ) .  T o  a s s is t p a re n ts  la  p r o v id in g  

r in g  th e  p e r io d  t h a t  s c h o o l Is rw ce ese d  f o r  s u m m e r , ■»*<•>» s c h o o l 

d is t r ib u te  th e  s tu d y  g u id e s  to  p a re n ts  o f  s tu d e n ts  w h o  d o  n p c  k * r f o r m  

o n  o n e  o r  m o re  p a r ts  o f  a n  a s s e s s m e n t In s t r u m e n t  a d m in is te r e d  

^ c h a p te r . . . "

t h a t th is  p to v is io Q  o f  th o T e x a s  E d u c a tio n  C o d e  bos b e e n  In  e x is te n c e  f o r  

o ra  o f  th e  T e x a s  L e g is la tu re . T R A  h a s  a  c o p y  o f  th e  e x it  te s t s th d y  g u id e  - 

le v e l w e  b e lie v e  to  h a v e  b een  p u b lis h e d  to  th is  p o in t in  tim e , 

g e t tb e  m e d io , e le c te d  p u b lic  o f f ic ia ls  a n d  o th e r in te r fe re d  p a r t ie j to  ta k e  a  

[< ic u m c n t a n d  c s h c rs  as th e y  a re  p u b lis h e d  in to  tb e  h o m e s  o f  T e x a n s  w h o s e
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c h ild re n  a rc 

s u c h  g u id e s

Conclusion

fo ilin g  th e  T A A S  te s ts  a n d  see  fo r  th e m s e lv e s  h o w  u s e fu l a n d  c o s t-e ffe c tiv e  

w i l l  b e .

T h e  T a x  R i search A s s o c ia tio n  h o p e s  th a t th is  p u b lic a tio n  w in  a d d  to  th e  p u b lic 's  a w a re n e s s  

o f  th e  c o m j le x it y  o f  issu e s  in v o lv in g  e d u c a tio n a l a c c o u n ta b ility . W e  a ls o  h o p e  th a t i t  w i l l  

e n c o u ra g e : b r ib e r  s tu d y  o n  th e  Issu e s  a d d re sse d  b y  th o s e  w ith  m o re  re s o u rc e s  to  o b ta in  

m o re  a co a s  > to  m o re  d a ta .



T h e  m a r l u p  w a s  p o v i n g  h i s  k u m p .

P a r m i l y ,  t h e  n a r g  h o r p e d  s o m e  w h e v

i n  h i s  k u m p .  " W h y  d i d  v u m p  h o r p

w h e v  i n  m y  f r i n k l e  k u m p ? "  t h e  m a r l u p

j u f d  t h e  n a r g .  " D o  v u m p  p o v e  y o u r

k u m p  f r i n k l e ? "  t h e  n a r g  j u t d .  " I  

g r o o g e l y  p o v e  m y  k u m p  f r i n k l e "

s n a r g l e d  t h e  m a r l u p .

1 . W h o  w a s p o v  i n g  h i s  k u m p ?

2 . W h a t  d i d t h e n a r g  d o ?

3 . W h a t  w a s t h e m a r  I u p  ' s  r e s p o n s e ?

V . H o w  d o e s t h e m a r  I u p  p o v e  h  i s  k u m p



T k & L Q A A J

Phonics Fuss: 
Facts, Fiction, 
Phonemes, and Fun

Why Talk about Phonics?
By Regie Rout m an  a n d  
A nd rea  B utler co-editors

• “Bad Grades fur New Ape 
Education" <Chicago Tribune.
May 1995i

• “Choral-Like Reading Plan 
Makes a Comeback" ( N e w  York 
Times. August 1995)

• “Ohio Lawmakers Must Read 
Phonics Bill Carefully"
(Cleveland Plain Dealer,

July 1995)

A ll a ro u n d  th e  co u n try —from 
New York to  th e  M idw est to 
th e  W est C o ast— phonics 

a n d  th e  teach in g  o f read in g  a re  
m ak in g  head lines. In th e  frenzy  to 
respond  to falling  te s t  scores and  
th e  concerns of nerv o u s p a re n ts , 
po litic ians an d  o th e r  “concerned 
g roups" a re  lobbying h a rd  to  get 
“back  to basics” an d  “d irec t in s tru c ­
tion" a s  th e  core o f th e  read in g  p ro ­
g ram . U n fo rtu n a te ly , th is  s im p listic  
view  overshadow s th e  goal o f devel­
oping  in d ep en d en t, th in k in g  re a d e rs  
an d  w rite rs , an d  it a lso  ignores the  
1992 recom m endations o f th e  
N a tio n a l A ssessm en t of E ducation  
P ro g ress  (NAEP):

<D Susan Lina Ruggles. Used by permission

The Literacy Outcomes fo r the 
nineties should produce students who:
• construct meaning;
• elaborate and respond critically;
• exhibit effective strategic behaviors;
• know that they know how to read 

und write; and
• have positive habits, attitudes, and 

values.
P e rh a p s  we e d u ca to rs  s h a re  re sp o n ­
sib ility  fo r th e  c u r re n t  po litica l cli­
m a te . We h av e  often  been  rem iss  in 
in fo rm ing  p a re n ts  an d  policym akers

o f c u r re n t re se a rc h  a n d  practice; 
w ith o u t new  in fo rm ation , p a re n ts  
an d  o th e r  m em b ers  o f th e  co m m u n i­
ty  hold  on to  old beliefs b ased  on 
th e ir  ow n school experiences.

O u r goal in th is  issu e  o f School 
Tall; is to  c larify  som e o f th e  d ilem ­
m as th a t  w e all a re  facing, a n d  to 
give specific in fo rm ation  an d  p ra c ti­
cal su g g es tio n s  for te ach in g  phonics 
in  th e  c lassroom  w ith o u t losing  
s ig h t o f th e  w hole lite racy  con tex t.

Ideas for the Classroom from the NCTE Elementary Section 
Regie Routman and Andrea Butler, Co-Editors



I
We believe the issue has never been whether 

or not phonics should be taught, but when, 

how, how much, and why.

Good Teachers Have 
Never Abandoned 
Phonics
We th in k  th a t  in  th e  n a m e  of 
“w hole lan g u ag e"  a n d  “lite ra tu re -  
based  in s tru c tio n ,” som e ed u ca to rs  
a n d  p u b lish e rs  w e n t too far. 
T h in k in g  th a t  a l l  ch ild ren  would 
lea rn  to read  “n a tu ra l ly ” if  th ey  
w ere  im m ersed  in  q u a lity  l i te ra ­
tu re , m an y  te a c h e rs  ab an d o n ed  
form al in s tru c tio n . In  p a r tic u la r , 
th e  explicit te a c h in g  o f  phonics 
becam e su sp ec t. B ut good te a c h e rs  
h av e  n e v e r ab a n d o n e d  phonics. 
T hey  a lw ay s acknow ledged  th a t  
phonics h ad  a n  im p o r ta n t p lace in 
th e  re a d in 0 a n d  w ritin g  process, 
w ith o u t be ing  a n  en d  in  itself. We 
believe th e  is su e  h a s  n ev e r been  
w h e th e r  o r no t pho n ics  shou ld  be 
ta u g h t, bu t w h en , how , how m uch, 
an d  w hy.

R ead in g  m u s t a lw ay s  be 
view ed p r im a rily  a s  a  m ean ing- 
m ak in g  process; it  is not ju s t  
decoding. E m otional a n d  political 
issu es  seem  to  h a v e  clouded th e  
p ic tu re  a n d  m ad e  an y  d iscu ssio n  of 
phonics su sp ec t. B u t phon ics does 
need to be ta u g h t. I t 's  a ll a  m a tte r  
o f  balance .

W hile phonics (or g rap h o p h o n - 
ics> is in teg ra l to  th e  read in g  
process, it  is su b o rd in a te  to s e m a n ­
tics (m ean ing , co n tex t, background  
know ledge) an d  sy n ta c tic s  (s tru c ­
tu re , g ra m m a r). A ny one  a re a  c a n ­
no t exist in iso la tion  front th e  o th ­
e rs  if  co m prehension  is to  be m ax i­
m ized (see F ig u re  1).

Figure I, Place of phonic* in the reading process.

M arie  C lay  e x p la in s  it well in 
Becom ing L ite ra te : The C onstruc tion  
o f  In n e r  C ontro l:

Phonological information may bo 
seen ns a key variab le but so are 
meaning, syntax, and visual inform a­
tion. Teaching one key variable can 
distort a complex process unless its 
learning becomes patterned with 
other key variables and opportunities 
are provided to work on the interp lay 
between variables, (p. 314 )

What Do We Mean 
by Phonics? 
What Don't We Mean?

So w h a t a re  w e rea lly  ta lk in g  
ab o u t?  Lot's rev iew  so m e com m on 
te rm s  an d  clnrify  w h e re  phon ics fits. 
P hon ic s  g en e ra lly  is used  to re fe r  to 
th e  s o u n d - le t te r  re la tio n sh ip s  used  
in  re a d in g  und  w ritin g . P hon ics 
beg ins w ith  a n  u n d e rs ta n d in g  th a t  
each  le t te r  lo r  g raphem e)  of th e  
E n g lish  a lp h a b e t s ta n d s  for one o r 
m ore  so u n d s  (o r phonem es). 
K now ledge o f  phon ics is  n ecessa ry  
for successfu l in d ep en d en t read ing ; 
how ever, y o u n g  c h ild ren  can  rend

t
p red ic tab le  su p p o rtiv e  te x ts  w ithou t 
know ing  all o f th e ir  so unds and  
le tte rs .

You a lso  m ay h av e  been heuring  
a  lo t ab o u t phon em ic  aw a rev 's s .
T h is  te rm  re fe rs  to  th e  ab ility  to 
h e a r  an d  d iffe re n tia te  betw een  the  
v a rio u s  w ords, sou n d s, a n d  syllables 
in speech , an d  th is  ab ility  is critical 
to  success in  b eg in n in g  read ing . 
Phonem ic  a w a re n e ss  develops 
th ro u g h  re p ea ted ly  h ea rin g , say ing , 
a n d  sing in g  tra d itio n a l n u rse ry  
rh y m es, s im p le  poem s a n d  songs, as  
w ell a s  th ro u g h  w ord-play:

Children who have a rich knowledge 
o f rhymes develop the ability to pay 
attention to sounds in words more eas- 
dy. (W ells & Hart-Hewins, 1994, p. 25)

A dditionally , u s in g  in v en ted  
sp e llin g  in d a ily  w ritin g  is one o f 
th e  b e s t w ays for y o u n g  ch ild ren  to 
develop  phonem ic  a w a re n e s s  an d  
s o u n d - le t te r  re la tio n sh ip s  (see 
F ig u re  2).

W hen  w e ta lk  a b o u t phon ics we 
do n o t m ean  w o rk sh e e ts  a n d  w o rk ­
books, no n sen sica l te x ts , “le t te r  o f  
th e  w eek ," iso la ted  sc r ip ts  an d  
d rills , Hooked on Phonics, c h a n tin g  
w ith  techn ica l p rec ision , a n d  so p h is ­
tica ted  lin g u is tic  labeling .

By c o n tra s t, by pho n ics  w e do 
m ean  tea c h in g  k ids en o u g h  
s o u n d - le t te r  know ledge to  re a d  a n d  
w rite  co n tin u o u s  tex t in  a u th e n tic  
lite racy  con tex ts. W e'll spell th a t  
ou t in  th e  re s t  o f  th is  issu e .

4
• •

* ______ j ,  y t i
------- _u/» k i „

I >“inS---- t j . .  _o_A»<k

J
k ---- JGnt _T«y _  '

- T C t
------7 — -------

----------------U i. s._______
Vrit he/ f iiu,* -------------------- ------ia k .__________

Figure 2 Childs willing showing the use c f  
t nunied spelling



W e believe th a t  phonics is 
best ta u g h t  an d  lea rn ed  
w hen  i t  is  in te g ra te d  in to  

m ean ingfu l re a d in g  an d  w ritin g  
across th e  cu rricu lu m . T h is  does 
no t m ean  th a t  phon ics te a c h in g  is  
left to  chance. All ch ild ren  can  b e n ­
efit from w hole-class, d e lib e ra te  b u t  
inciden tal w ork  w ith  phonics d u r ­
ing lan g u ag e  a r ts  tim e.

H ere’s w h a t w e a re  ta lk in g  
about. For som e c h ild ren , exp lic it 
teach ing  a n d  m in i-lessons a re  nec­
essary . S u ch  lessons, how ever, a ro  
never in iso la tion . T h e  n eed  for 
th em  grow s o u t o f  w h a t is develop- 
m ento lly  a p p ro p ria te  an d  w h a t is 
challeng ing  ch ild ren  a s  th e y  
a tte m p t to  re a d  an d  w rite  in d e p e n ­
dently . A lw ays, m ost o f c lassroom  
read in g  tim e  m u s t be s p e n t r e a d ­
ing, enjoying, a n d  d iscu ss in g  w on­
derfu l li te ra tu re . P hon ics in s tru c ­
tion. w hen  i t  does occur, is  sh o rt, 
specific, a n d  re la te d  to  th e  ch ild ’s 
needs.

'  G o in g  f r o m  W h o le  to  P a r t  

t o  W h o le

In a ll cases, w e believe th a t  ch il­
d ren  m u s t see  connections b e tw een  
th e  w hole a n d  its  p a r ts . A ccording 
to re c e n t b ra in  re sea rch :

The brain processes parts and 
wholes simultaneously. People have 
enormous difficu lty in learning when 
either parts o r wholes nn» over­
looked, Good leaching necessarily 
builds understanding and sk ills  over 
time because learning is cumulative 
and developmental. However, parts 
and wholes ure conceptually interac­
tive. They derive meaning from  nnd 
give meaning to each other. (Ronato 
N. Caine & Geoffrey Caine, 11)91,
Ataking Connections: Teaching and  
the Human Drain, Menlo Park , CA: 
AddiBon-Wesley; availab le from 
ASCD)

In  re a d in g , th e  book is  th e  
w hole. I f  ch ild ren  h a v e  n e v e r  expe­
rien ced  th e  jo y  o f  re a d in g  a n d  w rit­
ing , th e y  w ill h a v e  l i t t le  u n d e r ­
s ta n d in g  o f  w h a t  p h o n ics  is. 
E xp erien ce  h a s  ta u g h t  u s  th a t  ch il­
d re n  a re  ab le  to  co n n ec t phon ics 
in s tru c tio n  to  re a d in g  only  w h en  
th e  phon ics in s tru c tio n  is em bedded  
in  o r grow s o u t  o f  re a d in g  a  re a l 
book.

T h e  n e x t sec tion  o ffers su g g e s­
tio n s fo r w ays to  co n n ec t th e  w hole 
to  th e  p a r t ,  b e g in n in g  by  w o rk ing  
w ith  a n  e n tire  tex t, th e n  looking a t  
sen ten ces , th e n  a t  in d iv id u a l w ords, 
th e n  a t  le tte rs , a n d  fina lly  a t  sy lla ­
b les a n d  phonem es. O f  course , m a k ­
in g  th e se  connec tions involves m ov­
in g  back  th ro u g h  th e  co n tin u u m , 
from  th e  in d iv id u a l p a r ts  to  th e  
w hole tex t.

► S u g g e s te d  W a y s  t o  E x p lo r e  

P h o n ic s

O  Start with Whole Texts. In  
o rd e r  to  en g ag e  th e  c h ild re n  in  
le a rn in g  phon ics a s  p a r t  o f th e  
re a d in g  p rocess, i t  is  im p o r ta n t th a t  
th e y  a re  f irs t im m ersed  in  com plete  
nn d  en g ag in g  te x ts . S u ch  en g ag e­
m e n t is  encouruged  in  th e  co n tex ts  
lis ted  h e re . (F o r d e ta ils  on th e se  
te a c h in g - lo a m in g  ap p ro ach es , see  
th e  resource b ib lio g rap h y  e lsew h ere  
in  th is  n e w sle tte r .)
• Reading aloud nnd shared 

rending of:
nursery rhymes raps
predictable' h tones songs
finger plays chants
riddles nnd jokes poems
atories with word-plny 
stories with lota o f rhyme 

nnd repetition

•  W riting aloud and shared writing of: 
morning message letters
dictated stories lists
content-orea work signs
procedures ru les
language experience stories 
innovations on stories, songs,

and chants
• Reading “ju s t right* books.
• Jou rna l entries and other free-choice 

writing.

©  Focus on Sentences. S ta r tin g  
w ith  a  m ean in g fu l te x t, se n te n c e s  
can  be ta k e n  o u t o f  co n tex t, a n a ­
lyzed, c u t  a p a r t ,  a n d  th e n  p u t  bnck 
a n d  re a d  a g a in  in  th e  c o n te x t o f  th e  
w hole . T h ese  ty p e s  o f  te x ts  a r e  u se ­
ful s ta r t in g  po in ts : 

predictable 6tories 
m orning message 
language experience stories 
dictated stories 
content-area work 
letters
personal jou rna l entries 
stories with lots o f rhyme and 

repetition 
innovations on stories, Bongs, and 

chants

©  Focus on Words. I t  is a p p ro p ri­
a te  to  focus on w o rd s a n d  w ord 
p a r ts  in  iso la tion , b u t  on ly  a s  p a r t  o f 
a  la rg e r  lite racy  c o n te x t su c h  a s  
w ritin g  in  a  c o n te n t a re a , spe lling  
w o rd s in  a  p e rso n a l le t te r ,  o r  r e a d ­
in g  a  book. O nce a g a in , w e go from  
w ho le  to  p a r t  to  w hole. T h e  b es t 
so u rce  o f  w ords a r e  th o se  th a t  a re  
fa m ilia r  to  th e  ch ild ren , e ith e r  
th ro u g h  re p e a te d  re a d in g s  o r 
th ro u g h  s to r ie s  th e y  h a v e  au th o red . 
A c tiv ities  th a t  h e lp  focus on w ords 
include:

a llite ra tion charts matching
word searches word walls
personal dictionaries word games
cutting up sentences sequencing
m ilk carton dictionaries wonl sorts
masking lo rd  cloze) and framing 
mnking and testing hypotheses 
generating new sentences and text 
w riting generalizations



0  Focus on Letters. Y oung ch il­
d ren  do n o t n ec e ssa rily  u n d e rs ta n d  
th e  d ifference b e tw een  a  w ord an d  
a le tte r, a n d  th is  is  a n  im p o rta n t 
concept for th e m  to  develop. T ex ts  
an d  ac tiv itie s  th a t  focus on le tte rs  
include: 

alphabet books 
masking (cloze) 

framing
magnet'* letters 
clusters and chunks 
kids’ nam es in your classroom 
cutting up words into onsets and 

rimes plus endings 
generating new words and sentences

0  Play with Syllables and 
Phonemes. Y oung ch ild ren  need  to  
u n d e rs ta n d  th e  a lp h a b e tic  p rin c i­
ple: L e tte rs  re p re s e n t  sou n d s, an d  
th e se  so u n d s  o r  p h o n em es a re  re p ­
re sen ted  by le t te r s . C h ild ren  need  
to  be ab le  to  h e a r  th e  sound  
sequences o f  w ords before  th e y  can  
read  in d ep en d en tly . S ee  M arie  
C lay ’s  Becoming Literate (p. 84) 
for one p rocedure ; h e re  a re  som e 
o thers: 

clapping 
cutting 
singing
working with onsets nnd rimes

W e’ve m en tio n ed  o n se ts  an d  
rim es sev e ra l tim es . T h e  onset is

Most of classroom reading 

time must be spent reading, 

enjoying, and discussing 

wonderful literature.

th e  p a r t  o f  th e  sy llab le  t h a t  com es 
before  th e  vow el a n d  is  a lw ay s a  con­
s o n a n t o r  a  c o n so n a n t b len d . T h e  
rime is th e  r e s t  o f  th e  u n it . O n se ts  
a n d  r im e s  a re  pow erfu l fo r h e lp in g  
ch ild ren  to  re a d  a n d  w rite  b ecau se  
th e y  a re  e a s ie r  to  le a rn  th a n  ind iv id ­
u a l vow el so u n d s. T h e  ph o n ic  p a t ­
te rn s  re m a in  s ta b le , a n d  w ord  fam i­
lie s  a re  ea s ily  c o n s tru c te d  for re a d in g  
a n d  spelling .

