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ABSTRACT

This study explored the active process of comprehending as it
occurred in individuals as compared with a group, given a similar task
involving carefully controlled and sequenced instructional material.

Twelve student teachers, six as individuals and six as a group, were
given the task of thinking aloud during the process of trying to dis-
cover the principles employed by I,A, Richards and Christine Gibson in
their design of materials for beginning reading. The number and occasions
of discovery were tabulated and compared. The utterances were then ana-—
lysed and compared employing I,A, Richards' schema for comprehending.

There were significant differences found between the comprehending of
individuals and the group. Individuals tended to make discoveries by
using various language strategies. Patterns of comprehending developed
and then became fixated., The individuals tended not to recognize the
successes they had made. 1In the group context comprehending developed
over time. As the trials proceeded, the group returned to earlier succ-
esses and "errors" and amplified its discoveries; helping various members
to make additional discoveries and validating those that members had made.

The findings were related to studies in teaching, teacher educatiocn,
group process and curriculum design. Present research literature indi~-
cates a concern for multi-variant, wholistic, contextual and process
oriented studies in education. The "intelligencing" ard "conceptualizing"
powers of the person; the "evidencing'" and "convincing'" powers of instruc-
tional design; the "facilitating" and '"validating" powers of social inter—
action have been suggested by this study as dimensions c¢f the nexus condi-
tion for comprehending. Teachers who take responsibility for seeing that
learning is brought about should take into account the nexus conditions

as they operate in any learning situation,



ABSTRACT

I.

II.

III.

Iv.

VI.

VII.

-—jvy~-

TABLE OF CONTENTS

INTRODUCTION
REVIEW OF LITERATURE
DESIGN OF THE STUDY

RESULTS OF THE INVESTIGATION

Analysis of Individual Comprehending
Summary of Individual Comprehending
Analysis of Group Comprehending
Summary of Group Comprehending

DISCUSSION OF OUTCOMES

Procedures
Process
General Implications

BIBLIOGRAPHY
APPENDIX

Verbatim Transcription of Utterances
Individual #1

Individual #2

Individual #3

Individual #4

Individual #5

Individual #6

Group

iii

21

27

37
45
46
52

56

56
58
64

69

73

74
74
86
100
117
123
130
141



IT.

ITI.

Iv.

VI.

VII.

LIST OF TABLES

NUMBER OF MOLAR PRINCIPLES DISCOVERED BY INDIVIDUALS

NUMBER OF MOLAR PRINCIPLES DISCOVERED BY THE GROUP

NUMBER OF MOLECULAR PRINCIPLES DISCOVERED BY INDIVIDUALS
NUMBER OF MOLECULAR PRINCIPLES DISCOVERED BY THE GROUP
OCCASIONS OF DISCOVERY OF MOLAR PRINCIPLES BY INDIVIDUALS
OCCASIONS OF DISCOVERY OF MOLECULAR PRINCIPLES BY INDIVIDUALS

RELATIVE FREQUENCY OF DISCOVERY OF ALL PRINCIPLES BY
INDIVIDUALS

30

30

31

31

32

32

33



-yie

LIST OF FIGURES

I. I.A.Richards Diagrammatic representation of
the process of comprehending.

34



A STUDY OF STUDENT TEACHERS'

COMPREHENDING OF INSTRUCTIONAL DESIGN

CHAPTER 1

INTRODUCTION

"The teaching they gave to their pupils was ready but
rough. For they used to suppose that they trained
people by imparting to them not the art but its pro-
ducts, as though anyone professing that he would im-
part a form of knowledge to obviate pain in the feet
were then not to teach a man the art of shoemaking or
the sources whence he can acquire anything of the kind,
but were to present him with several pairs of shoes of
all sorts: for he has helped him to meet his need, but
has not imparted to him any art.”

Aristotle, De Sophisticis Elenchis¥

The focus of recent educational research has been shifting from
achievement to process. The carefully controlled experimental study aimed
at producing measurable results has given way to multi-variant, contextual,
process studies. The net effect has been to bring research and develop-
ment into a more meaningful and reciprocal relationship.

This movement has been evident in such areas as intelligence testing.
The concept of intelligence as an innate, measurable, capacity or poten-
tial, reflected a product orientation. Given certain limits of potential,
certain test results might be expected. There is a measure of bitter
truth in the saying "intelligence is that which intelligence tests, test".

Margaret Donaldson (1963) argues that intelligence may still be con-
sidered in terms of potential, without necessarily being considered innate.
In her terms, intelligence is attainment potential. It is achievement
which is itself potential. We are (in her words) '"dealing with a poten-
fial ability which develops and increases in the measure in which it is
realized". (p.8). Future ability depends upon present potential developing
over time.

Several investigators such as Adrian (1954), Broadbent (1958), Cofer

(1957), and Piaget (1958) have suggested that the study of intelligence

* Quoted in Richards, I.A. Interpretation in Teaching. London Routledge
and Kegan Paul. 1938.




can become more meaningful when it is directed towards the process of
"intelligencing". This implies not the study of product, but of persons
actively engaged in attempting to solve problems. Such studies would by
nature be multi-variant, contextual, process studies,

The study of persons actively striving presents its methodological
difficulties. Such a study requires the development of inquiry procedures
which will reveal the activity overtly. These procedures function by the
activity of comparing and they themselves must bear close examination and
comparison. The activity might well be termed comprehending the activity
of comprehending.

Margaret Donaldson (1963) suggests the basic issue involved in such
procedures. She maintains that achievement may continue to be measured as
a product, but if little is known about the process of striving to achieve,
then the measurement is meaningless. .

Israel Scheffler (1965) would appear to share Donaldson's concern. He
makes the point that knowing is achievement relative to striving to know.
It follows that to study the nature of knowing one must study persons
striving to know, for knowing is both a product of striving to know and a
condition for striving to know. Knowing is both product and potential.

Both Scheffler and Donaldson have recognized the importance of the
active element of intelligence and knowledge. They are concerned for what
might be called "intelligencing' and "striving to know'". This has been
noted by a number of others including for example, Jerome Bruner (1956)
who is concerned with the process of "conceptualizing"; I.A. Richards
(1955) who expresses his concern for the problem of '"comprehending"; and
Dewey (1910), Hullfish and Smith (1961), and Whitehead (1950) who have
demonstrated concern for what may be described as the conditions for com-
prehending the activity of comprehending. This condition is a nexus con-
dition. The nexus may be described as the conjunction of cognitive process,
task, task design,Aand social relationship. The nexus involves what is

being comprehended and the manner of comprehending. This is a task which

presents itself to all who would engage in teaching and learning.

The problem for educators goes beyond the nature of knowledge, the na-
ture of cognitive processes and the nature of social interaction. It is
the nexus of these which forms the basis of this study.

Comprehending, including as it does, in the case of the teacher, the
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comprehending of other persons' comprehending has been explored in a
piece-meal fashion. Studies of cognitive processes, instructional design
and social interaction have developed into major areas of research where
each area functions virtually autonomously.

For the teacher who is engaged with an active process and in a situa-
tion involving a nexus of cognitive process, task, task design and social
interaction, these isolated endeavours provide fragmentary and sometimes
conflicting insights, The»relationships between theory and practice and
laboratory to classroom have assumed a somewhat insurmountable problem.

In the words of Guba (1967):

"Regsearchers and practitioners have taken turns castigating
one another, on the one hand, for being so "ivory-towerish’
and writing in ways that are incomprehensible to the prac-
titioner; and on the other, for being so practice-oriented
and functionally illiterate in the basic social discipline
areas on which the praxiology of education is based.”

: (pp.10-11)

In the clash of interests, teachers have tended to ignore the frag-
mented insights and have relied instead upon available intuition of the
active process.

There are hopeful signs of a changing emphasis in educaticn studies,
however, in which cognitive processes, instructional design and sccial
interaction are studied as a nexus of relationship. Taba (1967) argues
for the study of teaching in the classroom with special attention paid tc
the way in which types of teaching acts are combined and patterned.

Ausubel (1967) suggests the importance of discovery through applied or
engineering research in the classroom.

One of the salient concerns in such procedures is obviously the tes-
cher. MacKinnon (1959) for example, studied children engaged in learning
to read under a variety of conditions. He studied the total nexus in the
process of varying the instructional design and the social interaction.

He was able to examine the differences in process under different conditi-ns.
His study suggested the possibility that children engage in significant
learning together when the instructional design and the soccial context were
such as to facilitate the active process of comparing and contrasting.

Given an effective design and a suitable social context there was cffered

a meaningful invitation to learning, fewer possibilities for errcr, mutual

confirmation of what was learned and increased readiness to move on te new
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tasks. There was ample evidence that children helped each other to learn.
In this study he found (p.220) that many teachers ignored and fragmented
the nexus situation.

Comprehending of instructional design in a sccial context wculd appear
to be an important component of teaching. This present study, accordingly,
looks intensively at those who are preparing themselves toc be teachers. It
is concerned with these persons as they take up the task of comprehending
instructional design, both as individuals and as individuals tcgether. The
task of the investigator was to study the process of persons engaging in
the activity of comprehending.

The procedures employed in the study of nexus involved the selecticn
of an appropriate instructional design and the structuring of opportunities
for persons to engage in comprehending. These opportunities had to be pro-
vided over time, in a variety of social contexts and under contrclied con-
ditions enabling the investigator to study the nexus of comprehending.

The materials prepared by I.A. Richards and Christine Gibscn {(1957)
were judged suitable for a number of reasons. The contrel of kind and num-
ber of words employed, their arrangement in sentences, the saguencing of
sentences and the highly picturable quality c¢f the material, were among the
controls exercised to provide clear, simple and familiar meaning fcr the
beginning reader. The materials provided a workasbie task for persons come
prehending and at the same time made it possible for cbszerwvational control
and reporting of data by the investigator.

The persons selected for the study were students begirnning their pre-
paration as teachers. Half the students were engaged in the study as in-
dividuals and half as individuals together.

Eight trials of fifteen minutes duration were provided for individuals
and individuals together. All of the trials wers as similar as possible
with regard to duration, presentation of materials and cther rhysical con-
ditions. A minute-by-minute record was obtained cf respcenses by use of an
audio tape recorder and a note-taking, non-participating ctserver.

The data was then subjected to analysis. The criteria for judging dis-
coveries made by students was established and the number, type and occcasion
of discovery was tabulated. The verbatim transcript of vtterances was then
subjected to analysis employing I.A., Richard’s schema for comprehecding

(1955).
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The developing comprehending, over time, of individuals was compared
to that of individuals together. This comparison suggests the importance
of process studies, which take into account the total nexus of comprehend-
ing rather than studies based upon isolated presuppositions such as the
teacher, the learner, curriculum design or the social interaction. When
these are considered in the nexus condition, important interrelationships

become apparent.



CHAPTER II

REVIEW OF LITERATURE
I

From the earliest times scholars have considered the active engage-
_ment of persons with each other in the process cf comprehending. The con-
ditions of such engagements do not easily lend themselves tc categcoriza-
tion. While some writers have placed special emphasis upon the learner,
or upon knowledge, or upon the interaction between persons, others have
been concerned for the total process.

Aristotle put the matter bluntly: "We learn an art or a craft by dc-
ing the thing that we shall have to do when we have learned it.'"* He
attacked the Sophists for their emphasis on imparting knowledge as a pro-
duct and emphasized the active, process nature of learning. Time has not
resolved the issue.

In the modern context, Bruner (1966) suggested that it is vitally im-
portant for children to learn a way of thinking, that '"the best intrcduc-
tion to a subject is the subject itself". (p.155). The Ieérner should very
quickly be given an opportunity to think, to sclve problems, toc learn the
art.

Hawkins (1966) pressed beyond the Aristotelian idea of abstraczticps,
wherein the forms of knowledge are evolved in the czcurse of experience.

He suggested that '"the mind exists and is formed only in the rich commerce
between itself and nature". (p.480).

Current literature in a variety of sreas shows this concern for the
"rich commerce'" between the mind and the world. It is evident that many
thinkers feel the need for an emphasis which clarifies the prccess nature

of comprehending, as against the product corientation of comprehension.

Israel Scheffler (1965) for example, examined zpistemclogical concerns
against the background of educational interests. He argued that education-
al concerns go beyond epistemological concerns. The nature cf knowiedge
in educational concerns must take into account '"the manner of knewing'
(p.2). He suggested that an active interrelationship exists between "knower"
and knowledge, which he called "striving to know" {p.33). He suggested

——

* Nichamachean Ethics, Book II, Secticn I.
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further that "knowing has an independent factual reference which rules out
the notion that knowing is simply a cognitive task, faculty, activity,
state, process or performance'" (p.26).

Knowing, according to Scheffler, implies an active relaticnship be-
tween knower and his environment, each of which is relatively independent
of the other but interrelated in the activity of striving to know. Com-
prehending in terms of active relaticnships would be analogcus to knowing
in Scheffler's terms. It implies an active state of interrelaticnship be-
tween the person comprehending and his envircnment.

Scheffler's arguments about the nature of the relaticnship between
striving and achievement are relevant. He distinguishes the strategies of
striving, the inquiry processes and the '"subservient task activifies"> from
the "state" of knowing. These efforts to attain knowledge are the striv-
ings which are relative to knowing as achievement, but knowing is '"not it~
self a task relative to anything else (it itself involves no striving)".
(p.33). He quotes Gilbert Ryle: '"For a runner to win, not cnlv must he run"
- the striving - "but his rivals must be at the tape later than he'". i.e.
the achievement state. (p.29). The implication here is that cre must study

striving to know, rather than knowing as achievement.

Jean Piaget shows a similar concern for the active reiaticaship be-
tween knower and knowledge. This relationship ke describes in terms of
functional interaction. When discussing intelligence, Piaget (1947)
suggested that it is "essentially a system of livirg and acting cperaticns"
(p.47). The beginning sensory-motor operations of the organism are contin-
uous with the developing operations of reascning and forwal thought. These
continuous, developing, adapting operatiocns are the means and the end cf
growth,

He describes this interacting relationship betwsen means and end in
terms of functional equilibrium between assimilaticn and accommodation,
wnich are the sub-operations of the adapting process.

"Assimilation may be used to describe the acticn of the
organism on the surrounding cbjects .... the living being
«... instead of submitting passively, mcdifies its environ-
ment by imposing on it a certain structure of its own" {p.7).

"Conversely the environment acts oa the organism .... we can
describe this converse action by the term accecmmcdatica". {p.83.
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""We can define adaptation as an equilibrium b:stween
assimilation and accommodaticn, which amocunts to the
same as an equilibrium of interaction between subject
and object." (p.8).

The developing, adapting process operates at increased spatic-temporal
distances, becoming more complex in the procass. There is an attendant
development of attainment potential on the part of the crgarism. Thkis
attainment potential is not an innate capacity, but rather achievement
relative to striving. Relating this to the previcus discussicn of lsrael
Scheffler, it may be argued that Piaget sees intelligence as actiwve.

striving towards intelligence; as achievement relative to striving te

intelligence.

Piaget concerns himself with the process operating in a person’s
intelligencing. His studies have a primary purpose of rendering overt
these operations. 1I.A. Richards (1955) explored the possibilities cf dev-
eloping a theory of comprehending. In his view comprehending turns upen
itself. (p.18). Comprehending '"seeks to comprehend what comprehending may
be". (p.18) When the process of comprehending is rendered cvert and iz ex-
amined in terms of utterances, this living process can ke exemplified.

"Utterances in situatiocons" develcp "ccmparison fields". (p.23). These
comparison fields operate when other partially similar situatiocns with
partially similar utterances occur. In Richard's terms:

"A Comprehending, accordingly. is an instarce of a nexus
established through past occurrences of partiaily similar
utterances in partially similar situations - utterances
and situations partially co-varying." {p.23}.

This process, developed over time, determines ccmprehending and iz in
turn determined by comprehending. The inference is that cowmprehending can
and ought to be studied as it takes place. as it determinzs and 1s dater
mined. This is in contradistinction te the study of the product of com
prehending.

Richards suggests a schema for comprehendirg. The task, zs he sets
it forth, is to establish dimensions cr''respects'" fur comparing "comparison
fields". For a start, he posits seven active functicas cr kinds of work
that an utterance performs. These beccme the dimensicns for comparing come
prehending. These kinds of work include indicating, c¢haracterizing, rea-
lizing, valuing, influencing, contrclling and purpcsing. They havs ne

fixed temporal order. One utterance may psrfecrm a variety of werk,
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Margaret Donaldson (1963), in accord with Fiaget end Richszrds,
argued that the study of the active prccess is a legitimate and necessary
task. (p.33). Adults forget how they used tc think. Research frequently
attempts to hypothesize and tc explain behaviour without fuily knewing what
the behaviour actually is. She suggested that much bebasic.ur can be ren-
dered overt by asking persons to "think alcud" as they engzge n sclving
problems. (p.29). The effect that this thinking alcud may have upun the
activity of persons may be significant. It could affect the process by
the very act of talking about the process. She argued that it can lead to
productive results as well,

Donaldson studied persons sclving problems; in other words persons

intelligencing. She quotes Bartlett (1958): "Thought is essentially a

means of moving on'". (p.23). The direct study of the process is necessary
to take into account the variety of ways in which persons arrive at similar
solutions. Donaldson noted (p.24) that a number of perscns have been
actively engaged in studying and interpreting the active procavs with some
success. The psychoanalysts are most prominent in this endezocour, It

id workers

could be added that scciologists, anthrepolegists and other
in the social sciences are aiso engaged in living with and studwing probiem

sclving and the comprehending of persons in = varisty of scoiac conteaxt s,

—+
i
L
-
™
s

Objections have been made about the wvalidity ¢t sulh

among them is the argument that perscns are ~ot abie to soouratel, des-

4

cribe what they are doing. Donaldson suggested that the keyword 15 des

cribe.

at the time of doing.
She agreed that thinking aloud may alter the thinking procoess, buot
she made the point that she is not arguing for complete fiscotery ol the

entire process of thinking. Even taking intc zecount tha

ing aloud, it is a more effective way cf study than interes
study of the end product. Further, the study of processes throosh trink.
ing aloud can provide hypotheses which are testable in orrmsr similar -itha-
tions where thinking aloud dees nct occur,

Her studies with children sciving matching preblem:s z2re sygribicunt

in terms of purpese, method and findings. Brisfly, sbe propescd ohe baoe

inning of an ambiticus study of human inteilectusl developmort | and ot tho
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same time proposed ways of assessing development wmore accurately. 1t is
her thesis '"that a better understanding ¢f the ccurse cf develcopment with
particular reference to the difficulties that have to be overcems, may make
it possible to further that development by teaching that is conducted in
the light of increased understanding.'" {p.34).

In her study, Donaldson set children to sciving five typas cf prcblems
while thinking aloud. These ranged from matching type, through three-
term series, series extrapolation, related ssries, toc formal deductive
reasoning. She described these as problems with a right or wrong scliution
and suggested that studies in problem sclving, while they begin with this
type, must ultimately move to the comnsideraticn of less structured problems.

In analysing the data, she identified three general categories of
error. Error, in this case, is defined as a flaw in the process rather than
a mistaken end result. She designated the following categories cf error:
(1) structural (2) arbitrary and (3) executive.

She noted that many of the errcrs the children made were not a result
of failure to appreciate relationships or tc grasp essent:al principles,
but failure to be constrained by the conditions of the problem as given.
The children "were often constrained by their knowledge of wnat is 'true'V
(p.184)., These arbitrary errors were cof a wide generai nature and not re-
lated to the structure of the particular problem. ey were rnot errcrs
arising out of failures in attention or wemoury, but & total disregard of
the given, even when questioned mors closely.

In tha case of structural errcrs, shz noted the impertance of perscns
perceiving consistency in relationship and the substitution of absolute fer
relative judgments. Children failed "to appreciate the facot that obiescts
and persons may enter intc different reiationships at «<ve and the same
time'". (p.192). Children failed to grasp the possible forms of relaticnship.
She discussed this in relation to the theories of Jean Piaget (1938). His
argument is that at this particular age lavel (nine to tem years) Scnorete
thinking develops into formal thought az a whole new serie= of cporations,
combinatorial in nature, come intc play. The chiid ie sble to ceonceive of
the logically possible and, at the same time, to tske into avcecunt deducs
tive necessity in eliminating all pessibilities but the corvect one.

Donaldson has shown that in many cases, formal reacening invelves the

combinatorial schemata but that '"the making of a fiew dedustion on the
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basis of a survey of possibilities can happen i1ong befcre the appearance
of the formal schemata'. (p.199).

In the case of arbitrary errcrs. the cutstanding feature s lack of
rigour. She argued that this dces nct appear to be restricred tc problems
which pose too great a demand cn the peérscr. s capacity. Instead, the per-
son seems '""to lack the ability tec ilimit him=«1f to the prebiem as stated
and to prevent the intrusion of cther ncticre which the data brings te
mind". (p.207). This cccurs most readily, she peinted cut. when the preblem
refers to people or events.

She referred to Goldstein and Sheerer's (1546) thecry cf twc modes of
behaviour; the abstract and the concrete.{p.200)., The ccncrete attitude is
characterized by a rigidity in apprehensicr ¢f cbiects cr situations. The
person is unable to shift intentiocrnallv and at the same time is susceptible
to the varying stimuli of the moment. She raiated this tc the problem of
control by the use of language and the studics of Turis 19410 and sugzest-
ed that this lack of voliticnal contrecl is »vidanced in errvrs of the
arbitrary kind.

Donaldson's general argument is that ore can profitabiv study perscons
engaged in solving problems. Further, shs =rgued that cme -an and cught
to study the relatiocn between a perscn's inte.lilpsnoing and thi structure
of the problems with which he is dealing. Tr: .rrors whioh sbe identified

arise within the relationship and arz eyidwn =d most cisar.y Lo action.

T

Not only have a number of perscns besr copcersed with ths active ra-

ture of comprehending, conceptuaiizirg and sztrivire to know, but also,

they have, in the main, sought ocut ways wwrsons engaged in the

process. They have argued strongiy for the walze of such studies in crder
to discover: (1) what is happening (2 %Wuow porson: are towirebencing and

(3) further hypotheses to explain cocmprerendins.

Persons engaged in teaching are alsc engs ir. ~emprenendine how

learning is coming about. They are ergsgnd e3 wn comprerending

in o aristotle’'s terms.

perscns actively comprehendirg instricticnzi J{esi
"this is the deing which they will have to c¢eo when they ha e learned it".=
This study is based predominantly cn the propositicn that the study cf the

comprehending cf perscns who ars comprehecdins instructicns. design is

% See p.8.



=12

worthwhile; that it can be done through the cilinical study of perscns

engaged in the activity. and that useful hypotheses for further study can

be obtained.
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The first section of this review of literature dealt primarily with
the characteristics of comprehending, learning and striving. The emphasis
was placed upon the operating, adapting, striving element in the interac-
tion of persons with their environment. The emphasis here is placed upon
the environment; the structure, order and sequence of materials and events
which constitute the environmental element of the interaction. The inten-
tion here is not to separate the elements that interact, but rather to pay
more attention to the important matter of instructional design.

Israel Scheffler (1965), in his discussion of the evidence condition
of knowing, argued for the importance of the design of the structure of
knowledge in relation to the knower. 1In striving to know, the knower con-
fronts reality. He seeks to acquire evidence, to develop theories and to
organize arguments. But the knower requires more than evidence - he
requires an appropriate pattern of argument. He is required to grasp ''the
general principle which characterizes the relevant item as a reason and
this further means that he must have a general 'ability' to reccgnize com-
parable reasons in analogous arguments elsewhere'". (p.72). The 'ability'
is relative to the nature of the evidence - to its organization in the form
of evidential argument. The knower must appreciate the force of the argu-
ment. He must be convinced and his conviction is achievement relative to
the organization of the evidence. Scheffler suggests that this achieve-
ment of being convinced enables the knower to move on beyond the present
case to be convinced in analogous situations.

Scheffler seems to be speaking of the conjuncticn cof the power of the
knower and the power of the organized evidence. The kncwer must be in a
state of readiness to be convinced, but the evidence must invite and ex-
tend possibilities to the knower. The evidence invites, provides opportu-
nities for the knower to organize, select, ccmpare and relate.

Angus Sinclair (1951), in studying conditions of knowing, suggested
that "experiencing the present can be described in metaphor as the out-
come of a way of selecting and grouping in attention'. (p.73). 'The event

is the selection and grouping that each man makes or takes for himself".

(p.75). He made the point that we conceive of knowing as the relationship
between knower and what he knows, whereas it might alsc be expressed "as
a relation in which something that is known stands to something else that

is known'. (p.l109). He raised the question of what the relations are which
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make this movement possible and which invite knowing.

Bruner (1958) has also considered the problem of instructional design.
He argued in terms of the effectiveness of devising systems 'to present
various subject matter so as to guarantee maximum ability to generalize".
(p.-294). The chief criterion for material design shculd be that it makes
possible maximum movement beyond the information given. He has been
greatly influenced by Piaget's studies in the develepment of thought pro-
cesses. These have prompted him to a consideration of a spiral curriculum
in which instructional materials are designed in relation to the stage of
development of the learner, which in turn make it possible fer the learner
to grasp the structure as he proceeds through various sequences of the
spiral.

Bruner (1966) suggested that in the matter of curriculum construction
there must be close collaboration between teacher, subject matter specia-
list and psychologist. The building process must take into account 'the
inherent structure of the materials, its sequencing, the psychological pac-
ing of reinforcement and the building and maintenance of predispcsiticns
to problem solving". (p.70).

Earlier, Richards and Gibson (1957) in their construction of materials
for children beginning the study of reading, tock up the questinon cf design.
Their materials demonstrated concern for the active, invitaticnal struc-
turing and sequencing of tasks that make movement possible. Richards
(1938) was concerned with "passing on the gains of the rast from the mcre
experienced to the less experienced in the least hampering wav'". {(p.3).
This means, in part, minimizing the possibilities for error invclved when
complex tasks invite confusion. Certainly the problem cf beginning read-
ing offers many opportunities for error. Richards' reading materials were
designed to minimize the possibilities of errcr, to invite the learner in-
to activities of thought and to maximize the evaluative feed-back which
enabl:s the learner to know what he has successfully done. Thkis, in turn,
provides the invitation to move on to new tasks. The emphasis is cn creat-
ing receptivity, encouraging the development of effective strategies, re-
inforcing success and offering opportunity for greater ccmmitment.