F o r ex am p le , a  ch ild  w ho  can  
w rite  a n d  spell meat c a n  be  gu ided  to  
re a d  an d  sp e ll neat, cat, scat, beat, 
a n d  heat. In  c o n tra s t , b e in g  ab le  to  
re a d  meat does n o t m e a n  th a t  th e  
ch ild  can  m a k e  th e  t r a n s f e r  to th e  
w ord  meal. I t  is  h a r d e r  for th e  child  
to  iso la te  a n d  a p p ly  th e  vow el sound  
th a n  th e  rim e.

Some B^sic Rimes
; Nearly 500 primary-grade words can be 

derived from tho following set of only 37,
rimes.. vv ' /

-ack -all -ain * -ake -ale'’ • . . • 
-ame -an -ank ’■ *np ’ -ash ’
-at -ate . j -aw - -ay -cot
-ell -est -ice -ick -ide
•ightf •ill • -in -ine -ing
-ink -ip -ir ’■ -ock -okc
-op -ore . -or ,-uck -ug •
-ump . -unk

V I " ’ « . ; A 4 a)
(Source: Marilyn,.J. Adams, 1990, Beginning 
to  Read: T h in k in g  an d  le a rn in g  about P rin t, 
Cnmbridgc: M IT  P ress)



^  H o w  d o  w e  te a c h  p h o n ic s 7

continued.

► W h a t  P h o n ic s  G e n e r a l i z a t i o n s  
S h o u ld  B e  T a u g h t ?

A t b est, phon ics ru le s  a n d  g e n e r­
a liza tio n s  hold  u p  o n ly  so m e o f 
th e  tim e  for re a d in g  a n d  sp e llin g  
w ords. G e n e ra liz a tio n s  a re  b e s t 
le a rn e d  by d isco v erin g  p a t te rn s  
th ro u g h  m a k in g  a n d  te s tin g  
h y p o th eses . F o r ex am p le , in  a  li t­
e racy  con tex t, w e m ig h t h a v e  o u r 
s tu d e n ts  c h a r t  d ozens o f  w ords 
co n ta in in g  th e  long  e so u n d  (Bee 
F ig u re  3), a n d  th e n  a s k  th e m  
w hich le t te r  c o m b in a tio n s  u su a lly  
re p re se n t th e  long e. T h ro u g h  
th is  ac tiv ity  c h ild re n  m a y  com e 
u p  w ith  th e  h y p o th e s is , “M o st of 
th e  tim e  ec r e p re s e n ts  th e  lo n g e  
so u n d .” T hey  th e n  n e e d  to exp lo re  
w ords in  books a n d  o th e r  p r in t

Experience has taught 

•v us that children are 

‘ able to connect
> . - . V *

phonics instruction 
■: ■: - • 

to reading only when 
* > ‘ * 

the' phonics instruction
. ■ L

grows out of reading 

a real book.

m e d ia  to  m odify  o r confirm  th e ir  
h y p o th es is .

T h is  s o r t  o f  d iscovery  
m e th o d  is  in  c o n tra s t  to  th e  
te a c h e r  b eg in n in g  th e  lesson  by 
s ta t in g  th e  ru le  a n d  h a v in g  th e  
c h ild re n  se a rc h  for ex a m p le s  o f  
th e  ru le . In  th e  la t te r  case , v e ry  
l i ttle  le a rn in g  ta k e s  p lace.

weave meet Peter key happy field receive
heat feel meter monkey merry piece deceive
meal «H! s i l ly pierce
steal tree
feast bee
leaves street
reach screen

steel

Phonics in Perspective

Good te a c h e rs  h a v e  a lw ay s  c a re fu l­
ly observed  th e i r  s tu d e n ts  to  be 
s u re  th e  ch ild re n  a re  in te rn a liz in g  
ru le s  o f lan g u ag e . T e a c h e rs  n o tice  
such  th in g s  a s  th e  following:
• C an  th e  c h ild ren  iden tify  all 

u p p er- a n d  low ercase le t te r s  o f 
th e  a lp h a b e t?

•  C on th ey  ap p ly  phonics k n o w l­
edge to  re a d in g  an d  w ritin g ?

•  D oes th e ir  in v en ted  sp e llin g  
re flec t th e ir  g row ing  u n d e rs ta n d ­
in g  o f  phonics?

• Do th e ir  ap p ro x im a tio n s  in  r e a d ­
ing a n d  w ritin g  m a k e  se n se  for 
th e ir  d ev e lo p m en ta l level?

•  C an  th e y  p roblcm -solve a n d  
cross-check , d e m o n s tra tin g  th e ir  
a b ility  to  o rc h e s tra te  th e ir  u se  o f  
phon ics in  con junction  w ith  
s e m a n tic s  a n d  sy n tax ?

•  C an  th ey  w rite  M a rie  C lay’s d ic ­
ta tio n  te s t  from  An Observation 
Survey (1993). d e m o n s tra tin g  
th e ir  know ledge o f  ph o n em es?

T h e  bo ttom  line  for us is th a t  
th e re  is no rea so n  to  te ach  pho n ics  
u n le ss  o u r  s tu d e n ts  a r e  sp e n d in g  
th e  m a jo rity  o f  th e ir  tim e  read in g , 
w ritin g , th in k in g , sp e a k in g , a n d  
re sp o n d in g  to  a ll k in d s  o f m e a n ­
ingfu l tex ts .

Children's knowledge of let te r 
nam es nnd of letter-sound relation­
ships is not im portant in itself, but 
ra ther, it is a tool w ith which chil­
dren develop principles to unlock the 
alphabetic na tu re  of our w riting sys­
tem. Phonics is not a method for 
teaching reading or writing. It is 
only one cueing system  for identify­
ing and spelling words and should 
be taught as such. (British Columbia 
Ministry’ of Education, 1990,
Prim ary Program: Foundation 
Document)

F ig u r e S ta r l in g  chart to help create hypothesis about the long e sound in uonls.



► Recom m ended  P ra c t ic a l T ex ts 
T h a t S u p p o rt In te g ra te d  P h on ic s  
T ouch ing  and  L e a rn in g

Butler. Andrea, & Jan  Turb ill. 1984. 
Towards a Reading-Writing 
Classroom. Portsmouth. NH: 
Heinemann.

C lay. Marie M. 1991. Becoming 
Literate: The Construction o f Inner 
Control. Portsmouth. NH: 
Heinemann.

 . 1993. An Observation Survey of
Early Literacy Achievement. 
Portsmouth. NH: Heinemann.

 . 1993. Reading Recovery: A
(Juidebool; for Teachers in Training. 
Portsmouth, NH: Heinemann. 

Cunningham. Patricia M. 1995.
Phonics They Use: Words for 
Reading and  Writing. 2nd edition. 
New York : HarperCollins.

Holdawav. Don, 1979. The Foundations 
of Literacy. Portsmouth, NH: 
Heinemann.

  1991). Independence in Reading,
3rd edition. Portsmouth. NH: 
Heinemann.

M ills. Heidi. T imothy O ’Keefe. & Diane 
Stephens. 1992. Looking Closely: 
Exploring the Role o f Phonics in One 
Whole Language Classroom. U rbana. 
1L: NOTE.

Phcnix. Jo. 1994. Teaching the Skills. 
Markham . Ontario: Pembroke 'ava il­
able from Bothell. WA: The Wnght 
Gruupi.

Powell. Debbie. & David Hornsby.
1993. Learning Phonics and  Spelling 
in a Whole Language Classroom.
New York : Scholastic.

Routmun. Regie. 1994. Invitations: 
Changing as Teachers nnd h  arnent 
K-12. updated edition. Portsmouth. 
NH Heinemann

Weaver, Connie. 1994. Rending 
Process and  Practice: From Socio- 
Psycholinguistics to Whole 
Language, 2nd edition. 
Portsmouth, NH: Heinemann.

W ells, Jan . & Linda Hart-Hewins.
1994. Phonics, Too! How to Tcacli 
Skills in a Balanced Language 
Program. M arkham . Ontario: 
Pembroke (availab le from  Bothell. 
WA: The W right Group).

W ilde. Sandra. 1992. You Kan Red 
This! Spelling and  Punctuation for 
Whole Language Classrooms, K-6. 
Portsmouth, NH : Heinemann.

► B oo k s  T h a t P rom o te  P h on em ic
A w aren ess
Chapman. Cheryl. Pass the Fritters, 

Critters.
Degen. Bruce. Jamberry.
Embcrley, Barbara . Drummer Hoff.
Hopkins. Lee Bennett, editor. Good 

Bixiks. Gixxl Times.
Lester. Alison. Pm Green and  Pm 

Grumpy.
Shaw, Nancy. Sheep on a Ship.

► A BC  B o o k s
Base. Graeme. Animalia,
Bayer. Jane. A My Name Is Alice.
Brown. Margaret Wise. Sleepy ABC.
Cushman. Doug. The ABC Mystery.
Hausman. Gerald . Turtle Island  

ABC: A Gathering o f Native 
American Symbols.

Viorst. Judith . The Alphabet from 7. 
to A: With Much Confusion on the 
Way.

Weeks, Sarah . Hurricane City.
Zimmerman. Andrea G.. & David 

Clemesha. The Cow Butted.
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1. W han them art m o  w w fa  
u6a by litk. tba lo o t 
sound o f Um flm  o o t a  
b a u d  to d  tba sacoad is 
u s u a lly  c k c L

1  W b e o  a  v w d  i t  bo tb e  
m id d le  o f  a  o o a -ry ila b k  
w o rd , th a  s o w d  is  s h o rt.

rriirMU L>rfgf
o n e  o f  tb a  m id d le  m o  

le tte rs  in  a  w o rd  o f  
fo u r  k t t c n  

o n a  v o w d  wit/tin a 
w o rd  o f  m o rs  th a n  
fo u r  le tte r*

3 . I f  th e  o n ly  v o w d  le tte r  
is  ox th a  e n d  o f  a  w o rd , 
th a  k n a r  u s u a lly  s ta n ds  
fo r  a  lo o t  s o u n d .

4 . W h e n  th e re  am  tw o  v o w d s , 
o o a  o f  w h ic h  is  fin a l a, 
th a  f in e  v o w d  is  io n s
a n d  th a  a  is  n k s t .

■ S. T b a  r  g r m  th a  p re c e d in g  
w d  a  s o u n d  th a t is  
a e th e r  lo o s  act s h o rt.

6 . T h a  f ir s t  v o w d  is  u s u a lly  
lo o g  ta d  tb *  wxood c le m  
in  th a  d is g r ip h s  ai, m, 
o<4 a n d  ui 

a i 
ea 
o a  
u i

7 . In  th a  p h o o o fn u n  *a  
th a  /  is  n k m  a n d  th a  
a  has a  lo o t  s o u n d .

•  8. Words having double a 
usually bavw tha lo o s  a 
sound.

9 . W h a n  w o rd s  co d  w h h  s ile n t 

a  th a  p m c a d ic t a  o r  
I is  lo n f .

*1 0 . In  ay th a  /  is  s ile n t
snd g ive  a  ds lo o t  sound.

11. W h a n  th a  la tta r  I is  
fo llo w w d  fay th a  le tte rs  
Xh. th a  /  u s u a lly  
s ta n d s  fo r  its  lo o t  s o u n d  
a n d  th e  gA  is  u ic m .

12. W h e n  a fo llo w s  w  in  a 
w o rd , h  u s u a lly  has th e  
s o u n d  a  as in  n i

13. W h e n  a is  fo llo w e d  b y  H  
th e  v o w d  s o u n d  is  th a  sam e 
u  rep re se n te d  b y  o a

14. T h a  m o  le tte rs  aw  m a h t 
th a  lo o t  o to  u n d r

309 (band it 377 (c h kO t 43

401 249 62

191 (dress) 84 (scold) 69

191 (rest) 135 (to ld ) 59

26 (sp lash) 30 (figh t) 46
23 (ha) 8 (to ) 74

ISO (bone) 101 (dona) 63

444 (ho rn ) 134 (wira) 78

179 92 64

43 ( t o i l )  24 (sn d ) 64
101 (bond) 51 (basaO 66
34 (boas) 1 (cupboard) 97
1 (suit) 16 (bu ild ) 6

8 (fie ld ) 39 (W and ) 17

85 (seen ) 2 (been) 9 f

164 (ca ia ) 101 (hcva) 60

36 (p lay) 10 (always) 71

22 (high) 9 (Q fighbor) 71

15 (w itch ) 32 (swam) U

9 (blew) 17 (saw) IS

50 «wm) 35 (down) VS



33. One vowd letter in *t> W  (® y )  
accented syllable has its
short sound.

34. When /  o r ey is io ® 
the tu t syllabic that is not 
accented, the long sound o f
t  is h w d .

33. When lu r t is the fina l 4 (picture)
syllable in a word, it 
is unaccented.

36. When non  is the fina l 3 (s u u o a ) 
syllable in a word, it is
unaccented.

37. In  many two- and throe- 32 (invite) 
syllable words, the final
e lengthens the vowd 
in the last syllable;

38. I f  the first vowd sound 404 (bu lle t) 
in a word is followed by
two consonants, the first 
syllable usually ends with 
the first o f  the two consonants.

39. I f  the first vowel sound in 190 (over) 
a word is followed by a
single consonant, that 
consonant usually begins 
the second sy llab le

*40. I f  the last syllable o f  a 62 (tumble)
word ends in It, the 
consonant preceding the 
It  usually begins the 
last sy llab le

•41. When the first vowel 30 (dishes)
I element in a word is 

fo llowed by ih, ch, 
o r sK these symbols are 
not broken when the word 
is divided into syllables 
and may go with either the 
first o r second syllables.

42. In  a word o f  more than one 33 (cover) 
sy llab le  the letter v
usually goes with tbe 
preceding vowel to fo rm  a 
sy llab le

43. When a word has on ly one 
vowd Im er. tbe vowd 
sound is likely to be sho rt

•44 . When there is one e in a 
word that ends in a 
consonant, tbe e 
usually has a short sound.

•43. When tbe last syllabic 
is tbe sound r, it is 
unaccented.

433 (h id )

83 (leg)

188 (butter)

3 56 (lady) 

137 (baby)

62 (gasoline)

139 (singer)

237 (oven)

2 (buckle)

0

100

100

46

72

61

44

97

100

29 (dov« r) 73

322 (k ind ) 

27 (New)

9 (appear)

37

76

93



C o n s i d e r  C o w

Consider cow 
which rhymes 
with bough 
but not 
with rough.
That’s clear 
enough.

Remember moo 
will rhyme 
with through 
but not 
with trough 
or though 
or tough.

You’ve got 
it now:
There’s dough 
and bough 
and cough 
and through 
and mough 
cr. moo

fo v / id e c i C i i  y PA',/lip 3 / .i+ cvacy T u ' t * ^  TU tU CLO I



Is whole language really warm and fuzzy?— Susan Church, 1994

' T k R L Q \ K

WHOLE LANGUAGE SET: #1 On Myths about Whole Language Education

I

Background
There are many myths and misconceptions about whole language
education. Several o f  these are addressed below.

Myths reconsidered
■ One o f  the comm on myths is that whole language teachers 

don ’ t teach “ the basics.”  By this, critics usually mean that 
whole language teachers don ’ t teach the composite sk ills  that 
allegedly must precede real reading and real writing. This is 
not true, as explained below. Equally important, however, is 
the fact that whole language teachers have a different view o f 
what is truly basic. They believe that authentic reading o f trade 
books and authentic writing o f  texts fo r a variety o f  purposes 
(notes, letters, stories, reports, etc.) are more “ basic" than skills 
work.

■ Given this d iffe rence in what whole language teachers con* 
sidcr “ basic,”  it is perhaps not su rp ris ing that another com­
mon myth is that whole language teachers d on ’ t teach 
“ sk ills ” — o r  at least that they d on ’ t teach sk ills  d irectly . It
is certainly true that whole language teachers don't engage in 
the typical leach / practice, apply, memorize / test syndrome 
that characterizes traditional teaching. Instead o f  teaching skills 
in isolated lessons, according to a scope and sequence chart 
or the organization o f  some workbook, whole language teach­
ers typically help children develop sk ills  in the context o f  their 
needs and interests. When they teach mini-lessons on sk ills 
within the context o f  authentic literacy and learning experi­
ences. they do not test to see i f  children have learned these 
skills or strategies; they help the children apply them, watch 
fo r signs that the children can apply them independently, and 
keep helping the children as necessary.

■ Anothe r m isconception Is that a teacher is “ do ing ”  whole 
language i f  he o r  she is using trade  books ra th e r than basal 
readers. However, the critical difference is not whether the 
children read from  basal readers o r trade books, though whole 
language teachers much prefer trade books from  which ch il­
dren can choose their own reading. Rather, the critical d iffe r­
ence is what the teacher has the studc.its do with the literature. 
Instead o f asking students questions to see i f  they have under­
stood the reading selection, whole language teachers engage 
them in discussing their reading— in dialogue journa ls, fo r 
instance, and in literature discussion groups. Meanings arc 
constructed und reconstructed through social discourse and 
collaboration, which promotes a richer understanding o f  the 
text and an ability to consider it more thoughtfu lly and criti­

cally . This, o f  course, promotes critical thinking.
■ A no th e r m isconception is that whole language is on ly  fo r 

the p rim a ry  o r  e lem en tary  grades. W hile  whole language 
teaching is certainly more common in the primary and elemen­
tary grades, the nature o f  whole language is such that it can 
apply to learning and teaching students o f  any grade o r age. 
W hole language has grown into an educational philosophy 
based on research about the nature o f  learning and teaching. 
From cognitive psychology, it shares the construe.ivist view 
o f  learning that has become prominent in disciplines such as 
science and math as w e ll as language arts: namely, the view 
that learners must be intellectually active to construct con­
cepts and ideas. Thus, whole language is sometimes known 
as a transactional o r active model o f  education, in contrast to 
the notion that learning is merely transmitted from  teacher to 
learner.

■ A no th e r m isconception is that “ do ing ”  whole language 
means adding m ore and m ore  to the cu rricu lum . First, one 
does not "do" whole language so much as//Veit. Second, whole 
language docs not necessarily require adding more to the cur­
riculum. Instead o f  having many separate activities, whole lan­
guage teachers organize the day into larger blocks o f  time: fo r 
readers’ and w riters’ workshop, perhaps, o r for theme exp lo ­
ration. When students explore a theme drawn from social stud­
ies, o r science and math (o r a ll o f these), the language arts 
become a natural part o f  what they do in learning and sharing 
what they have learned. Reading, writing, discussion, research, 
and prob lem -solving sk ills  are taught as students need them 
to learn and to prepare products o f their learning fo r others to 
appreciate o r experience too.

■ A no th e r comm on m isconception is that whole language 
teachers d on ’ t assess students ’  learning. It is true that whole 
language teachers don ’ t have much confidence in the results 
o f  standardized tests, because they arc aware that such tests 
typically lack content and construct validity: they don't re­
flect the content o f  classrooms where effective learning is tak­
ing place, and they don't adequately reflect the real-world skills 
that schools arc trying to develop. Furthermore, whole lan­
guage teachers know that the primary purpose o f  standard­
ized tests is to rank order individuals, and they reject this aim. 
On the other hand, almost everything that occurs in whole 
language classrooms may become part o f  assessment and 
evaluation. For example, assessment may include recorded 
observations, student self-evaluations, and various kinds o f 
artifacts, such as periodic performance samples, think-alouds, 
data from conferences and interviews, inventories and ques-
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tionnaircs, dialogue journa ls and learning logs, and student- 
kept records o f various kinds, By drawing upon such varied 
sources fo r assessment, teachers can focus on students’ growth 
and learning strengths, instead o f trying to expose weaknesses.