To achieve this, Richards carefully controlled the movement from sim-
ple to complex tasks. 1In the beginning, he used conly a limited number of

letters and the confusable letters, for example b and d, p and q, were
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avoided entirely. He combined the letters into highly picturabie wcrds
which were related to unambiguous stick-figure drawingzz. Always the

words were combined in short, clear, complete sentences. Tie number cf
words was contrelled and these were restricted tc the wminimally ccnfusable
in sense and syntactic function. The first sentences dem r.treted the
pointing-naming function of spoken language and made the trsnsiticn easzier
for the child who had already achieved success in the use «f the apoken
word. While the intake of letters and words was contreciled, the structur-
ing words which change meanings and alter contexts were introduced and
ample opportunity was provided for their mastery. These structuring words
connected thought in a variety of ways, but always the shifts in mearing
were carefully controlled, so that the person was not presented with tce
many tasks at any one time. The emphasis was upcn reading, comparing, con-
trasting and moving on. These are all the active, process aspects of com-
prehending.

MacKinnon (1959) suggested that the design of materials can elicit an
ordering process inherent in children, rather than imposing one. Fe
stated "what the Richards-Gibson material appeared to do was to stimulate
the learners to move out directly from their consummate skill in hindling
speech to further growth in seeing how that speech could ieave 1tz tracksz
on paper". (p.228). He took up the task of studving children enzarad i
beginning reading using this material. His ccnczrn for the sspact of
social interaction will be dealt with in Section TIT. However, 1t is
interesting to note here that MacKinnon argusd £ r the use of such care-
fully designed and ordered materials as an iastrument to exp.ore the stages
children go through in comprehending. (p.9). With careful conatrols,
methodical ordering and sequencing, a firm base is provided for studving
the effect of social interaction in perscns learcing in groups. The study

reported here accepts this point as valid ard it becomes a corner-stone

in cne study. Given a well established bass it i: pessibie to stud: per-
sons comprehending Richards' instructional dezign in a variety of zccian
contexts.

The materials prepared by Richards and ibscn were emplcyed as instru-
ments in this study for several reasons. They wers carefullv designed tc

take into account the comprehending needs of chiidren. The principies and

concepts incorporated in them can be recognized and identified; that i-
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they constitute a relatively "structured" problem in Margaret Dcnaldscn's
terms. (p.36). At the same time, they offer opportunities for observa-
tien of the behavicur of persons trying to identify the principles and as
such, serve as useful instruments for rendering overt the behavicur of per-
sons., Further, the problem of comprehending instructicnal design in beg-
inning reading is an important task fer teachers and is therefore a valid
area for study.

On a broader scale, the teaching of reading is a primary concern of
every teacher. The development of language is closely related to the dev-
elopment of the human being. Richards (1955) spoke of language as an
organ; "the supreme organ of the mind's self-ordering growth". "Language
is an instrument for controlling our becoming". (p.9). While the initial
stages of learning reading are of tremendous importance, the concept of
continuing develcpment is equally important.

Ellis (1964) investigated the effect of student teachers writing
linear programmes for programmed instruction, upon the preparation of
lessons. He argued that preparing programmes develops the power of com-
prehending in that it requires that the teacher take into account the
ordering and sequencing of materials in ways that make possible mecre
effective learning.

Raths, Wasserman, Jonas and Rathstein (1967), in their study of think-
ing, emphasized the responsibility of the teacher in the develcpment of
curriculum which provides oppertunities for thinking. (p.29). They argue
that many of the mental processes operative in high schocl vouth may be
observed in the early grades of elementarv schcol. They sugzested that
teachers should be concerned for curriculum that engages stude=nte from the
beginning in the precess cof thinking.

It should be the concern of every teacher not only te undsrstand the
basic principles in the structure of language, but to take intc account the
expression of these principles in the construction of curriculum at any
poirt it the developing 1life of the person. What is argued he=re iy that
one of the principal learning tasks that faces every beginning teacher is
one that they will have to take up continucusly - the comprehending cf
instructional design. This is particularly true of language development,
but also true of science, art and every other subject. It is one cf those

things that teachers will have to do when they have learned it. 1t is
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this concern which led to a study of student teachers' comprehending

instructional design.

ITI

In the two previous sections the nexus of task and learner has been
examined. It has been pointed out that a person with his cognitive
powers, his ordering strategies, his problem-sclving operaticns, interacts
with his environment which has an ordered structure and an evidencing
power. Teachers obviously should take into acccount this nexus which in-
cludes the cognitive functioning of the person and the invitational, main-
taining powers of instructional design.

Comprehending involves not only cognitive processes and instructicnal
design, but also the element of social interacticn. The total nexus cught
to be taken into account not only by teachers but also by students. The
activity of teaching is characterized by social interaction. Basically it
is the interaction of '"the more experienced with the less experienced".
(Richards, 1938). The more experienced are undertaking the same tasks as
the less experienced. The common task is comprehending. It is both the
end and the means to the end.

However, looking at the matter in another sense, it can be seen that
there 1s a difference in the tasks of the more experienced and the less
experienced. The more experienced are undertaking tasks which will iater
have to be taken up by the less experienced. The more experienced are
those persons whose comprehending powers have been develcped threough en-
gagement in the task of comprehending. These tasks are primarily social
tasks. The more experienced have developed "“generalizing powers" 6 or
"general insight", to use the terminology of Richards (1938). These per-

sons ''recognize in new problems elements of the old which they have al-

ready mastered". (p.9).

The task for the teacher emerges in the context of the nexus cf com-

prehending. This task 1s comprehending the conditions of comprehending.
Seen in this light, the task of the teacher once more appears as remark-
ably similar to that of the student. As Richards (1938} pcints cut:

"The beginner, in studying the most elementary matters, is
doing nothing which is (or should be) for him any simpler
than we are doing when we try to follow a new and difficult
author. And we can only help him in a fashion parallel tc
that in which we ourselves would wish to be heliped cr tc help
vurselves: ~ that is, not to be supplying the 'right answers'
to the difficulty (with some unexamined criterion of 'right
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answers') but by making clearer what the difficulty itself
was, so that when we meet it again we shall not have to
'renember the answer' but shall see what it must be from our
understanding of the question." (p.4).

When the literature pertaining to social interaction is reviewed, it be-
comes obvious that the element of nexus is frequently missing from con-
stderations of instructional design or task. In a rather comprehensive
documentation of studies in group process, Hsre, Borgatta and Bales {1955)
reviewed early theory and research as well as current theory and research.
While the nature and function of groups and individuals within grcups has
teent studied in detail, the major concern has been with the relation be-
tween cognitive processes and social interaction. Few of these studies
take into account the element of instructional design.

Studies of group influence, leadership, syntality, opinion and size
of group by such scholars as R.B. (attell (1948), F.Redl ( 1942) and
1.. Festinger (1954) pay little attention to the nature of the tasks which
are set for groups or which groups set for themselves.

The wmajor exception to this may be found in studies cof problem soclv-
ing. Heise and Miller (1951), for example, studied the relationship of
group performance to group organization and to types of prcblems. They
concluded that the type of task or problem determines the relative effi-
ciency of the communication network and that the group's task is the most
important variable. They suggested further study of group interaction in
a variety of problem situations. Torrance {1954} studied the consequences
of power differerces on decision-making teking into account several varie-
ties or problems. He concluded that the power difterences varied with the
Lype of problem presented to the group. Carter, Ha-thorn and Hewell
{1950) studied criteria for leadership related to a variety of work tasks
including reasoming, intellectual construction, clerical, mutor coopera-

son and wechanical assembly., They concluded that a certain generality of
leade.. 1p performance persists in a group, but rhzat noticeable differences
in the groupings of relationships occurred when differs:i kinds of tasks
were undertaken.

Margaret Donaldson's studies (1963), while they piobe the active pro-
cess of coamprehending in problem solving situations, are restricted tc the
problem-sclving activities of individuals. She pays psrticular attenticn

to the cognitive processes and the design of probiems. Fer findings would
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suem to relate particularly to individuals rather than to individuals in
social interaction.

Bruner (1966), although he was concerned primarily with the relation
of cognitive processes to the structure and form of knowledge, touched
znly briefly on the aspect of social interaction. He expressed some con-
carn for the tutor as provisionél evaluator providing reinforcement until
the learner establishes self-evaluation (p.53), but did not advance fur-
thur in the investigation of social interaction.

Belth (1966) argued for 'the awareness of how knowledge is constructed"
(p.2). This implied, for him, the use of models for thinking. The weight
is upon comprehending the structure of knowledge. He did not relate this
aspect to a nexus involving social interaction.

Ellis (1964) studied the effect on the development of teacher compet-
ence of writing linear programmes. While it is presumed that student
teachers writing programmes take into account the nexus of cognitive pro-
cesses, instructional design and social interaction, it is significant
that the student teachers functioned only as individuals in the prepara-
tion of the programmes.

MacKinnon (1959) attempted to study the nexus, taking account of the
active process of comprehending, the design of instructional materials and
the element of social interaction. He studied children beginning reading
using two forms of instructional design under two different conditions of
social interaction, namely as individuals and as individuals together. He
discovered that children working together helped each other in their learn-
ing. The children working together not only achieved greater language
power using one form of instructional design, but also demonstrated im-
proved growth in social relations. The children working together with
kichards-Gibson material were prone to fewer errors, were provided with
greater opportunity to handle language as a tool, accepted more readily the
invitacion to learning, and displayed more effective confirmation of their
learning than those working as individuals, and those working in the two
types of social relationships with the other type of instructional design.

Language would seem to be the key to the problem of nexus. Its basic
relation to social interaction, to comparing activity; its active, arrang-
ing nature; its inseparable connection to cognitive processes, suggest

that language is the instrument which is required for comprehending com-
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prehending. Here Richard's dictum is important, that '"the exploration cof
comprehension is the task of devising a system of instruments for compar-
ing meanings. But these systems, these instruments, are themselves com-

parable." (p.19).

Richards (1938) argued that the basis of comprehending was to be found
in the developwent of language powers.

"Language, with its inexhaustible duplications (which are here duplic-
ities), ceaselessly presents to us the old as though it were new, familiar
ideas in novel disguises, understood distinctions as fresh opportunities
for confusion, already assimilated combinations as unforeseeable conjunc-
tions." (p.4).

In (1955) he described language as '"the supreme corgan of the minds
selfuordeging growth'" and suggested that '"language is an instrument for con-
trolling our becoming." (p.9). He spoke of the work that utterances per-
form in comprehending, and suggested a theory of comprehending based upon
this premise. To paraphrase his words; '"powers of comprehending are der-
ived from the very forces which we must do our best tc control." {p.38).

The artificial way in which this chapter treats the nexus, as if it
could be divided into parts and examined in separaticn, is an excellent
example of the ways in which comprehending is generally considered. Theare
is no question that studying the nexus as nexus is difficult. This thesis

argues that it is possible and fruitful.
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CHAPTER 111

DESIGN OF THE STUDY

This is a study c¢f the active prccess of comprehending., The first
preblem which emerged was that of selecting procedures which would make
cvert the behavicur of persons engaged in the zactivity of comprehending.
This involved not only the selection of a form of instructional design
that would permit observation,but also the utilizaticn of some prccedure
which would yield overt responses on the part of those comprehending. A
second problem in design was to provide opportunities for comprehending in
at least two different social contexts in corder that comparisons and con-
trasts might be made.

The subjects engaged in the study were twelve student teachers.

These twelve student teachers were all enrclled in the Professicnal Dev-
elopment Program at Simon Fraser University. They were all enrclled in
the first semester of the program and had completed the first eight weeks
of the semester. The nature of this program has been described by
MacKinnon {1967). Several aspects of their experience are significant.

The first eight weeks of the program is an intensive learning ex-
perience of the internship type in a classrcom under the guidance of an
experienced teacher. The students cbserve, teach ard evaluate withir a
group of four student teachers. They have zn cpportunity to get a "fesl"
for.the role cf teacher and make a significant centributicn te each cther's
iearning. They discover strengths and weasknzssss, re-sxamine their criter-
ia and generally take up the impertant imitial tasks cf teaching in a
carefully controlled situation where the full range of tasks are nct =t
their responsibility. Evaluation is continucus and largely devcelives up-
on the student himself,

T+ seccnd eight weeks of the semester constitute a reading pericd..
The students engage in seminars and workshops relating tce a variety of
concerns increasing the range and depth of contact with perscns in the
total university community, as well as with those outside. During this
pericd the studerts are engaged in reflecting upon their recent experiences
and in plaoning for the next semester during which they work with a class-
room teacher for the full sixteen weeks.

The important task which these students undertake in the first eight
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weeks and continue to engage upon, is one of perceiving and comprehending
the ways in which learning is taking place beth in pupils and in themselives.
This condition makes it appropriate for their invelvement in the present
study of comprehending.

Six of the student teachers were male and six were female. Thres of
the male and three of the female students were involvad as individualis -
the remaining six constituted a group of "individuals together!",

The students ranged in age from twenty tc forty-five. Four of them
were married and might be described as mature students. C(ne of these was
a graduate (B.A.) of another university. The remainder had at least three
semesters of academic work beyond the Grade Twelve level. They ware all
preparing for teaching in the Elementary Schools, five at the primary
level and seven at the intermediate level.

Several criteria were established in the process of selecting mater-
ials with which to examine comprehending of instructicral design., It was
deemed advisable to use material presently in use and svailable t. tes-
chers. It had to be of tested validity., The principles and concepts em-
ployed in the design had to be identifiable, verifiablie snd recugnized as
valid,

A number of instructional designs were considered. 4 fiim strip
designed by the National Film Board illustrating the work c¢f Jear Paul
Riopelle (1963), was considered. It was examined, triais were devised,
and it was then rejected, largely because of the extreme complexity cf its
rather unstructured design. It presented tco many possibilities, too
many discriminations and too many possibilities for error. its rus-verbal
representations produced a great deal of uncertainty on the part of thosze
seeking to understand its possible meanings. It presented great diffi-
culties te those trying to comprehend, largely in the area of verifica-
tion.

The pilot study indicated that the instructional design tc he wsed in
studying the activity of comprehending should have a number cf clear-cut
principles which could be discovered by the student teachers. Further, it
seemed important to have material which related quite closely tc the
interests of those preparing themselves to be teachers. Reference was
made, accordingly, to materials which had been carefully designed tc en-

courage first steps in learning to read.
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MacKinnon (1999 ) employed materials designed by Richards and
Gibson (1957) to study the ways by which children help each cther tc iearn
to read. He studied children, individually and iz groups, engaged 1in
beginning reading. He compared the performance cf individual: and zroups
employing the Richards-Gibson material, with individusil: ard grcups empley-
ing another set of materials currently in use in the Edinburzh Cerporaticn
Schools.

The study was not confined to attainment cf certain sccores but in-
cluded a cumulative record of growth in learning tc read. It was designed
on a "clinical" basis to provide a better understanding cf the learner and
how he learns. Detailed observations of behaviour were repcrted.

MacKinnon's findings are significant in a number of ways. ¥e found
that the group members aided each other. They helped each other in the
tasks of discriminating and comparing. This help increased as the members
developed a mutual criticism, as they shared the taszks of remembering, snd
as the less experienced were able to see the more experienced success-
fully undertake tasks of increased complexity.

In comparing the learning of children using the Richards-Gibson mat-
erials with those using the Nisbet material, MacKinncn found that the care-
ful ordering and sequencing of tasks and control of compiexity enabled the
former to identify more clearly the tasks to be undertaken at any given
time. It also enabled the students to move on to task: cf increasing com-
plexity and difficulty and to confirm at each stage what was being dcme in
order to know what had been accomplished.

The Richards-Gibson material employed in MacKinnon's study put its
emphasis on a small number of picturable words clesrly related to unam-
biguous, non-verbal abstractions, and a high proportion of structurat,
operating words gave the children ample opportunities tc see how languags
works and to handle changes in meaning.

The design of the materials not only enabled the children to wove with
greater ease from one task to another with a growing sense of zuccess and
accomplishment, but it also lent itself to effective reporting of cbserva-
tions on the part of the investigator.

For these reasons, the Richards-Gibson material was deemed suitable
for use in this study of teachers' comprehending of instructicnal design.

One further experience reported by MacKinnon was significant for this
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study. When the Richards-Gibson material was previewed by teachers priocr
to his study, their comments were elicited with rezards to the suitability
of these materials for children beginnng reading. 7Tt was apparent frem
their detailed comments that they employed a wide range of criteria for
making judgments. Many of these judgments were in disagrecsment. Some cf
the criticism involved judgments about children's "irterests". Scme in-
volved judgments about the use of the materials for "slcw" childrern and
others about their use with "brighter" children. In some cases, the com-
ments concerned such criteria as perceptual cenfigurstions, phonics and
vocabulary control.

The materials designed for beginning readers by Richards and CGibscn
involve a number of control principles which ncot only previde a simple,
clear invitation to the learner to engage in the learning task. but also
suétain the activity through continual validation c¢f success. Sentences
are employed from the beginning and provide a molar ccntext. The szentences
relate directly to stick-figure, non-verbal abstractions in an unzrbigucus
fashion. As few as possible alternative meanings are availabls to the
student in the process of trying to fit the sentences &s capticns to the
pictures. The sequence of development is carzfuily controlled. Swall
variations are made while the basic structure remsics constant. These
minimal variations invite and permit the active cowparine and contrasting
operations in the learner.

The molar principles are further developed in the foem of patrerns.
These patterns follow a progression from the simpie pointing-nsming pat-
tern through pointing-naming-qualifying to trhe wore complex pointing-
naming-qualifying-locating pattern.

Complimenting these molar principles. the designers have exercised
molecular controls. The materials employ a minimum of 1ett-rs. onry seven
in the beginning (a,h.i.m.n.s.t) and, omitting at this time. thu confuse

able i=tters such as b and d, p and q, ¢ and &. New lattser: srs -~racually

&8

introduced in a controlled fashion according to the molar pric iplss.

The number of words is limited and the kinds of words are carefuaily
contrclled. The first words are highly picturable. The structural wcrds
which provide changes in meaning are gradually intreduced and, oncs intro-
duced, employed with relatively high frequency.

Specifically, the principles employed in the instructicnal design,
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as identified by the investigator, were as follows:

Molar Principles

1. All words imbedded in sentences from the beginning.

2. Sentences employed in situations involving ncn-verbal abstracticons.
3. Sequence controlled to provide for comparing and contrastinog.

4, Pointing-naming patterns employed.

5 Pointing-naming~-qualifying patterns employed.

6 Pointing-naming-qualifying-locating patterns employed.

Molecular Principles

7. Number of letters limited.
8. Kinds of letters controlled (elimination of confusables).
9. Number of words controlled.

10. Kinds of words controlled.

The persons involved in the study met with the investigatcr c¢nm eight
separate occasions of fifteen minutes duration. This was specified from
the beginning. On each of these occasions the individuzis and the group
members were given the following instructions:

"I am going to show you, on a series of cards., materials
prepared for children beginning reading, by T.&. Richards and
Christine Gibson. I ask you to consider the materials, to
think aloud about them and to try te discover the principles
employed in the construction of the materials. Please trv to
discover as many of the principles as you can. Tnere will be
eight sessions. Each session will consist of fifteen minites
and will be recorded on tape, for the purpose cf recall, bv
the investigator. You may request a reshowing of any cards and
you may wish to see more than one card pregented simultanecusly.
I shall change the cards, exposing new ones when you regusst It.
There is no need to finish all the cards in any one session ...
Please try to discover as many of the principles as you can

The Richards-Gibson materials were reproduced. by the investizsrteor,
from a film strip made in conjunction with the book. "First Steps 1n
Reading English", (N.Y., Washington Square Press, 1957). The {irst
twentv frames of the film strip were projected cn to twenty white »zrds.
elever. by fourteen inches. The image was then traced i black ink. Zhie
letters were all of uniform size, seven sixteenths of

The cards were ordered in the same sequence as the fiim strip at the
beginning of each session. The individuals were seated thirty inches from
the cards, which were propped up on a normal table at an angle of approxi-

mately eighty degrees. 1In the case of the individuals in the group, the
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instructions were identical with the additional invitation to discuss
aloud among members. The problem of seating six persons in relation to
the cards required that participants sit in a wide arc each approximately
forty-eight inches from the presentation cards. In each session, the
persons moved one seat to the left and sat in the same relative position
to each other,

The investigator in each case sat beside the presentation cards
changing them at the request of the participants. The investigator made
notes in condensed form, including the time of exposure of each presenta-
tion card.

Each session was put on audio tape by means of a microphone placed on
a desk stand beside the presentation cards. The persons were told that
the tape recordings and notes were for the purposes of recall by the in-
vestigator,

All of the participants were requested not to discuss the study with
anyone between sessions. The investigator did not discuss the study with
the participants before, during or after any of the sessions except the
last. In each session the investigator responded only to requests for card

changes.,
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CHAPTER 1V

RESULTS OF THE INVESTIGATION

As a first step in the analysis of data, the tape reccrdings of the
trials and the observer's notes were examined toc determine the number of
principles discovered by each individual and by the group. The findings
were then analysed to determine the occasion of discovery of the princip-
les.

A simple form of vector notation was employed in recording data.
Individuals were designated by numerals 1 through 6. Trials were desig-
nated by numerals 1 through 8. The numerals 1 through 20 indicated the
particicular presentation card. An example of this vector netation would
be 2.4.16. 1In this case the notation indicates individual 2, in trial 4,
viewing presentation card 16. 1In the case of the group, the initial num-
ber was replaced by the letter G.

The criteria employed in judging the successful discovery of prin-

ciples are set forth below:
Principle 1. This principle involved the recognition that Richards im-
bedded all his words in sentences. Where persons noticed this fact, or
noticed that attention was not given to individual words or letters, it
was considered a discovery. For example:

3.1.1. "The words are organized in a sequence; in other words
2
in a sentence."

6.1.1, "You're presenting a basic sentence."
Principle 2. This principle involved the recognition that the sentences
were employed in situations involving non-verbal abstractions. Where
persens recognized the relationship between words and pictures, or between
words, pictures and speech, or suggested that the pictures would assist
the child in the discrimination of meanings, it was considered a dis-
covery. For example:

1.1.1, "The pictures would help put acrecss the words.,”

1.1.4. "The illustrations are close to the words they refer to,
so that the child isn't likely to be mixed up."

2.1.6. "I think the pictures are very important in that he can
always reinforce his knowledge cf the words."

Principle 3. This principle involved the recogniticn that sequence was

controlled in order to allow the beginning reader tc make ccmparisons and
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contrasts. It involved the recognition that new words and letters were
introduced slowly and carefully in order that the unfamiliar might be dis-
criminated amidst the familiar. Where individuals recognized control of
the input of words and letters, where they noticed the activity of perscns
making comparisons and contrasts, where they noticed the sequential dev-

elopment and the fact that children could already read the familiar, such

utterances were considered to be a discovery of the principle. For example:

1.1.2. "The only new letter introduced is the 'd'. They've
already taken all the other letters."

1.1.3. "There are no new letters intrcduced. There's only the
new concept of the word 'in'."

1.1.4. "This doesn't show any new letters. They are still using
the same letters, but now they've grcuped them to form a
new word 'and'."

5.1.2. "It follows a sequence, if they should get this one, they
shouldn't have much trouble with the next one."

Principle 4. This principle involved the recognition of the use of a
pointing-naming pattern. In the cases where it was judged to have been
discovered, it appeared in conjunction with principles 5 and 6. Where
persons recognized the operations that words perform, where they recog-
nized the structuring words which point, they were judged to have discouv-
ered this principle. For example:

3.1.7. "The sentence points to the stick figure and says 'This
is a hand'. The same thing happens with the head,
'This is a head'."

6.1.1. "You're presenting a basic sentence 'This is a' or 'This
is' or 'This'."

Principle 5. This principle involved the discovery of the pointing-nam-
ing-qualifying pattern. Where individuals recognized that words esta-
blished relationships such as possession, where they recognized the change
made by the use of "his", where they noticed the ways in which the "hat"
was estshlished as belonging to the man and the same with 'hand" and

"head", they were judged to have discovered this principle. For example:

3.1.3. "Then you have 'This is a hand' relating tc that picture
of a hand and 'It is his hand'. You're abstracting hand
to a pronoun 'it'; also you're relating the hand tc the
man."

6.1.1. "The first is a man, the second is a hat. Then the idea

is to say 'This hat' and make reference back tc a previous
statement ... you refer back by saying 'This hat is his
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hat' ... then the important word is 'his'."
Principle 7. This is the first of the molecular principles. It involved
the recognition that the number of letters was contrclled. Where indiv-
iduals recognized that a small number of letters was employed and counted
them, where they noticed the careful and gradual introduction of new let-
ters, where the number of letters was counted at the beginning and at the

end and compared, it was judged that the principle was disccvered. For

example:
4.1.2. "The letters can be used to make any word on the card."
4.1.3. "Again you can use the letters at the bottom to make each
and every word on the page."
4.1.5. "All the letters to make each of the words."
4.1.7. ""Same letters, nothing new."
4.1.8. "No new letters introduced."

Principle 8. This principle involved recognition of the control of the
kinds of letters employed. Where individuals noticed the omission of con-
fusable letters, or made comparisons between the letters that were included

and not included, they were judged to have discovered this principle. For

example:

5.6.5. "The letters that are used are different from one another
so that they wouldn't be confused except for the 'm' and
the 'n'. The 'a' is made so that it doesn't become con-
fused with 'd'. There is no 'b' and no ‘'c'."

Principle 9. This principle involved recognition of the coentrol of the
number of words. This principle was closely akin to principle 7 and the
same criteria were employed in judging this principle.

Principle 10. This principle involved the recognition of the control cof

the kinds of words employed. Where individuals recognized the exclusive
use of the verb "to be" in its present tense, where persons recognized the
frequent use of structuring words and the omission of words that were not
tishly picturable, where persons noticed the omission of proper nouns and
words ir:icating qualities, they were judged to have discovered the prin-
ciple.

The findings were recorded in tabular form. Table I indicates the

number of molar principles discovered by the individuals.
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TABLE III
NUMBER OF MOLECULAR PRINCIPLES DISCOVERED BY INDIVIDUALS
Principles Individuals
1 2 3 4 6 Totals
7. Control of number X X 3
of letters
8. Control of kinds 1
of letters
9. Control of number X X 3
of words
10. Control of kinds X 2
of words )
Totals 3 1 0 1 0 9

All of the molecular principles were discovered by an individual at
least once.

The minimum aumber discovered by any one individual was zero.

number discovered was 1.5 or 37.5%.

TABLE IV

The maximum number discovered by any one individual was four.

NUMBER OF MOLECULAR PRINCIPLES DISCOVERED BY THE GROUP

Principles
8 9 10
Group
b X

The group discovered three of the molecular principles or 75%.

The average
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TABLE V

OCCASIONS OF DISCOVERY OF MOLAR PRINCIPLES BY INDIVIDUALS

Molar Principles Trial
1 2 3 4 5 6 7 8 Totals
1 2 2
2 5 5
3 4 1 5
4 1 1 2
5 2 1 1 4
6 1 1 1 3
Totals 15 3 2 1 21

All of the molar principles which were discovered were discovered
in the first four trials. 75% of the discoveries took place in the
first trial. The principles discovered most frequently were #2 and

#3.

TABLE VI

OCCASIONS OF DISCOVERY OF MOLECULAR PRINCIPLES BY INDIVIDUALS

Molecular
Principles Trial
1 2 3 4 5 6 7 8 Totals
7 3 3
8 1 1
9 1 2 3
10 2 2
Totals 6 2 » 1 9

The most frequently discovered principles were #7 and #9.
897% of the molecular principles were discovered in the first two

trials.
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1F7ES BY INDIVIDUAZLS

trinciple Nc. cof times
discovered

A Al words in sentences 2

2 ssntences in situaticns 5

3. Contrel of sequence 5

4. Fointing-naming patterns 2

5. Pcinting-naming-quaiifying 4
patterns

6. Fointing-naming-qualifying- 3
lccating patterns

7 Centrol of number of 3
letters

8 (centrol of kinds of letters 1

6. Centrel of number of words 3

0, vontrel of kind of words 2




The next task of analysis was to establish criteria feor making
judgmsnts in the assignment of vari:sus functicns undertzken by
utterance: in comprehending. The schema for comprehending designed
bv 1.s. Richards (1957} served &3 a bzziz fcr the coverall anaiysis.
The criteria established follcwed basicaiiv from his seven varie-
ties ¢f werk or dimensions for ccemparing meanings.

i indicating - this implies an utterance pcinting to, salecting
cor identifying.

2. Chzracterizing - this implies saying scrething abcut that which
is indicated.

3. Realizing - this implies coming aiive to, waking up tc. be-
coming aware of.

4. Valuing -~ implies caring abcut.

Influencing - this implies changing ¢r preserving uncharged.

6. Controlling - this implies mar:ging, directing and administering
itself.
7, FPurpcsing - this implies mcving on.

Theze wvarieties of werk have no fixazd tempcral order, relaticn-
ship or pricrity. They continuzlly wvary their interrelationship
throughcut the period of a discourse. Ths - lements appear tc derive
their poewers from each other at the same time exerting control over
emach rther. Richard's diagram {p.<6 ; is here reprcduced with cne
change: the time dimension cf disccurse is represented by the third
dirernsicn. The diagram represents thw on-geing. interrelatirg. nen-

sequential nature of the seven wvarietics of work.

Figure 1.

Time —=———

l.Indicating 7.Purposing
z.Characterizing
3.Realizing

4.vValuing

3.{nfluencing

6.Contolling
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The way in which judgments were made is demonstrated in two
examples from the tape recorded data. The same vector notation was

employed as in Table IX.

Example 1.

2.1.1. "Well, I think a child lcoking at this would prcbably
draw some conclusions as to the nature of everything,
being that pictures are there; that anything that we
see or draw can be written or printed in letters.

The different combinations of letters and repeating
the letters quite often let the child ... help the
child to realize that one letter can be used in many
different ways."

Analysis of Example 1.

Respect #1. (Indicating) This subject selected a child, an activity,
pictures and letters.

Respect #2. (Characterizing) The subject suggested that children
look at pictures, and written letters; that words are made
up of letters in combination; that letters are repeated and
used in different ways.

Respect #3. (Realizing) This subject realized that children engage
in the activity of drawing conclusions and that one of the
conclusions is that things can be represented by written
speech. The subject also realized that the activity of ccn-
cluding is related to discriminating combinaticns of letters
and that the repetition of letters plays a part in this dis-
criminating.

Respect #4. (Valuing) This subject believes that the activit: of
designing and presenting pictures and written material in
combinations by repetition helps children te learn to read.

Respect #5. (Influencing) Not evident at this point.

Respect #6. (Controlling) This respect is cnly beginning tc appear
since it involves the relationship between other respects.
However, the initial indicating is significantly reiated tc
the realizing by the characterizing that controlling can be
judged to be operating.

Respect #7. (Purposing) 1Is evident in the tctal activity and beccmes
more evident in succeeding utterances, since purposing is

evidenced over time.
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Example 2.

6.1.1. "You're presenting a basic sentence: 'This is a' or
"This is' or 'This', and providing visual reinforce-
ment, to help the child to find out exactly what it
is. The first is a 'man'. The second is 'hat'. Un-
doubtedly the child should recognize it if he has
ever seen one."

Analysis of Example 2.

Respect #1. (Indicating) The subject is speaking about you, (the
designer), an activity of presenting sentences, pictures
and a child.

Respect #2. (Characterizing) The subject says that 'the sentence
is basic', 'the pictures are visual and related to written
words', 'the activity is helpful', the child is trying to
relate and find meaning.

Respect #3. (Realizing) The subject realized that the material is
organized in a purposeful sequence, that the activity of
designing invites the activity of the learner who relates
written to visual symbols. There was a partial realizing
of the pointing-naming function of language reflected in
his recognition of the importance of 'this'.

Respect #4. (Valuing) The valuing was nct clear. If the child has
seen a man and a hat then he would be able teo relate and
would be helped. It might be called a qualified valuing.

Respect #5. (Influencing) Not yet evident.

Respect #6. ({Controlling) Is evident as above in the relationships
between 1, 2 and 3.

Respect #7. (Purposing) Requires further time to be evidenced.

With this process established, the next step was tc analyse the
data in such a fashion that the develcpment of the comprehending

activity in both individuals and the group could be compared.

.
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ANALYSIS OF INDIVIDUAL COMPREHENDING

Trial #1

The initial indicating of all of the individuals was relatively
similar. All the individuals paid attenticn to the molecular ele-
ments, the words, letters and pictures on the presentation cards.
The differences in indicating lay chiefly in the recognition of the
designer and/or children engaged in the activity of learning toc read.

This indicating came out in such utterances as:

6.1.1. "You're presenting a basic sentence ...."
2.1.1. “"A child looking at this would ...."

3.1.1. "The organization of words in a sequence ...."
5.1.1. "The pictures get it acress to the child ...."
1.1.1. "The pictures help put across the words ...."

Where the indicating did include this recognition, the character-
izing consisted of speaking about the activities: '"Pictures relate",
"pictures get across'", "words and objects are related", "words are
repeated", "words are combined" etc. Where the recogniticn cf active
ity did not appear in the indicating, the characterizing was res-
tricted to describing the ways in which letters and words wers grcuped
in words and sentences.

While the majority paid attention in indicating and character-
izing to the design of the material and to the learner, they did nct
all pay attention to both. The realizing of thuszs who paid attenticn
to cne or the other or both was different.

Where the indicating included the referent peint of design and
characterizing emphasized repeating, combining and relating, realiz-
ing emphasized sequence and reinforcement. Individuals. for example,
realized the following principles invelved in the design:

1.1.5. ""Again the sentences are reinforced by the pictures.”

3.1.7. "Each step that is taken from first to last is a con-
tinued process."

Indicating thus included the referent points cf design and chil-
dren. Characterizing emphasized repeating, combining, helping and

discriminating. Realizing included references t: the way in which the
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design affected the child's learning. Fcr example:

2.1.2. "Using the same letters, the child has to learn to
recognize the letter next tc the different letter."

2.1.3, "If the child has mastered the other two then he wouldn't
have a problem because he has learned to discriminate."

In these examples it can be seen that the early emphasis in
indicating of letters persisted all the way through, and while realiz-
ing develcoped, it was restricted and limited by indicating.

When valuing was considered by the zubjects, some clear differ-
ences in comprehending became apparent. Whiere there was nc indicat-
ing which included the relating of design to children learning,
there was an almost complete absence of valuing. For example:

2.1.3. "If the child has mastered the other twce then he would
have no problem with this."

5.1.2. "It follows a sequence; if they get this one they
shouldn't have very much trouble with the next."

When influencing was present, the same differences in compre-
hending appeared. The individuals who considered that the dezign
would affect the child's learning, were the cniy cnes whe offered
suggestions about changing the material. In thes cther cases little
or no valuing and influencing appeared until later trials.

Controlling began to be evident in the first trial. At this
time the initial cheices in indicating scemed determinative. Charac-
terizing, while it served indicating, wenuld appear to be determired
by the content of the indicating. This is west evident in the
differences between individuals. Tre a=signed te:k was to discover
the principles employed in the design of materials. Where the initial
indicating was limited to the molecular elements of the material, the
characterizing was also limited to the relaticn between thess ele-
ments. Within this limitation, bowever, the characterizing operated

~d realizing developed with particular concern f.r the patterns and
relatiocns between elements.

Where individuals included in initial indicating such elements
as the learner, the learning task and the designer, then characteriz-
ing was different and realizing alsc. While the rature of contrcll-
ing was evident in the ways in which characterizing and indicating fed

forward intc realizing and then realizing back intc further indicating,

\
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the managing of its own affairs was largely internal. 1In this con-
trolling some persons seemed able to move more rapidly than others.
Where the patterns, the repeating, combining and relating could be
named as reinforcement; where the activity of the learner could be
named as comparing, discriminating, contrasting and relating; in

these cases realizing fed back more rapidly into increased indicating
and further characterizing. This process tended to be seen in lengthy
utterances. One short sample serves tc illustrate:

6.1.1, "You're presenting a basic sentence ... prcviding
visual reinforcement, to help the child find out...."

-

x

In this part of the utterance, indicating included "you", a sen-
tence, a picture (implied) and a child. Characterizing included
presenting, providing, finding out. Realizing included recognition
of process in design and in the child's activity.

6.1.1. (cont'd) "Then the idea is to say 'this hat' and make
a reference to a previous statement which you have
made ... You refer back by saying 'this hat is his
hat' ... and then the important word is 'his' which
shows possession."

The characterizing of the earlier part which included presenting and
providing (the designer) and finding out (the learner) was fed for-
ward and is implied in the latter part of the utterance. The reali-
zing included recognition of the process. This realizing fed back
into the indicating which included such things as '"the idea is",
"make a reference to'" and '"refer back”. The subject realized the
structuring nature of language implied ir the word "his". The point-
ing-naming-characterizing function of language w3s realized impli-
citly.

In the latter part of trial #l it became more evident in the
indicating process that the individuals were paying attention to the
cverall process of learning to read. A majorityv of the subjects
included in their indicating that the c¢hild was comparing, contrast-
ing and discriminating. A few examples illustrate this:

1.1.8. "The child without being tcld, shculd be able to see
or figure out for himself that 'it' is taking the
place of 'this hand'.

5.1.6. "It's the man's head that would make 'his' easier.
'Head' and 'hand' ... they would get the similarity
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between each: 'hand' and 'head' - the last letters
are the same."

The two subjects who did not do this were those who had already dev-
eloped a pattern of utterance which was employed in every presenta-

tion. For example:

4.1.5. "All the letters to make each of the words."

4.1.6. "And the letters required toc make 'head'."

4.1.7. "The same letters, nothing new is introduced."

4.1.8. "The letters are all required to make up the words."

4.1.9. "No new letters added, no additional letters that are
not used in the words."

3.1.4. "You've now introduced 'hat' and 'hand'."

3.1.6. "All you're introducing here is a new word."

3.1.7. "You're introducing a new concept for head."

In this first trial patterns and strategies began to develop. Ini-
tial indicating was largely determinative, but realizing fed back

into increased indicating.

Trial #2

The first significant development in this trial can be seen in
the different strategies employed by subjects to begin the trial.
Half of them started from the beginning and half went through the
cards to begin where they had left off. The three who started at
the beginning followed an indicating pattern which was remarkably
similar to the beginning of Trial #1. 4as illustrated abcve they
developed patterns of indicating. In one case the pattern was simi-
lar for each presentation. In another case the pattern was similar
for each trial. 1In this case each time a particular card was viewed,
the indicating was similar to that in the previcus trial. Fc¢r one
individual there was very little characterizing at all. The material
an each card was read aloud and followed by comments abcut the new
words, new letters or new pictures intrcduced or the absence of any-
thing new. For example:

4.2.5. "Again the man, his hat, his hand. All the letters
to make each of the words."

4.2.6. "Again the man with his hand and his head and the new
letter required to make head."
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In the second case there was increased characterizing largely de-

voted to what the designer was doing. For example:

3.2.1. "We're still trying to introduce the simple sentence."
3.2.2. "You're relating hat to the visual picture.”

3.2.3. "You're abstracting hand to a pronoun 'it'."

3.2.4. "You're using a demonstrative pronoun."

The realizing in this case was related to the material as language
curriculum. Increasingly this subject became concerned with grammar
and phonetics. For example:

3.2.5. "Here you're using the demonstrative proncun 'this'
to refer to different objects ... the phonetic sound
'and' is being used in two words."

3.2.11. "A new type of pronoun ... and a synonym for man.
Also you're introducing 'seat' as a noun."

The third person who started at the beginning showed a significant
change in indicating. For example:

6.2.1. "If T was to use these cards to teach a student in
grade one to read and to use this as a sort of pro-
grammed instruction ..."

For the first time a subject noted himself as a form of indicating.
His indicating also included the material. &Ke characterized the
organization of material as programmed instruction and himself as a
person engaged in teaching. The remainder =f the trial then involved
speculation about what he would do and the possible reaction of the
students. The emphasis was placed upen influencing. There was feed-
back to realizing when the subject indicated the activity which the
teacher had invited the child to perform. For example:

8.2.1. "The kids can pick things out ir their environment i
and name them and maybe after yvou have them name it i
the ideal thing is to have them write it in some
fashion." :

The subiect implicitly realized the pointing-naming functien of lan-
guage and the fact that reading involves the recognition of relation-
ship between the verbal and the written.

The other half of the individuals began tc view the cards where
they had left off in the previous trial. Their indicating tcck up
where they had left off. At this point, while they indicated the

elements of the material, the words, sentences and pictures, they
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also indicated the patterns and sequence. Their characterizing in-
cluded the activity of designer and learner. For example:
5.2.9. "There's very few letters to differentiate between."

2.2.15. "You're going through the same process now as you did
with the other words, as they were introduced. Like
"this is an arm' and 'this is an arm', repeating it.
Beginning always with something the child can read
already."

1.2.12. '"Here we introduce a number of new words, but they are
all pertaining to the body and they are all familiar
to the child.”

The realizing developed as indicated above, and a common phenomenon
was the development of language to express the realizing. Where the
individual could label a process or an activity the realizing became
clear. 1In this trial the individuals tried cut a number of different
ways of expressing what they had realized about the control of se-
quence, control of input and general control of changes. Little

success was achieved but the process was evident. For example:

1.2.10, "There's no introduction of new vowels."
1.2.11. "There's not actually any new letters."
1.2.12. "They introduce a number of new words ... they are

all familiar."

1.2.14. "So far the only verb they've had is 'is'."

1.2.15. "Still have no new letters."

1.2.18. "The cards only try to introduce cne concept at a
time."

2.2.6, "You put a head, but you didn't put any eyes or a

mouth, probably because when they lock at it they
would say 'head' without saying ‘face'."

2.2.9. "There's very few letters to differentiate between."

There was still very little of what might be called valuing,
but where it occurred it was in relation tc the effect of design on
the learner. For example:

5.2.12. "The arrows would help."

5.2.10. "I imagine the children could help each other."

2.2.18. "(The child) would probably get very excited about
being able to read.

Influencing appeared in the same relationship. The individuals
suggested some changes where the material did nct seem tc them to do

the job. It was largely related to small details. For example:
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1.2.17. "The diagram would not be clear to a child.
The arrows are confusing."

In this trial cverall strategy patterns developed. In scme
cases strategies develcped into almost rigid formulae. Realizing of
molar patterns and processes involved in materials and in the prccess

of learning fed back intc indicating and increased realizing.

Trial #3

It became apparent at the beginning «f this trial that the
strategy patterns developing in the first two trials were relatively
well established. 1In some cases rigidity was apparent.

In the case of the individual who had developed a strategy
pattern for each presentation card, there was an almcst complete ab-
sence of characterizing, realizing, valuing and influencing. 1In this
case each trial started with card ocne, regardiess of whether the pre-
vious trial had been completed. The sentences were first read; input
of letters and words was noted. The time of viewing was short.

In the case of the individual who develcped a strategy pattern
for each trial rather than for each card, there develcped a check
list of items. The earlier pattern of concern feor grammar and phone-
tics continuaed. The indicating was predominantly mclecular. The
words, sentences and pictures were dominant items. In the character-
izing some labelling develcped as this individual begar to name the
functions of each card. For example: |

3.3.1. "Tiiis is establishing wvisual
ducing possessives ... phonetic s

tips .., intro-

rde introduced."”

3.3.2. "This shows the relaticnship betwesn a sentence and v
the visual meaning of the =zentence " ;

This summarizing appeared to be realizing, but its repetiti o v the

eccme indicating.

s

occasion of each trial suggested that resiizing had
there was little valuing and ne sign cof infiusncing ir these utier-
arces.

Just as Trial #3 in some cases revealed devslopment of patterns,
it alsc revealed certain breaks in pattern. For one individusl there

was ail increase in valuing and influencing. For example:

5.3.9. "} think repetition ¢f the sentences cver
at least adding cne sentencs to ancther
for them to read."
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5.3.11. "I don't know why they put 'seat' instead cf 'chair'.,"
5.3.13. "I don't know if they would recognize that as a seat."
5.3.14. "The ear is very clear, but the hair ... I think that

would be confusing."
Two individuals continued indicating as a procedure for relating
design to learner. In both cases the earlier indicating had changed

to include previous realizing. For example:

2.3.1. "The child is seeing the first relaticnship between
printed symbols and actual things."

2.3.2. "The repetition of letters ... sticking to the parts of
the man ... he can sort of keep things organized."

2.3.7. "Here it's just reinforcing the new word he had pre-
viously."

In the utterances of both of these individuals, ccntrolling
appears relative tc the development of concepts. Realizing was fed
back into indicating and characterizing. The ccntrclling was somewhat
determined by previous indicating, and yet the ocutcomes of indicating
and characterizing through realizing led to further indicating and
characterizing.

One individual further developed in his indicating the aspect
of self. The point of reference appeared to be the prcijection of self
as teacher into the active use of the material in teaching. In Trial
#3 this individual increased the time spent in viewing cards number
one and two. In all, fourteen minutes were spent in viewing them
simultaneously. It appeared to be something in the rature ¢f a summa-
tion. The indicating included such procegses as holding parts cen-
stant while change was introduced, sequence of growth, development
of process, building upon knowledge and wcrking from the genersi te
the particular. The realizing ranged from recognition that the child
engages in activity himself, to the work o¢f the material design and
the teacher. This individual was the only cne tc openly questicn
what he was doing and what he was trying to do.

This trial saw the further development of strategy patterns on
the part of some persons. It saw the shift of cther persons to
summarizing. It appeared that persons perceived the end cf the task

was at hand. This perception was largely unconscious.
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Trial #4

During this trial strategy patterns develcped further. Individual
number 1 continued to explore the material in sequence, New indicating
and characterizing appeared and new realizing. Valuing and influencing
remained minimal. Individual number 2 appeared tc have completed the task
and a measure of boredom was apparent in behavicur. Long pauses and hesi-
tations appeared. Valuing and influencing of a negative order began to
occur with increased frequency. Individuals 3 and 4 continued to empley
their highly developed pattern. Individual number 5 appeared to have com-—
pleted the task and desultory skimming of material began to be evident.
Individual number 6 continued to explore in a somewhat detailed fashion,
The strategy of putting self into the role of teacher employing the mater=

ial continued.

Trial #5

From this point to the end of trial #8, very little new indicating,
characterizing or realizing took place. There was an increase in valuing
and influencing. Skimming and skipping became more evident. Some persons
became restless with the task. Others develcped patterns which might

almost be called rituals,

SUMMARY OF INDIVIDUAL COMFREHENTING

All of the individuals empicyed language strategiles in making their
discoveries. These appeared in the earliest trials. The first signs
appeared in the indicating. Individuals included in their initial
indicating a variety of content and orientation. Scme were concerned with
the molecular eiements, the material itself. CQthers included a variety

of removals, for example, children, teachers, and the material designer.
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Others included grammatical elements, phconetics and vccabulary. As

characterizing developed and realizing appeared, centrciling was evidenced.

This appeared in the form of various testing procedures; ccmparing, con-
trasting and retrial. The indicating-characterizing-realizing interaction
produced, in the early stages, discoveries relative tc its effective
operation,

The development of realizing was closely linked tc¢ a summarizing,
labelling activity, for example, persons emplcyed the labels sequence and
reinforcement. These fed forward into increasing realizing. In scme
cases, however, the summarizing and labelling was really the develcpment
of jargon. This became evident when the jargon was merely repeated and
did not lead to further productive discoveries.

Controlling appeared in the form of strategy patterns. These were,
in their beginnings, means of testing and speculating. They were produc-
tive in various degrees, but it appeared early in the trials that the con-
trolling operated in two ways. It operated by means of combining, com-
paring and contrasting to produce new insights. It also operated as a
check. This was evident in the repetiticn cf patterns over and cver with-
out productive results. By the end of trial #4 in almost every individ-
ual's utterances, there was apparent a strategyv pattern. 1Its breadth was
largely determined from the beginning by the early interaction between
indicating, characterizing and realizing.

Valuing and influencing played a relatively small part in the early
trials. As valuing and influencing became increasingly evident, contrcll-
ing became apparent in the development c¢f strategy patterns. Perscns
appeared to reach the end of their task without realizing it, and at that

point valuing and influencing became mcre evident.

ANALYSIS OF GROUP COMPREHENDING

Indicating began in much the same way as it did with the indiwiduals,
It included words, sentences, the chiid learning to read and the design
of the material. 1In the beginning the utterances incorporated indicating,
characterizing, realizing and valuing in the same utterance. For example:

G.l.1. (They) '"Read sentences the same way as they mcre or less
think and why should they learn just c¢ne wecrd in isclaticn.
Possibly this is better to learn a whole group cf werds."
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The utterance not only performed a variety of work, but the direction in
which it was aimed was towards the rest of the group and was met by an
immediate response of valuing.

G.1l.1, "That's true because ..."

Further indicating of pictures and of the activity of the learner fcl-
lowed this. This valuing was then challenged by another individual who
questione d whether the nature of the design would enable the learner to
relate the pictures to the written material. The challenge was not taken
up and the next contribution was a further characteristic of indicating
which included the alphabetical ordering of the letters at the bottom.
This was not taken up by the rest of the group.

The next indicating was concerned with the relationship of learner
to design. The teacher was indicated as an important part of the relation-
ship.

It was clear in the first interaction that persons were paying atten-
tion to each other as well as to the material. This appears in the crgani-
zation of indicating, characterizing, realizing and valuing, into eviden-
tial argument. This evidential argument was marked by the use of the
interrogative as well as the indicative mode and by a somewhat tentative
offering of opinion in some cases. This appears in such prefaces as "I
think'", "I see', "That's true", "I still say".

As the trial progressed, the individuals not only continued to pay
attention to their own previous indicating and continued tc develcp their
arguments, but the earlier supportive and challenging relaticnships dev-
eloped.

When the group had had an opportunity to see several cards, the
indicating began to turn to similarities and differences between cards.
Persons began to pay more attention to the material. The previcus indica-
ting began to be characterized in greater detail. This was acccmpanied
by a decrease in valuing and an increase in realizing. Here is a szmple
of a joint discovery:

G.1.3. "They're in alphabetical order, aren't they?
"Yeah, they are."
"See, they're spaced."
"Right."
"Hey, we're learning."

While this discovery was explored a little further by increased character-
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izing, the valuing shortly increased when the purpcse of the alphabetical

ordering was questioned.

Trial #2
The initial indicating in this trial was related tc the bottom line
on each of the cards.

G.2.1. "I got to thinking about the 'st' at the bottom of this
card."

What followed indicated that this person had not realized the alphabetical
ordering of this line, although it had been discovered in the previous
trial. The reply to the implied query in her utterance was a reference

to this alphabetical ordering. However, it was phrased in the form of a
tentative question.

G.2.1. "I wonder if they're not just giving the letters of the
alphabet? TIf you'll notice all the letters at the bottom
are in the words at the top."

This characterizing indicated a partial realizing, but not sufficiently
related to the matter of alphabetical ordering tc help the person ques-
tionning. The individual who offered this tentative answer was the same
person who initiated the discovery in the previcus trial, but this suggests
that the initial discovery had little significance at the time of discov=-
ery and this person was still trying to figure cut the significance of
the alphabetical ordering.

The indicating which followed this incident, while it may be seen as
misleading, revealed the range that indicating may take in a group.

G.2.3. "What about teaching them consonants and vowels?"
The original questionner replied:

G.2.3. "Still, I was thinking of what significance the 'st' has."
The group left this card and went on.

The next indicating was the word "in'". The characterizing included
a statement that a child employing the word might thereby enable himselif
to think ahead. Several other members of the group developed the charac-
terizing by demonstrating the use of the word "in" in its locating functicn.

G.2.3. "They could guess what the word would be, you know, "where
is his hat?". It is 'in' his hand."”

In spite of a variety of characterizing, the group were unable tc make
their realizing more specific. They were unable to identify the language

function they were dealing with.
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This led, however, to a prediction that the next card would use the
"hat" in another context; "on a head". The card was turned and the
indicating was that this card instead of advancing, combined and demon-
strated possession. The card was quickly passed cver and the fcllowing
card was examined. It was indicated that while this card dealt with the
word "in", it returned to the earliest context '"this is a man'" and really
constituted an overview and a reinforcing card.

The realizing work here increased as the indicating and character-
izing related again to the design of the material and its function. The
realizing developed as the conceptual labelling was tried out.

Immediately following this increased realizing, the indicating tcok
off in several directions. The relative size of the picture figures was
indicated and also the phonetic sounds. Among these indicatings the
activity of the teacher and the learner occurred again.