■ Another myth is that whole language teaching is app ro ­
priate on ly fo r  un labeled students o r  fo r  gifted students—  
not fo r  students labeled as lea rn ing  d isab led , A ttention 
Deficit D isordered , o r  "a t r is k ”  o f  school fa ilu re . In fact, 
whole language teachers have found that special needs stu­
dents have their best chance o f  becoming independent read­
ers, writers, and learners in whole language classrooms. More 
skills work holds them back; what they need is opportunities 
to engage in real reading and writing authentic texts, along 
with their peers. Whole language teachers have found that 
special needs students flourish when given such opportuni­
ties and when given the support they need to become genuine 
readers and writers. M ajor keys to success are individual 
choice, ownership, teacher support, and T IM E  to change old 
patterns o f dependency and failure.

■ Another m isconception is that whole language students do 
worse on s tanda rd ized  tests, and that w hole language 
learning and teaching a re  not supported by com parative 
research. However, the small but growing body o f  compara­
tive research shows students in whole language classrooms 
typically scoring as well or better on standardized tests than 
students in more traditional classrooms. More generally, this 
emerging body o f  research (so far, dealing prim arily with 
preschoolers and children in kindergarten, grade 1, and grade 
2 ) has found that children in whole language classrooms typi­
cally show greater gains on reading tests; have developed a 
greater ability to use phonics knowledge effective ly ; have 
developed vocabulary, spelling, grammar, and punctuation 
skills as well as or better than children in more traditional 
classrooms; are more inclined and able to read fo r meaning 
rather than just to identify words; have developed more strat­

egies fo r dealing with problems in reading; have developed 
greater facility in writing; have developed a stronger sense o f 
themselves as readers and writers; and have developed greater 
independence as readers and w rite s .

■ Another m iy o r m isconception is that anyone can be a whole 
language teacher s im p ly  by going to an inservice o r  two, 
rep lacing basal read ing p rog ram s with trade books, maybe 
buying some o f  the new er in structiona l m ate ria ls  labeled 
“ whole language,”  and obtain ing from  conferences o r  from  
fe llow  teachers some c lever ideas fo r  tu rn ing  sk ills  w o rk  
in to a fun  activity . W h ile  some o f  these tactics may help, 
they usua lly  arc not enough to bring about the shift from  
the typical transm ission concept o f  education to the trans: 
actional, constructivist concept that underlies whole lan ­
guage learning and teaching. Teachers need opportunities 
to read and discuss p ro fessiona l literature with colleagues, 
to share teaching ideas and get feedback to visit o thers ’ 
c lassroom s, to sec demonstrations in their own c lassroom s 
by effective whole language teachers, and so fo rth . Pe r­
haps most o f  a ll, they need respect and support fo r  their 
risk-taking , particu la rly  from  adm inistrators.
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The truth is that some attention to the relationships between spelling patterns and their pronunciation is characteristic  
of a ll types o f reading programs, including whole language.. . .  The fac t is that a ll students, regardless o f the type o f instruction 

they receive, learn about letter-sound correspond nccs as p a r t o f learning to read.— Steven Stahl, 1992

Background
One myth about education is that whole language teachers do 
not leach phonics. Not true: they simply teach phonics as ch il­
dren read and write authentic texts, rather than in a separate p ro­
gram or separate lessons. Another myth is that phonics is not 
learned as readily when it is taught in the context o f  reading and 
writing, instead o f  being taught intensively and systematically. 
Recent research indicates that this also is untrue. As a former 
idvocate o f  intensive phonics now noies, “ The integrated phon­
ics instruction typical o f some whole language first-grade class­
rooms might w ork as w e ll as the more structured phonics 

struction typical o f  basal reading programs" (Stah l, McKenna, 
i Pagnucco, 1993, citing Stahl, 1992). And, indeed, recent re­
st arch suggests that students in whole language classrooms learn 
an ' use phonics sk ills  as well or better than children in more 
trat'tional classrooms (summarized in Weaver, 1994). Further­
more as McIntyre and Frcppon note (1 9 9 5 ), although whole lan­
guage ’cachcrs' instruction in phonics is an integral part o f  daily 
c lassrocn interactions, it is not necessarily random or eclectic, 
"but can f  carefu lly planned and well thought through in whole 
language.”

How whole language teachers help 
children develop phonics knowledge
W hole language teachers have faith in children as learners. 
Children can and usua lly  w ill deve lop a grasp o f  letter/sound 
relationships with re la tive ly  little  direct instruction, ju st as 
they learned to ta lk  w ithout direct instruction in the grammar 
o f  the English language. Most o f  the fo llow ing  examples, how ­
ever, illustrate ways that whole language teachers often use in 
directly helping child ren develop phonics know ledge and the 
ability to use it in reading and w riting. Since teacher aides 
and parents may want to use these procedures too. this list is 
expressed in the imperative, as good things to do to help ch il­
dren learn phonics.
■ Read aloud to children from  B ig Books o r charts large enough 

for a ll the children in the group o r class to see the print easily. 
Run a pointer o r your hand or finger under the words, to help 
children make the association between spoken words and writ • 
ten words.

■ Part o f  the time, choose Big Books and/or make charts o f  sto­
ries, poems, and rhymes that make interesting use o f a llitera­
tion, rhyme, and onomatopoeia.

■ When sharing such B ig B ooks or charts, focus ch ild ren ’s 
attention on the beginnings and ends o f  words. Research

shows (summarized in Adams, 1990 ) that at first, it is much 
more d ifficu lt fo r  children to hear separate sounds in words 
than to hear the beginning o f  a sy llab le  (the “ onset") as a 
unit (s- as in sit, but also spl- as in split) and to hear the 
vowel plus any fo llow ing  consonants (the “ rim e” ) as an­
other unit (- if , as in s it and split). T here fo re , it is he lp fu l to 
focus first on elements that alliterate and that rhyme, be­
fore focusing on ind ividual sounds. It is especia lly im por­
tant not to fo c u s  on  v ow e ls  by th em se lv e s , but in 
combination with any consonants that fo llow  the vow el—  
the " r im e ”  patterns ( l ik e  -ate, -ant, -ast, -ere, -est, -ing, 
-ist, -ight, -ound, -old, -ung, -ure).

■ When discussing the onsets and/or rimes, it often helps to in­
vite children first to share what they have noticed about the 
sounds, instead o f  beginning by telling what you have no­
ticed. Ask questions like “ What do you notice about the sounds 
in this poem?" (M ills , O 'Kee fe , & Stephens, 1992).

■ During the discussion o f  onsets and/or rimes, you and the ch il­
dren can make charts o f  words with the same sound pattern. 
For example, “ Galoshes,”  by Rhoda Bacmcisict(Poems Chil­
dren Will Sit Still For, edited by Beatrice deRegnier), invites 
lists o f words beginning with s- and sp- and spl-. They may 
also enjoy starting a list o f  words that end in -ishes and -oshes, 
and in making up other nonsense words that fo llow  these rime 
patterns. As children read other poems, additional words can 
be added to the charts (Jack Prelutsky’s “ Spaghetti,”  fo r  in ­
stance, in Noisy Poems (edited by J ill Bennett, 1987). These 
lists can be ongoing, with the children adding words in their 
own temporary spellings.

■ Words from  the charts can be put on separate strips o f  paper 
o r cards, and children can be invited to categorize them in 
different ways, including "words that begin the same" and 
"words that end the same.”  The s. me thing can be done with 
pronounceable word parts: common onsets and rimes. Words 
constructed from these word parts can be listed and catego­
rized together according to the onset and/or the rime. For ex­
ample, the onset st- could be combined with only two o f  the 
rime patterns listed above (to make state and sting), but the 
simpler onset s- could combine with several o f them. C h il­
dren w ill often notice how other words can be made by vary­
ing the pattern slightly ( fo r  example, s- plus -ant makes a word 
i f  we add -a: Santa). See Powell & Hornsby, 1993, fo r vari­
ous ideas.

o  Read alphabet books with children, and make alphabet books 
together.

■ Read with children other books that emphasize sound (books
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such as Noisy Poems, edited by Joan Bennett; Deep Down 
Underground, by O liver Dunrea; and Dr. Seuss books). Com ­
ment on sounds.

■ Help children learn the important reading strategy o f  p re ­
dicting, by covering a ll but the onset o f  a fa ir ly  predictable 
word in a text (Post-Its  can be used fo r this purpose). In ­
vite children to make predictions and then lo o k  at the rest 
o f  the word to con firm  what it actua lly  is. This usua lly  
works especia lly w e ll with rhym ing words at the end o f  a 
line o f  text, particu la rly  i f  the word m ostly  covered rhymes 
with a line before it.

■ Talk about letters and sounds as you write messages to ch il­
dren and as you help them compose something together, or 
individually. This is a very important way o f  helping children 
begin to hear individual sounds in words as well as to learn to 
spell some o f the words they write.

■ Help children notice print in their environment— signs, labels, 
and so forth.

■ When children demonstrate in their attempts at writing that 
they realize letters represent sounds, help them individually 
to write the sounds they hear in words (Freppon & Dahl, 1991). 
At first, they are like ly  to write on ly the first sound o f  words. 
Next, they commonly write the first and last sounds (espe­
cially when these are consonants). Vowels typically come later 
(McGee & R ichgels, 1990).

■ Provide tape recordings o f  many selections fo r children to 
listen to, as they fo llow  along with the written text. It helps 
to provide sm a ll copies o f  the text, not ju s t a B ig B ook  o r 
chart.
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WHOLE LANGUAGE SET: # 3  On Research on Whole Language Education

Whole language and research on whole language arc both clecrly in their beginning stages.
— Diane Stephens, 1991

Background
We hear and read in various places that whole language educa­
tion is not supported by research. However, that is simply un­
true, even though research on whole language is still little beyond 
the beginning stages. In fact, whole language teaching and learn­
ing is supported by three different kinds o f  research: research 
into the reading and writing processes themselves; naturalistic 
studies o f how children leam to speak their language and to read 
and write in it; and research comparing children ’s learning in 
whole language classrooms with other, more traditional class­
rooms. Research in learning theory and in learning styles also 
supports whole language education. Here, comparative research 
is the focus, since that is the kind most widely understood.

Children becoming independent readers, 
writers, and learners
Not a ll o f  the comparative research studies include standardized 
tests. Though such tests are not very good assessments o f  
children’s strengths and needs, the results o f  studies including 
such tests are generalized here. A  much fu lle r description o f these 
research studies can be found in Weaver, 1994. A ll the located 
studies involved children in preschool, kindergarten, grade 1. or 
grade 2. Three studies involved two grade levels, and two o f 
these were two-year longitudinal studies invo lv ing  children 
deemed to be at risk o f  educational failure. So far, these studies 
suggest the fo llow ing conclusions:
■ Ch ild ren  in whole language classroom s typ ica lly  do as well 

o r  b e tte r on  s ta n d a rd ize d  read in g  tests and subtests 
(though (he d ifferences are seldom statistica lly significant).
For example, the whole language kindergartners in Ribowsky's 
study (1 9 8 5 ) scored better on a ll measures o f  growth and 
achievement, including the tests o f  letter recognition and let­
ter/sound knowledge. In the Kasten and C larke study (1 989 ), 
the whole language kindergartners performed significantly 
better than their counterparts on all subtests o f  the M etropoli­
tan Readiness Test, including tests o f  beginning consonant 
sounds, letter/sound correspondences, and sounds and clus­
ters o f sounds in initial and final positions o f  words.

■ Ch ild ren  in whole language classroom s seem to develop 
greater ab ility  to use phonics know ledge effective ly than 
child ren in m ore trad it ion a l c lassroom s where sk ills  arc 
practiced in iso la tion . For example, in Freppon's study (1988 , 
1991), the sk ills  group attempted to sound out words more 
than twice as often as the others, bu; the literature-based group 
was mote successful in doing so: a 5 3%  success rate com­

pared with a 32%  success rate fo r the sk ills  group. Appar­
ently the literature-based children were more successful be­
cause they made better use o f  phonics in conjunction with 
other information and cues. (F o r another relevant study, sec 
also Cunningham, 1990).

■ C h ild ren  in whole language classroom s seem to develop 
vocabu la ry , spe lling , g ram m ar, and punctuation sk ills  as 
well o r  better than ch ild ren in m ore trad itiona l c lassroom s. 
For example, see E lle y ’s 1991 summary o f  studies on learn­
ing English as a second language; also C larke, 1988, on spe ll­
ing; and Stice and Bertrand, 1990, which included spelling. 
In addition, see Calkins, 1980; Gunderson and Shapiro, 1988.

■ Ch ild ren  in whole language c lassrooms seem more inclined 
and ab le to read  fo r  m eaning ra th e r than ju s t  to identify 
w o rd s . Fo r exam p le , when asked "W ha t makes a good 
reader?’ ’, the children in Stice and Bertrand’s study (1 9 9 0 ) 
reported that good readers read a great deal and that they can 
read any book in the room . The children in the traditional class­
rooms tended to focus on words and surface correctness; they 
reported that good readers read big words, they know a ll the 
words, and they don ’ t miss any words.

■ C h ild ren  in whole language classroom s seem to deve lop 
m ore strategies fo r  dea ling  with prob lem s in read ing . For
example, the whole language children in Slice and Bertrand ’s 
study (1 9 9 0 ) typically described six strategies fo r dealing with 
problem words, while the children in traditional classrooms 
described on ly three.

■ C h ild ren  in whole language c lassroom s seem to develop 
g rea te r fac ility  in w riting . Fo r example, in the Dahl and 
Freppon study (1 9 9 2 ), a considerably larger proportion o f the 
children in the whole language classrooms wete writing sen­
tences and stories, by the end o f  first grade. The whole lan­
guage children in the Kasten and C lark study (1 9 8 9 ) were 
sim ilarly much more advanced as writers by the end o f  their 
kindergarten year.

■ Ch ild ren  in whole language classroom s seem to deve lop a 
s tronge r sense o f  themselves as readers and w rite rs . Take, 
fo r example, the Stice and Bertrand study (1 990 ): When asked 
“ Who do you know who is a good reader?” , eighty-two per­
cent o f  the kindergartners in the whole language classrooms 
mentioned themselves, but on ly five percent o f the kinder- 
gartncrs in the traditional classrooms said “ n (e.”  During the 
first grade vear, when the children were asked directly "Arc 
you a good reader?", seventy percent o f the whole language 
children said yes, but on ly thirty-three percent o f the tradi­
tional children said yes.
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■ Child ren in whole language c lassroom s a lso  seem to de­
velop g rea te r independence as readers and w rite rs. In the 
Dahl and Freppon study (1 992 ), fo r instance, passivity seemed 
to be the most frequent coping strategy fo r learners having 
difficulty in the skills-bascd classrooms. But in whole lan­
guage classrooms, those having d ifficu lty tended to draw upon 
other learners fo r support: by saying the phrases and sentences 
that others could read, by copying what they wrote, and so 
forth. That is, these less proficient learners still attempted to 
remain engaged in literacy activities with their peers.
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In he r w idely cited book Beginning to Read: Thinking and  Learning About Print 
to90a ), M arilyn  Adam s suggests teaching ju st onsets and rim es: the beginnings o f  

words, pa rticu la rly  in itia l consonants and consonant c lusters, and the parts that en te r 
•nto rhymes: le tte r patterns like  -ate, -est, -ice, -unk, and so fo rth . She cites W ylie and 
p u rre ll (1 9 7 0 ) , who have poin ted out that nearly  five hundred prim ary-grade words can 
be derived from  a set o f  on ly  thirty-seven rimes. Vow el sounds in these rime patterns 
3 rc qu>tc stab le , so teaching rim e patterns is fa r m ore usefu l than teaching vowel sounds 
in iso lation .

O dd ly  enough, considering he r fa ir ly  m oderate suggestion fo r  teaching phonics sys­
tematically, Adam s notes th roughout the book that research supports the “ intensive”  
teaching o f  phonics (e .g ., p. 13 ). Perhaps it is not surprising , then, that her book has 
been cited as "p rov ing ”  that phonics shou ld  be taught extensively and intensively. In  
fact, however, the research base is ambiguous and open to challenge. Fu rthe rm ore , 
Adams has to ta lly  ignored the o th e r side o f  the coin, en tire ly  om itting from  consider­
ation the rich body o f  p ro fessiona l lite ra tu re  on ch ild ren ’s lite racy developm ent in 
whole language c lassrooms.
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The c lassroom  research Adam s cites in favo r o f  teaching phonics systematically is 
mainly that cited by Jeanne C ha ll in Learning to Read: The G reat Debate (1 967 , updated 
1983), and the twenty-seven U .S . O ffice o f  Education studies as analyzed and summa­
rized by Bond  and Dykstra (1 9 6 7 ) .

A t the outset o f  her study, C h a ll adm itted, “ One o f  the most important things, if 
not the most im portan t thing, I lea rned from  studying the existing research on beginning 
reading is that it says nothing consistently T aken  as a w hole , the research on begin­
ning reading is strong ly inconclusive”  (C h a ll, 1967, pp. 8 7 ,8 8 ) . Bu t guided by her theo ­
retical perspective, C ha ll attempted to create o rd e r out o f  the chaos o f  conflicting data 
(C h a ll. 1989, pp. 5 2 4 -5 2 8 ).

Because C h a ll’s o rig ina l conclusions are often oversim p lified  and then cited as 
definitive, these conclusions are w orth quoting in deta il:

In summary, judging from  the studies comparing systematic with intrinsic 
phonics, we can say that systematic phonics at the very beginning tends to p ro ­
duce gene ra lly  better reading and spelling achievement than intrinsic phonics, 
at least through grade 3.

M ore  specifically, the child who begins with systematic phonics achieves 
ea rly  superio rity in w ord recogn ition . This supe rio r ab ility may not always show 
up on standard ized silent reading (com prehension and vocabu la ry ) tests in the 
first grade. But by the second and th ird grades, g rea te r facility in recognizing 
words p robab ly increases his ability to read fo r meaning, as measured by stan­
dard ized silent reading tests o f  vocabu lary and comprehension .

A s fo r  ra te , systematic phonics may nroducc s low er readers in grades 1 and 
2 because it develops g rea te r concern fo r w orking out the words. H owever, by
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the m iddle grades, rate seems to be about equal to that p roduced by intrjn.- 
phonics. Ic

F ina lly , there is p robab ly a lim it to  the advantage that e a rly  facility with t| 
code gives on com prehension tested a fte r grade 4. A fte r this point intclligC n 'C 
experience, and language m aturity p robab ly  become more im portant factor* 
success than ability to recognize words. (C h a ll, 1967, p. 114 ) ln

Thus, according to this ea rly  synthesis, systematic phonics produces higher sen 
tests o f  reading and spe lling “ achievement,’ ’ but on ly  through the primary grades * 

Much the same conclusion is drawn by Bond and Dykstra (1 9 6 7 ) in their con ­
ation  o f  the twenty-seven U S O E  cooperative first-grade studies conducted </• 
1965-66 . In  a la te r summary o f  his conclusions favoring phonics, Dykstra says: »

The evidence c lea rly  dem onstrates that ch ild ren who receive early intensiv 
instruction in phonics deve lop supe rio r w ord recognition skills in the carl* 
stages o f  reading and tend to maintain the ir superio rity  at least through th* 
third grade. These same pupils tend to do  somewhat bette r than nUnj|C 
en ro lled  in mcaning-cinphasis (de layed g radua l phonics) programs in readin# 
comprehension at the end o f  the first grade. (1 974 , p. 3 97 ) ^

Thus, these studies w ou ld seem to fa vo r systematic phonics ove r intrinsic phoni-. 
at least fo r  grades 1 through 3, and at least according to standard ized measures 
lyn Adam s (1 99 0a ) cites two studies that she th inks dem onstrate positive longer.|» 
e ffects from  the ea rly  teaching o f  intensive, systematic phonics (Becker & GcrsJ? 
1982; G ersten & Keating , 1987 ), but few a re  like ly  to find the evidence from these 
ics convincing. (F o r  a fu lle r  treatm ent, sec W eaver, 1990b ). Even Gersten himselfkw 
agreed , at least with re fe rence to the e a r lie r study (G e rs tt n, 1990).

The R esearch C ritiqued

It is im portant to note that evidence fo r the systematic teaching c f  phonics is all tasej 
upon reading "p e rfo rm an ce " o r  “ achievement,”  as measured on standardized tests ih* 
typically test letter/sound know ledge and word know ledge in iso lation. Even the a *  
prehension portions o f  such tests typically test com prehension "sk ills ."  The tests do« 
consider such factors as w hether ch ild ren arc deve loping effective reading strategy 
whether they can actua lly read environm enta l prin t and books, and whether theyc* 
w rite using letters to  represent sounds. Thus, reading "p e rfo rm an ce " and "acbie* 
m en t" have to  do w ith scores on tests o f iso lated sk ills , not with the ability toactua^ 
read , com prehend , and en joy  rea l texts.

S o  where does this leave us?
F o r one thing, some scho lars have in te rp re ted  some o f  the research different̂ ; 

while others have critiqued the valid ity o f  the research studies and therefore the in ­
c lusions drawn by phonics advocates. O thers have questioned at least the significance  ̂
the research results. W ho le  language educators have been among the challenger*.
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Chall adm itted in her 1983 update o f  Learning to Read: The G reat Debate (1 9 6 7 ) 
that several o the r reviews o f  the U S O E  studies (e .g ., C o rdc r, 1971) did not conclude 
that code-emphasis approaches (typ ica lly phonics) were supe rio r to  meanir g-emphasis 
approaches, even when measured ju st by standard ized tests. C ha ll w rote:

Y e t many o f  the summaries o f  the U S O E  studies, and particu la rly  the in te rp re ­
tations o f  the ir findings, contradicted this [h e r own] conclusion. O n ly  . few 
indicated that the results showed an advantage fo r a heavier code-emph.isis. 
Severa l, in fact, concluded that the U S O E  findings contrad icted those o f  .rlic 
Great Debate. Th is would mean that the U S O E  studies pointed to a mcani ig- 
cmphasis as the advantageous approach. Y e t this was not reported  either. 
Indeed , most reviewers seemed to conclude that the 27 U S O E  studies found no 
method supe rio r to any other. Supe rio r results, i f  any, were attributed to the 
teacher. (1 983  update, p. 6 )

A lso  noteworthy is the fact that most o f  the so-ca lled meaning-emphasis approaches 
focused on sight w ord recognition, not on reading whole texts and thereby developing 
sight vocabu lary , reading strategies, and sk ills  in the context o f reading. In  one analysis 
o f the U S O E  data, a well-known European scho la r concluded that the approaches that 
came closest to being "w ho le  language" actually produced the best results (G rund in , 
1985, p. 2 65 ).

In a 1988 critique o f  Chad's research synthesis in her Learning to Read: Tbe Great 
Debate (1 967 , updated 1983), M arie C arbo points out what Cha ll adm itted in her o rig i­
nal attempt to synthesize the results o f  the experim ental research studies: many o f  them 
had serious design flaws (C h a ll, 1967, pp. 109 -101 ; C arbo , 1988a). C a rb o ’s fu rth e r ana l­
ysis o f  the data from  16 o f  31 studies discussed by C ha ll reveals some add itiona l flaws in 
Chad ’s own analysis and reporting o f  these results. In several ways, C ha ll tended to 
skew the data as being m ore favorab le to phonics instruction than the data seem to 
warrant. C a rb o  (1 9 8 8 a ) dem onstrates that this criticism app lies not on ly  to the studies 
reviewed and to the conclusions drawn in Chad's orig ina l 1967 edition o f  The G reat 
Debate, but a lso  to the post-1967 studies that Chad discusses (C had , 1983 update).

T o  try to resolve the debate that deve loped between C arbo  and Chad , assessment 
expert R ichard  T u rn e r decided to see what conclusions cou ld  be drawn if he considered 
on ly "the  best evidence”  from  the research Chad considered. He re jected not on ly  lab ­
o ra to ry  experim ents, which inevitably distort the nature o f the norm al reading process, 
but a lso  "patchcd -up  program  eva luations," which constituted the vast m ajority o f  a rt i­
cles cited by Chad and criticized by Carbo .

This le ft nine random ized field experim ents that compared a systematic phonics 
approach with c ither an intrinsic phonics approach o r a "no-phon ics" approach , in 
which students were le ft to deve lop , over time, the ir own methods fo r figuring out 
sounds in unrecognized words. T u rn e r suggests that the la tte r strategy would be cha r­
acteristic o f  a whole language approach, but in practice most whole language teachers 
combine this strategy with various kinds o f direct and indirect teaching o f  phonics (sec 
Chap te r 5 ). N one o f  the studies com pared a systematic phonics approach to reading 
instruction with a w hole language approach to developing literacy.
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W hat the studies did com pare is systematic phonics with d iffering variants 
w hole word approach. T u rn e r hypothesized that any in itia l advantages one appr 1 
m ight have over the o th e r w ou ld appear ea rly  in the p rim ary grades and then disapJ^ 
The data genera lly  supported  this hypothesis, leading T u rn e r to conclude as fo l|0^ '

M y ove ra ll conclusion from  reviewing the random ized fie ld  studies is that su. 
tematic phonics fa lls  in to that vast c a tc g c y  o f  weak instructiona l treatments 
with which education is pe renn ia lly  plagued. Systematic phonics appears to have 
a slight and early  advantage ove r a basa l-reader/w ho le-w ord approach as a
method o f  beginning read ing instruction H owever, this d iffe rence docs not
last long and has no  c lea r meaning fo r the acquisition o f  literacy in the sense of 
enhancing vocabu lary and improving com prehension . M oreove r, learning the- 
o ry  ofTcrs litt le  reason to believe that it shou ld do  so. (T u rn e r , 1989, p. 283)

T u rn e r concludes his analysis o f  the random ized fie ld experim ents by stating, “ Perh 
it is time fo r reading experts to turn away from  the debate o ve r systematic phonic^ 
search o f  m ore pow erfu l instructiona l treatments that w ill in fluence the development,fl 
lite racy in the m idd le grades and beyond”  (p . 283 ).

Y es, indeed.

Misunderstanding and Invalid Research

W hen systematic phonics advocates have attempted to compare phonics or sly]], 
app roaches with whole language c lassroom s, they have ope ra ted  out o f  an apparei, 
m isunderstanding o f  w hole language. Th is leads to inva lid  conclusions.

F o r example, the au thors o f  Becoming a  Nation o f  Readers w rote that in the United 
States, w hole language app roaches had produced resu lts that w ere typically “ indiffer. 
c n t"  when com pared with approaches typical in Am erican  c lassroom s—at least whej 
m easured by ' p e rfo rm ance on first- and second-grade standard ized reading achieve, 
m ent tests”  (R . C . A nderson , H icbc rt, Scott, & W ilk in son , 1985, p. 4 5 ). Hfv/cver, the 
re fe rence supporting this statement is Bond and D ykstra ’s 1967 summary o f the USOE 
studies, which were undertaken at least two decades be fo re  w hole language burgeoned 
in the U n ited  States. (A ls o , sec G rund in ’s d iffe ring  conclusion : that the approaches 
most like  w hole language p roduced the best resu lts ; G rund in , 1985, p. 265 .)

M ore  recently , S tah l and M ille r (1 9 8 9 ) conducted a statistical meta-analjsi 
("quan ta tive  research syn thesis") o f  data from  various studies in an attempt to compart 
the effects o f  d iffe ring app roaches. Combining whole languge and language experience 
as i f  they were essentia lly the same (even though these researchers seemed to knot 
b e tte r ), they concluded that “ o v e ra ll, whole language/language experience approacha 
arc app rox im ate ly equal in the ir e ffec ts" to basal reader/sk ills  approaches, but with 
som e exceptions: fo r  exam p le , they note that whole language/language experience 
approaches may be most effective fo r  deve lop ing concepts about p rin t, while more 
d irect approaches m ight be bette i at he lp ing students m aster w ord recognition skills 
(S tah l & M ille r , 1989, p. 8 7 ) . H ow ever, anything the research might have suggested
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about whole language is invalidated by the fact that it is lumped together with language 
experience. A s Chapter 3 shou ld have made c lear, language experience is simply one 
kind o f activity that may be included in classrooms reflecting a much b roade r who'e 
language philosophy o f  learn ing and teaching. (F o r  m ore detailed criticisms, sec 
fvlcGee & Lom ax, 1990, and Schickcndanz, 1990.)

The fact that these researchers cou ld have drawn such invalid conclusions may 
stem, in part, from  the fact that systematic phonics researchers and whole language 
researchers typically operate from  very d iffe ren t underly ing assumptions.

p,FFER*NG ASSUMPTIONS

W hen considering the differences between systematic phonics researchers and whole 
language researchers (and those who sympathetically summarize their respective 
research) it is important to take in to account the ir underly ing assumptions, because 
these assumptions guide how they set up research studies and in terp ret the results: 
what they lo o k  fo r. and what counts as evidence (see, fo r  instance, Edelsky's 1990 c ri­
tique o f  M cKenna. R ob inson , & M ille r , 1990).

T o  begin with, judging by their research studies, systematic phonics researchers con ­
sider readers' perform ance on  standard ized tests o f  iso lated skills (read ing  "ach ieve­
m en t" ) lo b e  accurate and adequate measures o f  reading: whole language researchers do 
not. Instead, the la tte r consider it critical to examine reading and w riting grow th to ­
gether. a long with o the r aspects o f  in te llectua l and affective grow th; to  assess reading and 
w riting by observing, describing, and analyzing what students do with literacy daily , not 
via standard ized tests o f  skills ; and to use a variety o f  measures in fo rm a l research.

One co ro lla ry  is this: systematic phonics researchers seem to believe that students 
must be ab le to demonstrate a sk ill in iso lation from  actual reading, in o rd e r to con tro l 
that sk ill o r  m ake use o f  that know ledge during actual reading. Fu rthe rm ore , they o ften 
have a part-to -w ho lc concept o f  reading. F o r example, V c llu tin o  (in  an artic le that re ­
flects serious m isconceptions about whole language) writes approving ly that "phonem e 
awareness (awareness o f  the separate sounds in words) is believed to  be a prerequisite fo r 
learning to map alphabetic symbols to  sound, and alphabetic mapping is believed to be 
a prerequisite fo r  learn ing to  identify individual words and learn ing to  read in gene ra l" 
(1 991 , p. 4 3 9 ). F rom  experience and research, whole language educators assume that 
understanding o f  the parts (le tte r/sound re lationships and w ords) develops m ore g rad ­
ua lly but a lso  m ore read ily  w ithin the context o f  the w ho le— reading and rereading p re ­
dictab le and en joyab le texts, and w ritingby using invented spelling . They a lso see no need 
fo r sk ills  to be mastered o r dem onstrated in iso lation ; indeed , they assume that an em ­
phasis on  sk ills  detracts from  the process o f  learning to read.

A no the r co ro lla ry  is this: systematic phonics researchers scent to concern themselves 
with short-te rm  perform ance on test scores (e.g ., on tests o f  letter/sound know ledge in 
grade 1). w ithout considering how such an emphasis might affect students' ove ra ll growth
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as reade rs and w riters and lite ra te  individuals through the primary years and b- 
W h o le  language educators and researchers take the longe r view. K>nd

Systematic phonics researchers seem to take correlations either as evidc 
unprovcn cause-eflect re lationsh ips, as mandates fo r  educational intervention o r i' °* 
F o r  exam p le , research indicates that there is a dem onstrab le corre lation bctwcCn n • 
w ord identification and comprehension among good readers (e.g., Stanovich iUCn| 
1981, 1984; Adam s, 1990a). This has led systematic phonics advocates and othc^ '  
assume that readers cannot comprehend well unless they can identify words fluent^ ,0 
assumption that is c lea rly  disproven by decades o f  miscuc research (K . S. Goodn/'Jl1 
Y . M . G oodm an , n. d .) ; odd  as it may seem , readers who read haltingly and with ^  
miscues o ften  com prehend quite well. The co rre la tion  between fiuent word idchtx? 
tion and com prehension has a lso  led part-to -w ho lc-oricn tcd researchers to assum !?’ 
phonics must be taught ea rly  and perhaps intensively, to facilitate fiuent reading 
thus com prehension ; this is part o f  Adam s’ argument (1 9 9 0a ). Supported by rcSe ^  
on  language acquisition and emergent literacy, w hole language researchers reject ^  
on ly  the implicit assumption that the e a rlie r ch ild ren acquire phonics knowlegc the 
ter, but a lso  the assumption that phonics must be systematically taught in order to *’ 
e ra tc  fluen t w ord reading and analysis. They arc m ore concerned with the devclonm^ 
o f  a wide a rray  o f  literacy understandings, behaviors, and attitudes, on the assum™-111 
that the deve lopm ent o f  the whole o f  literacy is fa r  m ore important in the long run ^  

H e re ’s ano th e r example o f  phonics researchers using corre lations as cause-cff 
re la tionsh ip s: Byrne and F ie ld ing-Barns lcy ( 1 9 9 i j  cite studies showing that phonemu 
awareness affects reading and spelling skills, then take as the starting point for ihCjJ 
research the assumption that " I t  makes sense, th e re fo re , to include instruction in 
nem ic organ iza tion  in the early  stages o f  the t id in g  cu rricu lum " (1991 451 j |
o th e r words, these researchers assum? that because th e re ’s a corre la tion between pho. 
nem ic awareness and reading ano spelling skills , the e a r lie r phonics is mastered, tfe 
better. W ho le  language researchers and educators note that this conclusion docs not 
necessarily fo llow . S oon e r is not necessarily b e tte r—at least not i f  other important 
lea rn ing  is sacrificed.

F in a lly , systematic phonics researchers genera lly  opera te  from  a "stage theory" 
m ode l o f  learn ing to read (C h a ll. 1983; Adams, 1990a; S tah l, 1992). What this mcansia 
practice is that they recognize the transactional natu re o f  emergent literacy, up to and 
perhaps th rough kindergarten (Adam s, 1990a; C ha ll. 19S3). However, they seem to 
th ink that by grade 1 , ch ild ren must be explicitly taught to read; they can no longer be 
trusted to  deve lop  literacy by transacting with environm enta l print and books and by 
engaging in w riting experiences, in a supportive environment. These researchers sees 
to  trade in their transactiona l m odel o f  b irth -th rough-kindergartcn learning for a trans­
m ission m ode l, starting in grade 1. A t least, that’s what one can in fe r from  their insis­
tence that by grade 1 ( i f  not b e fo re ), child ren must begin to be explicitly and systemat­
ica lly  taught phonics. W ho le  language researchers assume that the constructivist nature 
o f  learn ing continues throughout o u r lives, whether o r  not we arc taught by means com­
patib le  with how we learn  most effectively.

C ontrasting the underly ing assumptions o f  systematic phonics researchers with
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e5EARCH S U P P O R T IN G  a  W H O L E  LA N G U A G E ALTERNATIVE

There is a w orld  o f  d ifference between phonics and whole language. Even though it is 
o ften p rom oted  as a m ethod o f  teaching reading, phonics deals on ly  with one cue sys­
tem used to construct meanings from  texts. A t the opposite end o f  the spectrum , whole 
language is in effect a tota l (a lbe it evolving and incom p lete ) theory o r philosophy o f 
learn ing and teaching. Phonics and whole language a ren ’ t rea lly  d ifferen t routes to the 
same goals. Neverthe less, whole language c lassroom s do o ffe r ways o f  developing phon­
ics know ledge that contrast with systematic phonics (see a lso Chap ter 5 ).

T he re  arc basically three kinds o f  research supporting whole language learn ing and 
teaching: research on language acquisition, emergent literacy, the reading process, and 
learn ing itse lf, which gave rise to whole language practice in the first place; naturalistic 
research documenting the success o f  whole language with individual child ren and 
classes; and experim enta l research comparing whole language with more trad itiona l 
a lternatives in the c lass .oom  ( fo r  summaries o f  research studies, see K rashen , 1993; 
Stephens, 1991; Shap iro , 1990; H ea ld -T ay lo r, 1989; T unn c ll &  Jacobs, 1989; Rhodes & 
Shank lin , 1989; and W eaver, 1988). The first kind o f  research fo rm s the basis fo r much 
o f  this book , while the second is much better described in a rich abundance o f  o the r 
books and artic les (see bib liographies in C hap te r 3 ) The third kind o f  research, 
research comparing one kind o f  p rogram  o r c lassroom  with another, is b rie fly  discussed 
below . An excellent overview  o f  the research base is provided in D iane Stephens’ 
Research on Whole Language: Support fo r a  New Curriculum  (1 9 9 1 ). Stephens describes 
many o f  the studies in some depth, pa rticu la rly  the less accessible ones. (Sec F igure 7.2 
fo r  fu lle r  b ib liographic in form ation  on these summaries o f  research .) Stephens and I 
have described some o f  these studies a lso in Chap te r 6 o f  my Understanding Whole 
Language (1 9 9 0a ), e a r lie r studies were described in the first edition o f  Reading Process 
and  Practice (1 9 8 8 ) . Be low  I describe three o f  die studies in those volumes, updating the 
re fe rences; describe fo u r m ore studies; and d n w  genera liza tions from  the seven stud­
ies reviewed. D escribed in greatest detail a re  those that a rc  richest in the selection o f 
subjects, the length o f  the study, the co llection  o f  data , o r  (a t least in one instance) the 
characterizations o f  contrasting kinds o f  classroom s.

Because phonics advocates typically measure progress by standardized test scores,
I hav:* de lib era te ly  chosen, fo r comparison, studies that included at least one standard ­
ized test am ong the assessment measures. H owever, this decision shou ld not be con­
strued as evidence that I think standardized tests a rc  app rop ria te  measures o f  literacy 
deve lopm ent.

The first study described is actually a summary o f  nine research studies on learn ing 
English as a second language. The o the r studies arc described in an o rd e r reflecting the 
age o f  the ch ild ren and grade o f  the classroom s discussed, with longitudinal studies 
described last.
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Stephens, D . (1 9 9 1 ) . Research on whole language: Support fo r a new curricula 
K atonah , N Y : R ichard  C. Owen. ^

Tunne l!, M . 0 „  &  Jacobs, J . S. (1 9 8 9 ) . Using “ rea l books” : Research findings on In 
a tu rc  based reading instruction . The Reading Teacher, 42, 4 70 -4 77 .

W eave r, C ., & Stephens, D . (1 9 9 0 ). W hat does the research say? Research in $UpD(_  
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Figum 7.2 References summarizing research on whole language (Note: The relerences with the most items on experimental studies are Krashen and the last four.)

W . E lle y , 1 9 9 1
E llc y , W . B. (1991). Acquiring literacy in a second language: The effect o f book-based 

program s. Language Learning, 41(3), 3 7 5 -4 11 .
E lle y  reviews nine studies o f  the acquisition o f  English as a second language, most of 
which were undertaken in the South Pacific and Southeast Asia, including his own car- ■ 
lic r study (E lle y  &  Manguhbai, 1983). T yp ica lly  these studies compared the resulutf I  
p rogram s based on structured systematic instruction with “ book  flood ”  prograna, |  
which exposed ch ild ren to large numbers o f  h igh-intercst story books. In other wordt, 
the studies compared the effects o f  a direct instruction approach with an indirw 
approach that might be characterized as “ whole language" o r "n a tu ra l”  language lew  
ing. These studies a ll involved e lem entary school students.

W hat I ’ve considered the direct instruction approach typically involved principb 
a rticu la ted  by structura l linguists (e .g ., B loom fie ld , 1942) and audiolingual method* 
ogy: practice on a ca re fu lly  sequenced set o f  g ram matical structures, through imitation 
repe tition , and re in fo rcem ent. The book flo od  studies re flected typical whole languije 
p rinc ip les, and usually involved e ither sustained silen t reading o f an extensive number 
o f  p ictu re books: the Shared B ook  Experience (H o ldaw ay , 1979 ), including readin

i
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discussion, and re la ted  activities; o r  a combination o f  these, which in one instance also
included a modified language experience approach.

F rom  these combined studies, the fo llow ing patterns emerged:

1 . Students in the book flood  program s did bette r on a lm ost a ll standard ized measures 
o f  reading, including not on ly  comprehension skills but a lso  word identification and 
phonics skills.