G.2.4. "In teaching it, the teacher could say 'what is this?' and
'what is this?' and the kids would reply 'this is a man'."

The indicating did not lead to an overt realization of the pointing-
naming function of language. This could have been a result of the diffi-
culty these individuals had in labelling and conceptualizing the language
functions. The continued use of examples and relevant ones at that,
suggested that these individuals realized the functions without being able
to name them,

In all of this trial so far there was little or no valuing or in-
fluencing. The individuals ceased to contend with each other. Their
indicating and characterizing increased, however.

Another round of indicating and characterizing followed relative to
the alphabetical line at the bottom. This was initiated by an individual
who had not realized the alphabetical nature in spite of several exposures
previously. The rest of the group were able to help this persecn to see the

signifi.sace of the ordering.

Trial #3

In the first utterance an individual indicated the lack of features
on the face of the stick figure. It was also indicated that this face had
been brought out in the previous trial, when such an event had not actually

occurred. Either this individual thought about it between discussicns or
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discussed it with someone else, or thought about it in the previous trial
and said nothing at the time. In raising the point, the indicator ques-
tioned the reasons for the omission. A second individual picked up the
point and noticed the lack of fingernails on the drawing cf the hand. The
rest of the group tackled this question. The first indicating included
the lack of color, the lack of other pictures etc. Then the discussion
was brought back. Another individual reminded the group that it was the
""head" they were talking about, and the child looking at the head might

be confused by the features and call it a face instead of a head.

G.3.6. "That's a good point. It would be distracting."

It is significant that the initial questionner was here helped by the
indicating and characterizing of others to a new realizing.

Attention returned to the alphabet. A lengthy discussion of the
purpose of teaching the alphabet followed. This discussion was marked
chiefly by a lessening of indicating and realizing, a sharp increase in
valuing and a decrease in realizing. It was concluded by the suggestion
that the group was getting off the subject.

What followed was desultory indicating and characterizing relative to |
the activity of the designer. A number of labels were emplcyed here such
as "another reinforcement'", '"just showing possession" and "pcssession'.

Then a card with a change in input occurred. This change was noted
in the indicating. Very little characterizing occurred before a valuing
discussion followed. This discussion was marked by the tendency ¢f some
persons to take up sides. On several cccasions cther members indicated

and characterized, but the valuing seemed to override.

Trial #4

Indicating began with the number of letters, the limited number cf
words and the form of the sentences. Suddenly the valuing began again
and resulted in a rather sharp argument between twc individuals. When
this ended, a short period of indicating fcllowed relating to the dis-
criminating, comparing and contrasting activities of a child. This led to
a heated discussion. This time the other members of the group began to
participate, not taking sides, but attempting to indicate and characterize.
While the pair continued their argument, they were at the same time affec-

ted by the rest of the discussion. The indicatings were inccrporated inte

~
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their arguments and their differences were more easily resolved.

Trial #5

While the tendency to discuss continued, the valuing lessened as the
other members began to disregard the contentious perscns. Indicating and
characterizing increased and with it the work of realizing. The indicat-
ing turned again to the child reading and to the nature of the design of
the material. This was the time of greatest realizing in all the trials.
The group realized the sequencing pattern, the control of input both in
quantity and quality, the control of confusable letters, the lack of
opportunity for distraction and error on the part of the reader. The
child was recognized as actively reading, as relating written notation
to speech.

Where valuing occurred it was petty, and largely related to the meno-

tony of diet and what was entitled "phonetic ccnfusion'.

Trial #6

Up to this point the group had begun each trial where they left off.

In this trial the total sequence was completed. The indicating coentinued
to centre around the child reading. There were several productive dis-
cussions about the activity of children and the way in which the design
of the material would help or hinder this activity. Several characteris-
tics of the child's activity were considered including comparing, con-
trasting, and self-correcting. The contrcl of smbiguity in the materials
was emphasized.

The tendency to valuing continued in the arguing of two members., An
interesting phenomena occurred. Other members kept coming intc the argu-

ment with comments related to the activity cf the learner. |

G.6.20. "We're teaching the child tc read zren’'t wei?"

G.6.20, "It's easier for them to understand with the psttern."
G.6.20. "The child has learned to speak first."

G.6.20. "They already speak a language."

During this trial the members paid little attention tc the contentious
activity, refused to take sides and did not challenge. They increased

their indicating, characterizing and realizing.
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Trial #7

The group began at the first of the cards for a second time.
During this trial they viewed cards simultaneocusly and spent the longest
time on a single presentation card of any of the trials, almost nine
minutes. There was very little new discovery, but several discussions
amplified and clarified previous realizing. As the realizing was con-
firmed and as fewer fresh inputs of indicating occurred, the tendency to
valuing and influencing began to grow. From this point to the end of
trial #8 it was a matter of desultory comment full of valuing and

influencing.

Trial #8
The group ranged around the cards, viewing some simultaneously ex-
ploring small points in greater detail, holding little discussions but

not excited and not contending.

SUMMARY OF GROUP COMPREHENDING

From the beginning of the trials there was a wide range cf work per-

formed by the utterances of the group. 1Indicating, characterizing, reali-

zing, valuing and influencing appeared in close ccnjunction. This was
reflected in the way persons addressed their utterances tc cther members

of the group. They gave opinions, expressed tentstive theories, asked
questions, both real and hypothetical, and on occasicns cffered challenges
to each other., At this time there appeared a high incidence of valuing and
influencing in the utterances. A variety of relaticnships developed be-
tween members and it was possible to see persons testing cut strategies

for themselves.

As the early trials progressed, persons pursued their own strategies;
testing and comparing. At times their indicating, characterizing and
realizing were picked up by other members who in turn extended the range
of indi.ating, contributed to the characterizing and joined them in a
simultanecus realizing. Other persons seemed able to go c¢n with their cwn
thoughts at the same time as these little discussicns, arguments and
interchanges were taking place.

Some persons, who appeared to have missed out con earlier discoveries,
asked questions later. On these occasions group members increased their

indicating and characterizing and helped the questionner to make the dis-
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covery. During these occasions there was often an increase in the
realizing of the helping person.

As the trials progressed, individuals brought up points from pre-
vious occasions. This suggested that they were comparing and contrast-
ing what had gone before with what came later. On occasions persons
attempted to predict what would follow and engaged others in the group
in the speculation. There was ample evidence of persons being conscious
of the sequential, developing nature of the material relative to their

own comprehending as well as relative to the child beginning reading.

On occasions the indicating and characterizing led off into particular

areas of concern to individuals. On occasions the group would ignore the
opportunity; at other times there would be a challenge and a discussion.
The remainder of the group would sometimes suggest moving on or try to
sum up the discussion or even join in the argument. There were times
when members simply indicated strongly that the discussion was off the
track in their opinion. The increase in valuing on these occasions was
evident. 1In later trials, the valuing decreased as indicating, character-
izing and realizing increased. This was accompanied by longer discussions
with more participation. Persons seemed able to enter in when the
challenging and valuing decreased. On these occasions persons contributed
insights of their own from previous occasions and recailed the insights
of others. While these occasions occurred in the middle trials and were
not the first times when persons were judged to have discovered princirles,
they were occasions for helping others to share discoveries and to amplify
by increased comparing and contrasting, the discoveries alreadyv made.

When the group had viewed all of the presentation cards, there was
a significant move towards review and summation. At times this took the
form of polling the opinions of group members. During the review, per-
sons paid more attention to the molecular elements of the instructional
design. They began to count, to review and compare cther cards and gener-
ally prepare to complete the task. During this period a number of exten-
sions of discovery were evidenced.

Throughout the trials there was a movement towards cooperation
evidenced in the group. Although challenging continued to the end, it
had reached its peak earlier and was disappearing. Persons not engaged

in challenging behaviour showed signs of by-passing and making discoveries




-54-

in spite of others. There was evidence that persons tcok account cf each
other's strategies and related to each other in a variety of ways. These
relationships changed during the course of the trials. Persons were able
to recognize when they were moving away on a tangent and were able to
express their recognition by laughing at themselves. When they pressed

their point too hard they knew it.
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CHAFTER V

DISCUSSION CF QUTCOMES

Procedures

This study was an attempt to cpen up for cbservation and examina-
tien the precess of student teachers engaged in the activity of com~-
prehending instructicnal design. Frcm the thinking aloud of persons
engaged in the activitv of comprehending it was possible to cbtain
mere than the preduct of their theught. It was possible to get a
great deal of sequentiallyv linked behaviour which could in turn be
interpreted by cther perscns. The basic design of the study entailed
an examination of the process of comprehending in a sccial context.
Towards this end a ccomparison was made between individuals and indiv-
iduals together engaged in comprehending the same instructional
design,

The procedures followed had several underlying purposes. The
first was to provide as wholistic a ccntext for comprehending as
possible. Persons were given a task and occasions to engage in the
carrying out of the task. The second was to exercise a minimum of
control over the activitv s¢ that the persons engaged were observed
by a non-participating cbserver. The third purpose was to maximize
the observable, repertable behaviour in order that meaningful com-
parisons and contrasts might be made and the conditicns of compre-
hending might thus be studied

To satisfy these requirements student teachers with an interest
in instruction as it pertained to children beginning the study of
reading were chosen. The instructional material was chosen because
its principles of design, its carefully sequenced and ordered con-
trol would facilitste cbservaticon and examination. Such preocedures
grew directly from those employed by Denaldson (1963) and MacKinnon
(1959).

Donaldson (1963), in her study of children sclving mathematical
problems, was concerned with the difficulties which children en-
countered in the process c¢f solving them. She gave individual chil-
dreﬁ five different types c¢f problems and invited them to think aloud

as they worked. Fach of the different types of problems was first

|
!
|
|
i
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analysed according to the nature cf the prcblem., For example, the
matching problem contained five variables: a) the content,

b) the number of objects, c) the type of representation, i.e. the
nature of the objects physicallyv presented or pictorially represented,
d) the manner of presenting information, e} the way in which the task
was described.

Comparizons were made of the "errors'" made by the children.
These were nct mistakes made in the answers to the problems, but
errors made in reaching the answers Three categories of errors
were established: a} arbitrary, b) structural, c¢) executive.

The present study set conly cne problem for all the persons in-
volved. The social context was varied. Some persons tried to dis-
cover the principles of the instructional design as individuals and
some tried in the context of a group. The principles cf the instruc-
tional design were analysed and ten principles were established. The
performances of the individuals were then compared with each other
and those of the individuals were ccmpared with the group. The com-
parisons were first made in terms of the number and occasions cf dis-
covery. The detailed analysis of process was done in terms of
Richards' (1957} sever dimensicns or respects of comprehending. The
ways in which the persons handled their problems through their spcken
language was compared in this way.

The present study differed from that c¢f Donaldson in the type of
problem employed. This difference was nct sc evident in the measure-
ment analysis as in the analysis of the process. Donaldson's study
involved compariscn of perscns sclving a variety of problems. This
study was concerned with comparisons of individuals with individuals
together, given cne similar task. While she maintained that the
types of errcrs, as related to the types of prcblems, were evidence
for interpreting the process cf problem sclving, this study suggests
that the ways in which perscns' language functions within a social
context must be ccnsidered when interpreting the process of compre-
hending.

What appeared to be mest similar in the twe studies was the way
in which the procedures allcwed for compariscons in a total context.

The relation between the errors and the occasicns when the errors
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occurred was very similar. There was also a similarity in relation-
ship between the work performed by utterances and the occasion of
utterances. In other words, the procedures of both studies were
concerned with comparing what came before, what occurred with and what
fecllowed and similar results were found,

While the children in Donaldscn's study were engaged in taking
account of a variety of informaticn related to their problem and in
making comparisons and contrasts, the student teachers in the present
study were actively engaged in taking account of a variety of informa-
tion relative to their task, and were engaged in the activity of com-
paring and ccntrasting. The children had to take into account the
different types of problems, while the student teachers had to work
within the different social contexts. As individuals this meant
taking account of instructicnal design, children learning tc read,
teachers and a variety of elements not present., The individuals
together had tc take intc acccunt these and the other perscons who
were sharing in the activity.

Donaldseon maintains that her study could enable designers of
intelligence tests to determine not only what questions caused chil-
dren to make wmistakss but alsc to snable testers to find out how the
children went about =0lving the problems and committing the errors.
The present studv sugpests that the same wental and social operations
can enable persons, for example teachers, to discover what they are

doing in comprehending and hew they engage in the activity.

Process

When the evidence of process as revealed in the present study
was compared to the evidence of Donaldsen’s study, several things
become apparent. For example, what Donaldson termed "errors' had
their counterparts in this study. FHer children were given a task and
information necessary for the solving of the problem. They committed
arbitrary errors. They often went beyond the given information and
added informaticn. For example, some children appealed to real life
experience. Opn occasion they ignored part of the information and
acted upon the remainder. She discovered that the tendency to commit
arbitrary errors was in part related to the types of problems. For

example, arbitrarv errors were more evident in problems invelving
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persons than in problems involving numbers.

In the present study persons were given a task and certain
information, i.e. the instructional design. Other information re-
lated to the task was quickly introduced. How children were taught
to read in school was discussed; how designers cecnstructed materials
was explored, etc. As the student teachers engaged in their task of
discovering the principles of design they combined, contrasted and
compared with a variety of information. They were faced, as the
children were, with control in all of these activities. The ways in
which they exercised control was evident throughout their thinking
aloud.

The control of comprehending was shown in the variety of
"indicating'". Some individuals included in their indicating the design
elements: children, teachers and the designer. Others were limited
to the design itself. 1In the case of individuals working together,
the indicating was significantly different. Each individual made
his own contribution. In taking account of each other in the social
context, the indicating of one person ccntributed to others. Not
only was there greater breadth of indicating, but the way and the
occasions in which additional indicating was made were significantly
different. Indicating, which was frequently triggered off by realiz-
ing, quite often came about as cne perscn remembered and associated
what was said at the time with something that had been said pre-
viously.

At the same time it was evident that both individuals and group
members were distracted and ccnfused by increased indicating. In
these cases there was evidence of "errors" similar to the arbitrary
errors found by Donaldson. Here the persons in the group were some-
what more likely to be challenged and to have the matter discussed
than were individuals likely to challenge their own "errors".

In this regard, it was evident that arbitrary error had its
counterpart in perscns placing greater emphasis on certain informa-
tion and failing to consider other elements. For example, perscns
who placed great emphasis on the actions of teachers, who included in
their presuppositions the necessity of having a teacher to explain,

assist and guide children in learning to read with these materials,
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sometimes failed to consider the child's powers and the possibili-
ties of other children with more experience helping each other.

The "structural errors'" of Donaldson's study had their counter-
part in the present investigation. These errors were evident when
persons were unable to grasp the implications of the instructional
design. 1t is scmewhat significant to notice in this regard that
product measurement was not very helpful. Tabulation of the discov-
eries made by individuals and by the group gave very little indica-
tion as to whether persons had grasped the overall principles of rig-
orous control employed in the material. One individual who paid
attention only tc the materials and generated no additional informa-
tion discovered only one principle. His strategy was totally fixated
and yet he came relatively closest to the discovery of the general
principle of control of error. The minute-by-minute information pro-
vided a picture c¢f what and how persons were doing and gave a better
indication as tc their grasp of the whole problem. Product measure-~
ment (in terms of number of principles attained) gave indication only
of a grasp of parts of the problem.

The fixatien of certain strategies ("executive errors'") appeared
when patterns of thcought were examined cver time. It was here that
significant compariscns were possible between individuals and the
group. It was noted in the findings that some individuals developed
patterns of viewing. For exampie, cone individual indicated the same
molecular elements in everyv presentation while another commented on
the same elements in every trial in the case of the group there
was evidence that while individuals pursued their own strategies,
these changed over time as other members took up their points or
challenged them. The pressnce of other persons. agreeing and dis-
agreeing, and the necessitv cof takipg other people into account,
tended to prevent the sam= kind of fixation of strategy.

Individuals tended to develop other patterns which might be com-
pared to executive errors. There were cases of self-removal, when
individuals put themselves intc the pcositicen and role of teacher or
child or designer. This happened in the group, but when others enter-
ed into the removal and participated either by agreeing or disagree-

ing, the patterns changed more readily.
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Individuals in their utterances tended to develop jargon. 1In
some cas2s this was useful in summation and appeared to take the form
of increased indicating. 1In other cases it appeared to be part of
the fixation of strategy. 1In the group, these short forms were
countered and questicned c¢r led to other indicating and further dis-
cussion. The demand for explanaticn and explication tended to cause
revision and sometimes rejection cof this jargoen.

When the findings were compared with those of Donaldson, it was
apparent many aspects of the comprehending process could be usefully
discussed using her analysis of errcrs. However, it was also obvious
that the difference in the degree of structure of the problems was
important. This suggests that as the structure of problems increases
in complexity, the necessity of rendering the process overt increases
and additional forms of analysis are needed beyond the study of
"errors'.

When the procedures employed in this study were compared with
those used by Richards (1938), some cbvious differences were appar-
ent. Richards tried to develcop ways of rendering overt the activitv
of students' ccmprehending. He attempted this through the analysis
of essays and written comment. Only one-shot comparisons were pos-
sible in this "proteccl" method. The study of comprehending over
time and in a variety of sccial contexts was thus quite limited.

Richards (1957) was, however, engaged in primarily speculating
about the nature of comprehending. His general speculations would
appear to have been supported in the present study. Richards
suggested that '"we must gain cur powers, from that over which we
must exercise contrel" (p.38). The evidence from this study appears
to bear out that contention.

For example, one cof the mcst difficult exercises of Richards'
schema for comprehending was the interrelating of the seven dimen-
sions or respects. Controlling was not something that an utterance
does directly by means of particular words or actions. It appeared
to do its work by varying the ratios between the other dimensions.

It was an internalized control. As a person's indicating was charac-
terized and this was attended by realizing,what followed was of

crucial importance. No rule could be set or principle of control
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enunciated, Valuing might follow or be a part of the total utter-
ance. Influencing might be implied in relation to valuing and the
rest. Controlling c¢ften appeared when that which fecllowed appeared
to have been allowed to develop. That is to say the person 'let'
himself pursue the implicaticns ¢f what came before.

MacKinnon (1959) described this activity in terms of the elicita-
tion of a natural ordering process. He attributed it in part to the
nature of the instructicnal design. The findings of this study
suggested that the instructional design was certainly influential
in doing this. 1In the early triais, persons paid more attention tc
the instructional design. In varying degrees they manifested in
their utterances a relaticonship between contrelling and being con-
trolled. Most of the discoveries occurred in the early trials. 1In
some cases these discoveries were made when viewing the first five
presentaticn cards. It was apparent that Richards' principles of
design could be identified very early; as early as the first three
cards. His contrel of input both in quantity and quality was evident.
Sequencing, movement from familiar to unfamiliar in small increments
was also evident. The design principles were based upon the overall
principle that persons require maximum possibilities of making succ-
essful choices and minimum pessibilities for error in the making of
choices. The evidence indicates that in the early stages persons
paying attention to the design experienced greatest success. As the
trials continued, the intreducticn of infermation outside the design,
the developwent of strategies and patterns and the development of a
wider frame of reference for the task increased the possibilities and
occasions of "errcr" cof all kinds.

Richards' schema for comprehending rendered just this process
overt. Where perscns tock account of extranecus information, this
was evident in the work their utterances performed. When their indi-
cating moved too far beyond the instructicnal design and where they
did not centinually test their comprehending against the design, the
possibilities for error increased measurably In this regard,
Richards' theorizing was born cut in the fact that the balance
between contrc¢lling and being contreclled shifted. The utterances

indicate that in some cases initial indicating limited realizing.
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In other cases, too much indicating limited realizing. The same was
true of characterizing. Too much characterizing wrapped up indicat-
ing so that realizing was not possible. While the paradoxical shift-
ing nature of controlling was evident, it was also evident that the
instructional design played an important part in facilitating com-
prehending.

When the comprehending process of the group was compared to the
foregoing, a number of things became evident. The relation of the
instructional design to the total nexus was different. When persens
had to take each other into account, they did not relate to the
instructional material in the same way. Persons in the group incor-
porated their indicating, characterizing etc. in utterances addressed
to each other. As was suggested in the analysis of utterances, per-
sons offered opinions, arguments, and asked questions in a tentative
fashion in early trials. Other persons developed arguments counter
to those that went before. Some persons followed their own leads and
moved away from the group, only to make contact at a later time.

While perscns paid attention to the instructional design, they
paid attention to different things. Insofar as they paid attention
to each other it was on those occasions when they found common con-
cerns in the material or in each other's thoughts. "In the initial
stages they tested ocut their cwn process as well as that of others
in the group. There were signs that persons paid little attention
to each other when they could not make any connections. When these
could be made they offered comments supportive cor contrary. Their
utterances contributed and carried on from others. Sometimes this
took the form cof additional indicating, or characterizing. Sometimes
they articulated a realizaticn arising from the thought of another
perscn, Contrelling in the group context, while it was even more
complex because of the interrelationship, was still identifiable.
Persons recalled, restated, summarized, and engaged in a variety of
relationships, both to the instructicnal design and to each other.
Over the period of the trials, a significant development in these
relationships occurred with attendant advances in comprehending.

The implications cf this study for the understanding cf the

process of comprehending are several. The difficulties in explaining
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the process are related tc knowing what is happening. This in turn
is related tc developing instruments for comparing and contrasting.

Donaldson's '"errors" and Richards' dimensicns for comparing are a

beginning. In the context of this study, these instruments reveal

that knowing what is going con is relevant to taking account of what

perscons are taking account cf . Perscons are taking acccunt of each

other, of instructional design, and of the task. This taking acc¢cunt
of is related to the work that their comprehending powers can accom-
plish. TLapguage, in this study, was obvicusly the major representa-

tion of the comprehending powers in action.

General Implications

The above considerations gererally argue for a reassessment of
research on teaching. Much cf traditional research in teaching has
focussed upon the teacher. The activity of teaching viewed from this
reference point has caused attention te be focussed upon the knew-
ledge possessed by the teacher, as well as the skills required in im-
parting and transmitting knowiedge. Some side issues have gained
prominence: teacher attitudes, perscnlaity, skills and effectivens-s
are among the aspects which have been studied at length.

Comparative and ccrrelative =studies have been undertaken which
have further develcped this emphasis. Dcmas and Tiedeman {19503},
Barr, Eustice and Noe (1955) and Brimm (1958}, for example, have
studied the relation between teacher characteristics such as intelli-
gence and teaching effectiveness., These studies have shown 1incen-
sistent relations and have raised further questions abcut the estab-
lishment of meaningful criteria for such concepts as teacher effect-
iveness. Getzels and Jackscen (1962) and Mitzel (1960) point cut the
difficulties invelved in determining the nature cf and measuring
teacher personality. They alsc suggested that the relationship of
teacher personality te teacher effectiveness has nct been determined
Teacher characteristics have also been related to measurements of
pupil achievement. Chung Phing Shin (1965) for example, cculd dis-
cover no significant difference in pupil achievement relative to the
teacher's academic record, degree, certification or years of exper

ience.
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What this present study questions is the orientation of this
research and in part the way in which it has been carried out. The
basic assumption that teaching can be abstracted and then compared
with learning in terms of the amonunt of learning which is brought about
has led to the designing ¢f many tests to measure achievement and many
experiments to rerate factors to achievement. Attendant upon this has
been the development of statistical studies employing a wide variety
of comparisons and correlations. Careful control of the experimental
process has been exercised with the result that there has developed
an artificial environment only slightly resembling the classroom
learning situation.

The present study suggests that the activity of comprehending
need not be dependent upon the presence and guidance of a teacher.

It was greatly facilitated by the nature and construction of the in-
structional design itself and was significantly different for persons
in different social contexts.

This study has suggested further that one of the important areas
for further research in teaching is that of teachers' comprehending.
Raths, Wasserman, Jonas and Rothstein, (1967), have pointed to the
lack of skill and appreciatiern on the part of teachers in the develop-
ment of children's thinking. Their study of teachers revealed that
college education had prepared them inadequatelv for appraising and
encouraging the prccesses »f thought (p.4). It would appear that many
teachers do not know what 1. taking place in their classrooms, do not
feel adequate in assesswenr of learning, and en.age largely in intui-
tive comprehending.

Such a finding is ¢onfirmed by other studies. Rugg (1951) in a
survey of college teacher~ found that thinking about teacher educa-
tion programmes was pererailv -piit between the emphasis on techniques
and methods and on subject matter. Jamrich (1954) surveyed 332
colleges engaged in the preparation of Secondary School Teachers. He
found that generzfly the sequence of preparation began with courses
and concluded with teaching practice. There seemed to be relatively
little coordinaticon between the two parts. “Seventv per cent of the
colleges included in their curricula courses in methodology.

Much of the research in teacher education has been related to
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teaching effectiveness. Major efforts have been made to establish
relationships between some measurabie factor or factors in pre-ser-
vice teacher education and some identifiable criteria for teaching
effectiveness. Other research has been of a survey nature and some
comparison of methcds and programmes. 1In most of this research the
crippling prcblem has been to develop criteria and to provide mean-
ingful reference points.

More recently there has been an emphasis on process criteria.
The climate of classrcoms was investigated by'Perkins (1950). The
critical incident analysis has been employed to study the relationship
between preparaticn facﬁors and responses to critical incidents.
There has also been a move towards systematic observation of class-
room teaching Medley and Mitzel (1963) reviewed this trend. They
peint to the best potential «f this appreoach for gaining further
understanding c¢f i(ne teaching process. They argued that this type
of research is "not a pastime for amateurs: it is a full-time occupa-
tion for technicaily competent professionals'.

It is here that this study suggests a reassessment of the empha-
§is on the teacher in teacher education. Both methodology and prac-
tice teaching tend tc emwphasize the role and behaviour of the teacher
with the subsequent distcrticn of total nexus. Setting the teacher
in the classrccm as quickly as pessible, with the emphasis on total
comprehending of the relaticnships between task and learner, would
seem to be a fruitful approach. When the student teacher is given
the opportunity tec werk with other perscns who are learning, student
teachers and students, the cpportunities for expleration of their own
learning in the centext of corprehending the learning of others would
appear to be called for

Attention paid in this tcr .l context to the ways in which design
of instruction and social interaction can function together, might be
more effective than the intrcducticon of specialists in teaching prac-
tices, curriculum desiyn, etc. 1n this regard, the primary emphasis
would be placed upcn knewing, comprehending and other process aspects.
Attention would have te be paid to knewing what is going on and to
what ought to be geing «n in bringing learning about.