2. U su a lly  favoring the book flo od  students were d iffe rences in measures o f  o ra l and 
written language and vocabu lary (e .g ., listening com prehension , w ritten story com ­
p le tion ), and sometimes d iffe rences in o th e r aspects o f  school achievement as well 
(sec a lso E lley , 1989).

3. M ore  surprising ly, students in the book flood  program s o ften  did bette r on tests o f  
the grammatical structures exp lic itly taught in the aud io lingua l program . E lley  
notes that this in te rp re ta tion  “ was supported by an incidental study in which know l­
edge and use o f  English in natu ra l settings was found to be large ly unaffected by 
de libera te  instruction in them ”  (1 99 1 , p. 389 ).

4. Students in Shared B ook  Experience program s typically showed g reate r gains on 
various tests than students in silent reading program s. (P e rh aps this resu lt suggests 
the va lue o f  o ra l reading and discussion, p robab ly including the discussion o f  letter/ 
sound re lationsh ips within the Shared B ook  E xperience .)

5 . Students in the book  flood  prog ram s typical'y had a m ore positive attitude toward 
books and reading. (O ne  wonders i f  these p rogram s a lso affected ch ild ren ’s a tti­
tudes toward English as a second language.)

E lle y  summarizes, in part, as fo llow s: “ That pupils showed equa lly  large gains in the 
d iscrete-point tests o f  gram matica l structures and vocabu lary as they did in the more 
integrative measures o f  reading, listening, and w riting is pa rticu la rly  damaging fo r those 
who argue that structures and vocabu lary shou ld  be de lib era te ly  taught”  (1 991 , p. 402 ). 
I f  m ore o f  the com parisons had included tests o f  decoding sk ills , perhaps the same con­
clusion cou ld be drawn fo r  the direct teaching o f  phonics.

In  short, E lle y ’s com parison o f  these severa l studies o ffe rs  pow erfu l evidence fo r 
w hole language advocates’ assertion that language and literacv' arc acquired gradually , 
through opportun ities to use the language and to engage in literacy events in meaning­
fu l contexts.

W. C. Kasten and  B. K. Clarke, 1989

Kasten , W . C ., & C la rke , B . K . (1 9 8 9 ) . Reading/writing readiness fo r  preschool and  kin­
dergarten children: A whole language approach. San ibc l: F lo rid a  Educational 
R esearch  and Deve lopm ent Counc il, E D  312 041.

Th is year-long  study involved ch ild ren in two preschoo ls and two k indergarten classes 
in two southwest F lo rid a  communities, one  school at each leve l serving as a con tro l and 
one implementing certain strategics associated with a whole language philosophy o f
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learning. The la tte r w ill be re fe rred  to here as whole language classrooms and 
even though on ly  the lite racy activities were necessarily whole language in orien ^

The “ business as usua l”  curricu lum  in the con tro l c lassroom s seemed i0 n 
from  common assumptions such as these (K asten  &  C la rke , p. 7 3 ):
1. C h ild ren  need to achieve a level o f  readiness fo r  learn ing to  read that in 

extensive experience with letters o f  the a lphabet and the sounds these lctte 
resent. Th is occurs p r io r to learn ing to w rite . wrs rtP-

2. C h ild ren  arc not ready o r  capable o f  w riting connected text until a certain n 
o f  words can be spe lled  conventiona lly , and the prerequisite to  writing is the ?. rabi|jito copy and fo rm u la te  letters. ity-

3. Authentic learn ing is lim ited to the learn ing o r  w ork p roduced by individuals 
"d o  the ir own w o rk ,”  and learn ing is the resu lt o f  what the teacher teaches:
Kasten and C la rke  o ffe r  an extended anecdote that c la rifies the nature o f insl 

tion stemming from  such assumptions. The anecdote is from  a private, wei;.funj T  
highly regarded preschoo l with an experienced , capab le , highly regarded teacher-

Ms. R . chee rfu lly  welcomes he r students and introduces us to  them , reminding 
them o f  o u r names. C h ild ren  gather in the carpeted area o f  the room  around 
their teacher who is seated in a chair next to an easel. A fte r some social con­
versation with the g roup , Ms. R . introduces the “ special guest," who is a pup. 
pet named “ G oo fy  G hos t.”  She announces they w ill ta lk  about the letter G this 
day. The teacher e labora tes that G oo fy  wears glasses and plays a guitar. She 
develops a story o ra lly , p reparing them to partic ipate on a given signal with 
repeating phrases including "/g/ - /g/ - /g/ - /g oo /," and “ G oo fy , good g rie f" ’ On 
the easel is paper with pockets which ho ld  teacher p repared  cards.

As the story is com p leted , the teacher reviews " G "  words with the children, 
and praises them  at the end. She asks the ch ild ren to give themselves a pat on 
the back, reviews the " G "  words again, and they say “ /g/ - /g/ - /g/ - /g/“  a few 
m ore times. A t the end , a ll ch ild ren stand up to stretch, and are directed to 
p retend they a re  watering cans, and to make /g/ ound like w ater gushing from 
the watering cans with “ /g/ - /g/ - /g/’ ’ noises.

Next, the teacher initiates a guessing game with questions to " f i ll in the 
b lan k " o ra lly , such as "Som eth ing M ommy puts on  you r mashct.' potatoes 
is . . and “ Y ou  like to  chew a stick o f . . . ( pp.  7 4 -7 5 )

The preschoo lers a rc  then asked to do some “ w riting” : to  copy the design Mrs. R . shows 
them on a flash card (c irc le , vertica l line , e tc .). She rem inds them  to “ do their own 
w o rk ”  and not lo o k  at anybody c lsc ’s paper.

The instruction in the whole language p reschoo l and k indergarten was significantly 
d iffe ren t, reflecting such assumptions as these (K asten  &  C la rke , p. 72 ):
1. Ch ild ren  can w rite what they want to say be fo re  the ir know ledge o f  letter/sound 

re lationsh ips is perfec t, and be fo re  they can spe ll conventiona lly .
2. C h ild ren  can lea rn  to read as they learn  to speak, in a ho listic , social context in 

which functions and purposes fo r  reading are evident.
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3 . C h ild ren  learn  va luab le lessons by co llaborating with each o ther, and their learn ing 
can be enhanced by what they learn from  each other.
In  the fo llow ing anecdote from  a whole language p reschoo l class, the parap ro fes- 

sional teacher and a ll eight students are members o f  m inority groups from  very low 
socioeconom ic neighborhoods. The anecdote illustrates the second and third o f  the 
above princip les (K asten  &  C la rke , pp. 6 7 -6 8 ):

The teacher presents a D L M  book and, be fo re  she can ask the title , child ren 
ca ll ou t "T h ree  D ogs at the D o o r ."  Toge the r the ch ild ren count a loud the 
dogs on the cover, discuss the author, Roach Van A lle n  (1 9 8 6 ), and discuss 
what an " i llu s t ra to r"  means. The child ren cu rl at the teacher’s fee* in an o r ­
ganized fo rm ation . The teacher uses a po in te r as the class reads chora lly . The 
teacher points out that the word "m ad ”  looks d iffe ren t from  the word "d is ­
gusted .”  The teacher asks individuals to act out how they might look  if they 
fe lt "d isgusted ." A ll eight ch ild ren say “ disgusted," making app ropria te facia l 
expressions as they do.

The ch ild ren arc extrem ely attentive, with a ll eyes on the book. They act 
out the next interesting word which is "upse t," the same way they did with the 
word "d isgusted.”  The teacher discusses with them how they can use these 
words when they have those feelings, labeling them fo r  the children as "em o ­
tion w ord s ." They continue reading and come to  the word " i r r ita te d ."  They 
discuss differences between " irr ita te d ,”  “ m ad ,”  ‘ upset," and "d isgusted ."

Teacher and ch ild ren continue discussing the em otion words. The teacher then

flips back through the text to each emotion word end asks which, o f  the ones 
they discussed, this one  is. Each time some ch ild ren  guess correctly , and seem 
to be using in itia l le tte rs to assist in their guesses o f  “ disgusted," " fu riou s ,”  etc.

Since the ch ild ren arc not yet tired o f  shared reading, they go on to read I'm the King o f  
the M ountain  (C ow ley . 1984b ) together, using song and with the ch ild ren chim ing in on 
the repeated pattern “ I ’m the king o f  the m ountain ; I ’m the king o f  the m ounta in ." 
F ina lly , the ch ild ren have the opportun ity  to choose books to read by themselves, in 
pairs, o r  to the teacher.

Th is anecdote nicely illu stra tes not on ly whole language princip les o f  learn ing , but 
some o f  the procedures used in the whole language preschoo l and kindergarten classes. 
Shared reading experiences with pred ictab le o r  patte rned language books were to be 
used with the ch ild ren at least twice a day, fo r  a m inimum o f  fifteen m inutes each time. 
The teachers were asked to use a po in te r to fo llow  a long with the text during the shared 
reading experiences. They were encouraged to extend the shared reading experiences 
through dram atization o f  the story, to use the text to teach concepts and skills , and to 
do “ anything else the ir creativity might inven t." The second aspect o f the whole la n ­
guage p rog ram  involved giving ch ild ren an opportun ity to w rite at least once a week: not 
to practice le tte r fo rm ation  o r  to copy letters o r  som eone else's text, but to compose — 
by w riting using their own spellings c  'ing o ra l dictation to  an adult (K asten  &
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C la rke , p. 3 4 ). W h ile  these were the m inimum crite ria  defining the whole language 
cgory, m ore time reading and w riting— perhaps considerab ly more time—n^y ,Ca(' 
been spent in these classrooms. av£

The child ren were tested using severa l instruments: a B o o k  Hand ling Test d - •
B . A ltw e ree r ^included in Y . M . Goodm an . V̂ ‘oped by Y . M . G oodm an and B . A ltw erger (inc luded in Y . M . G oodm an , Altwcr 

M arek , 1989 ) and a story R e te llin g  In ven to ry  based on the re te lling  portion o f  the R ^ 
ing M iscue Inven tory (Y . M . G oodm an , W atson , & Bu rke , 1987), both used with ^IIIJ3 1T1 IOVUW liivw iitu i; \ -1 • t,ia V-'VVJUIUUII, tv uuum, va. uu i nv« * skj i wuiii UOL.U Wl[f] «i||
the students; the six subtcsts c f  the M etropo litan  E a rly  School Inven tory—pre]j. °f 
(E S I ) ,  used as a posttest with p reschoo le rs and both pretest and posttest with the f t  
dergartners ; and the M etropo litan  Readiness Test (M R T ) , the la tte r used as a nr l0' 
and posttcst on ly  fo r  the kindergartners . As Kasten and C la rke  point out, the 
attempts to assess trad itiona l “ read inesr ”  sk ills , including le tte r knowledge, jnv  
sounds, ending sounds, the sounds o f  consonant clusters, and so fo rth  (1989, p, 3qj 

F o r the preschoo le rs , many o f  the d iffe rences between groups were not statirbiL 
significant. O n  the tests and subtests that were statistically significant, a ll the res i 
favored the experim enta l, w hole language c lassroom . The whole language child 
showed significantly m ore deve lopm ent than the ir comparison peers in the ESI subi^0 
How  Y ou  R ead , on the story R e te lling  Inven tory , and on  the B ook  Handling Test 

F o r the kindergartners , a ll the differences except those on two subtests o f the Fci 
(W ha t Y ou  Read , and Name W riting ) w ere statistically significant, favoring the c jJ  
dren in the whole language c lassroom . D iffe rences were particu la rly  noticeable 
subtest E  o f  the E S I, Message W riting . W hen requested to produce some written 
sage, the con tro l students tended to  in fo rm  the researchers that they couldn’t write 
while a ll o f  the experim enta l subjects p roduced some w ritten message when asked to do 
to (K asten  &  C la rke , p. 6 4 ). The whole language k indergartners perform ed significant 
bette r than the ir coun te rparts on a ll subtests o f  the M etropo litan  Readiness Tea 
including tests o f  beginning consonant sounds, letter/sound correspondences, and 
sounds and clusters o f  sounds in in itia l and final positions o f  words. They could also 
locate patterns in words o r  parts o f  words, and visua lly match items. In addition, tho 
had a better command o f  the term inology associated with reading (le tte r, word, etc.)

However, these test resu lts do  not reveal the most significant differences between 
the con tro l classes and the whole language classes. The investigators ’ field notes dem- 
onstrated that ch ild ren in the whole language classes were c lea rly  “ fa lling in love with 
books ’ ’: "T h e  ch ild ren frequen tly  chose books ove r toys during free  choice playtimes, 
even sometimes asking perm ission to take the books outside. These groups could be 
observed ‘ p laying ’ at shared reading experiences, one  student acting as the teacher 
with a po in te r in hand, and those playing ‘studen t’ reading in unison o r taking turra 
reading. On o th e r occasions, one child might sit a lone , even with a less familiar book, 
and pretend to read by fo rm u la ting  a logical story to  accompany the illustrations”  (Kas­
ten & C la rke , p. 7 0 ).

C lea rly , these ch ild ren perceived themselves as readers. They a lso came to percent 
themselves as w riters and began to w rite when asked to do so by the investigators, even 
if the ir writings were scribb led o r  unrecognizab le . These behaviors and perceptions dif­
fe red  m arked ly from  those o f  the con tro l groups. W h ile  the whole language children
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demonstrated superio rity in their development o f  literacy skills , as measured by various 
tests, their superio r developm ent in taking on the behaviors and attitudes o f  lite rate 
individuals was even m orc evident.

^  Ribowsky, 1985
Ribowsky, H . (1 985 ). Tlte effects o f  a code emphasis approach and  a whole language 

approach upon emergent literacy o f  kindergarten children. A lexandria , V A : Educa­
tiona l Docum ent Rep roduction  Service, E D  269  720. (R e p o rt deve loped m ore fu lly  
in R ibowsky’s unpublished docto ra l dissertation [same title ], New Y o rk  University , 
New Y o rk , 1986).

Though m ore lim ited in scope, R ibow sky ’s study focuses on measures o f  phonics know l­
edge.

The year-long study compared the effects o f  two approaches upon thc emergent lit ­
eracy o f  fifty-th ree g irls in two kindergarten classes within an a ll girls' paroch ia l school 
in the N ortheast. The code emphasis c lassroom  used a highly structured , teacher- 
d irected program  (L ip p in co tt ’s Beginning to Read, Write, a n d  Listen p rog ram ). Consist­
ing o f  twenty-four le tte r books, each with a teacher's guide, thc program  focuses main ly 
on hearing and analyzing phonemes and learn ing letter/sound correspondences. The 
whole language classroom  used Holdaway's Shared B ook  Experience (H o ldaw ay, 1979, 
pp. 7 2 -7 3 ), which is described in Chap ter 3.

In  o rd e r to be fa ir to both approaches. R ibow sky employed d iffe ren t kinds o f  mea­
sures to assess the ch ild ren ’s literacy developm ent: Y . M . G oodm an and A lte rw e rge r ’s 
assessment o f  book handling know ledge (inc luded in Y . M . G oodm an , A ltw erger, & 
M arek , 1989 ), the five p rincipa l subtests o f  the Test o f  Language D e v e lo p m e n t-  
Prim ary ; and the le tte r recognition and phoneme/grapheme subtcsts o f  the M e trop o li­
tan Achievement Test. The tests o f  le tte r recognition and phoneme/grapheme co rre ­
spondence (consonants on ly ) were adm inistered on ly  as posttcsts, since they were 
considered too  d ifficu lt fo r  beginning kindergartners.

C h ild ren  in thc whole language classroom s scored significantly better on a ll m ea­
sures o f  grow th and achievement, including the tests o f  le tte r recognition and le tte r/ 
sound know ledge.

L. K. Clarke, 1988

C la rke , L . K . (1 9 8 8 ). Invented versus trad itiona l spe lling in first g raders ’ writings: E ffects 
on learn ing to spe ll and read. Research in the Teaching o f  English, 22, 2 81 -309 .

This study compared the spe lling developm ent and certain aspects o f  the reading 
achievement o f  first-grade ch ild ren in c lassrooms with contrasting approaches to sp e ll­
ing. The teachers in a ll the classroom s held writing sessions that to ta led eighty to a 
hundred m inutes a week, but two o f  the teachers encouraged trad itiona l ( “ c o rre c t" )



spellings on ly , while the o th e r two teachers encouraged ch ild ren to construct or 
spellings o f  w ords they did not know. Each teacher used a basal reading programlnVents 
le tte r sounds (gene ra lly  in iso la tion ), and taught the identification o f  initial leti*31̂  
sounds as an im portant aid to reading words. V a riou s o ra l d rills  and workshe 
used to re in fo rce  thc phonics skills. Cts w«tc

In  O ctober, the students engaged in various pretests. Among other thine 
w ere asked to p rin t as many words as they cou ld , and to read a list o f high-fr^ ’ 
w ords from  the B od e r W o rd  Recognition Inven to ry  (B o d c r , 1973). Various as t*"en̂  
ch ild ren ’s w riting behaviors were also recorded , including the ir strategics for s ? S°* 
T h e ir w ritten productions were a lso  analyzed . pe *,ng.

D iffe rences between the trad itiona l and thc inventive spe lle rs included the f0||

1. Using invented spe lling , m ore ch ild ren were able to write independently j 
ea rly  months, and the ir productions were significantly longer ove ra ll and conr'
a significantly g rea te r variety o f  words and a significantly sm a lle r percentage o f ^  
rect spellings than the ch ild ren encouraged to use on ly  trad itiona l spelling n ? ’ 
investigator does not indicate which g roup cou ld actua lly  spe ll more words 
rcc tly .)

2. O n  thc posttcsts, ch ild ren  using invented spe lling scored significantly higher in tu 
o f  the th ree spe lling tasks than ch ild ren using trad itiona l spelling. These tests w ° 
the spe lling subtest o f  thc W ide Range Achievement Test, Level 1, and a |js,ere, 
low -frequency regu la rly  spe lled  words (from  B a ron  &  T re im an , 1980).

3. C h ild ren  using invented spelling a lso had significantly g rea te r scores on three dif 
fe rcn t w ord recogn ition tests: the untimcd word analysis subtest o f the Durrel] 
W o rd  R ecogn ition  test: the reading o f  a w ord list adapted from  Baron  and Treiman 
(1 9 8 0 ) ; and the word attack subtest (o n  nonsense w ords) o f thc Woodcock Reading 
M astery tests. F lash w ord recognition and reading comprehension showed only 
slight d iffe rences between the groups, though those slight d ifferences also favored 
thc inventive spe lle rs .

4 . In itia lly  low -achieving ch ild ren accounted fo r  most o f  the gain in spelling and read­
ing that resu lted from  using invented spelling .
The researcher sum m arizes as fo llow s:
T he supe rio r spe lling and phonic analysis sk ill o f  ch ild ren using invented spell­
ing suggested that they benefited from  the practice o f  matching sound seg­
ments o f  w ords to  le tte rs as they w rote and from  using the ir own sound 
sequence analysis. These differences were m a jo r consideting that both groups 
were using basal readers which prom ote a re liance on processing words by their 
visual cues ra th e r than by phonic an a ly s is .. . .

A lso , encouraging ch ild ren to use invented spelling may induce them to shift 
from  processing words v isua lly toward using phonetic cue processing earlier 
than would otherw ise occur when using a basal reading p rog ram . (C la rke , 1988, 
p. 307 )

3 1 6  P h o n ic s  a n d  W h o le  L a n g u a g e : F ro m  P o li t ic s  t o  R e s e a rc h
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1 rse, as thc investigator notes, some o f  the most significant benefits o f  cncourag- 
^  C°vented spe lling lie in prom oting independence, confluence, and m ore writing. And 
i0e 'children who benefit the most may be those in itia lly found to be low -achieving, by 
traditional and standard ized measures.

f TeppoO r 1 9 8 8
Freppon, P -A . (1 9 8 8 ) . A n  investigation o f  ch ild ren ’s concepts o f  the purpose and 

nature o f  reading in d iffe ren t instructional settings. Unpub lished docto ra l d isserta­
tion , Un ive rs ity  o f  C incinnati, O h io . Th is study is repo rted  in a 1991 a rtic le  by F re p ­
pon: C h ild ren 's concepts o f  the natu re and purpose o f  reading in d iffe ren t instruc­
tiona l settings, Journal o f  Reading Behavior, 23(2), 139 -163 .

F reppon com pared the literacy developm ent o f  students in two “ sk ills -based" first- 
grade classroom s with those in two “ lite ra tu re -based " c lassroom s. She contrasts what 
the skills-based teachers typically did with what the lite rature-based teachers did:

The sk ill-based teachers: (a )  established ability grouping and round-rob in  o ra l 
reading with an emphasis on  reading correctly ; (b ) emphasized d rill and prac­
tice on discrete skills such as short vowels, b lends, and vocabu lary words; (c ) 
used a reading basal scries exclusively fo r instruction ; (d ) requ ired daily com ­
p le tion  o f  sk ill (w ord and phon ics)-orien ted worksheets and w orkbooks; and 
(e )  fo llow ed  a trad itiona l, systematic and sequenced curricu lum  in teaching 
phonics and vocabulary.

The lite ra tu re-based teachers: (a )  used book dem onstrations and m odeled 
reading strategies such as making connections between their own lives and the 
events in the text when reading to and with ch ild ren ; (b ) p rom oted  ch ild ren ’s 
approx im ations to conventiona l reading and did not emphasize word perfect 
read ing ; (c ) structu red cooperative reading events such as chora l and pa rtn e r 
read ing ; (d )  emphasized reading fo r  meaning (requ iring  ch ild ren to think 
about what was going on in the story', discussing sense making, d irectly com ­
menting on making connections with p rio r know ledge during reading in terac­
tions ); and (c )  taught ch ild ren to use specific reading strategies including 
meaning, predicting, skipping words, rereading (and getting ready to say the 
word), guessing, and using g raphophon ic in fo rm ation . (1 991 , pp. 1 43 -1 44 )
The fo llow ing a re  some o f  F rep p on ’s conclusions, w ith contributing evidence:

1, Students in the lite ratu re-based group seemed to have a bette r sense o f  what 
sounds like language. Evidence? O f thc lite ratu re-based group, 97 percent re jected 
words in scrambled sentence o rd e r as not being languagelike, while on ly  42  percent 
o f  the skills-based g roup re jected such sentences.

2. Students in the lite ra tu re -based group seemed to have a stronger sense that re ad ­
ing involves constructing meaning, not m ere ly getting the words right. Evidence? O f 
thc students in the lite ratu re-based g roup , 92  percent said that understanding thc



story or both understand ing  and getting  the w ords right arc  im portant in re .. 
while only 50 percen t o f th e  skills-based group m entioned  m eaning or emp}1̂ .ln*i 
bo th  as im portan t. ^

3. S tudents in the  lite ra tu re-based  group repo rted  using m ore strategies in reart. 
and  w ere m ore often  observed to do so; also, they m orc often  discussed using m ^  
ing to  self-m onitor. 3|)-

4. Though children in bo th  groups said they w ere good readers, those in the Iiterah 
based group said they w ere good readers because they read  a lot of books wJ8" 
children in the skills g roup  said they w ere good readers because they knew a |Q, 
words.

5. S tudents in the lite ra tu re-based  group w ere m ore successful in using grj., 
phonem ic cues in conjunction with p rio r know ledge and  o th e r language cnes ■ 
o rd e r to construct m eaning. Though the  skills g roup  a ttem p ted  to  sound out wo h* 
m ore than twice as o ften , the  lite ra tu re  group  was m ore successful in doing so; a ̂  
p ercen t success ra te  com pared  w ith a 32 percen t success rate for the skills » 0u 
Also, the lite ra tu re  group  m ore often  show ed a balanced use o f language cueb 
systems in the ir substitu tions o f one  w ord for ano ther. ™

In short, studen ts in the lite ra tu re-based  g roup  seem ed to  be m aking greater progrCS5 
tow ard becom ing literate.

3 18  Phonics and Whole Language: From Politics to Research

K. L. Dahl and  P. A. Freppon, 1992

D ahl, K. L., & F reppon , P. A. (1992). Learning to read and write in inner-city schools:4 
comparison of children's sense-making in skills-based and whole language classrooms 
Final R eport to  the  Office o f  E ducational R esearch  and Improvement. U.$! 
D epartm en t o f  E ducation , G ran t A w ard No. R117E00134.

P art o f  the data  described h ere  is repo rted  in two m ore accessible articles, in addition 
to  the references cited  in the discussion below:

F reppon , P. A. (1991). C h ild ren ’s concepts o f the na tu re  and  purpose o f  reading in dif­
feren t instructional settings. Journal of Reading Behavior, 23(2), 139-163.

D ahl, K. L., St F reppon , P. A . 1991. Literacy learning in w hole-language classrooms: An 
analysis o f low socioeconom ic urban  children  learning to  read  and  write in kinder­
garten . In J. Z u tell & S. M cCorm ick (E ds.), Learner Factors! Teacher Factors: Issuej 
in Literacy Research and Instruction, pp. 149-158. Chicago, IL: N ational Reading 
C onference.

Tw o studies w ere involved in this com parison: an  investigation o f children’s sense- 
m aking in skills-based classroom s (D ahl, Purcell-G atcs, & M cIntyre, 1989) and a similar 
study in whole language classroom s (D ahl & F reppon , 1991). Both studies were ethno­
graphic, spanning a tw o-year period  from kindergarten  through first grade, and both 
stud ies docum ented ch ild ren ’s evolving hypotheses about reading and  writing. The
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chool popu lations “ were representative o f  the racia l and cu ltu ra l mix typical o f  the 
urban low -income popu lations in thc m idwest— A frican  American and white A ppa la ­
chian”  (D a h l & F reppon , 1992). T he learners at each site were random ly selected from  
■imong those who qualified fo r  the fede ra lly  funded lunch program . Seven lea rne rs re ­
mained through thc two-year skills-based study; twelve completed thc whole language 
study. The “ foca l lea rne rs ”  w ere rac ia lly  balanced in each study ( fo u r  A frican  American 
and three A ppalach ian white in the skills-based study; six o f  each ethnic background in 
the w hole language study).

A t the beginning o f  k indergarten and at thc end o f  first grade, a ll lea rners in both 
studies com p leted six kinds o f  tasks assessing various aspects o f  w ritten language know l­
edge: ( 1 )  an “ In ten tiona lity ”  task designed to determ ine to what extent the ch ild ren 
understood that w ritten language is a symbol system conveying meaning; (2 )  M arie 
C lay ’s (1 9 7 9 ) Concepts About P rin t test; (3 )  three tasks designed to determ ine ch il­
d ren ’s know ledge o f  the a lphabetic princip le and the ir know ledge o f  letter/sound re la ­
tions; (4 )  two tasks designed to determ ine child ren's understanding o f  how w ritten na r­
ratives are structured ; (5 )  a task requ iring ch ild ren to  pretend to read a wordless 
storybook to a do ll, in o rd e r to  determ ine the ch ild ren ’s “ W ritten  N arrative R eg is te r" 
(Pu rce ll-G a te s , 1988); and, (6 )  a w riting task designed to elicit child ren's concepts o f  
writing. The researchers describe most o f  these tasks in detail.

U pon  entering kindergarten , the ch ild ren in both studies had a very lim ited under­
standing o f  w ritten language. T he  ch ild ren in the w hole language kindergartens scored 
slightly low er on every pretest measure except one. Tw o years la te r, child ren in the 
skills-based classroom s showed statistically significant gains on a ll measures except one 
(the W ritten  Narrative R eg is te r); those in the whole language classroom s showed sta­
tistically significant gains on a ll six measures. W ith five o f  the six assessment measures 
(a ll except S to ry  S tructu re ), the whole language ch ild ren had low er pretest scores than 
the skills-based child ren . However, the whole language ch ild ren scored higher on a ll sue 
o f  the posttest measures (D a h l & F reppon , 1992, p. 24 ). Two o f  these six differences 
were statistica lly significant: the tests o f  w ritten register and concepts o f  writing.

In teresting ly , the skills-based group was know ledgeable about inten tiona lity (w rit­
ing as conveying meaning), though this was not exp licitly emphasized during instruc­
tion. S im ila rly , thc whole language group had com parab le (in  fact, s lightly h igher) 
scores on  the tests o f  a lphabetic princip le and letter/sound re la tions, though these are 
taught less d irectly and less extensively in whole language classroom s. Fu rthe rm ore , a 
much g rea te r p ropo rtion  o f  the whole language lea rne rs consistently app lied the ir 
know ledge o f  letter/sound re la tions effective ly by the end o f  first grade (D a h l & F re p ­
pon, 1992, p. 3 6 ).

T hc  more interesting and significant d ifferences between ch ild ren in the two kinds 
o f  c lassroom s were qualitative, not quantitative. F o r example:

1. In  the whole language classroom s, ch ild ren ’s ongoing ta lk as they participated in 
reading and w riting demonstrated that they perceived themselves as readers and 
w riters, even i f they were re la tive ly less profic ient readers and w riters than the ir 
classmates. Regard less o f  the ir proficiency o r  degree o f  success, a ll thc whole
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language child ren tended to persist in reading and w riting activities. In the sk'i 
based classrooms, these patterns were restricted to just the most proficient rca J 
and writers. Cfs

2. Ch ild ren  in the whole language classrooms participated actively in the reading 
discussion o f  lite ra tu re , re lated new books to p reviously read texts, and devc lo^  
a critica l stance toward trade books. The curricu lum  in thc skills-based classr<y 
did not encourage these behaviors in students. 015

3. In  skills-based classrooms, passivity appeared to be the most frequent coping st 
cgy fo r learners having difficu lty. In  whole language classroom s, those having a 
culty tended to draw upon o th e r lea rners fo r  support: by saying the phrases 
sentences that others cou ld read , by copying what they w rote, and so forth. The ̂  
profic ien t literacy lea rners in whole language c lassroom s still attempted to rem ^  
engaged in literacy activities with their peers. In

4. In  reading, whole language students at each leve l o f  proficiency demonstrated 
g reate r variety o f  reading strategies and m ore active engagement in reading, 3

5. By thc end o f  first grade, a considerab ly la rg e r p rop o rtion  o f  the whole lanpua 
ch ild ren were w riting sentences and stories. ’ °c
In summary, the ch ild ren in the whole language classroom s demonstrated slioh.i 

g rea te r gains on quantitative measures o f  literacy sk ills , including knowledge of t J  
alphabetic princip le and o f  letter/sound re la tions. T he  greatest differences, howev/ 
occurred in the range and depth o f  attitudes and behaviors characteristic o f litera,r’ 
individuals. The authors conclude that “ a num ber o f  instructional elements and pra(.e 
tices were productive fo r low -SES inner-city ch ild ren . These included extensive experj" 
encc with children's lite ra tu re , writing opportun ities with self-selected topics, social 
contexts where learners cou ld w ork together, and one -on -one teacher conferences" 
(D a h l & F reppon , 1992, p. 7 1 ). O n ly  the last o f  these was found in thc skills-based 
classrooms.

P . A . F r e p p o n ,  1 9 9 3

Freppon , P. A . (1 9 9 3 ). M aking sense o f  read ing and w riting in urban classrooms: 
Understand ing at-risk ch ild ren ’s know ledge construction in different curricula. 
F ina l R epo rt to thc O ffice o f  Educationa l R esearch  and Improvement. U.S. 
D epartm ent o f  Education , G ran t Award N o . R 1 1 7E 102 3 61 -9 1 .

Th is study bu ilt upon the previously described study o f  D ah l and Freppon (1992), The 
same ch ild ren participated in this fo llow -up study, now as second graders. One question 
the investigator wanted to address is thc frequently  asked question , “ D o  children with 
experience in a whole language curricu lum , pa rticu la rly  in thc early grades, have the 
sk ills necessary fo r success in a trad itiona l, skills-based cu rricu lum ?" Another research 
question was the extent to which students m ain tained the literacy abilities, behaviors, 
and attitudes they had developed through k indergarten and first grade.
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O ne g roup o f  eight ch ild ren from  thc orig ina l whole language group in D ah l and 
f  cPpon (1 9 9 2 ) made a transition to a skills-based second grade (the T ransition 
G roup ), while thc o th e r g roup o f  nine continued in a whole language c lassroom  in sec­
ond grade (thc  Continuing G ro u p ). A ll participating ch ild ren were given pretests and 
nosttests. E ight foca l ch ild ren , fo u r in each group, were c lose ly fo llow ed . D a ta  gather­
ing included w ritten artifacts, reading samples, fie ld notes, and aud io and video tapes.

A t thc end o f  seconJ grade, there was litt le  d iffe rence between groups on thc stan­
dard ized tests, and litt le  d ifference in their gain from  pretest to posttcst. Findings from  
the reading and writing interviews revealed several areas o f  decline in thc T ransition 
G roup  while thc Continuing G io u p  genera lly rem ained stable o r  gained in some areas. 
F o r exam p le : thc T ransition  G rou p , now in a skills-based second grade, showed 37 p e r­
cent less identification o f  items to be read beyond schoo l, while thc Continuing G roup , 
still in a whole language c lassroom  showed 33 percent m orc identification o f  items to 
read beyond school. The T ransition  G rou p  showed a 30 percent decrease in responses 
reflecting megacognitivc o r  strategic know ledge, whiie thc Continu ing G roup  showed a 
30  percent increase. The T ransition G roup  showed a 32 percent increase in statements 
that w riting was d ifficu lt, a 38 percent increase in p re fe rence fo r writing with others, 
and stability in citing thc story and surface featu res as im portant in writing. The C on ­
tinuing G rou p  showed no increase in statements that w riting was difficu lt, stability in 
p re fe rence fo r  w riting with others , and a 30  percent o r  g reater increase in citing the 
story and surface features as im portan t in w riting (pp . 2 4 -2 5 ).

Thc foca l ch ild ren in thc T ransition  G roup  concentrated prim arily  on “ getting 
th rough " assignments. Persistence in self-se lected read ing and w riting declined in thc 
T ransition  G rou p , among a ll but the most academ ically profic ient child within that focal 
group. In  contrast, the foca l ch ild ren in the C ontinu ing G roup  maintained ta lk and 
action dem onstrating a sense o f  themselves as readers and w riters and persisted in se lf- 
selected reading and w riting during second grade, regard less o f the ir academ ic p ro fi­
ciency.

Thc investigator concluded that thc ch ild ren in thc T ransition G roup  had thc lite r ­
acy sk ills  necessary fo r  success in thc skills-based second grade classroom , but that some 
o f  the ch ild ren  showed a loss o f  motivation fo r  literacy experiences that was not experi­
enced by tbe students who continued in a whole language c lassroom  (p . 8 5 ).

C. F. Stice and  N. P. B ertrand, 1990

Stice, C . F .. & B ertrand . N . P. (1 9 9 0 ) . Whole language an d  the emergent literacy o f  at-risk 
children: A hvo-war comparative study. N ashville : C en te r o f  Excellence: Basic Skills , 
Tennessee State University , E D  324 636,

S lice and Be rtrand  begin by observing, "T o o  o ften  p o o r and m inority ch ild ren arc not 
becom ing suffic iently lite ra te to a llow  thc achievement o f  social and econom ic pa rity ”  
(p . 3 ) . They cited Ncisscr (1 9 8 6 ) as dem onstrating that ne ither thc trad itiona l 
app roaches to  literacy instruction (phonics/skills o r  trad itiona l basa l) nor the decoding,
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subskills approaches (o r  behaviora l/m astery lea rn ing ) have proved successful 
case o f  poo r, m inority ch ild ren . T he ir study focused on  thc effects o f a whole | n 
app roach to thc literacy deve lopm ent o f  a t-risk first- and second-graders, in 
with a trad itiona l skills approach.

Thc study involved fifty ch ild ren , averaging five each in five whole languae 
room s, grades 1 and 2, and the ir coun terparts from  trad itiona l skills classroo ^  
study included both ru ra l and inner-city ch ild ren  who were deemed to be 
according to typical factors.

Severa l quantitative and qualitative measures were used to compare th 
groups, including scores on the reading po rtion  o f  the S tan fo rd  Achievement Te 
mary I and I I ) ,  responses to a Concepts A bou t P rin t survey, analysis o f an oral • 
and re te lling , w riting samples, and individual interviews. ad|,>|

On the S tan fo rd  Achievement Test, the whole language children showed si- 
g reate r gains than the trad itiona lly  taught ch ild ren , but thc gains were too slight 
statistica lly significant. W h ile  thc ch ild ren in thc w hole language groups scored 1 °** 
on thc Concepts A bou t P rin t test to begin with, they scored significantly higher 0 
postlcst. Thc ch ild ren in whole language classroom s did as well on traditional smII-̂ * 
as the ir coun terparts , while a lso  using m ore invented spellings. W hole language ch”* 
d rcn  o ffe red  significantly longer, m orc com p lete versions o f  the stories they retold ° 
gesting that the ir comprehension might have been bctt :r . They a lso corrected m o ^  
their miscucs. °*

D ata  from  thc reading and w riting interviews revea led several interesting trc a, 
s im ila r to those in thc F reppon study and the D ah l and F reppon study previously cj(^

1. The ch ild ren in the whole language c lassroom s were m orc aware o f altcmaf 
strategies fo r  dealing with p rob lem s, such as p rob lem s with particu lar words For 
exam ple , when asked, "W hen  you a re  reading and you come to something you don't 
know , what do  you d o ? "  thc whole language ch ild ren suggested six strategics, whik 
thc ch ild ren in trad itiona l c lassroom s suggested on ly  three.

2. Thc whole language ch ild ren appeared to fee l better about themselves as readers 
and w riters. W hen asked, "W h o  do you know  who is a good reade r?" 82 percent of 
the k indergartners in the whole language c lassroom s said "M e ,"  but only 5 percent 
o f  the k indergartners in the trad itiona l c lassroom s m entioned themselves. Dunn* 
the first-grade year, when the ch ild ren were asked directly , "A rc  you a good 
re ad e r? ”  70 percent o f  the whole language ch ild ren  said yes, but only 33 percent of 
the trad itiona l ch ild ren said yes.

3. Thc whole language ch ild ren appeared to focus m ore on  meaning and thc commu­
nicative nature o f  language. F o r exam p le , when asked, "W ha t makes a good 
re ad e r? " they repo rted  that good readers read a great deal and that they can read 
any book in the room . The ch ild ren  in the trad itiona l c lassroom s tended to focus on 
words and surface correctness; they repo rted  that good readers read big words, they 
know a ll the words, and they d on ’ t miss any words.

4. Thc ch ild ren in the wbole language c lassroom s seemed to be developing greater 
independence in both reading and writing. The ch ild ren in traditional classroom 
seemed to be m orc dependent on the teacher when the ir in itia l strategy failed.
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Again , thc standard ized test scores o f  the ch ild ren in thc whole language class­
rooms were slightly (though not significantly) be tte r than thc scores o f  ch ild ren in the 
trad itiona l classrooms. Thc o th e r measures discussed suggest, however, that they arc 
fa r ahead o f  the ir counterparts in developing thc understanding, strategics, and a tti­
tudes o f  readers , w riters, and th inkers.

lE  LA N G U A G E VERSUS T R A D IT IO N A L  C L A S S R O O M S : TENTATIVE 

VVHN C L U S lO N S  A N D  TESTABLE H Y PO T H E SE S
L  ̂  *

The research described above is a fa ir ly  small research base, and these studies are 
doubtless not w ithout their lim itations and fiaws. On thc o th e r hand, it a lso true that 
these research results co rrobo ra te  conclusions from  morc natura listic research: they do 
not stand a lone in support o f  w hole language. Fu rthe rm ore , o th e r comparative studies 
have generated sim ilar resu lts (see the summaries in Stephens, 1991; Shapiro . 1990: 
T unne ll & Jacobs, 1989).

Com bin ing the results o f  these studies, then, it w ould seem reasonab le to draw the 
fo llow ing tentative conclusions, as long as we consider them to  be rc fra inab le  as hypoth­
eses subject to fu rthe r testing. In  genera l:
1. C h ild ren  in whole language c lassroom s typically show g reater gains on various 

reading tests and subtcsts— o r at least they did in these research studies, though the 
d iffe rences o ften  were not statistica lly significant.