Studies in group process, group dynamics, sensitivity training
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and other aspects of social interaction have developed to a high
degree in fields associated with education. Much of this develop-
ment has been carried on in the laboratory under controlled con-
ditions. Some studies have been carried out in the classroom. Again
much of the emphasis has been placed upon the importance of the
teacher as leader, as the employer of techniques and as director of
group learning. O'Hare (1964) studied teacher attitudes towards the
development of group process in elementary school. He suggested

that this is the point of reference for many teachers. This is part-
icularly evident in experiments in ability grouping. Here the criter-
ia of teaching effectiveness has led to a spate of studies relating
ability grouping to acadewic achievement, changes in grades, student
responses and many other factors. An eight-year longitudinal study
reported by Tobin (1965} included in its general findings the state-
ment that "ability grouping can be a vehicle for increased achievement
if proper educational environment is provided'.

This study suggests that the importance of group interaction lies
more in the area cof qualitative change rather than quantitative pro-
ducts. Persons learn to take account of each other, to help each
other through mutual comparing and contrasting. One of the important
values may well be the way in which persons are enabled to look at
what they are doing and the way in which they are learning while the
process is taking place. The findings of the present study suggest
that group (interacticn is significantly different in quality when
viewed in terms of validation of knowing. Individuals made signifi-
cant discoveries and passed cver these without noticing. They com-
pleted their task withcut knowing that it was complete. They were
prone to continue and develcped hampering strategies in the process.

What is called for in this context is wreater attention to pro-
cess of comprehending relative to instruments for comprehending. It
is here that Donaldson, Richards and MacKinnon, among others, point
the way to possible and meaningful process studies, set in a holistic
context where research is closely linked with development and where
the teacher becomes a "specialist" with a high order of understanding
of the comprehending process.

Research in the area of curriculum design suggests a further
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point of ccnnection for this study. Bruner (1966) has made the point
that "curriculum reflects not cnly the nature of knowledge itself

but alsc the nature cf the kncwer and cf the knowledge-getting proc-
cess". (p.72). This studv suggests that effective instructional

design can facilitate the activity cf comprehending in that it invites,
maintains and - sxlidates. It also suggests that this facilitating
cperates in cenjunction with the cther cenditions of comprehending.
Such a finding has substantial implications for every area of educa-

tion and fer all age ievels.
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APPENDIX

The appendix which follows counstitutes a verbatim
transcription of the utterances of the six individusals
and the group. 1In most cases it is complete. However,
in the case of Individual #5, trial #8 was almost im-
possible to transcribe since the individual in question
spoke ipfrequently and almost inaudibly. Several trials
of individual #6 were not transcribed. The repetitious nature
of the utterances made them redundant.

Where examples have been drawn from the transcripts and
employed in protocols within the study, the appropriate
passages have been underlined.

In the case of the group transcription, each individual
in the group was given a number which remaived constant during
the eight trials. The utterances of the individoals have

all been given the individwals number in the transcription.
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VERBATIM TRANSCRIPTION OF UTTERANCES

Individual 1.

Trial #1
Card #1

The first thing that's most obvious is like in all primary readers, the
repetition of the words and letters especially. There are only about,
what, about six different letters used altogether in the three sentences.
The pictures, I suppose, would help to put across the words, although I
think they would need someone to point out which word refers to what. So
that they know that "this" doesn't refer to the drawing at the side,

That it's a hat or a man. "His" is in a little box. So perhaps this is
a word they are trying to emphasize. It is found also in '"this", and the
wig" in "is", and, of course, in the word '"his". The repetition of the
"h's", hat, his. Also throughout there are no long vowels used. There
are only short vowels used in the three sentences.

Card #2

I don't know what you want really ...... Well, this is going on. They
could use the rhyming of the words, '"man", "hand". The same vowel sounds.
Introduces the new words. I presume the words in the boxes are the new
words, "hand" and "it". The only new letter introduced is the "d",
They've already taken all the other letters, So this would be the only

new concept really., They all know ...... that ...... these are also
concepts or words that the children would be familiar with, They all
have hands so that they can see what a hand is ...... be able to illust-

rate this,
Card #3

Here it shows the relationship between the man, his hat and his hand,
"In" would be the new word, it isn't ...... Again this would be easy to
illustrate each child could do this. So that they would be able to grasp
it this way. They could perhaps copy the picture. Again its a repet—-
ition of the same letters. There are no new letters introduced. There's
only the new concept of the word "in'". This also would show the words
such as "this" and "it", These words can be used in place of such words
as hat or man. So that the child may get the idea that these can take
the pace of ...... well, T guess they wouldn't know '"nouns" then, but.....
of these other words. There also is ...... the sentences don't appear to
me to be the sentences they normally have. Not straight verbs such as
"run", "Run" and "look,see'" type of thing. It's a sentence which if a

child was told to he could make it up and understand it ....... {long pause).
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Card #4

Well, this doesn't show any new letters. Again they are still using the
same letters, but they've grouped them to form the new word "and". This
would demonstrate to the child that two similar or dissimilar things can
be joined with "and'". The two hats, two hands, and the hat and the hand.
I notice the hands are going in different directions. So that the child
.vss.. this might help a child to see things, such as when you turn some=-
thing around, it isn't changed, It still remains the same. Eoth of
them are still the same objects. The sentences are quite a bit longer,
but still they are simple. A child would have no difficulty in under-
standing and should have no difficulty in reading at this level, if they
have already grasped the other one. The illustrations are also close to
the words that they refer to, so that it wouldn't be, the child isn't so
~likely to be mixed up, although they should know these illustrations by
now after seeing them previously.

Card #5

This doesn't really introduce anything new. It more or less states it
in a different way. It's the same thing in a different way, This way,
I presume it wouldn't get so monotonous for the child. You wouldn't be
learning by straight rote, repetition of the same thing over and over.
There is the same words and the same letters used again only they are
used slightly differently. Again the sentences are reinforced by the
pictures "it" and "this'". Again its a repetition showing that these
words can be used instead of the word hat. This might help the children
. in the phrasing of their own sentences., Instead of saying '"the hat is
in his hand", "this is his hat'", The hat is in his hsrnd", "the hat is
'blue" et cetera. -This could help them when they use the proncuns. So
that there is different ways of saying the same thing. Don't know
whether this is what you want. (Laugh).

Card #6

Well, first this introduces the new concept of head. I notice that zall
these words pertain to the body, or clothes and this of course should

be fairly familiar to the child., 1It's something that he can see and
that he can touch, It isn't something abstract or something that he's
never seen before. It also introduces the new letter "e'". They haven't
taken this, at least I haven't noticed it before cn the previous cards.
Again tt:zre's no use of long vowels, all short vowels. In the intro-
duction of "head", did you notice perhaps a similarity. I don't know
whether the children would notice it or not. Actuslly there is only one
letter that's been changed. The "n" has been dropped out and the "e" has
been put in so they'd know how ..... . once they know that "e'" is pron—
ounced '"eh" in this word, they they weculd know how to pronounce it
without difficulty. Oh; F never noticed that the letters at the bottom
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are in alphabetical order. 1 presume that as they go along they add more
letters and fill it in., I was wondering why they put them like that.

Card #7

Here we have again what I mentioned about the hands. They've drawn two
heads but they're not the same. The child must realize that head can be
referred or be referring to a variety of shapes or general shapes and
they all are different. This has no introduction of new words. It is
another way of stating the concepts which you have already learned. It's
more or less a reinforcement or repetition,

Card #8

This one is reinforcing the idea which I mentioned before, the pronoun
"it", "It is his head! "it is his hand". Instead of saying '"the hat is
his hat'", "the head is his head". It doesn't really introduce anything
new. The same style of sentence which we have had previously .......
(pause) ...... Also I just noticed the grouping of the sentences, the
way they have them grouped. Such as, well, "this is a head", "it is his
head", '"this is a hand", "it is his hand". This again is the repetition
of the theme, more or less the same style,.

The second secion in the middle shows again these two words are taken
out and "it" is substituted. I guess it is just reinforcement of the
ideas that have already been presented, The same with "this hand".

"This hand is his hand","it is his hand". So that the child without
being told should be able to see that or figure cut for himself that "it"

is taking the place of '"this hand"”. 1In the first cne they're grouping
together. They've taken '"this is a man", "this is a hat", "it is his
hat". So they've put it together now into longer sentences. '"This is a

man and this is his hat'". Quite often children at this age would have
ves..., for sentences ...... this would help them to lengthen their sent=-
ences and make them more ...... have more than one short ides in them.

Trial 2
Card 10

This one intro the new, the possessive form of man showing his possession
of his head. This would be another way of saying "his head" instead of
saying "this is a man's head". It's more general. There's also quite a
variation in sentence length so that it doesn't get monoctonous. The
first one is fairly short, the middle one is stretched out and the last
one is short again. So the child wouldn't get bored locking at the same
thing ...... there's no intro of new vowels, There still hasn't been any
long vowels. 1Its been strictly short vowels.
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Card #11

Here we have the long vowel, the long "e'"., Still there's not actually any
new letter, They have just changed the letters around to form the word
"gseat" and "he". And in the illustration it shows two types of seats, so
that the child can see that it doesn't have to be a particular shape to

be called a seat. The word is still something that they are familiar with.
It isn't an abstract word or something that they might not have seen before.
They all know what a seat is. They've all used it before ...... Again
they've used the word "in'" before they said '"the hat is in his hand", now
the man is in a seat. So that is a repetition of this word "in" ......

It also shows that he can be used for this man. Before they took the
pronoun "it" which could be used for the "hat" or the '"hand'". Now they
take the personal pronoun '"he'". )

Card #12

Here we introduce quite a number of new words but they are all pertaining
to the body and they are all familiar to the child. ZIt's just the spelling
that would be different., The arrows help him to distinguish the parts of
the body. The only new letter is the "r" .,..... They also have a new
phonetic sound in ear and arm. They haven't taken the combination "ar"

or "ear"., 1It's like an "e" sound but different,

Card #13

This just shows the longer sentences, illustrating two of each. The men

are just the same, but the arms and the hands would show the child that
«e... something like a house ...... if you go to the back of it, it is

still a house. So if you take an arm its the same., Its still am arm,

It also introduces the new word "an". O don't know whether the child

would be taught that "an" is ued before vowels or would it just be intro=

duced. It seems awfully young to be taught this,

Card #14

Here we do back to the possessives, several ways of showing possession,
also the plural, 'these" also the plural "ears" and "hairs". The
illustration would show the child more ...... S0 far the only verb they've
learnt is "is"., Now they have the plural "these are", Here the child
should realize that "this is" is used tc refer to one thing when you're
talking about something that's singular, '"This is a hair', "this is an
ear" or '"these are'" when youre talking about something that’s plural.
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Card #15

Still have no new letters, but we have twc new words "rat” and "it".
These again are emphasized also showing the heard, ears and hairs, to
help the child to realize that man isn't the only thing that has these.
He would be familiar with them on himself, but he might not realize
that other animals have also these characteristics. They have alsc
ears, I think most children would know what a rat was or a mouse .....
Here we also have the possessive "its"., Again we have the word it
referring to the rat, So we have it used as a pronoun referring or
taking the place of "hat'" or "rat" and "he" used in place of a humarn,

Card #16

This one seems to be straight pluralization, with the illustrations,
Also the way the sentences are set up would be more interesting than
having them set up underneath the other, This way is adding variety
or something., The child would also see that "a" is used when you have
a singular but nothing is used when you have a plural,

Card #17
This is also on plurality, also emphasizes the possessive, it shows the

child that he doesn't always have to use man's. There are cother words
he can use. This would help in his choice of words., I think the diagram

is clear to me but I am not sure it would be to a child. The five arrows
might be confusing. Arms and hands should be familiar to him and the
same with ears. Again it emphasizes the uze of the plural, '"these'" and
"are', ’

Card #18

This is trying to show the use of '"this" and "that'", when you would use
each, The arrows help to indicate that the cbject is away. No new
letters ...... the cards only try to intrc one concept at a time. We've
already had man, hat and rat. Only the interchange of this =2nd that is
not familiar. It would be difficult if they tried to intrecduce '"that"
as well as intro a new word such as "head" or "leg" or somethivg else,
So they intro only the one concept at a time.

card #19

Here we have already taken plural and possessive so they intrc the new
word "shirt". Again this should be familiar to the child,

1
l
|
|
i
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Trial 3
Card # 20

This one introduces the new words 'here' and ‘'there', showing the child
the concept of an object being near or away from him. {t reinforces use
of the pronoun ‘he' to refer to man and ‘it' tou refer to hat.

Card # 1

I don't know what to say. Am I allowed to repeat myself? Do [ have to say
something new about it? Well, this introduces the main word 'his'. Also
it only uses the copula verb 'is'. I think throughout that is the only
verb used. It has no action. Possession is introduced with the word ‘his'.

Card # 2

It repeats the same sentence as the first. It reinforces and then goes on
to something new. The new words are 'hand' and '1t'. Here the sentences
are pretty uniform with the four small words. Later on it --- There seems
to be a greater variety in sentence length and spacing of the sentences
on the page.

Card # 3

This card introduces the word 'in'. Here the child could..-they have
learned the pronoun 'it'. They know the 'i' makes the'i' scund.

Actually ‘'in ' used in this context is not as I think of it as meaning
inside and enclosed. I guess it means the same thing. I thirk they

cou’d introduce 'in' in a better context. The child pruobably knows the
word. Again the first sentences are a repeat of previcus cards. The third
sentence uses the new word they have learred and the word 'in'. When the
pronoun is introduced it is more specific. It referes to animals or
inanimate objects.

Card # 4

Here we have the longer, more compcound sentences with the use ¢f the
word 'and'. Here possession is reinforced again.

Card # 5
Neothing new is added here. The first sentences are repetiticus.

pard # €

Introduces ‘head'. It's a matter of associating new letters with the
word he already knows. The diagram helps put this acress.
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Individual 1

Trial 3 (con't)

Card #7

Here 'head' can refer to different sizes and shapes. Everything is in
the singular so far. No long vowels and no silent letters.

Card #8

This pretty well a combining of previous cards.

Card #9

Previously they didn't use the word 'this' in conuunction with the

noun. It was always 'This is.' It is really nothing new only reinforcing
what he has already taken.

Card #10

Introduce possegsive form with apostrophe. 1In the last sentence ycu need
the previous sentence to know what they are talking about.

Card #11

Here they introduce the personal proncun ‘he' this shows that ‘he’ can be
used in place of 'this man'. There is also things in the new werd 'seat'.
Reinforces the use of the word 'in'. The man is in the seat.

Trial &4

Card #12

I always like to start where I ended. This introduces the parts of the |
body. Also possessive pronoun 'his!. 1In intrecducing 'hair’ etc. it

introduces combinations using the lectter 'r‘. The first place where the 1
long vowel is used in 'ear’'. ﬂ

. [
Card #13 :
Introduzes the new article 'an' and reinforces the word 'and'. Children

would probably be able to do this. Only one concept at a time is intrc-
duced.

Card #l&

The first two sentences he has taken. The third sentence introduces |
two ears and 'these are' instead of 'this is'. The child might be mixed

up here. Hair is the same form whether it refers to all or one. Demon-

strates use of 'it' for an animal.
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Card # 15

Somehow the rat doesn't seem to fit in. I don't know why he chose it.
I suppose they can transfer the 'r' for the 'h'. Demonstrates the use
of 'it' for an animal.

Card # 16

Demonstrates the plurals. I like the way the sentences are set up. The
plurals are indented and after them they have the two objects and before
the singular sentences they use only the one picture. With 'hat' and 'rat’
only the 's' is added, but with 'man' the 'a' is changed tc 'e'. Helps

the child see that plurals are made in more than one way.

Card # 17

Only the two middle sentences are new to them. The first and the last
have been taken before.

Card # 18

This introduces a new word and its plural. The word ‘shirt’. Again it
emphasizes the use of plural forms. Introduces the definite article 'the’.
The child can see the difference between ‘this is' and 'the'. 'The’ can
only occur with a noun. Still no new letters added.

Card # 19
Only the singular is introduced. Arrows show that a thing is away and ycu
are pointing to it. Starts with the familiar man, then "hat' and finally

'rat'. They are so similar.

Individual 1

Trial # 5
Card # 1

The first card teaches the new word 'his’. Where did the children learn
the first words? Did they have previous cards to learn that? Is this
all new?

Card # 2
The secend card uses the word 'his' and introduces the new word 'hand®
and the pronoun 'it'. Reinforces the initial statement. There is a bit

of variety in the figure of the man, not much. The only verbs used are ‘'is’
and 'are'. Most of the words used add only the 's' except for man.

Card # 8

Emphasizes the use of 'it', Head introduces the first combination of
short sounds and 'seat' introduces the first long sounds, alsc ‘he’ dces.
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Card # 10

Emphasizes parts of body. 'Air' and 'ar' words together. Might be a
coincidence.

Card # 13
Emphasizes combining sentences.
Card # 14

Here we have plural nouns. And the use of 'this is' with singular nouns

and 'these are' with plurals. Also possessive forms of 'his® and ‘man’s".

Card # 15

Only use of 'rat' is to show the child that change of a letter is important.

This may not be too good because sometimes sound changes.

Card # 16

Emphasizes plural forms made by adding ‘s'.

Card # 18

Use of the word 'the'. Shows plural form of ‘'shirt®. Cards don'y usually
add more than one or two words. When a new concept is added they go back
to the old familiar, 'man' and 'hat'. And they emphasize the new familiar
words. (I know that sounds rather confusing. I know what I mean but it's
hard to say it.)

Trial 6
Card # 3

Can't think of anything to say that I haven't already said. Whenever they
introduce something new they seem to go back to what the child should be
familiar with. Such as '"this is a man'. Gives the child a feeling of
success. He can go on to learn something new. The amount of materials

on each frame is more or less limited. If a child saw a whole page of
sentences it would be too much.They vary in space, length and position

of figure. Also when sentences refer to the same thing they wvccurr close
together in relation to the picture.

Card # 6

Introduce the new word 'head'. Amid the repetition of ‘this is'. Which
is already familiar.

Card # 7

More complex combining of sentences.
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Card #8
Cards 8 and 9 show different ways of giving the same information.
Card #10

Introduces the possessive. Then goes back to the old familiar. Appears
to be a switch.

Card #11

Introduces two new concepts. It is unusual. New word 'seat' and pronoun
'he'.

Card #12

Rather monotnous. 'This is' is repeated constantly. Everything the same.

Three new words,
Card #1l4

New words are introduced in the plural. Intrcduces 'these' instead of
'this.' The cards in general seem to be mainly emphasizing the nouns,
parts of the body etc. They don't seem to use any verbs that would seem
to bring any life to it. No action to it, such as the typical readers
‘see Puff run', this uses only the copula verb which is quite different.

Card #15
Introduces possessive form 'it' referring to the animal.
Card #16

Concentrating on the nouns and the plurals. Possibly they weuld be
better to have a noun that doesn't change for an example. This might
provide variety. I am surprised that so few ietters are used. Only
ten letters used,

Card #17

In the beginning cards only soft vowels used. Only at the end are the
long vowels introduced.

Card #18
Child now has three articles. Would the child notice the difference

between 'a' and 'the'. 1Its only near the end that they introduce the
concepts of near and far,
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Trial 7
Card #1

This card introduces several new concepts. Two new nouns, copula verb.
and possession. A big jumps For several cards this is more or less
reinforced with several new words added to vocabulary.

Card #4

New preposition, new concept to grasp right at the beginning. However
they appear over and over again as one or two new words are added.

I

Card #8

Has both pronoun 'it' as well as the possessive proncun 'his'. Begins
with the old familiar and goes on to the new. Repeated three times
therefore well enforced. Changes just enough so it would 't be monotcnous
for the child to read it. Although I don't know. After going over these
cards so many times, the way they always start the same with 'this' or

"that.' They have so few things to start with perhaps it would get
monotonous after awhile. This constant repetition of this one inactive
verb ... the main emphasis upon the nouns and other things, possession,

articles. They don't seem to concentrate on verbs. Perhaps these are
easiest things for child to work with at the beginning.

Card #12

Doesn't have the traditional picture. This one has only top ¢f torso

Card #13

The indefinite article doesn't seem to be reinforced.

Card #20

Shows man fairly large and then small with lines showing that it goes away.

%Y think it shows the concept very well.

Individual 1
Trial #7 (Cont'd)

Card #19

Still haven't introduced the two other vowels. 0dd that they have been

able to introduce all the words they have without voweis 'o' and 'u’.

Card #17

With-each noun they take singular and plural and possessive that goes with
it.
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Card # 14

Several different diagrams for 'head'. Throughout they show child that
these words don't just refer to one object. He can see a variety of
things to which a sentence can refer.

Card # 18

Throughout they have tried to show a variety of ways to say something.
I think once the child has gone through the frames a child could be
encouraged to say things a different way.

Trial 8

Card # 6

The first couple of cards show several ways of making a statement. Goes

on and demonstrates the ways. Starts with the familiar, adds spmething
different then returns to the familiar again.

Card # 7

Here the heads are different.

Gard # 10

Starts with the possessive form then goes back to the old familiar. Scome-
times card starts with something new and then back to the familiar. Scme-
times it begins with familiar and adds something new.

Card # 11

Introduces the pronoun 'he' referring to the man.

Card # 14

Child sees that the word 'hair' refers to singular or plural hairs.

Card # 15

'It' is used differently referring to the animal.

Card # 17

Here it starts out with the familiar possessive. Adds the plural.
Starts with the familiar and ends with the familiar.

Card # 20

First four statements are similar. Then they change. Would show the
child that 'that' refers to something away from him.
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Individual 2

Trial 1
Card il

Well T think a child looking at this would probably draw some conclusion
as_to the nature of overything, being that pictures are there. That
anything that we see or draw can be written or printed in letters -
different combinations of letters and repeating the letters — the "h's"
and the "s's" and "a'", I see theyv quite often let the child ...... hel
the child to realize that one letter can be used in many different ways,
It looks the same, but it means something different with each combination.
And repeating a word in a different part like '"his" in "this" and '"hat"
and "ear" in "his and '"this" shows that different parts and different
little words make bigger ones and that by simply adding one 1etter you can
change the meaning of the whole thing,

Card #2

Well, here we find the same letters repeated again with one thing carrying
over from the picture before and with these represented in order wculd
develop the sense of "man and the "hat" and the "hand" belonging to him
and each of these parts having a name. And again, the letters are
repeated and — I think also with using the same letters the child has to
learn to recognize the letter next to different letters. Discrimirating
the "a" and the "n'" and the "d" and "h'" = the "h" facing a different
direction than the "d". Also the "h'" and the '"n'", The "h" merely has a
longer left-hand arm.

Card #3

I think this is a summary of the other two and if the child has mastered
the other two then he wouldn't have any problem with this because he has
learned to discriminate between the letters and ncw he sees them all
together which is perhaps the hardest discriminaticen - four or five
strings of letters and there is a bigger space between some of them than
others., And that the "t" and the '"h" are the only letters that are bigger
or taller than the ones around them so they can't use this as a hint. And
again all the words are made up of lots of little ones so the words grow
as his knowledge grows.

Card #4

This is helping the child in one concept of longer strings of words by
having him repeat the part that he already knows and is used to reading.
He can ..... he is able to read the first long line that he comes across,
because it's merely a repeat and then by the time he gets tc¢ the end of
the card he can put two different things together that he already can read
and then go at it,
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So that I would presume once he is successful with using this set cof
letters that he would naturally expect to be able tc handle other sets,

Card #5

This would be enforced with cards that the objects and the names go
together. Holding the "hat" in the "hand". He knows what a hat is and
he knows what a hand is and he knows the words for it and this would
help him to realize that they are just symbols for the objects that we
have. They don't mean anything if we don't knew what they're supposed
to refer to. '

Card #6

I think one of the principles here is that all these things the child
knows about first-hand. If he's a boy, he's a man, if she's a girl she
can look across the aisle at the boy. And he has a hand and when he sees
or is learning a word he can touch his head and suddenly realize that
what he is seeing or talking about is on top c¢f his shoulders. The same
" letters are used.. ''Head" and '"hand" have three letters in common., And
he's learning rapidly, words like '"is" and "a" all through. these cards
and these are little words that he shouldn't have tc worry about., He can
always sort of miss those when he's reading and he knows them. I think
the pictures are very important so that he can always re=infcrce his
knowledge of words. There's no doubt in his mind, he can't forget what
the word means, It's right there in front of him, He's absclutely certain
that "hand" is part of his anatomy.

Card #7

Again, I think this is just a summary of the c¢ther cards, A little while
back when the child was introduced t¢ lenger strings of words., Two
different kinds of heads =—<the male head and the female head = tut the sare
word and then it does help to reinforce him that he dces krnow it arnd also
to help him remember it in the first place., XNow he is making even greater
discrimination of the letters. The head is fuacing different ways anu the
hand is in a different direction on the other csrd and this will help the
child not to become fully dependent on the pictures aund if he has developed
the concept to think looking at the same pictures turned ar.urnd but oune
side is the same as the other side really. it would help them develup this
concept as well as the reading - a head is not just a one-sided head.
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Ccard #8

I think this is just trying different combinaticrs of the words and the
letters again helping him to realize one letter is used in more than cne
word and it's his job to learn all these things and again to know that
"it" - "this is a hand", "it is his hand". The '"hand" and the "it" -
that you can't see a picture of an "it". This might not be told to him
directly but he learns from the way these sentences are put together,

Card #9

I think also in all of these cards, the variation of the printing on the
page, the length of the sentences or the strings of words, the pictures

- the position of the pictures and the position of the words varies. And
this helps him not to expect the same things when he sees a printed page.
The picture isn't always at the top and the printing at the bottom. And
also the letters at the bottom of the card are in the same combinations
or pairs all the time. They aren't found in this same combination in the
printing at the top necessarily and this could be subliminal learning I
should think. Oncidental learning by keeping these letters together but
they are not together in the printing so when he does see them he can
recognize them. Again, the letters and the words are repeated so that each
time he has a sense of accomplishing something.

Trial 2
Card #11

The pictures again show the relationship - the mar to the picture and then
of the words to the picture which makes this real, mwore corcrete for the
child and not sc abstract. And again, he can read at least the first five
words in the first sentence if he can't get the lzst word sc it isn't total
defeat with the new word. And then the twe pictures of the chzsir with the
seats starting to think about variations in the meanings of the words and
then the obvious repetition again,

Card #12

well, from the pictures and the arrows and the words it gives the child a
chance to figure out the words from the pictures at the top snd if he fig-
ures this out I would suppose that he would remember the word a lct better
thar if he were told that "a-r-m" is "arm" and asked to show his arm or
some such thing, but if he sees an arm, he can't figure cut that that’s
what the word is and remember.

This is showing again, the relationship between the abstract symbols and
the concrete thing and "this" and "is'" you can't show but by the relation
of these words in the rest of the sentence he begins to understand.
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Things that are abstract relate to things that are concrete. And then
the words at the bottom of the cards that are in little boxes — once you
look down you're drawn to these words - a focal point and you can take a
last look at them.

Card #13

Well, you're going through the same process now as you did with the other
words as they were introduced, Like '"this is an arm'" and "this is an arm'.
Répeating it and putting it in a context with a longer string of words.
Beginning always with something the child can read already, He doesn't
tend to become so confused with a great number of words that he has to
learn. And then there is the reassurance of being able to handle the same
combination of letters in different words - "man" and '"hand" and '"is" and
"this" = using the same letters but sounded differently. The satisfaction
that he can handle this when he comes to a horrible thing like "ough" won't
cause him so much trouble. And then I think you've been adding letters omn
to the bottom, I'm not sure, He subconsciously starts to recognize these.

Card #14

Again, the child has the ability, a chance to figure cut the word from the
picture before it is told to him or he is directed. He could prcbably
play a little game with this if he has time to look at it. And he is
introduced to plural as being more than one the simple two in the case of
"ears'" or "hands". And at the bottom he has always got to reflect on the
newer words that are on the card.

Card #15

Here, the words are applied to the same part of = ditferent enimal snatomy.
It starts the same, It was begun with the pictures of the two different
feet — of heads being heads no matter what they're on. It tskes them away
from the man that has been used to gain confidernce in being able to read
the words but pertaining to something different. . And alsc the rat is scome-
thing the child wouldn't find very difficult to comprehend :iecause they’'ve
had fairy tales and they're rather interested in this little animsl., And
also, I think, with this picture by looking at the picture with the arrow
he could, if he's forgotten the words, play 4 game with themselves and if
they figure it out by themselves, I think they would understand it and
remember it.

Card #16

In this one, you bring the child back to the coucept or principle ¢t more
than one. Again, that was begun in the previous cards and introcducing the
change in structure that takes place in net just cne werd in the sentence
but in all the words in the sentence.
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And also that words are not plural simply by adding an '"s" on to the end
- that '"men'" change the middle letter and '"hats'"and "rats" tack a letter
en to the end,

Card #17

This would probably just be a reinforcemeat of the words that came before.
Aside from the fact that they see "man'" with an "s" on the end like they
did with "hat" and "rat" - that this means something different. And then,
of course, they're given three new words in the plural. It gives them the
confidence in recognizing them, what they mean.

Card #18

Well, the child by this time can read the first three sentences on the

card and by the time he gets down to the fourth werd in the fourth sentence
that he hasn't seen before he isn't discouraged and he can - it's fairly
obvious from the picture that he could figure out the word for himself and
then probably get very excited about being able tc read the rest of it =
the rest of the card and making it into the plural also. I think a great
deal happens unless he is made to read the complete card out loud. I think
that if he was left to read or to see the words that are usually is boxes
without having to read them that he would probably be subliminal or sub-—
conscious about what was happening. He would keep seeing these words and
these letters recurring and he would be familisar with them -~ they wouldn't
be as strange as the first letters he saw.

Card #19

This is developing the concept that big snd iittle thi-gs mean the same
thing usually, The meaning does not change with size, as far as he's
concerned — yet.... And that a different part, as the sentence had to
change before, would have to change for this one., 1 think this Is sowe~
thing he has to understand - not something that somecne can force him to,
And also, "bat" and "hat". He's already familiar with "hat" so he wouldn't
have too much trouble learning the word by seeing what it stands for,

Card #20

He's introduced to pronouns — "hat!" and "it'" referring to the ssme thing
and being in the same place.
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Trial 3
Card #1

Here the child is seeing the first relationship between printed sym-
bols and actual things, and he's most familiar with human beings so
it would be most appropriate to have man the first thing and to work
out from that,

Card #2

Well, nothing different from what I said before, which I can't
remember, but the repetition of the letters and not going away from
the man right away. Sticking to the parts of the man, he doesn’t
have to jump around too much, he can sort of keep things organized.
And hand is something else that's very common tc him.

Card #3

This follows a sequence of introducing a man, his hat and his hand and
then connecting all three of them together and at the same time intro-
ducing the child to new words and gradually making the strings of words
longer for him to handle.

Card #4

Well this again is helping the child to think in greater gobs of words
at a time, rather than three or four words which is typical of little
children. Even if it's just a repetition of something they've already
had and showing pictures in different spots én the page and in different
angles and things like that.

Card #5

I see here "this is his hat" showing a clese-up of the hat and the hand
gives the child a bit of preparation for "this is" znd "there". "There
are" and "there is" later on when he gets two objects, one close and
one away. He only has to learn the difference., (ne difference rather
than two things at the same time. This is just different positicning
on the card which would relate to different positicning znd different
sizes of things on pages and things like that.

Card #6

This is again introducing another part of the body of the mar., Euilding
up on man all the time, till he gets to know all the parts of his own
body, before he has to be concerned with too much else. I think in
these cards something that might be missed and is very real to young
children and that is action.
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If I were six years old I would probably be a little bit bored. The
pictures aren't too interesting, the man is always in the same position.

Card #7

Here it's just reinforcing the new word he's had previously and bringing
back the older words and mixing them into longer strings which doesn't
give him a chance to get in a rut.

Card #8

Here he learns the relationship between things he can actually see such
as '"head" and then things like "it" which have a different antecedent
every time you see them practically. "It" can mean hand or head. Again
a different positioning on the page so that he isn't surprised to the
point of not being able to read it if he sees something placed different
from what he is accustomed to.

Card #9

The cards get progressively more difficult for them to discriminate
between letters because "hand" and "head" could look very much the same
to someone who is learning to read and yet they may meet it three times
in the same sentence or he may get the words which ...... Again, repet=-
ition of the small words is important so that he doesn't have to con-—
centrate on these when there are more difficult werds in the sentence.
All of these elements of a sentence are trying to be brought in
surrounding one element "the man" which he is familiar with. He doesn'’t
have to struggle to remember exactly what the thing looks like.

Card #10

The pictures are always placed very close to the word that they are
supposed to signify. The "hat" by "this is his hat" and the "hand" by
"this is his hand"., If the child meets a word he has a very good chance
of figuring out for himself which would give him self confidence without
having to be told, If he's just learned a wecrd previocusly.

Card #11

This is just a further complication of what hzs been going on before. The
child must discriminate how closely the word telongs tc the cbject.,

Card #12

The child can't help but realize what the word is suppcsed to mean
because the words are surrounded by pictures again and he can directly
relate the words to something. Only he doesn’'t have to abstract anything,
And then he gets used to his eyes following a long string of letters and
words. I notice the different sizes of the words, the gaps between them,
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Trial 4

Card #14

I think from this card the child would begin to see that all the words
in a sentence are related to each other in some way. You make a certain
part plural and this is it, other words in the sentence as well, The
words work together as well, they aren't completely separate. The
pictures help to show exactly what plural means: more than one. Showing
two ears and only one head of hair,

Card #15

This ..... . this one the child would see that the same cnes can be
related to different members of a species. The same parts are found on
different animals. Just because we said it was a head for man doesn't
mean that he's the only one that has ahead. Then again, the arrow helps
the child to get it right and then he feels satisfied.

Card #16

Well this issghowing essentially everything he has learned so far. Three
separate words there are in plural, except that there isn't a long string
of words, He should be able to read this. He shouldn't spend very much
time on this one at all., I should think maybe there should be twe
different kinds of hats., It might make it mcre interesting,

Card #17

Rehash of the plurals. It could be one of the rules that we have of
adding an "s" in at the end of a word to mske it plursl.

Card 4#18

As he learned that the same word can apply to different animsls he lesrns
here that the same words can apply to different sizes of the ssme animal.
Not necessarily animal, same '"thing". And then, of course, the cencept

he is supposed to have learned the differernce betweer "this" and "that",
He knows "this'" already and "that" is what he is supposed to get from this
and it is the last word he sees on the card down at the bottom.

Card #19

I don't know why he didn't start using feminine things. The cards bave
been made up by a man because he is very male orientated. He could have
as easily taught '"skirt" as '"shirt" I think. And this might give the
girls a little bit of a problem, identifying themselves with these things.
The child is reinforced because he says the first three lines and then he
comes to a new word and he has a chance to think about it »ecause of the
picture,
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I think the pictures are very important. In the beginning anyway,
until the child learns to understand that the letters just stand for
something that they mean something. Then, of course, it is a review
of the card before, and '"these are'.

Card #20

The child is learning the difference between '"this/here ard that and
there'". They are again the last words he sees on card. Here and there
look very much alike except for the addition of one letter, I don't
know if this would give them trouble or not. And he has to understand
the difference between '"this" and "that" before he could get the differ-
ence between "here'" and "there" I should think.

Card #1

After going over this I can't really see why he introduced the word hat,
Because he introduces man and goes on through the parts of man, he sticks
this word hat in there which really doesn't seem to have much connection
with it unless maybe he wanted it for the combination of letters he had.
I think that the "h's" and the "i's" and the "a's" if the child had to
say these out loud, that he would very quickly have to learn to make
discriminations in the sounds he makes.,..when he's saying the words. Not
really just visual ones but speech.

Card #2

This is making the connection between "hand" and "it". The pronouns and
the antecedents.

Card #3

Well, there's a new word introduced here "in" and its the last word the
child sees on the card.
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TRIAL 5
Card #1

I think they should have had something with a 'g' or a 'p'
something with its tail below the line. This would have ::ade
it a little bit easier for the child. It would have given him
a flashing light, When he saw that he would know.

Card #2

When ever he introduces a new word or two words like ‘hand' and
'it' then the child sees the two words at the bottom together.

Card #3

This one is gradually introducing longer strings of words. The
child knows all the words in the long sentences sc he can read
them right away. He doesn't lose his thought trying to read the
words. Words are all of different lengths. It would help the
child by giving him an extra hint as to what the word was,

Card #4

This give the child all the words he has learned so far and zll
the forms he has learned. The letters at the bottom cculd be put
in different combinations and not always in the same «ld ones,

Card #6

Introduces words in the sameway. 1t gives the child something
he can read already.

Card #7

I don't know whether he picked the letters to ge with the charscters
or the characters to go with the letters. Need one set of carde for
boys and one for girls., I think one should give children something
they are interested in.

Card #8

They are going over the words they know in the combinations they know.
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Card #9

This is an exercise in 'where do you go when you get to the end of
the line'.

Card #10

Provides a little bit of variety, different lengths of sentences,
words in different positions and relations toc each other., The words
should have been used again, such as 'man's'.

TRIAL 6
Card #9

This is just going over what its been over before, I don’'t know if
you should dwell so long on 'it' and 'is'. 1Its not too exciting for
the children. The fact of learning something might be exciting but
they're not going to be thrilled by going over the same thing,

Card #10

The strategy is good, the pictures are directly related to the words.
The introduction to the possessive might be a little bit toco socon.
The apostrophe might be a bit confusing.

Card #11

He introduces a new word, uses it ir a short string of words, in a
long string, repeats it and favours the one word.

Card #12

The arrows and the words are good for the begimner but the child
shouldn't become dependent on the pictures. He chould stick in a
word without the picture,

Card #13

The child is supposed to know all these words by this time. He
shouldn't have trouble with the 'an'. This is merely an exercise
in moving the eyes correctly.

Card #14

The picture is important shows child what is meant by ears, pcints to
both ears, He hasn't seen "man's" for quite a while.
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Card #15
Only see what I saw before.

Card #16

Changing 'man' to the plural at the same time as he tacks the ‘s’
on the end of other plurals could be good or bad. It could be that
the child wouldn't get it and he would always be looking out for an

exception. It could be good in that he might never confuse it again.
Card #17

Arrows aren't really necessary,

TRIAL 7
Card #5

Card subjects child to a variety of pictures and words, he might be
a bit confused by the changes. It might be a bit confusing for the
average and slower child,

Card {6

He goes back to a regimented style, to introduce something., it might
be the sign for the child to watch out for scmething. Might be quite
boring for the child.

Card #7

Here is a picture of a man's head and woman's head, I still think he
should show a woman's hat,

Card #8

A good way of introducing the connection between nouns and proucuns,
He uses hat and then substitutes another word 'head'. He has changed
rosition of pictures but I don't thinok it adds enough variety for a
six year old.

Card #9

I think this enhances a childs learning about pronouns and nouns and
'his' means possessive, He starts this off in a sequence, he doesn't
ase any new words while he's introducing this. The child is not
confused, He can concentrate,
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Card #10

He changes this is a man's head. Too quick a change. Reinforces
the possession.

Card #11

New pronoun and a new word also, This is good for a child because
he would learn that he has to watch out for many things. He must
look for new words, new operations, etc.

Card #12

Here he uses arrows for unfamiliar words. If he doen't use an
arrow I presume he feels this will be familiar to the child.

TRIAL 8
Card #1

I think here he is just establishing a pattern for the child in
the first two or three cards.

Card #3

By using the longer sentence 'his hat is in his hand' he shows the
child which word 'it' refers to. The child has to choose which
word is referred to.

Card #4
Getting the child used to longer sentences.
Card #5

Presents some variety in the position of pictures to make it
interesting. That we can substitute one word for two,

Card #6

Introducing a new word so he goes back to ‘"this is a' again. Going
back like this would giv e the child security while he is learning.
It helps him realize what he has learned. He wouldn't tend to get
muddled up. Yet to a bright child this might be boring. I should
say it would be boring to a bright child.
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Card #7

Using the two heads was good but now a child should know "hat® and

'hand'. Maybe taking one of the pictures away or both of them away
would help reduce a child's dependence on the picture. Maybe 'hat’
would be a good one to remove.

Card #8

I think also on this card one of the pictures should be eliminated.
Perhaps the 'head' this time,

Card #9

I think this card helps the child to learn the mechanics of reading
not just the words, his eye movements and in terms of a string of
words that mean something together, moving on to finish a sentence.

Card #10
I don't know, I must be missing something because I can’'t see why

bring in possessive of man now, especially when plurals come right
afterwards,
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Individual 3

Trial #1
Card #1

The organization of words in a sequence. A hat belongs to a man, by
using specific words, possessive words such as ‘his'.

Card #2

Your intention seems twofold, as far as man goes you have 'hand’

and 'man', phonetics comes in 'an' in hand and man. And alsc you are
introducing the words that have been substituted for man. 'It' for
'hand'. 1In the box you have 'hand it' introducing a new meaning for
them, a new physical action involved in 'hand it'. The imperative
sense.

Card #3

A double possessive, 'his hat' is in 'his hand'. Hat and hand both
belonging to him. Your phonetics continue.

Card #4

You've now introduced hat and hand apart from the relation they had

to man. In other words 'this is a hat'. So now this hat is not seen

as belonging to the man. The same follows for the hand. Tt could bz the
hand of woman or a child. 1In the bottom line ycu're relating -- you're
putting both 'hat' and 'hand' in the same sentence although you see no
relationship between them both. You're also intrcducing clausas im

here by introducing the word 'and'.

Card #5

You're now introducing premisses here. You have 'this is a man’ and
then 'This is his hand and this is his hand'. Now I would judge that
that hat and .... his standing for a man. You're again also abstracting
the noun hat.

Card {6

All vou're introducing here is a new word in relationship to man. It
reinforces phonetics.

Card #7

Going by the pictures at the top you are introducing a new cencept for
head, relates to a boys' head and a girls' head. I imagine you can
carry on this relationship.
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Card #8

In this card I believe that each step that is taken from the first
to the last is a continued process of abstraction. I would make the
assumption that 'his head' means the man's.

Card #9
I can't verbalize this concept.
Card #10

Relating the second sentence to the first. Relating 'his' tc 'man's'.

-

Individual 3

Trial #2

Card #1

I believe we have -- we're still trying to introduce the simple sentence.
'This is a man.' The man is standing on the left and relating words to
specific objects such as 'man' to a stick-man and then.-e-- 'This is

a hat'. You're doing the same thing again by relating hat to the visual
picture and then you're relating the hat to the man. You're doing this
both visually and verbally. 'This hat is his hat.' And I guess alsc

in the first ome the word 'his' is introducing a possessive.

Card #2

You're repeating this same thing very closely. 'This is a man' o~ you
still have a picture of the man although he is con the right side. ¥
don't see that this makes any difference. Then vou have 'this s a
hand' relating to that picture of a hand and then 'It is his hand'.
You're abstracting hand to a pronoun 'it' also you're relating the

hand to the man. 'This is his hand' and also I believe that down belcw
in the two boxes you have 'hand' 'it'. Now, if yocu can put those two
together 'hand' 'it', you have another structure of amnother sentence
almost a command in which hand takes a different meaning. And 'it'
does not have the meaning it did in the previous sentence. Perhaps
you're introducing two different meanings for specific words.

And phcnetic letters at the bottom possibly relating. I see an "st’
there which could relate to stick man and ‘mn' which is related to

the word 'man' so actually you could introduce phornetic sounds here also.

Card #3

Yes, in this picture you're going further. You have the simple sentence
again. You're also using a demonstrative pronoun 'this' -- speaking of
the specific -- 'it is his', referring back to the first sentence and
the picture of the stick man. And then you're alsoc using the possessive
'his' in two instances. 'His hat is in his hand'. 1 believe this is

possessive pronoun.,
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Card # 4

Yes, here you're using the words, the demonstrative pronoun 'this’® to
refer to two different objects. Yodre not using ‘this’ to mean anything.
On one hand you're using it to mean théngwd:hats. There's a picture of
two hats. 'This is a hat' and 'this is a hat'. You're not saying 'this
is a hat' referring to the picture on the left and then saying 'this is
a hat' just repeating it, but referring to different hats. 'This is a
hand and this is a hand' is the same thing. However, you might be intro-
ducing a relationship between hat and hand, but I don‘t see it. ‘This is
a hand' and then possibly the phonetic sound ‘and' is being used in two
words. 'And' as a conjunction and ‘and’ as in 'hand'. The picture with
the two distinctly different hands--one is on the left hand and one on
the right. Whether it is the left hand and the right hand, whether it

is the same principle behind this I can't determine. I would believe 1
though, in the last sentence 'this is a hat and this is a hand' you're
establishing a relationship between the hat and the hand. The hat is in
his hand. That's all I can say.

Card # 5

Yes, now you're relating what were previously independent objects ‘'hat’
and 'hand' to the man. 'This is a man', ‘this is his hat'and 'it is in
his hand'. Your principles of phonetics seem to continue right through.
'Is' as in 'his' and the'is' as in 'this®.

Card #6

Here you're introducing something new--'head' and you're relating it

back to the man of course. 'This', the demonstrative pronoun ‘this’® is
referring in each of the three sentences to a different thing. °‘This is

a man'. 1'd imagine the sentence points to the stick picture. ‘This is

his hand'. 1It's not pointing to the hand on the stick figure, it's point-
ing to a picture of the hand, but apart from the picture of the man. The
same thing happens in the head, 'this is his head’'. In the box underneath
here, it's separating the word 'head', perhaps for reinforcement.

Possibly because it is new.

Card # 7

This looks like one of the previous cards. You were referring to two
different types of heads just as you were referring to two different
types of hands. Now 'this is a head' referring to the boys head above

and 'this is a head' referring to the girl’s head. The demonstrative
proncia 'this' points to each one individually. Now you're also estab-
lishing the relationship, 'this is a hat’. It would belong to the man and
"this is ahand' would belong either to the woman or to the man.
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Card #7 (Con't)

You just can't be too sure but I believe this might be the relationship
that is attempting to be established. The phonetics scunds are the
same from the previous.

Card #8

Here, you're putting three sentences so that they're right together
referring to each -- to a specific picture. 'This is a man,' ‘this

is a hat'. 'It is his hat'. You're almost establishing the premis
that prompts judgement that we attempted in high schocl such as this
is a horse -- all horses have heavy legs. This type of thing. 'This
is a head' referring to the picture on the right and ‘it is his head.'
You're establishing the same thing. Same with 'hand'.

Card #9

Here, the relationship to man and hat is very definately

established. 'This is a man' and 'this is his hat.' You lcok to

the picture at the left of the sentence and you can see the hat as de-
finitely belonging to the man because it is in his hand. You can

relate each of these -- the head and the hand -- beiow the picture
of the man to the man because of the sentences. 'This head is his
head.' 'It is his head.' Referring to the picture the left as

belonging to the man above so I believe it is establishing relaticn-
ships agains.

Card #10

Yes, here the possessive is coming in again. And possessive nouns

rather than possessive pronouns. 'This is a man’s head' "'s". The

cards have worked up from the natural possessive cof ‘his' and
establishing artificial changes by adding an "'s". And then again yecu're
still reinforcing the possessive pronoun in the sentences below. Yes,
this is all I can see.

Card #11

You're introducing two new things -- 'seat' and 'he'. He as being
a_new type of pronoun. which hasn't been encountered before. Aud
a synonym for man also vou're introducing 'seat' as a moun. In the
second sentence you're -- it is very similar to one of the praviocus

ones in which there were two hands -- both different and your seuntence
althoughit is the same in structure it is referring to twe different
things. 'This is a seat' -- referring to one type of seat =- and 'This

is a seat' referring to another type. I believe that's all I can see.
g y
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Card #12

Here, in each sentence you're relating -~ each sentence relates back

to the first -- 'This is a man' in which your picture on the right
points to a man. Now each sentence after that points to each part of
the man in which each is related. 'This is his hand' points to the man.
'This is his arm.' 'This is his hand.' 1It's the same in the picture

of the head below -~ 'This is his head' and 'This is his ear'. Now the
pronoun 'this' in each case refers to something quite different so the
pronoun is taking on a different meaning.

Trial #3

Card #1

I would imagine that the first sentence -- 'This is a man' is perhaps
establishing visual relationship between a man -~ a stick man -- that's
shown in the picture at the left to the sentence. I imagine this would
be one way of teaching relationships to students -- beginning readers.'
Now, similarly the picture of the hat below this sentence and the
following sentence -- 'This is a hat' is relating that sentence to the

picture of the hat. and below that '""This hat is his hat'. Now, this
is building up a dual relationship between the picture of the hat and
the man above as well as the sentence. 'So now we have -- we're also
introducing possessives. The pronoun 'his'. And this is indicated in
the box below. I believe your phonetic sounds are intrcduced. They
run across the bottom. 'hi' as in 'his' and the phonetic sound 'mn’
and in 'man'. So I believe this is all you're doing here. Introducing
a simple sentence and relationships between a sentence and the visual
meaning of the sentence. This is all I can see in this one.

Card #2

I really don't see that result of putting the man on the right hand
side of the sentence unless it is giving the sentence before the visual
tissue is presented in order to see if the beginning reader establishes
the picture before it is given him. So 'This is a man' is a relaticn-
ship between the picture on the right., Similarly, 'This is a hand'
establishing a relationship between the picture and the written concept
and also 'it is his hand' establishes the relationship between two
sentences or the hand in the picture of the man and alsoc you have --
you're introducing the pronoun 'it' replacing the noun hand. Alsc, in
the two boxes, 'hand' 'it' you have 'hand' as a noun and 'it' as a
pronoun replacing 'hand' and also a beginning reader might see this

as a command 'Hand it' -- 'Hand it to me' and then again your phonetic
sounds run across the bottom which is an introduction to the concept

of pronunciaticn. That's all I can see.
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Card #3

Now we're relating three things. We have 'This is a man' relating

to the picture on the left. 'This is his hat' and you have a picture
of a hat in the man's hand. The next sentence is 'His hat is in his
hand.' You have the pronoun 'his' standing for man with the hat in
his hand. Now your pronoun 'it' stands for hat. Whereas in the
previous one, if I'm not mistaken, 'it' referred to hand. Now this

is giving a different meaning to the pronoun 'it' which is a principle
which should be developed quite early. Also, you have 'in' in a box
at the bottom. Now this might be giving a different meaning to the
word 'in'. 1In we visualize as something surrounded by something. It
is in it. But here, we have in as sitting upon his hand. You're

introducing a new context -- a new meaning for the word 'in'

1

in'. Youre
just introducing new relationships and new pronouns as far as I can sse.

Card #4

Now in this one, the demonstrative pronoun 'this' in the sentencs
'"This is a hat' and this is a hat' that relate to two different hats
above indicates more clearly that pronouns take on different meanings.
This carries on a little more clearly in the sentence below. ’'This

is a hand and this is a hand.' There are twc distinctly differeat
hands -~ one is a left and one is a right hand. And again., the demun-
strative pronoun 'this' has two completely different meanings again.
This is a hat and this is a hand. This signifying two completely
different things. Also you're introducing the conjunction 'and'.
Perhaps making a simple sentence into a complex sentence by joining
two sentences together. I believe this is all I can say.

Card #5
Now we come back to the simple sentence again. 'This is a wan'.
Perhaps this is reinforcement again of the simple sentence. 'Tnis

is his hat and this is his hand'. Relates these two separate objects
to the man. The relationship is made more clear in the followinog
centence. 'This is his hat. It is in his hand’. There is a plcture
on the left showing the man with the hat in his hand. Seo it's a wmatter
of 7 rification here I believe this is the only principle I can sees.

Tt's aiso perhaps, building upon one sentence to perhaps make a compositlon

This is a man. This is his hat. It is in his hand. Perhaps this is the
beginning of composition. Introduction of building upon one sentence a
series of sentences.

Gars ¥

The re.ationship of a visual meaning for a word continues hera LIt w
are introducing a new one particularly 'head'. Now we have the seniter.s
"This is a man'. -- picture of a hand shown separate from the bedy ara
"This is his head ' -- shown separate from his body. Sc this is percare
an introduction of new words for the vocabulary. This is all T can se..
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Card #7

If T can just look back at one of these. Yes, this one we have two
simple sentences joined by the conjunction 'and' in which two different
pictures of the same thing -- 'This is a head and this is a head.' The
first sentence indicates a boy's head and the second part of the sentence
indicates a girl's head. Now this is similar to a previous sentence

we hand -- 'This is a hat and this is a hat' indicating two different
hats. Perhaps this is just showing two different meanings for the same
word. Particularly this. Now the next sentence is exactly the same as
the previous sentence we had. 'This is a hat and this is a hand'. This
also is just showing two non-related meanings for the same word. The
word 'this' particularly. This is all I can see.