2. C h ild ren  in whole language c lassroom s deve lop g reater al-ihty to use phonics 
know ledge effectively than ch ild ren in more trad itiona l classroom s, where sk ills  are 
practiced in iso lation . (F o r  ano the r relevant study, see a lso A . E . Cunningham , 
1990.)

3 . C h ild ren  in whole language classroom s deve lop vocabulary, spelling , g ram m ar, and 
punctuation skills as well as o r bette r than ch ild ren in m orc trad itiona l classrooms. 
( In  add ition to some o f  thc studies above, see C a lk ins , 1980; G underson & Shap iro , 
1987, 1988; D iS tc fano  & K illio n , 1984.)

4 . C h ild ren  in whole language classroom s arc m orc inclined and ab le to read fo r 
meaning ra the r than just to identify words. They a lso  a rc  ab le to describe morc fu lly  
thc stories they have read.

5. C h ild ren  in whole language c lassroom s dcvciop m orc strategics fo r dealing with 
p rob lem s in read ing—e.g., p rob lem  words.

6. C h ild ren  in whole language c lassroom s dcvciop g rea te r facility in writing.
7. C h ild ren  in whole language c lassroom s deve lop a stronger sense o f  themselves as 

readers and w riters.
8 . C h ild ren  in whole language c lassroom s develop g rea te r independence as readers 

and w riters.
A s you w ill have noticed, on ly  one o f  these conclusions re la tes to standard ized test 
scores, because whole language researchers consider them re la tive ly unim portan t and 
o ften  downright m isleading in assessing ch ild ren ’s actual ability to  read and to w rite ,
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P a trice  S te n d a h l 
8907 Gee St.
Jun eau , Ak. 99801 
(907) 789-3439

F ebruary  22, 1998

Re: CS fo r  S en a te  Bill No. 203  
0-L S 1002 \h

The H onorab le  Con B unde
S tate C apito l
Ju n eau , Ak. 99801-1182

D ear R e p re sen ta tiv e  Bundy:

I am  a  c e r tif ic a te d  te a c h e r  a n d  am  c u r re n t ly  e m p lo y e d  as a  L iteracy  L eader in 
th e  J u n e a u  School D istric t. 1 p ro v id e  su p p le m e n ta l in s tru c tio n  in re a d in g  a n d  
w riting  fo r  ta rg e te d  1st a n d  2 n d  g ra d e r  s tu d e n ts  a n d  a lso  p a r t ic ip a te  in d is tric t- 
w ide in itia tiv e s  a n d  c u rr ic u lu m  a n d  assessm en t d e v e lo p m e n t. I am  w riting  to  
y o u  as a  p r iv a te  c itizen  a n d  as a  p a re n t.

I w as in  a t te n d a n c e  d u r in g  y o u r  F eb ru ary  20, 1998 IlFSS C o m m ittee  h ea rin g  on 
th e  a b o v e  re fe re n c e d  bill. D uring  th a t m eeting , S e n a to r  T a y lo r  s ta te d  th a t th is 
bill has  th e  follow ing ra tio n a le s : 1. We w an t to  m ake  c e r ta in  o u r  ch ild re n  
know  how  to  read . 2. W e w an t to  teach  re a d in g  in a  w ay th a t  h as  p ro v en  
effective . 3. We w an t te s ts  to  be a d m in is te re d  so th a t we will know  how  o u r  
s tu d e n ts  a r e  do ing . 4. If th e  te sts  show  a  s tu d e n t is h av in g  d ifficu lties , we will 
p ro v id e  spec ia l, in te n s iv e  h e lp  a t a n  e a r ly  age.

S e n a to r  T ay lo r in v ited  th e  p eo p le  p re se n t a t  th e  h ea rin g , a n d  o n  th e  
te lec o n fe re n c e , to  su b m it to  th e  co m m ittee  a rtic le s  w hich  d isp ro v e  th a t 
p h o n ic s  in s tru c tio n  is th e  b est m e th o d  o f  te ach in g  re a d in g . 1 am  en c lo sing  an  
a r tic le  w hich  a p p e a re d  in th e  D ecem ber 1997 issue  o f  Phi D elta K appan . an  
e d u c a tio n  p u b lica tio n , a n d  I w ould  inv ite  y o u  a n d  th e  o th e r  m e m b e rs  o f y o u r  
c o m m ittee  to  re a d  th is  a rtic le . You m ay  feel th a t th e  a u th o r 's  co m m e n ts  on 
po litic s  a n d  p o litic ian s  a re  u n fa ir , b u t 1 b e liev e  th a t  h e r  e m p h a s is  on  le ttin g  
re s e a rc h  (as o p p o se d  to  w h a t's  "h o t” ) g u id e  us in sh ap in g  s ta n d a rd s  an d  
c u rr ic u lu m  is b o th  tim ely  a n d  valid .

1 a lso  b e liev e  th a t S e n a to r  T aylor's ra tiona les  fo r th is  bill a r e  v a lid  a n d  good, 
b u t I d isa g re e  w ith  th e  id e a  th a t  s im p ly  re q u ir in g  sy s tem a tic  in te n s iv e  
p h o n ic s  an d  s ta n d a rd iz e d  te s ts  will h e lp  us re a c h  th o se  goals. T h e  p ro c e ss  o f 
le a rn in g  to  re a d  is a  co m p lica ted , in d iv id u a l o ne: o u r  s tu d e n ts  co m e  to  us w ith a 
w ide v a r ie ty  o f  b a c k g ro u n d  know ledge, e x p e rie n c e s  a n d  la n g u a g e  ab ilities .
All o f  th e se  fac to rs , a lo n g  w ith  th e  less ta n g ib le  fa c to rs  o f  p e rso n a lity , fam ily  
c u ltu re , a n d  a tt i tu d e , a ffec t a  c h ild 's  ab ility  to  read . IT ierc is no  p an ac ea , o ne  
size fits  all m e th o d  o f  te a c u in g  ch ild re n  to  read .

M ost, if n o t all, o f  o u r  p r im a ry  te a c h e rs  a lre a d y  in c o rp o ra te  p h o n ic s  in to  
th e ir  in s tru c tio n , bu t it is u su a lly  d o n e  in a  co n tex tu a l m a n n e r , n o t o n ly  in a 
d rill a n d  skill w ay. As th e  en c lo sed  a rtic le  p o in ts  ou t, re se a rc h  show s th a t 
e m p h a s iz in g  o n ly  p h o n ic s  in s tru c tio n  a n d  d r il lin g  c h ild re n  o n  iso la te d  le tte rs  
o r  so u n d s  is no t e ffec tive , w h e th e r  it 's  d o n e  o n  p a p e r  o r  o n  a  ta lk ing  
c o m p u te r .



In re g a rd s  to  s ta n d a rd iz e d  te s tin g  fo r  1st a n d  2 n d  g rad e rs , I be lieve  th a t  m any  
schoo l d is tr ic ts  in A laska a lre a d y  h av e  in d iv id u a lized  asse ssm en ts  th a t  give 
te a c h e rs  a  v e ry  good  in d ic a tio n  o f  how  s tu d e n ts  a re  p ro g re ss in g  a n d  w hat 
th e ir  w eaknesses a n d  s tre n g th s  a re . For exam ple , in  Ju n e a u , th e  p r im a ry  
te a c h e rs  u se  th e  R eading R ecovery ru n n in g  re c o rd s  to k eep  tra c k  o f  s tu d e n ts ' 
p ro g re ss  a n d  to  d e te rm in e  w hich  re a d in g  s tra teg ie s  a  ch ild  is in d e p e n d e n tly  
using  a n d  w hich s tra teg ies  still n eed  to  be  ta u g h t o r  em p h asized . 'Ih e se  
ru n n in g  re c o rd s  can  be  d o n e  q u ick ly  a n d  a t an y  tim e a n d  a re  ex ce llen t 
a sse sse m en t tools fo r th e  te ach e rs ; th e y  n o t o n ly  in fo rm  us a b o u t w here  th e  
ch ild  is, b u t a b o u t how  we n eed  to  ta ilo r  o u r  in s tru c tio n  to  m e e t th a t s tu d e n t 's  
n eed s .

T h an k  y o u  fo r th e  o p p o r tu n i ty  to  sh a re  som e o f  m y th o u g h ts  a b o u t read in g  
in s tru c tio n  w ith you. T he p ro cess  o f  le a rn in g  to  re a d  is a fa sc in a tin g  on e , a n d  
the  m o m en ts  th a t y o u  know  th e  ch ild  has  "it", w h e th e r  it 's  th e  ab ility  to  re a d  a  
w o rd  fo r  each  w ord o n  th e  page, o r  to  rea lize  th a t  w h a t th e y 'v e  re a d  isn 't 
m ak ing  sense, so  th e y  try  aga in , a re  tru ly  exciting , b o th  fo r th e  te a c h e r  an d  
th e  ch ild .

Before y o u  v o te  on  th is  bill, I h o p e  th a t  y o u  will h av e  an  o p p o r tu n i ty  to  ta lk  to  
m o re  teach ers , p a re n ts , ad m in is tra to rs , a n d  read in g  e x p e rts  a n d  to  fin d  o u t 
m o re  a b o u t how we te a c h  a n d  assess p r im a ry  re a d e rs . I b e liev e  th a t  as y o u  ta lk  
to  th e se  peo p le , you  will f in d  th a t  p h o n ic s  is n o t "the" answ er, a n y m o re  th a n  
w hole la rg u a g e  is. As is th e  case  w ith  so  m a n y  o th e r  th in g s  in  life, b a lan ce  is 
th e  key.

S in c e re ly ,

P atrice  S te n d a h l



Sensationalism, Politics, 
And Literacy
W h a t ’s  G o i n g  O n P

B v  R o n a  F. F l i p p o

Ms. Flippo provides evidence 
that, despite extreme differences 
in philosophy, expert reading 
researchers do agree on a 
number o f practices and contexts 
with regard to reading 
instruction and development. 
These must not be ignored, she 
warns, in fa vo r o f what the 
politicians think.
A S A REA D IN G  educator I am 

appalled by what I see in news­
papers and popular magazines, 
in the reports o f  state boards, 
and in statements r'om  legisla­

tures a ll across the U.S. V> ‘ie subject 
is reading; d literacy. I a ious ly con­
cerned about the message is being de­
livered. Consider these headlines.

• "W ays o f  Teaching Reading Debat­
ed: It ’s Phonics vs. 'W hole Language"’ 
(Anthony Flint, Boston Globe, 7 Novem ­
ber 1995);

• "The Reading and Writing Wars”  (22 
November 1996. Wall Street Journal)-,

KONA F. FLIPPO is a  professor o f  read- 
in f  education at Fitchburg (M ass.) Slate Col­
lege. author n/Rcading Assessment and Instruc­
tion: A Qualitative Approach to Diagnosis (liar- 
court Brace. 1997), co author o f  Reading for 
Success in Elementary Schools (McGraw-Hill. 
1997). and author/editor o f  two forthcom ing  
books dealing with the study on which this ar­
ticle i f  based.

• "The Great Debate Revisited" (A rt 
Levine. December 1994, Atlantic)-,

• “As Reading Scores Plummet. States 
Get Hooked on Phonics" (Laure l Walters, 
18 April 1996, Christian Science Moni­
tor);

• "Parents Report on America’s Read­
ing Crisis: W hy thc W hole Language Ap­
proach to Teaching Has Failed M illions 
o f  Children" (A rt Levine. October 1996. 
Parents Magazine);

• "Phonics Boom: Proponents Say Any

Other Approach to Reading Only Spells 
T rouble" (E lizabeth Kastor. 15 Novem­
ber 1996, Washington Post);

•"W h y  Kids Can’t Read in Ca lifo rn ia" 
(Debra Saunders. 12 January 1996. San 
Francisco Chronicle);

• "C alifo rn ia Leads Revival o f Teach­
ing by Phonics" (2 2  May 1996, New York 
Times);

• "State Embraces Phonics in Approv­
ing New Texts" (Richard C o lv in . 13 D e­
cember 1996. Los Angeles Times); and
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• "State Rejects 2 Texts. Citing Phon­
ics Law " (Robert Gunnison. 13 Decem­
ber 1996. San Francisco Chronicle).

In essence, what these headlines prom­
ise. the accompanying articles deliver. Thc 
media and politicians blame whole lan­
guage fo r C a lifo rn ia ’s (and other states’ ) 
reading problems. Respected reading re­
searchers are defamed and pitted against 
one another in thc media. "Quick fix "  so­
lutions arc proposed and acted on by state 
boards and legislatures, and phonics-based 
curricu la, materials, and d rills  arc being 
implemented in many places —  indeed, 
mandated in some.

A ll this activity seems to be designed 
to get back to the way reading was taught 
in the ‘ ‘good o ld  days." Most o f  the cur­
rent proposals that en joy political support 
consist p rim arily  o f  throwing out recent 
decades o f  cognitive, linguistic, and so­
ciocultural research in favor o f  embrac­
ing the beliefs o f  the past. A re we educa­
tors going to stand fo r this? D o  we want 
politicians and the media to shape public 
opinion and then make decisions about 
reading education based on their own un­
derstandings. rather than on those o f  lit­
eracy researchers? I f  educators a llow  this 
to happen in the area o f  reading and lit­
eracy education, it w ill inevitably spread 
to science, math, and social studies as well.

W h y  Is  T h is  H a p p e n in g ?

I f  I were a political scientist o r a po li­
cy analyst, I would probably provide a 
very sophisticated and complex answer to 
the question o f  why this is happening now.
In fact. I ’m sure that the answer is multi­
dimensional and complex. But I ’m ju st a 
reading researcher nnd teacher educator, 
and I view a ll the sensationalism and p o l­
itics on ly  from  my own perspective. To 
me. it looks as though the "war’ ’ between 
whole language and phonics is little more 
than an o p p o r tu n e  fo r politicians to ca ll 
attention to themselves and to trick the 
general public into believing that they are 
leading the way toward crucial and nec­
essary changes in the public schools.

School issues arc always "hot" issues 
because public schools affect everyone. 
Whether you are a parent, a grandparent, 
a great-grandparent, o r a prospective par­
ent o f  a child in public school, you ate 
probably concerned. Even i f  your children 
are in private schools or i f  you do not have 
children, public school issues affect you.
For instance, property values are inextri­

cably tied to thc public schools. A recent 
article in Smart Money magazine observes 
that “ school district mania is a national ob­
session. driving up house prices in 'good’ 
districts, deflating them in areas where the 
schools are seen as lacking, dominating 
thc lives o f  anxious parents who worey 
that thc ’ wrong’ decision w ill spell disas­
ter fo r their children, not on ly in thc com­
petitive world o f  education, but in their 
careers, their lives."' Is it any wonder that 
school issues o ffe r such great opportuni­
ties fo r those with political ambitions?

So what really happened in California? 
A shock wave went through the state when 
the data from  the 1994 National Assess­
ment o f  Educational Progress (N A EP ) in­
dicated that California fourth-graders had 
tied fo r last place, along with those in Lou ­
isiana, on the nation’s scorecard fo r read ­
ing. This set o f f  a widespread reaction and 
a general search fo r something to blame for 
die state’s poor showing. The philosophy 
o f  whole languag 'inaccurately referred 
to as a "method” ), v uch California had es­
poused since 1987, came in fo r the strong­
est criticism. As a result, C a lifo rn ia , in its 
current back-to-basics mood, passed man­
dates requiring public schools to teach ex­
plicit phonics and spelling , to use skills- 
based basal reading programs that empha­
size phonics instruction, and to retrain teach­
ers in a phonics curriculum .

Rather than take responsibility, face 
thc facts, and “ own up" to the many real 
factors that have contributed to C a lifo r­
nia’s public education problems. C a lifo r­
nia politicians have made the wholc-lan- 
guage philosophy their scapegoat. W hat’s 
the actual situation? Although California ’s 
fourth-graders scored at the bottom o f  
the 4 0  states that participated in the 1994 
NAEP and scored near the bottom in the 
1992 NAEP. there is no evidence that read­
ing achievement in C a lifo rn ia  has gotten 
appreciably worse since the state adopted a 
literature-based language arts framework 
in 1987. In fact, pnor to embracing a whole- 
language philosophy, Ca lifo rn ia schools 
were already in trouble. That is probably 
why Californians looked to whole-language 
ideas fo r the help they obviously needed.

California's crisis exists because o f eco­
nomic and sociocultural problems. Schools 
are overcrowded. There are tremendous 
numbers o f  children whose first language 
is not English. "In  1990, more than 137 d if­
ferent languages and cultures were repre­
sented in the state, making thc sociocu l­
tural and linguistic context o f  Ca liforn ia

one o f  the most diverse in the world ." ac­
cording to the Californ ia Comm ission on 
Teacher Credentialing.1 Ca lifo rn ia ranks 
high in poverty, low in school libraries, 
low m public library access, and low in 
books available at home.1

The questions that should be asked o f  
California politicians aren't questions about 
philosophies o f  instruction but questions 
such as these: How many dollars are spent 
per student? How many children per class­
room? What about overcrowded schools? 
How many English-as-a-second-language 
snjclents do you have, how has that number 
grown, and how are you educating them? 
How good were your reading test scores 
in 1986? Were you r teachers well trained 
and committed to a whole-language phi­
losophy o f  teaching and learning, o r did 
the state just adopt this philosophy in 1987 
because it sounded progressive and you 
needed to do "something," just as you 
need to do "something" now?

Other states have begun to fo llow  C a l­
iforn ia ’s lead. Organized back-to-phonics 
movements have been reported in North 
Caro lina, Ohio, and Texas. The state su­
perintendent in Illino is has been quoted 
as blaming whole language fo r that state's 
drop in reading scores. It has also been re­
ported that parents in Illino is are asking 
fo r "phonics-on ly" charter schools.* Thc 
president o f  the Maryland State Board o f  
Education has t. -cn quoted as welcoming 
a movement toward phonics. Indeed, it has 
been reported that states are trying to pass 
laws mandating specific phonics courses 
fo r teacher education students. For exam­
ple, under a b ill proposed in North C aro ­
lina. certified teachers would h ive been 
required to pass a competency test in phon­
ics o r lose their teaching licenses.1 (H ow ­
ever, that b ill did not pass.) In Massachu­
setts, as a result o f  a call fo r a return to 
phonics by the chairman o f the state board, 
a draft o f  the curriculum frameworks fo r 
English/language arts is being reworked 
to include a heavy emphasis on phonics 
instruction.1 Many other states are report­
ed to be leaning toward phonics-based 
teaching and legislation, as well. O vera ll, 
swiiciiing philosophies and taking extreme 
positions, whether right o r left, have be­
come the panaceas o f  school reform in thc 
U.S.

W h a t D o  R e a d in g  

R e s e a rc h e rs  K n o w ?

We know that decisions about reading
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instruction should not be set up as extreme cation, to specify what they believed teach- 
"eithcr/or" positions. We know that phon- ers “ should Jo " and "shouldn’ t do" in their
ics and other necessary skills instruction classrooms to promote reading devclop-
ean be taught by teachers who have whole- ment. Each o f  the selected experts gcncr-
language philosophies. Indeed, many teach- ated his o r her own list o f  items anony-
ers with whole-language philosophies have mously. and the remaining experts agreed 
been teaching phonics, as weli as other or disagreed, again anonymously, with each 
skills o f  word recognition and ana lyst, as item on these lists. Each round was fo l- 
part o f their reading programs. However, lowed up with queries and interviews as 
they teach these skills within the context needed.
o f students’ reading materials, rather than After four complete rounds, I found 
by focusing on them in isolation. We also that there were 33 practices and contexts 
know that neither “ phonics" nor “ whole that the experts agreed would tend to make 
language" is a method. Phonics is a word- learning to read difficu lt fo r children: they 
analysis sk ill that involves thc use o f  sym- also agreed on !9 things that teachers 
bol/sound relationships: whole language could do to facilitate thc children's leam- 
is a philosophy that includes thc be lie f ing to read. (Although they agreed with all 
that all language systems are interwoven. 19 o f  these contexts and practices, they put 
Finally, we know that teachers should not qualifications on four o f them.) These con- •Jerom e Haxste is w idely known fo r 
be required to teach by one approach alone, sensus items represent agreements shared his research in early literacy and language 
Teachers must have the latitude to use many by literacy experts across the differing development. He is one o f  the best-known 
approaches fo r their reading instruction in philosophies.’ The experts included in my advocates fo r the whole-language move- 
ordcr to meet the needs and strategies o f  study are described b rie fly  below. ment
each child. • Richard Anderson is w idely known • Wayne Otto is the creator o f the "W is-

Even though each o f  us has an indi- as the lead author o f  the much-cited re- consin Design,”  a plan that was used na- 
vidual set o f  beliefs and philosophies re- port Becoming a  Nation o f  Readers (Cen- tionwidc fo r managing classroom reading 
garding teaching, most o f  us agree with ter fo r the Study o f  Reading, 1985) and instruction with a focus on specific skill 
certain practices and contexts concerning fo r his extensive research on schemata, development.
learning and environments fo r learning, vocabulary, and children's reading. • Scott Paris is w idely known fo r his
In the remainder o f  this article I wish to • Brian Camboume, an Australian re- writing on authentic assessment and pon-
report some major agreements among ex- searcher and educator, is best known fo r fo lio  assessment, as well as fo r thc de- 
pcrts in the field o f  literacy and reading re- his "Conditions o f  Learning" model dis- velopment o f  reading strategies, 
search. I suggest that t esc agreements—  cussed in The Whole Story (Ashton Scho- • P. David Pearson was the lead editor
which span philosophies —  rather than the lastic. 1988). The model is based on his o f the first Handbook o f  Reading Research 
much publicized disagreements, should be st. dy o f  learning environments in holistic (Longman. 1984). He is widely known fo r 
considered by state boards and politicians classrooms. He has promoted the whole- his work in reading comprehension and 
as they propose, shape, and mandate their language movement in Australia and in fo r being o d irc c to r  o f  thc original “ Stan- 
legislation. For instance, i f  reading experts the U.S. dards Project fo r English Language A rts”
generally agree that phonics should not • Edward Fry is best known as thc ere- (1 992 -94 ). He is also an author o f  a basal 
be stressed and taught in isolation, then ator o f  ‘T ry ’s Readability Graph," the most reading program, 
shouldn’ t politicians refrain from  forcing widely used formula fo r determining the • George Spache (deceased 1996) was
this practice on teachers? readability o f  textbooks. He is also an au- the author o f  Diagnostic Reading Scales

Educators in a ll fields must take charge thor o f  a supplemental basal reading pro- (CTB/McGraw-Hill. 1981). a widely used 
o f  their instructional lives. The research gram. standardized reading test (first published
provides us with the information we need • Yetta Goodman is the lead author o f  in 1963). He is remembered fo r his re- 
to do so. Our understandings and prcpa- the Reading Miscue Inventory (Richard search and leadership in the field o f read- 
ration provide us with the merits to ana- C . Owen. 1987), a well-known assess- ing from its earliest days, 
lyze, discuss, and explain to the general ment tool fo r evaluating children's ora l • Rand Sp iro is particu larly known fo r
public, to the media, and to politicians reading strategies. She has also developed developing schema theorr,;c models o f  
what we have learned from  research. Let's other holistic observational and insmic- reading and fo r his related research on 
do so and take charge o f  educational de- donal strategies and is a leader o f thc whole- reading comprehension, text processing, 
cisions in the political arena. language movement in the U.S. and world- and theories o f  cognitive flexibility.

w ide .
' ru  rr o» j .  • Jane Hansen is (w ith Donald Graves)
The Expert Study ih e c ia .o r o f lh e " A u th o r iC h .u r " a w e l| .  Findings

My study o f  experts spanned 10 years, known and w idely used classroom strat- The list o f  agreements contains sevcr-
To gather these data I employed a Delphi egy fo r highlighting the importance o f au- aJ redundant and overlapping items, and, 
technique, which involved asking select- tlio rsh ip .She ispan icu la rlyknow n fo rhcr upon examination, some o f  these items 
cd reading experts, who represented the work with reading and writing conncc- seem more important and central to read- 
major schools o f  thought in literacy edu- tions. ing titan others. Therefore, here I will high-

The questions 
that should be asked 

of California 
politicians aren’t 
questions about 
philosophies of 

instruction.
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light the findings and generalize the agree­
ments that seem most significant to the de­
bates reported in the media and to what 
the state boards and legislatures have been 
acting on.

Practices that the experts agree would 
tend to make learning to read d ifficu lt fo r 
smdents include: 1) emphasizing only phon­
ics instruction, 2 ) drilling children on iso­
lated letters o r sounds, 3 ) making sure that 
children do it correctly o r not at ail 4 ) fo ­
cusing on the single best answer, 5 ) mak­
ing word-perfect o ra l reading the prime 
objective o f  your classroom reading pro­
gram . 6 ) focusing on reading sk ills  rather 
than on interpretation and comprehension, 
7 ) using workbooks o r worksheets with 
every reading lesson, 8 ) grouping readers 
according to ability, 9 )  fo llow ing a basal 
program without making modifications. 
10) teaching letters and words one at a 
time and making sure each new letter or 
word is learned before moving on to the 
next letter o r word, and 11) expecting stu­
dents to be able to spell correctly a ll the 
words they can read.

Practices that experts agree would tend 
to facilitate learning to read include: 1) 
bringing opportunities fo r reading, writ­
ing. talking, and listening together so that 
each feeds o f f  and into the other; 2 ) ta lk­
ing about and sharing different kinds o f  
reading; 3 ) focusing on using reading as 
a tool fo r learning; 4 ) making reading 
functional and purposeful; 5 ) developing 
positive self-perceptions and expectations 
concerning reading; 6 ) using a broad spec­
trum o f  sources and a variety o f  real books 
fo r student reading materials; 7 ) p rov id ­
ing multiple and repeated demonstrations 
o f  how reading is done o r used; and 8 ) us­
ing silent reading whenever possib le and 
whenever appropriate to the purpose.

W h a t D o  T h e s e  

A g re e m e n ts  R e a lly  M e a n ?

These agreements mean that reading ex­
perts—  from  those with more traditional 
views to those with whole-language views 
and many in between —  do not believe that 
thc political solutions now being pushed 
are good fo r children o r conducive to read­
ing development. In fact, i f  you care fu lly  
review thc major agreements among these 
diverse experts, you w ill see that the po­
litical solutions offered in C a lifo rn ia  and 
other states where politicians are jum p­
ing on thc “ back to phonics" bandwagon 
are often counter to what literacy experts

across philosophies believe to be facilita- 
tive practices and contexts.

Please understand that I am not saying 
that my study means that there is just one 
appropriate position o r approach to teach­
ing reading. On thc contrary, decisions 
about reading instruction must be situa­
tional and should be based on the needs 
o f  the particular child and on the context. 
Teachers should be granted the profession­
al latitude to use procedures, approaches, 
and adaptations that are appropriate fo r a 
particular child in a particular context. O f 
course, teachers must have a firm  under­
standing o f  literacy and o f  research find­
ings in order to make these informed 
instructional decisions.' But legislatures 
won't achieve that end by dictating pro­
cedures, approaches, and practices with 
which most reading experts disagree.

In addition, whiie politicians across 
tho country are forcing teachers to focus 
on phonics and sk ills  instruction, they are 
a ll but ignoring comprehension and vo­
cabulary (word know ledge). Another re­
cent study, which focused on today’s "hot" 
and “ not hot" topics in reading research 
and practice, found that "hot" topics (top­
ics that are receiving current, positive at­
tention) are phonics, phonemic awareness, 
and skills instruction. The “ not hot”  topics 
(topics that are receiving negative o r lit­
tle attention) are comprehension, schema 
theory, and word knowledge/vocabulary.’

We in public education often find our­
selves at the m eiry  o f  the policy makers 
who control policies, legislation, and the 
purse strings that keep our schools and 
colleges operating. Collectively , we are 
the largest group o f  education profession­
als and researchers in this nation. We must 
take charge.

We must use our expertise and the find­
ings o f  research, including such studies 
as this one, to shape thc public's under­
standings. Educational philosophies, in any 
area o f  the curriculum, should not become 
scapegoats fo r our politicians’ inability to 
solve uie economic and sociocultural prob­
lems o f  our stales. N or can we simply shed 
our belief systems in order to "fit in" with 
a morc currently acceptable political view­
point.

My study provides evidence that, de­
spite extreme differences in philosophy, 
expert reading researchers do agree on a 
number o f  practices and contexts with re ­
gard to reading instruction and develop­
ment.10 These must not be ignored in fa­

vor o f  what thc politicians think. L ead e r 
o f  public education and practitioners in 
schools and colleges nationwide need to 
assert themselves. Extreme political deci­
sions about educational curricula —  made 
by politicians without the consensus or the 
appropriate experts in our fields —  will put 
ou r schools and our children’s learning at 
risk.

1. Nellie S. Huang, “The New Math: Home vs. 
School" Smart Monty. December 1996. p. 128.
2. Standards o f Program Quality and Effectiveness 
fo r Professioiial Teacher Internship Programs for 
Multiple and Single-Subject Teaching Credentials 
with a I Bilingual I Cnosscultuml Language, and Aca­
demic Development (CLAJD/BCLAD) Emphasis (Sac­
ramento: California Commission on Teacher Cre- 
demialing, 1996), pp. 3-4.
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A-I.A-10.
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and Richard E  Hodges, eds.. The Literacy Dictio­
nary: The Vocabulary o f Reading and Writing 
(Newark. Del.: International Reading Association. 
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phy (sometimes called “ reader-based" or "holistic'' 
or "top-down") is a theoretical point of view that 
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and . . .  controlled by the experiences and expec ta­
tions ti.at the reader brings to text" Second, the "tra­
ditional” ph losophy (sometimes called "text- 
based" or “specific skills" or "bottom-up") is a the­
oretical point of view that sees "reading compre­
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the "interactive" philosophy (somstitr.es called “ in­
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the text, each acting on and modifying the other."
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What Do the Experts Say? Contexts and Practices 
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We. as teachers of young children, urge you not to pass Senate Bill 203 
requiring that phonics be taught in grades kindergarten through third.

Like you, we feel that phonics is an important component of any good 
reading program. However, research clearly indicates that phonics, along 
with other important reading strategies, is best taught within a context of 
authentic reading experiences rather than as an isolated skill or prescribed 
program.

Primary grade teachers around the state already teach phonics in all literacy 
events throughout the school day. Whethei it's listening to stories, writing 
phonetically in journals or finding letters and specific sounds in a chart 
poem, children are building knowledge of phonics in a way that makes sense 
to them.

Before you make a decision on this bill, please take the time to speak with 
experts in the field of early childhood education and visit primary 
classrooms to see for yourself that professional educators are, indeed, doing 
what fhey do best; teaching phonics in a way that each individual child can 
understand.

Thank you for your consideration.

Sincerely,

Suzanne Martin 
Lora T. Sterling 
Sandra Lyons

Dear Leg is lators,



Kathi Riemer 
P.O. Box 1752 

Petersburg, Alaska 99833 
Phone (907) 772-4442 

Fax (907)772-3505 
e-mail kriem eroalaska.net

TO: H ealth , E ducation  an d  Social Services C om m ittee 
P re sid en j G ary W ilken 

RE: SB 203 L iteracy R estoration Act

It seem s th a t  people  have it in  th e ir  n a tu re  to look fo r qu ick  fixes o r  
in s ta n t so lu tio n s  to  th e  com plexities o f life. D on’t  peop le  u n d e rs ta n d  th a t  
n o th in g  in  th'-* w orld  is sim ple? I am  o ften  fru s tra te d  by th e  g ro u p  o f well 
m ean in g  p a re n ts  th a t  in sis t th a t  we s to p  try in g  to im p ro v e  o u r  p rac tices  and  
g e t back  to  the basics. T here is n o th in g  basic ab o u t teach in g  read ing . We are 
fo r tu n a te  th a t  we live in  a tim e w hen th e re  is a  m u ltitu d e  of sound  
in fo rm atio n  a b o u t how  to  help  ch ild ren  learn . It is fru s tra tin g  how ever to 
hav e  to  fig h t to  do  w hat we know  to  be rig h t. In F eb ruary  I a tten d e d  a 
con feren ce  in  Phoenix, A rizona, titled  ite s tru c tu rin g  fo r  the 2 1 st Cen tu ry . W hy 
d o n ’t y o u  resea rch  th e  da ta , especially  th e  new  in fo rm ation  we have from  
b ra in  re sea rch . W hen y o u  do, you  will le a rn  th a t  skills, o r  phonics, a re  
im p o rta n t b u t n o t as im p o rtan t as th e  dev elo p m en t o f concep ts. The b ra in  
n eed s  to  have p r io r  know ledge if  it is to  to  a tta c h  m ean ingfu l new  in fo rm ation . 
Skills a re  iso la ted  nonsense  if they  are  n o t lea rn ed  in. co n tex t a n d  used  fo r 
som e p u rp o se . A fter review ing th e  la test in fo rm ation  a b o u t how  ch ild ren  learn  
an d  how  w e as p rofessionals can  facilitate  th e ir  grow th, one te ach e r rem arked , 
“We a re  th e  o n ly  g ro u p  o f professionals w ho have volum es o f in fo rm atio n  to  
p rove  th a t  w h a t we a re  do ing  w ith c h ild re n  is w rong an d  we do  it anyw ay.”
O ne o f  th e  reasons we co n tinue  to p lod  along  th e  p a th  w e’ve w alked fo r  so long 
is th a t  quick , easy fixes to  com plex societal ills gets good press an d  peop le  w ant 
to beli .ve it. You a re  in  a  position  to m ake a  d ifference, p lease do  n o t be 
c a rr ie d  aw ay by  a  well m eaning b and  w agon. T hink  sensib ly  an d  w ork fo r long 
te rm  so lu tions.

Sincerely yours,

Kaffti Riemer 
Parent and Teacher

TOTAL P.01
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January 23, 1998 

Re: Senate Bill: 203

Dear Members of the Senate HESS Committee:

The teaching of phonemic awareness has been around for a very long tf me.

There have been many studies over the years that have determined that the 
teaching of phonemic awareness is highly predictive of success in learning to 
read.

I believe it is vital to include as part of on integrated reading/language program the 
teaching of phonemic awaroness.

However, if the State of Alaska is going to mandate this please consider the 
desperate need to increase funding to: 1: Buy instruction/curriculum and 
curriculum support materials to teach phonemic awareness and; 2. Train teachers 
to teach phonomic awaroness. (Many teachers training as educators have not 
boon trained to teach phonemic awareness). Example: Nikiski Elementary, fast 
school year voted to introduce a school-wide phonemic education component in 
our roading/language program. Of course there was no money in the budget to do 
this. We were able to secure a $5,000.00 grant to purchase materials. This 
money covered just the basic manual and some of the consumable books. Two 
teachers, during the summer, went to Florida for the training.

This program is currently being implemented at Nikiski Elementary butte continue 
for the next year all our teachers need to be trained and we need the remaining 
materials and consumable workbooks.

Nikiski Elementary is committoo to an integrated reading/language program but 
we need the money.

Sincerely.

Denise Cox, Librarian 
Nikiski Elementary School
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January 23,1998

Senator Robin Taylor 
Fax: 465-5714

Re: SB203

Dear Senator Taylor and Members of the Senate H ESS Committee:

I am the parent of three children, one of which is currently enrolled in the 
first grade at Nikiski Elementary School. I am continually looking for ways to 
improve my child's education through participation, and I have learned a lot about 
tho school system by attending budget meetings, school meetings and 
volunteering at the school.

Presently, Nikiski Elementary School has some of the lowest testing scores 
in the Borough. Although I believe there are several contributing factors. I feel that 
one of the reasons for the low test scores is the lack of consistent phonemic 
teaching methods for children. When my son entered Kindergarten, I was 
prepared to assist him with his phonemic lessons. Then I learned that each 
teacher has a different method of teaching, and there is not a standard approach 
to teaching language. Consequently, the phonemic teaching Ian learned in 
Kindergarten was not be applicable in other grades. These inconsistencies are 
frustrating to children (and parents), causing many children to blackslide in their 
studies. In other cases, I believe children will "slide" through school, and will not 
have a clear understanding of the "common language". It also does not give an 
accurate idea of what the child does or does not know when testing occurs 
because there is not a consistent measuring tool to reflect standard teaching 
methods.

Fortunately, the teachers at Nikiski Elementary School voted last year to 
provide a common phonemic teaching approach for grades K-6. I also 
understand we are the only school in the district to adopt this approach. The 
materials are expensive, and we are left to fundraise the consumable iterns

Presently, I am Chair of a Grants Committee at Nikiski Elementary. Wo are 
continually looking for additional sources of funding to meet unmet needs within 
our school. We have raised several thousand dollars in corporate donations for 
several uieas addressed by teachers, parents and the community. But our reach 
is limited in terms of what our children need. I support your efforts to establish 
consistent phonemic teaching methods in our schools and encourage your 
support for the educational funds and materials our schools need to give our 
children the highest education possible.

Respectfully,
.  ( i L - U c k O O i i l C f  

Ann Dooley-Krog3eng I 7  ?
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TESTIMONY ON CSSB 203 -Literacy Restoration Act

This is Dr 3ill Pfeifer. I am a Chiropractor in Ketchikan with 5 children in 
the public school system.

First, I would like to thank you for giving me the opportunity to speak to a 
bill that has the potential to positively change the lives o f so many o f  our 
young Alaskans,

My children are in grades 3, 5, 7. 9. and 1 0 .1 served 6 years on the 
Ketchikan College Advisory council as we transitioned from a community 
college ro part o f the University o f Alaska. I currently sit on the school 
districts Ready for Work committee and have served on its  math committee.

My interest and efforts in K-12 education started when my oldest daughter 
was in Kindergarten. At the end of that year my wife and I called a meeting 
with both the teacher and the principal, and stated to them that our daughter 
had learned absolutely nothing throughout the entire year. They both agreed 
and that was the end of any discussion. There was something wrong with 
this picture, and I have been woiidng since to change it.

I have done a lot o f reading and research over thc years and this legislation 
will bring the State closer to getting every child to "leam to read", so that 
they will be able to "read to learn".

The Legislature and the Dept o f  Education recognize the enormous number 
of children across thc country who are not proficient readers or spellers. The 
general public sees it ou a daily basis.

Reading is also a public health issue as recognized by the National Institute 
o f Health and the amount o f research they have put into this area.

The question today is WHAT DO WE DO?

CSSB 203 is your commitment to make reading a priority in the State o f 
Alaska for every child It is much broader than phonics alone and is 
appropriately called the Literacy Restoration Act. It involves a clear

Cl
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message from the legislature that reading failure is not. inevitable, and that 
vvc arc going to insist that these children have the opportunity to mnke 
choices later on in life because they are going to leam to read.

In considering this bill you will have to ask yourself if  there is validated, 
reliable, and replicatable research out there, that answers the question of 
what do we do?

The answer is YES I

You need to understand the different research out there and what is credible 
and replicatable. I am sure you will be hearing from some of the experts 
directly, and will hear references :.o Reid Lyon and the research done 
through the National Institute o f  Health.

I will make reference to some o f  the testimony that Dr. Douglas Carnine 
made to the Washington State Legislature on this same subject o f reading. 
Dr. Carnine is a professor at the University o f Oregon and thc Director of the 
National Center for Improving Tools o f  Education. I have a transcript o f that 
testimony for anyone who is interested, But let me give you some of his 
statistics:

* "About 90% of the children who are poor readers in thc 1 st grade will be 
poor readers in thc 3rd grade"

* "About 75% o f the children who are poor readers in 4th grade will be poor 
readers in the 9th grade"

* Then, "If you consider a 3rd grade child o f  poverty, going to school with 
other poor children, who has been retained, and is reading a year below 
grade level, his chance o f graduating from high school is near ZERO."

Can we afford to wait until 4th grade to test and determine that a child 
cannot read? You know the answer, and that is why you have this bill in 
front o f you.

The value o f Explicit Systematic Phonics has been well established in thc 
research, as a vital part o f any comprehensive reading program.