Card #8

Now we're building upon one sentence again here. 'This is a man --

with a picture at the right and then 'This is a hat' and we now have

a picture of the hat in the man's hand and we are told further that it

is his hat he has in his hand. Now we're shown a picture that is
obviously related to the stick man. 'This is a head'. 'It is his head.'
Now I believe the relationship becomes automatic. 'This is his head’
relates to the stick man. Similarly this goes for the picture of the hand
below. 'This is a hand' and It is his hand.' I just can't see anything
else other than relationships of parts to the whole composition. 'This is
a man and this is his hat'., It is his hat'. This is all I can say.

Card #9

Now we have the complex sentence 'This is a man and this is his hat.'
We have -- we're introducing two unrelated meanings for ‘this' in one
sentence. Perhaps this is the introduction of a more complex sentence
for the beginning reader. 'This head is his head'. Now this is adding
complexity to the simple sentence. 'This is his head.' It is giving
meaning for the pronoun right away. This head indicating and pointing
out exactly which head. Similarly in the diagram hand on the left 'This
hand is his hand', 'It is his hand.' Now, here we have two sentences
which mean exactly the same thing so perhaps this is just introducing
the principle of variety for the beginning reader. 'This hand is his
hand. It is his hand'. This is perhaps making interesting reading. A
principle that is quite important in composition.

Trial ﬁ&
Card #1

This first chart we are introducing a simple sentence and possibly relating
it to the picture on the left. The sentence 'This is a man' is related to
the stick man. Similarly you have 'This is a hat' and there is a picture
of a hat on the left. Now you're also introducing another relationsrip be-
tween the hat and the man by the next sentence -- 'This hat is his hat'.
Now obviously you are building up a relationship between the pronoun his
and man. I believe this is the first chart -- simple relationships and an
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Card #2

The relationship continues in the second chart. You still have the
sentence this is a man and a picture of the man. This time he is cn
the right. Below it you have this is a hand and you have a picture

of a hand on the right. Now the sentence changes a little it says

'It is his hand.' Now, obviously that sentence is relating the picture
of the hand to the picture of the man and also you're intrcducing a new
pronoun, 'it' taking the place of the moun 'hand'. Similarly you have
in the bottom in boxes possibly introducing the new words. They're set
out in boxes -- 'hand' and 'it'. Also if you put the two words together
you have a command 'Hand it'., This might be also introducing a new
meaning for these two words out of context of the sentence. Possibly,
looking at the phonetic sounds below; you're introducing a new meaning
for these two words out of context of the sentence. Possibly, lcoking
at the phonetic sounds below, you're intrcducing phonetic scund 'mn’
for mand and 'a' for this is 'a' hand and *hi' for his. This is ail

in that chart that T can see.

Card #3

Now the relationship between man and hand becomes quite obviocus because

in the picture to the left you have -- I mean man, hand and hat -- because
these are all put together. You have a man holding his hat in his hand.
The sentences on the right say 'This is a man,' speaking of the picture

as a whole and then 'This is his hat’. Now it is obvicusly indicating
the hat in the man's hand and the relationship to his is cbvicus. Now
you have his hat is in his hand. His isstill relating to the man in beth
cases -- hat and hand. This is pretty weil all I can see in this chart.

Card #4

Now we have a new sentence construction here, 1In this we're putting

two simple sentences together. 'This is a hat and this is a hat . We
have the conjunction 'and' used tc join these two sentences together.

The word 'This' in both parts of the complex sentence relate to a dif-
ferent hat. 'This is a hat' in the first instance relates te hat dirsctiy
above and 'this is a hat' indicates a different hat. 35¢ perhaps we're
relating the word this indicating that there is twoe cr more different
meanings for one single word. Similarly in the senterce below 'This is

a hand and this is a hand' indicates to obvicusly differesnt hands. Ous

is the left hand and one is the right hand. Similarly intrcducing cr
reinforcing the relationship or new meaning for 'this.' To make this more
obvious, in the next sentence, 'This is a hat and this is a hand’. We
have 'this' taking on two completely different meanings. Tne meaning for
'this' in one instance is 'hat' and in another instance is'hand'. Also
you're introducing a joining word or comjuncticn ‘ard'. ZThis is set out
just below. Perhaps this would be teo intrcduce -- intrcducing eariy the
idea of joining sentences together to make more complex and therczfore

more interesting sentences. The phonetic sounds in this chart are nct new.
There's no new phonetic sounds. The word ‘this' in ali instances in these
sentences is also taking on a new meaning in that it is pointimg. Tt is a
demonstrative pronoun and it is pointing cut something so now we ha s werds
that are demonstrative in that they point out.



Card #5

This is a reinforcement card. These is nothing new here. We have the
simple sentence. 'This is a man' and the picture of the man at the right.
Now, the relation of the parts to the whole are continued here. 'This is

his hat and this is his hand.' His in this complex sentence relates back
to the man and 'this' the demonstrative pronoun is pointing out these parts
hat and hand. Similarly in the picture below of the hat in somebody’'s hand
the sentence says 'This is his hat'. 'It is in his hand.! 'It' being the
hat. So I'd say that was a reinforcement card nothing else. Reinforcement
being a very definite and important principle.

Card #6

In this card we continue on relating parts to the whole and we introduce
a new part -~ the head -- and how it relates to the man. In the first
sentence 'This is a man' relates obviously to the picture of the stick
man. This is his hand'. Similarly relates to the picture and 'This is
his head' Now you have a more detailed picture of a head relating to

the structure of the whole man. In the box below the new vocabulaty
word 'head' is set off. Considering some of the phonetic sounds on the
bottom on the card, I would not hesitate to say that perhaps the teacher
might be introducing or having sounds down there that are not actually
on the card and this way possibly leading the children into making judge-
ments of sounds that are not introduced. For example, I see 'st' which
stands perhaps for 'stoop' although I don't see any word that begins with
'st' wo perhaps it is just to lead students into making mistakes so that
they can see where the mistakes are. We still have 'mn' -- the phonetic
sound from man,

Card #7

Now we're continuing on 'This is a head and this is a head' relating 'this'
the demonstrative pronoun obviously relating to two different heads which
are a picture of a boy's head and one of a girl's head. Similarly a
demonstrative pronoun takes on two obviously different meanings when

'This is a hat' pointing to a picture of a hat and 'This is a hand.’

The only prinriple here then can be relating a word to obviously more
than one meaning. There is no box below here so there is no introcduction
of new words and there's no introduction of any new phonetic sounds.

Card #8

Now from the very basic sentence 'This is a man' relating to the picture

of a man at the right we build upon this sentence to almost make a story.
'This is a man. This is a hat' relating to the picture of the hat in the
man's hand. 'It is his hat.' ©Now this is the very beginnings perhaps of
simple composition. Similarly, this is a head, relating to a picture of the
head. 'It is his head'. -- Similarly to the picture of the hand. There

is a small matter of judgement in here also. This goes right back to the
first card in which the pronouns 'his' and 'it' are introduced. This takes
a judgement on the part of the reader, very simple as it is, that he must
know that when it says 'It is his head', 'it' is referring to the head
mentioned in the previous sentence and 'his' is relating back to the simple
judgement which can be built upon to make more abstract judgemeuts,
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Card #9

This sentence continues. There's no new concepts introduced here.

We still have the picture at the left with a man holding his hat in

his hand. The sentence is 'This is a mand and this is his hat. We
have left out 'This is a man and this is his hand' and so we're taking
a jump now relating hat to the man. The step of it being in his hand.
I don't know if this is significant or not, I really can't see any new
concepts or principles involved in this card. There's no new phonetic
sounds and we've done away with the box so perhaps we are if possible
we might be putting a little more responsibility on the student in that
new words, new phonetic sounds are dropped after a while. The idea of
pointing them out and they are left buried in the sentence in which you
must be able to discern these.

Trial #5
Card #1

In this first card we have a simple sentence 'this is a man' on the left
is a picture, a stick man. I believe that we are introducing relationships
between the simple sentence and the visual concept of man. We're also
introducing the simple sentence and in this first card we're also intro-
ducing the demonstrative pronoun 'this.' 'This' obviously relating or
pointing at the picture of the man. Similarly, in the sentence below

we have 'this is a hat'. 'this' relating to the picture of the hat on

the left. And then the relationship is built between the two sentences
'this hat is his hat,' Thus there is a relationship built between the

hat on the left and the man above. Also there is a box below with the
word 'his' inside. Now this is a word which I imagine is quite new. 1It's
a phonetic sound anyway. The phonetic sounds along the bottom are the
basic sounds employed above. I believe this is all.

Card #2

The relationship continues on in the next card. For e.g. we still have
the sentene 'this is a man.' However the picture of the man is at the
right hand of the picture. Similarly down below we have the picture of
a hand and "this is a hand.' 1In the next sentence the picture of the
hand is related to the picture of the man. 'His' obviously relating

to th: picture of the man. They're introducing pronouns replacing
proper nouns. For e.g. 'it' replaces 'hand'. Now in the boxes below
we have 'hand' which is a new word and'it'. It no longer means 'hand'

it now means something else. The phonetic sounds are the same as the
first card except we have 'd' as at the end of 'hand'.
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card #3

The relationship between the hat and the man becomes more distinct
because we have a picture of a large man and a hat resting in his
hand. Now the sentences are built upon this visual relationship.

Also 'it' is in his hand does not now mean 'hand' but now means 'hat'.
In the box below we have 'in' which is a new word in our vocabulary.
So we are introducing vocabulary here. Phonetic sounds are the same
as before so there is new introduction. There is a very definite
relationship being built up between sentences and pictures.

Card #4

Now in this next card we have the demonstrative pronoun 'this' taking
on a very different meaning. For e.f. 'this is a hat' and 'this is a
hat'. Each 'this' points directly above to the picture above. Also we
are building up new sentences by joining words or a conjunction such
as 'and'. So we now have two simple sentences with different meanings
joined together to make one sentence. Similarly in the sentence below.
'and' is clarified by being put in a box. The phonetic sounds are the
same. The concepts that are obvious in this card are: 1. The definite
or different meanings that can be given to one word and also the
beginning of building larger and more interesting sentences through
different construction. :

Card #5

This could be a reinforcement card perhaps. We have the stickman at
the right and we have the sentence 'this is a man'. And we also

have the new complex sentence that has been learned in the previous
card. 'This is his hat and this is his hand'. 'This' the demonstrative
pronoun is relating in each instance to a different visual object, and
again we have 'this.is his hat. It is in his hand'. The different

meaning for 'it' is clarified by the picture of t e hat. No new
phonetic sounds and no new vocabulary.

Card #6

Similarly a reinforcement card. However, a new word for vocabulary.
A more detailed drawing of head. The demon pronoun continues each
sentence. Possibly relating parts to the whole. New vocabulary word
in box stands out.

Card #7

Reinforcement also of the complex sentence and the different meanings
for any given word, e.g. 'this’'.

Card #8

This card is perhaps a simple introduction to a story or simple
composition. Sentences are in close proximity to visual symbols,
Tells us several different things. Below we have reinforcement of
previous concepts.
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Card #9

The three simple sentences in previous cards relate you this card

in that we are saying the same thing in one sentence. 'this is a

man and this is a hat.' Simple composition in three sentences.

Second part is the same. No new phonetic sounds and no new vocabulary.

Card #10

In this one we have n ew concept and that is that of possessive nouns
"this is a man's head' and we have the idea of the apostrophes. New

word in box which till now has been reserved for new vocabulary. We

also see in the following sentences that 'his' relates back to man.

Trial #6
Card #1

In this first card the concept were intvoduced is one of a simple
sentence, and also we're introducing the idea of relationships. The
demonstrative pronoun relates to the picture of the stick man on the
left. Similarly in the next sentence. Another relationship is
between the two visual stimuli. The pronoun 'his' relates hat to man.
I take it for granted that box introduces the new word in vocabulary
of children. Phonetic sounds at bottom are found in sentences.

Card #2

The concept is same, relation of visual stimulus to written. However
relationship is changed since picture on right. Concept is perhaps

that relation between visual and wiitten stimulus does not change by
change in position. Similarly in sentence below. Again the relation

between two visual stimuli is continued. 'his' relating to picture of
man. New vocabulary word in box. New switch in two words, put them
together and you have sentence 'hand it.' A new meaning for 'it'. The

phonetic sounds haven't changed below.

Card #3

In this card the relation between 'hat' and 'man' is more clearly
defined because the hat is in the man's hand. Now this is making
the nebulous relationship very concrete. Now we have a new meaning
for 'it' indicating a word can have more than one meaning. In this
instance 'it' means 'hand.' Whereas in one of the last ones ...
sorry, 'in' is the new vocabulary word. By separating words, taking
them out of context it is possible to make them clearer. Retention
is perhaps benefitted.
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Card #4

In the next card the demon pronoun 'this' obviously takes on different
meaning. 'this' in both instances means something different. Similarly

in two sentences below. We are also introducing complex sentence through
joining of simple sentences. Joining words are introduced, the conjunction
"and.'

Card #5

Perhaps we can call this a reinforcement card. The principle of
reinforcement being most important. We have the simple sentence, visual
stimulus. The complex sentence next, with the principle of interest
built up through variety. Also the idea that any one word can take on
more than one meaning. 'it' takes on a different meaning.

Card #6

This card only takes a slight step. Slight progression. We have this
continusing simple sentence although the relation of the parts to the
whole are built up e. g. 'this is his head' relating back to head and
we see the'head' in more detail. New vocabulary word in box below.
Now we're building up a relation of parts to the whole structure.

Card #7
Reinforcement card again. Again the complex sentence.
Card #8

Now we have the idea of composition being built up through the idea of
relating parts to the whole. Only concept is introduced of simple
composition.

Card #9
(looks back at 8) This card is same as one previously. Nocthing new.
Card #10

In this card there is introduction of possessive nouns. Introduction

of 'man's head'. Possessive nouns. Idea of possessive pronouns is
continued as well. The new word is set off below.

Card #11

Two new vocabulary words 'seat' and pronoun 'he'. Perhaps the idea of
variation for interest is built up here. Getting away from possessive
pronoun. Reinforcement of the idea of different meanings for different
words. New vocabulary is set off and stressed. No new phonetic sounds.
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Card #12

The relation of parts to the whole are set in context in this one.

We see quite a detailed picture of the upper body of a man and there's
arrows going from the visual stimuli to ... from the written stimulus

to the visual stimulus pointing out very distinctly what the sentence

is referring to. Thus giving meaning to the sentences. We know this is

a man from previous experiences in previous cards. Now there is an arrow
going from his hair. Arrow from his arm. So now these new sentences and
new vocabulary words gain meaning in the sentence because they are related
to the visual stimulus. Again in the one below 'this is a head.' There
is an arrow from the next sentence to the head. 'this is his ear'. So now
the new word ear has meaning. So we have the new vocabulary set apart

so they can be learned apart from or out of context.

Card #13

Now we go. This can be our reinforcement card. We have the compound
sentence and we go right back to the beginning to where we had picture
of a man on the left and one on the right. ... (imcomplete)

Trial #7
Card #1

This card is a simple beginning to introduce sentences I believe.

The simple sentence is related to a plcture. To facilitate this learring.
This should be within the scope and perception of the beginning learner.
Similarly below. From this the beginning learner should be able to rely...
this is a word that points at 'hat'. New meaning for man i. e. pronoun
'his', This new vocabulary word in box below.

Card #2

This continues on although relation is somewhat changed because visual
object is somewhat changed although meaning has not changed. Still same

man in different position. Introduction of new word 'it' taking place of
word 'hand', New words set off in a box. These two words can take on a
new meaning altogether. If they are put together we get ‘hand it'. This

is a command. We are expanding from simple words into a totally new meaning
for them. Sounds are set down phonetically in bottom line.

Card #3

In this card we have a picture of a large stickman holding a hat in his
hand. Beginning learner can go from first card to this card. He knows
picture is of man on the left. 'his' he can relate from first card,
'in' is new word set off in box below.
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Card #4

The sentences .. 'this' points to different objects gives new meaning
in both cases. Introducing a compound sentences which are two simple
sentences put together. Create interest in a beginning learner in
writing or reading.

Card #5

This could be a reinforcement card. Also card in which meanings of
sentences are not changed by change in visual stimulus pecsition.
Reinforcement card. No new sounds or new words given in this card.

Card #6

One new introduction of head relating to picture of man. To a beginning
reader this is quite a progression. This new word is set off below.
Just a progression.

Card #7

Now that the word head has been introduced it is put in the context
of a compound sentence. Phonetic sounds remain the sgame.

Card {8

Simple sentences put together to begin composition. Relaticns are
maintained between hat and man. Simple composition and reinforcement.

Card #9

(looks back at 8). Almost same as previcus card. Stimulus changes
position. Phonetic sounds same. No new vocabulary.

Card #10

Introduction of possessive nouns. Totally new word withcut introducing
anything new.

Card #11

Here we have the picture of man at left and new situation for beginning
reader. Visual picture of man sitting down put in new written context
for seat. Two new words set off in box. He is new type of prcunoune
All the new words introduced are related very definitely to a visual
stimulus. That has meaning for a beginning reader I'm sure. The
sentences show relation of parts and whole. Arrow pointing te hair
makes a bridge. Most beginning readers have seen an ear but have never
seen it written. All these words I've noticed have all been intrcduced
although there's no new phonetic sounds introduced. Possibly this is a
way of keeping beginning reading simple.
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Trial #8

Card #1

Introducing simple sentence plus visual stimuli. Introducing possessive
pronoun relating object to sentence above. 'His' in a box as word that
should be stressed. Phonetic sounds evidenced in sentences above. I'm
stymied by 'st'. Possibly calls for discretion on part of students.

Card #2

Continue relating of sentence to stimuli which is now on right hand
side. Could be for discriminating child. Meaning not changed. New
words 'hand' and 'it'. It replaced other words. Boxes set off words.
New construction 'hand it'. Same phonetic sounds at bottom.

Card #3

Relates back to card 1. New word 'in' in box. Boxes are for new
vocabulary., Phonetic sounds have not changed.

Card #4

Building compound sentence. Pronoun pointing to different hats.
Build up more interesting sentences with 'and'. New vocabulary in
boxes. New more complex sentence structure,

Card #5

Keinforcement card. Reinforcement important in all subjects.

Card #6

Building up relation of parts to whole. Head set off in bux below.
Caxd #7

Reiaforcing compound sentence and the idea that given word 'this’
can take on a different meaning., No confusion as to what 'this' is
pointing to.

Card #8&

Beginnings of composition and continuing parts to wheole. May be

beginnings of simple story. For a simple composition all sentences
must relate to beginning sentences. No new vocabulary.

Card #9

Reinforcing card. (looks back at 8)
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Card #10

Introducing possessive noun. Now relating to possessive noun without
visual stimulus of man. Student can make this jump. New vocabulary
at bottom.

Card #11

Man in new situation., Introducing new word 'seat'. And new pronocun
'he'. I'm wondering if we are moving away from a man and beginning toc
introduce new words or new relationship not particularly related to
picture of a man. Vocabulary set of below.

Card #12

Detailed picture relating parts to whole ....
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Individual 4

Trial 1

Well, again, a man, his hat and the word "his". The letters "his"
Man could be made out of the letters. The 's'" and '"t"., I can see
the three groups of letters, but I cannot see the relationship with
the fourth group.

Card #2

Again a man, a hand which is his hand, the words "hand", "it"
"his" could be made up from the letters and "it" can be made from
the letters, Ah yes, the letters can be used to make any word on
that card. Let's see, hand, h,a,n,d, this, t,h,i,s, -— Yes, you
can make each of those words by combining the letters found at the
bottom,

Card #3

Man, his hat in his hand, again you can use the letters at the bottom
to make each and every word on the page.

Card #4

Comething new has been added, the word ‘'and' (reads it through zloud)

then the new word and then the groups of letters which will make apy

of the words in the page ........

Card #5

Again the man, his hat, his hand, all the letters to make each of the

words ........

Card #6

Again the man with his hand and his head, and the new letter required

to _make head. And the "st".

Cord #7

The picture of a man, the head of a man. Czn I see the previous cne
together with this. =— same letters, nothing new is introduced
except a woman's head. Same letters,

card #8

A mzn, his hat, a head and a hand. No new letters introduced, The
letters are all required to make up the words. There are no extra
letters at the bottom that are not used in the words above.
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Card #9

A man's head, no new letters added, no additional ones that are
pot used in the words,

Card #10

A man's head, his hat, his hand. Again no words are new, all the
letters are required to make up the words.

Card #11

Two seats, two new words, he and seat, And no new letters, All
the letters are required to make the top words.

Card #12

New words, arm, ear, and hair, New letter "r'" added to the group.
Card #13

An arm and a hand and the new word '"an". The same letters as the
previous card. Only the letters that are used are shown at the
bottom,

Card #14

A man's head, his hair and his ears. Four new words with no
additional letters used.

Card #15

Rat is the new word., Making use of the parts of the body used
previously, no new letters added.

Card #16

Now, a man, men, hat and hats, rat and rats. New words are the
plurals, ¥Wo new letters,

Card #17

New words are arms and hands, no new letters.
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Individual &4

Trial 2
Card #1
Letters used in all the words again.
Card #2

A man on the other side, a hand, his hand, the new words
hand and it. Addition of one new letter,

Card #3
The new word is "in'". no new letters added.
Card #4

Any hat and any hand. New word is "and'". No letters added,’
Letters used to make all the words.

Card #5

Again the man, No new letters, no new words,

Card #6

A man's hand, new word head, New letters 'de" rather than
just a "d'", Otherwise letters are the same.

Card #7

A head, and another head, a hat and a hand. Same letters noc
new words,

Card #8

No new words, no new letters.
Card #9

No new words and no new letters.
Ccard #10

New word man's, no new letters,

This man is in a seat. Any seat not necessarily his, New
words seat and he, No new letters.

Card #12

This is a man, his hair, his arm, his hand, his head and his ear.
Tottar Mr!t hae haen added to the letters.
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Card #13

New word "an"., Tow men, two arms and two hands. I can't see
anything there.

Card #14

A man's head, his hair, four new words, same group of letters
used to make all the words.

Card #15

Picture of a rat. Two new words no new letters.

Card #16

Man and men. Hat and hats. Rat and rats. New words rat and its.
Card #17

Plural words,

TRIAL 3
Card #1

Not sure I'm getting there at all. '"his'" all the letters used in
all the words again.

Card #2

Man on the other side of the writing. Words '"hand" and "it". One
new letter "d",.

Card #3

New word is "in", Only letters previous. No new letters added.
Card #4

New word "and". No new letters,

Card #5

Again the man. No new letters. Letters used to make all the fvords°

A man, New word '"head". New letters ''de".
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Card #7

Same letters with no new words.
Card #8

No new words, no new letters,
Card #9

Drawings and writing reversed from previous card. No new words,
no new letters,

Card #10
New word "man's', no new letters,
Card #11

Any seat, not necessarily his. New words "seat'" and "he". No
new letters,

Card #12

¢

New words '"hair", "arm" and "ear'. Letter 'r’ has teen added to

the letters,
Card #13

Two arms and two hands, not necessarily the man's arms or hands.
The new word '"an'". No new letters.

Card #14

Showing one hair, one ear. New words '‘these'", "are", "ears" and
"hairs', No new letters.

Card #15

Showing the rats head, rats ears and rats hairs, New word ''rat"
and "its'". No new letters,

Card #16

A man, then men, one rat and two rats. New words "men'", hats and
rats. With no new letters.
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Card #17
New words "arms'" and '"hands" with no new letters.
Card #18

New words '"the'", Shirt and shirts.

TRIAL 7
(Pattern followed as above up to Card #12),
Card #12

A new letter "r', We started out with 7 and now we have 10, We
filled in the first blank, we had "a'" and then we had 'd" and then
""de", a,d,e,h,i, ...... a.b,c.d.e.f.g.h,i.j.k.l.m.n.0.p.q.r. Are
you filling in the blanks of the alphabet. You start out with 7
fill these blanks in we'd have at least up to 't'. a.b.c.d.e.f.g.
h.i,j.k.l.,m. etc. You've actually left room to fill in all these
letters. (went back looking for vowels), I don't know, we've used
9 basic letters to begin with then we've added the "d", followed
that with the "e'" and later on the "r". If you went further and
made new words would you f1ll in the alphabet with the new letters
you'd use? I can see you filling in the blanks with letters as we
use them in words, I can't see much more. Presumably if you used
different words you'd eventually have the "b" and "the '"c¢" etc, I
can't see any other pattern,

Card #18

Now we have "shirt'" made up of r,s,t,. You've used words which quite
often have "m'" and "n" in them, Let's see we have "hats" with an
"st" in the group. "Rats'" has an '"st",

TRIAL 8

(The old pattern was resumed throughout Trial 8).
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Individual 5

Trial 1

Card #1

Well, I'm assumingthat the plctures are very necessary to get it across
to a child that has never even read a word like '"This is a man". They
would be ble to look at the plcture and say they could differentiate
between a man and a woman. Also, with the hat, I think it is just a
classical hat that most children have seen so therefore the pictures =-
"This hat is his hat" I can't see where they would get any possessive
except the man is there first and the hat is there second. Can I ask
you some questions. No? 'this is a man" The "is" is of course in "this"
-~ "a man" "This is a hat". '"his" is also in "this" == '"a man" 'This
is a hat". "his" is also in '"this" and of course it will come to =--

to differentiate between or to learn to begin with. 'his" == this is
card one? This is how you start., I can't see too much in that except
that the pictures go along with the words very easily,

Card #2

There's "This is a man" again =~ repetition. A hand. "It 1s his hand"
so that once more we have the possessive "it"., The first word "it" is
a hand. They would définitely pick it out as a hand, ncthing else but,
T would think. 'it", e~ it would probably give them a bit of trouble.
It follows a sequence very == if they should get this one easily, they
shouldn't have very much trouble with the next one or at least the
repetition 1s going to help teach. '"Hand" "hat" == so the words == (7)
only the last two letters are different. I imagine it would make them
quite observant about fingers on a hand.

Card #3

"This is a man" "This is his hat" "His hat is in his hand,” I think

it is quite straight forward., There's no new letters., "in" is & new
word, The drawing is quite easy. "It 1s in his hand" I'd say it's by
repetition as much’ as == I don't think they've differentiated yet betwesan
"this" and "th" in anything else. They have repeated "This 1s a man"

how many times == one, two, three., This is a hat - once. I would say
the picture is very straight forward to go along with the words.

Card #4

"This 1s a hat and this is a hand" Comparing "hat" to "hand". They

are the only two words different in the sentence. 'and" is the only

new word and it's far emough away. I would say they could pick out "hand"
or they could pick out "and" once they know "hand" if they know that
"hat'" and "hand" ==, The drawings certainly would help with the readings
There's nothing to confuse them., You would have to keep your pictures
pretty well much the same. If they had a different hat == say a bonnet

of some kind it would be quite confusinge. '"this is & man" 'This is his
hat" and "This is his hand" May I ask you some questiomns after?
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Card #5

"This is his hat" -- he's had that one before and that part before

and "this is" They have had every one of the words before. "And"

is joining the two =- "This is a hat and this is a hand" '"This is his
hat and this is his hand" The pictures is what makes it especially if
they've never seen letters before.

Card #6

"This is a man'" '"This is his hand" It's now obvicusly the man's

Jhead yhich would make '"his" much easier. '"Head" and '"hand" =- they
would get the assimilation between each -- "hand" and "head" the last
letters are the same. They all start with "This is" so if they got

the first ome right which theystould since from the very beginning

it's been repeated they wouldn't have too much trouble with it. T

see they've changed the hand over =-- it was left-handed here and it was
right-handed every where else.

Card #7

"This is a head and this is a head" -- you might say it was a girl's
head. '"This is a hat and this is a hand" that's been said before.

"This is a hat and this is a hat" There's no new words. I think they're
trying to get the comparison between 'hand" and "hat'" and "head" -- the
same first letter and two of them have the same last letter. All three
of them have "ha'" in them. The repetition of "this" "is'" "a" would maks
it quite a bit easier to read after about the first three pages. 1It's
very hard to look back to when you were five and wonder how you learned
to read. It is really., I mean if I looked at all these and had never

been able to read before, "This is a man" "This is a hat'" "It is his
hat" '"This is a head" "It is his head" "This is a hand" "it is his
hand" "This is a man" '"This is a hat" Two facts and then you put it
with possession "it is his hat" "This is a head"” "it is his head".
Card #8

I think it 'would be very easy to read them all by this time. "It fIs
his head" "It" -- they'd probably have trouble -- (if they hadn't had
iz for quite some time) {?] I think "it" may give them a little trouble
on this ona,

Trial 2
Card #6
Over here above "This is a head" I feel that you put a head but you
didn't put any eyes or a mouth probably because when thsy look at ir

they said or we would have them say '"head" without saying face. Ths=
whole head is called into mind, Not even a noss or =sars.
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Card #8

"This is a man" '"This is a hat” "It is his hat"” "This is a head"
always the same head, It's hard to think what kind of concepts he

had when he was making up very simple drawings. I would think that for
the first while that they were using "his'they would just igunore '"his"
was there because they can say the sentence quite easily without saying--
oh, well maybe they change "his'to "it", "It" would be difficult for

the first while so maybe they would ignore it -- that's why it's

repeated so many times.

Card #9

There's very few letters to differentiate between. T think there's
twelve altogether.

Card #10

"This is a man's head. They know the word '"man" so therefore when
they put an "s" on it it would be another form of possessive which
they really wouldn't know what they were doing. (Reads) I don't really
know what he's trying in that one. The words are "hat'W+'hand" --
they're repeated. '"his hat" has been used before and "his hand" has
been used before and the diagrams are the same diagrams as before and
"It is in his hand" 1 _imagine the children could help each other.
Especially those who are maybe a little bit faster in reading. (Wher:
was I? Could you turn it off for a minute while 1 think?

By this time I was wishing you had turmned it off FOR GOOD. I just
can't think that fast).

Card #11

He is repeating several sentences so it wculd be probably quite likely
that they would get them right and I think they would find them easier
to read when they are all relevant to the pictures,

I think that's quite a hard word to just look at and pick up. '"Chair"
would be quite -- would probably be said by them 'Seat"” -- "He is in
the seat". They've had every word in the sentence except "szat'.

So he's having this man change to '"he" whereas he had '"this" changed

to '"it" over here. He's just changing nouns to proncuns which would

be quite easy for children at that age. Although they probably wouldn't
know that they were reading it. I don't think it is a very gcod drawing
for "seat" to have them say ''seat" It would be easier to say '"This is

a chair and this is a chair",
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Card #12

"This is his hair" is new. "This is his arm" is new. "This is his
hand" they've had that one before. '"This is his head" '"This is his
ear'" is a new one. So actually they've had "This is a man'" "This is
his hair" They've had "his'". "Hair" -- they could look at it and say

it wasn't '"head" because they've had "head" It should be quite easy
I think. The arrows would help. I think they would be inclined to
have a real good look at the pictures before they even read the words.
The hair might confuse them the first few times and the arm might too.
But the repetition of "This is his" would be read quite easily.

Card #13

"This is a man and this is a man". That one should be easily read.
This one would be easy '"This is a hand and this is a hat" because
they've had them over and over again. 'This is a man" and they've

had "This is a hand" many times. '"This is an arm and this is an arm'.
"Arm" is repeated and "an'" new word. I don't know if they'd look at
that and say "This 1s an arm" or not. I think there could be a better
drawing of an arm than that -- to have them pick it out that it was an
arm,

Trial 3
Card #9

It's interesting how sometimes he has the pictures at the beginning and
sometimes the end. Stimulus response 1 imagine. They've only used- this
beginning with "th" for how many cards? Are they numbered? Seven!
Eight. Ten. I think after they've seen it so often that they should
get it even though it has a small letter at the beginning. I think
repetition of the sentences over and over. At least adding one sentence
on to another makes it easier for them to read.

Card #11

I don't know why they would put "seat" instead of''chair'". It seems
very -- I wonder how many children of five or six know or would be able
to even look at the word and say that's what it was. Is this the first
word they've had beginning with '"'se'"? They've had "s" before.

Card #12

The arrows would be helpful to pick out the words, They don't put any
features on until they want them named.

Card #13

The two pictures would reinforce. They'd look at one picture and then
read it and then look at the other picture again.

I don't know if they'd recognize that as a seat ?
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Card #14

The ear is very clear. That's an ear but the hair. One hair. I
think that would be very confusing. '"These are hairs". I think that's
very confusing too.,

Card #15

"This is a rat'". "it is a rat". Now how do they know it's a rat and
not a mouse. ''These are hairs", I think it would be better to say
"These are hairs'", I think it would be better to say '"These are
whiskers'", if they didn't get it the time before. 'These" they
would pick out, '"These are its ears'". 1I'd say they'd be more
observant after working with the pictures. They'd realize that rats
have two ears and a long tail., They'd notice things more.

Card #16

"These are men'". All three words are plural. I think this is very
straightforward. Unless the rats were very hard tc distinguish. Once
they look at hats and rats they would be easy. There are three new
letters from page one to sixteen.

Trial 4
Card #15

I was at the one about a rat, I decided why they named it a rat.
Because it is a short womd it rhymes with '"hat" and after the children
have seen "hat' for quite some time they shouldn't have tooc much trcuble.
Ears and hairs are repeated to do with the rat.

Card #6

How many children would look at '"man' and say '"These are mans"? T don't
think they would have any problem with any of them.

Card #17

First of all, "arms" and "hands" are plural. But the arrows indicate ==
{?) Two arms, two hands and two ears. I think you can tell it's a
man's head because of the lack of hair and they've had man for almost
every card '"The hat is his hat." There's no indication that it's

his hat. He's not holding it or wearing it or -- no indication that he
owns it., -

——a .
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Card #18

"The shirt is his shirt". '"This is" becomes '"these are'". The
possession there is not very clearly defined for children learuing

to read., '"The hat is his hat". '"The shirt is his shirt". The

shirt is much too big to even fit him in the drawing. One new word ==
"shirt" and yet they haven't used any new letters, Ouly four new
letters from first. I was looking at the word shirt and it doesn't
look like it's even supposed to be spelled that way. If they got the
sentence "This is a shirt'", there shouldn't be any problem with "These
are shirts", But, if they looked at the word "shirt" and didn't know
what it was, like sweater or something that began with "s'", -- You
could say '"What is this" and they could say '"this is a man'" so you woul
say "What is that" and they would say '"That is a man'" -- "That" '"hat"
"rat", -=- After having "that" and "rat" I think they would reccgnize
"That" especially when "man'" is put in the distance =-- smaller. Stickman
are less confusing than the ordinary drawing. And keeping him as just

a "man" instead of giving him a name where you can't tell what their

name is just by looking at them would make it easier to pick out man.

Trial 5

Card #18 + #19

"that'" would be picked out quite easily. Rhymes with "Rat'" and "hat".
All of the reading would be easier for them if they can come to the
board or wherever this is put and point. Then you could say "what is
this'". They could say '"this is a hat'", But if there was nobedy haiplag
them or at least guiding them they're going to have a bit of troutle.

Card #20

Man is in a circle, He is there, in a distance, smaller. Tt should
be quite simple "it is there'". "that hat is there'". '"hsre and there'.
By five they should know the difference between here and there. Close
by, therefore bigger.

If 1T make the assumption that there are childrenm in the clase thst
can read a little or can read a lot, they sheouldn't have an y
rzading right thru the 20 cards, And being abls to =ay the
at least. Every word has been seen again and again.

Card #2

The transition from "this is" to "it is" this is quite spontanecus,

T wonder if it would be better if instead of using a hand or an ear or

an arm one might use a ball or a train. Something that's an object

so that instead of saying '"this is a ball" they would say "it is a ball",
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Skimming through Card #2 to Card #6

The few number of letters would make the words much easier to pick
out. Only ten letters. These sentences all bagan with pronouns.
Rather than nouns. They are repeated again and again.

Trail 6
Card #5
The letters that we use are different from one ancther so that they

woeuldn't be confused except for the '"mn". But the "a" is made zo it
doesn't get confused with ""d", No "b" no "c".

Flip slowly through Card #5 to Card #19

Card #20

All of the consonants are sounded, none are silent.

(3) minutes silence.)

The recognition of words won't get greater with repetition., There
are no fancy diagrams to confuse with anything. All theilr words are
quite short. 1In class they say take your seat.

Trail 7

Card #1

The drawings are very constant. Always the same. Maybs a Littlea
larger or smaller. No confusion.

Card #2

Moving along.,

Card #15

Taking umething:as a whole breaking it down into pieces.
Card #16

No confusion as to which sentence they are reading.

Card #17

Perspective is good.

Card #20

Discovers phonemes ''ea"
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Individual #6

Trial 1
Card #1

You're presenting a basic sentence, 'This is a' or 'this is' or
'this' and providing visual reinforcement, to help the child to find

out exactly what it is. The first is a man, The second is a hat.
Undoubtedly the child should recognize it, if he has ever seen one.

Then the idea is to say 'this hat' and make a reference to a previous
statement which you have made. Bruner's theory of learning, higher
order. You refer back by saying 'this hat is his hat.' This might

refer to Piaget's part whole system where you build up and then the
important word is 'his'. Which shows possession. And then with the
bottom, I would imagine>you can construct various words, pertaining

to the situation which you are talking about, the hat and the man. Let's
see...'him', 'man', 'hat', that's it. I can't think of anymore.

Now am I on the right track.

Card #2 .

'This is a man', same picture of a man. 'this is' again and a picture
of a hand, the visual reinforcement to explain the word hand. You have
a picture therefore you say 'what is this' and they would say 'hand' and
you would write it out 'this is a hand' and then you go back to the idea
of possession. You have a hand and undoubtedly somebody must own a hand.

'It is his hand'. Then you've got various words you can make up out of
this, pertinent to the situation you're dealing with. Then you sylables,
let's see, you can make up the same words 'his', 'man', 'hand', 'it', and

I would imagine if you were...a few more words that were pertiment. The
child would I imagine if you put these on the board, the object would be
to make up as many words as possible., I can't think of anything more.

Card #3

Now here we have a little higher order of learning. Where now we put
together the entire two previous concepts that we had in the past. We

had a man with a hat in his hand. I think we present this picture maybe
and say to the children' now what do we know about this man and this hat'?
And you would get the sentences 'this is a man' in the first one. This

is his hat' showing possession and the object of placement' the hat is in
his hand'. Possession again. A different way of saying it 'it is in his
hand', replacing 'it' perhaps. And the important words is 'in' I presume,
in the little box. 'the hat is in his hand' has the picture hat and then
there's various words that we could make up from the bottom line. But

I would say that from the three pictures that we are going from something
basic, a visual stiumlus, and building on this. Like the funnel of higher
order. And you are going back sporadically to reinforce the initial
learning.
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Card #4

Now here I would imagine what we would try to get is a verbal senternce
"this is a hat' and we've got 'and this is a hat'. 1In other words that
isn't the only hat in circulation, the one that we have drawn previously.
To point out the generalization of the sentences. Even though the hats
might look different. The same goes for the hands. We all know that there
is more than one hand. Now we have the relation hat to hat and hand to
hand. Now we've switched it saying hat to hand. We've abstracted from
the first two to make a final sentence ‘this is a hat and this is a
hand.' And I think the important thing here is the word 'and'. Then I
imagine the student would be required to make up various sentences using
the word hand with reference to the visual things he's seen.

Card #5
This is a man, this is his hat and this is his hand (reads the card)
Review of what they have learned in the previous frames to make up more

complex sentences. Go on to make more complex sentences. Could shake
up the letters at the bottom and make new words.

Card #6

Now we've switched into something new. We are going from the general context

to the particular context of 'head.' The important word in the exercise
is head. Mowve to a higher order of learning, a more complex order. I
imagine the next thing to do would be to add what might be on the man’s
head.

Card #7

We have reverted back to saying 'this is a head'. Now try to get some
association like saying 'put the hat on the head with the hand.'

Card #8
Here we have the idea of 'this is a man' holding a hat and showing
possession, 1 would imagine that the next thing to elicit from the

student is the fact that it is supposed to be on his head because he
owns it. Making up of new words again with reference to the situatiomns.

Card #9

Here we try to get across the idea that you can make a sentence say just
as much by putting in the pronoun 'it'.



~132-

Card #10

In the past we had 'it is his head' now we have 'This is a man's head'.
The general concept of possession. I would imagine that the next step

is what is the relationship between 'hat' and 'head'. Now if we can get
across the idea of man's then we can begin to make up words such as hands
or hats.

Trial 2
Card #1

Same ones again. Well, after thinking it over if T was to use these

cards to teach a student in grade one to read and to use this as a

sort of programmed instruction, I think I would see it such that the

stick man would be drawn on the board supposedly or a picture or one and
then from this I would ask what it is and they would undoubtedly have to
say or somebody would say 'this is a man'. Now because they cannct read
they don't understand it. So we maybe go on to something else like a hat.
We might ask them whose hat this is. The initial aim would be to get the
response 'this hat is his hat'in other words they would associate one part
to another. Now 'his' in the box I guess this is the concept of possession.
Now if we just had the pictures and we got these things admitted verbally,
how do we show them how to read? Well we might take the letters at the
bottom and say (assuming that they know their alphabet) I think any kid
in grade one can recite the alphabet or used to be able to.) We might
form a word for him, like 'hat'. And write this on the board and say it
and write on the board beside it 'hat'. And have them pronounce it. And
the same with man I suppose,because we are using the constant 'a' we

can get maybe somewhat of a transfer from one to the other word. i don't
know how long it would take. Myself as the teacher I would attempt to
program from the visual angle using the visual reinforcement. Although
they cannot read the kids can pick things out in their invironment. and
name them, and maybe after you have them name it the ideal thing is to
have them write it in some fashion. And I would think that every kid
would like to learn to spell after hearing everyone talk about it. If

we can present it in a fashion other than the strict repetition that

the archaic school system used to have. This method of presentiug the
visual and subtly working towards the spelling might reduce inhibitions
towards spelling. That might be later causes for poor reading.

Card #2

We have the picture of a man again and a hand, now here is ancther
association and undoubtedly we would work on the idea that if we could
get them to spell man, now hand has the 'a' and an 'n' and it is a four
letter word. Now we are using something from the past to facilitate
present learning. Now we have a picture we wuld undoubtedly ask 'what

is another way of saying it?' Somebody would say 'it is his hand' .



=133~

Card #2 (Con't)

Now here the child has made as assocciation. We've said it's a hand,
but not a particular hand. Now you've got the word 'it'. How do you
explain the word 'it'., 1It's like saying there's various written forms
that an object can take. This is just one of the parts of our system.

Card #3

Here we have formed the visual association for them. We have a 'hat'

in the man's hand. Well we have 'This is a man'. Undoubtedly if they
were asked what the picture was they would say 'this is his hat.' We
are assuming they understand this idea of possession. They undoubtedly
do because they possess many things, toys etc. And they have a bedroom,
a mother, father, brother, sister maybe. We would try to say -- maybe
ask them a few things about the picture. They would say 'This is a man
with a hat.' This is -his hat., Now we are getting more specific. Some
of them might notice that the hat is in his hand and it's 'his' is

being possessed, plus, a little more complex, it is in the man's hand.
This would therefore demonstrate the child's thinking. Then we could
have different words made up for the situation. Some of them would have
heard of 'him'. I can't think of any...But I imagine out of thirty
students in the room they could, make up a few more associations. All
the while these pictures are getting a little more complex and a little
more involved and we are assuming that while the child is learmning the
previous one, you can go on to the next one. Now I don't know hat would
happen if you presented the third visual picture and did not present the
first two. Would it be time saving or would it in fact inhibit his
progress, being tm complex for him. I would imagine that it would differ
from child to child.

Card #4

Now I'm probably a little bit repetitious in what I've said. Now

suppose that we, the teacher, draw two hats on the board. Somecue

says 'this is a hat.' Maybe we have them at this point where they

can write and a few other words. We can have them write 'this is a hat.'
You present a picture and they automatically write 'This is a hat.’

But if you present two, what will they write. Well 'this is hat, this

is a hat.' Fine, but maybe we could get them tc conceive of the idea

of putting two 'hats' in one complete sentence. Therefore we have to

find words, or something that allows them to do this. In our grammatical
system the two sentences are not acceptable. A key wor, I suppose, is
'and'. Here they are building on their cognitive prowess and going forth
to a little more complex situation. You could probably get them to use
'this is a mand and this is a man.' They've learned a one-to-one realtiom.
'This is a hat and this is a hand.' Over a period of time we could get
them to realize that it doesn't have to be a one-to-one thing. We can havs
a white horse and a black horse, in the sentence. If we were teaching we
could go on and draw out some of the relevant experience that the children
have had. They could make up various words in the associated field. Then
they might come up with a little bit different to demcustrate their powsrs.
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Trial 3
Card #1-+H}2

(Can I see the two at first please?) I think -- well we've discussed --
The object is to start them with the visual object and then go to...Ths
first two...if we're going to teach them to read, we have 'I' in both.
We have 'his! 'and' and 'it'. Now I would think that when teaching scme-
one to read it would be best to have him take a word similar to what
they have previously read and learn it, rather than change it completely.
Therefore, you can use the knowledge the subject has gained already.
Thus making it easier. The first one is a three letter word 'his'. You
can build upon that to make larger words. . .Now to teach them how to
read....Draw a picture and they would tell you what it is. You'd give
them a nice little explanation if in the first picture you gave them to
read and write 'his' and put a 't' on the beginning to make 'this.'

Then you could explain to them that this is a preface to reading. That
we have 26 letters and you can form them into variocus combinations and
form millions of words...I'm getting worse instead of better. I don't
know exactly how long you are teaching them to read with the use of these
cards. How long would you spend with one of these cards. Wculd this
be a daily thing? A weekly or a monthly? T thing the cbjects and the
principles behind it are the use of visual stimuli and verbal stimuli

to get them to think and act and use their cognitive powers. This is
the cbject of reading and writing. I think by building upon the know-
ledge you reduce the boredom. It could be an individualized reading
program. First you teach something and then each individual can werk
upon thos...and write and read. I think the basic thing is the movement
from the general to be specific. You get a general concept across aad
then you start to...and the child himself can do a little mental woirk
himself too. I think it would depend upcen the teacher. Once you get
them through the first part I think they would be rather successful.

Card #3

On the third card you reinforce. Here you make more asscciations

and establish possession. "His' is the important concept. Then we
t f

have 'in' it is the other important concept.
Trial 4

I hope not to be repetitious.
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Card #4

Here we can assume that the child can read a little bit. You would

have started by putting one hat up on the board and then put two up;

I guess. The important word is 'and' we are now joining two complete
thoughts, into one longer, complex thought. Now I guess the kids use
this word 'and' quite a bit so it wouldn't be too hard to get quite abit
out of them. Then we have another one-to-one assocation using something
from a previous card a hand. Then I would imagine you would use the
bottom letters to make new words. This would help them to understand

a little bit more about our English. I don't really know if these cards
would help them read, but it might help them understand why we do certain
things, the basics behind it.

Card #5

Now we begin with the 'man.'

Trial 5
Card #8

We've got the basic "'This is a man' again. You picture him holding a
'hat'. The stick figure is strictly for reinforcement's sake. Now
you've got a picture of a head. 'This is a head.' 'Tt is his head.'

I don't know why they make the assocation ‘It is his head' because in
no way it looks like the head on the man up at the top. I think we ake
this association automatically. Now we've got 'This is a hand' again we
do the same thing. The hand isn't quite the same, but I guess it's
supposed to be. (laughed)

Card #9

‘This is a man and this is his hat.' Yeah, he's got it in his hand;

I guess we can make the association. The kids dc make this asscciation.
'"This head is his head.' Now here we go back and bring in the idea ¢f
it. Its possession, the pronoun. The ob ject of using this for compre-
iension sake is that there is more than one way of saying a thing. I
think ws predetermine what the poor kids are going to learv. We are
building an invironment about them. We're no giving the kid time to
think his own thoughts, we're going to cram it down his throat. Pretty
well force him to think in the manner we think. Whether this is fair

I don't know., I guess it's just something we have to do.

Card #10

I would imagine we would force upon the kids the idea that this is the
man's hat and the man's hand. Now the letters at the bottom. We can get
them to make different things using the apostrophe. What if the kid came
up with 'him's'? It would cause a great deal of uncertainty. This is
the problem of English it has so many exceptions. Therefore the child
learning how to read is forced to learn in a way we force him to. You
talk about individualized instruction. He doesn't have a chance.
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Card #11

Now this man has a new relative position. He is 'in a seat'. The 'in'
in this sentence is in a little bit different context from the previocus
'in'. He's not really in it, he's 'on' it. We've got 'this is a seat
and this is a seat', two chairs. They are different. Previocusly he
learned that the above one was a seat. Here he learns that other things
can be seats. We give him a baseline to work from and then we work upon
his concepts.

Card #12

Oh now, we've got 'This is a man', A different picture now. A little
more detail. 'This is his hair'. But it is the head's hair toco. 'This
is his arm'. You haven't got all the arm there so the kid might say a
two inch segment represents an arm. He makes this assocciation. He's got
to accommodate himself to the new type of hand. He finds the specific
point that becomes a hand. The arrow points to the head in the general
area of the head. Why does it have to be the ear. This is the way we
lay our system out. How do you explain to him the arrow? Maybe we could
ask him to name the different parts of the body.

Card #13

Now we've got 'This is a man and this is a man'. The child might ask

us why don't we say this is 'a' arm.

Trial 6
Card #14

Now 'This is a man's head', 'this is his hair'. ‘These are his ears'.
Here a child must learn that man has two ears. He learns the plural.
'These are hairs'. Here we would have to explain why we change from
"this' to 'these'. For a child this might be difficult to understard.

We also have 'are' instead of 'is'. We would have to explain that ‘is'
and 'are' really mean somewhat the same. We would use the bettom letters
to make up various words.

Card #15

Here we have the picture of a rat. It is probably familiar to the chiid,
Now 'this is a rat' and it is a rat'. 'It] is much more specific. They
have a new word 'its', showing possession with a 's' instead of an
apostrophe. This would be difficult to straighten cut in the child's
mind. 'These are its ears', we've got 'these' plural, 'are' plural,
possessive and also ears with an 's'. 1 would think we would have te
differentiate the concepts of showing plural with an ‘s’ and showing
possession. Because by looking at it there's no structural context one
way or another, also 'it' is singular and 'its' shows possession.
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Card #16

'This is a man', 'These are men' here we have gone back to the idea of
man again. Now we have a new word 'men.' How the child would learn to
use 'men' in the appropriate spot I would suggest is difficult learning.
To explain why I imagine we would say 'because there is mecre than one'.
Throughout this card it is the plural. I think I am demonstrating by
inability to use the English language.

Card #17 ‘

'"This is a man's head'. It shows possession but we have a different
head, just an oval. I imagine they would generalize it. 'These are
"his arms'. Again we are building on a previous concept. We are going

frow the know to the unknown to make this clear. We are more cor less
showing the rule and not the exception.

Card #18

This card shows recall and possession. Then we get possessicn withcat
plural.

as

Card #19

'"This is a man' with a picture and then 'That is a man’. Might I ask

why it would not be appropriate to say 'This is a man' also for the

second one. The difference isn't simple. I think 'this' means more

or less in our specific environment around us at the time, or close by.
'"That' is used for the same purpose but when we are pointing out and

saying 'that is a man or a chair.' How does a child perceive the
difference., This is fairly immediate. 'that' can mean the past. Alright
we are just putting in an 'a' for an 'i'. We're building ca tc his
invironmental field. He learns how to use it because we point cut spacific

examples. But as for an explanation, 'why', I don't know. I....
Card #20

We're introducing the concept of locality.

Trial 7

Card 19

What confuses me is how you...you can get the kids to read by rote, but
the object of reading is comprehension. How do you get them to see that
"this' and 'that'....I would think that an explanatiocn of an cbject in
relation to another object perhaps would do it. If you are closer to one
of two objects you say 'this'. 1It's a matter of position. (ah nuts)
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Iniividual 6

Trial #8

(Ahh no, let's go to something different). TLet's start from the
beginning.

Card #1

You're supposed to discover how a child reads, learns how o rzad.
flow are you supposed to know. 'This is a man'. Now, ¥ don't want

to repeat myself., As for the child actually learning how te read. ¥
would think that this sentence is completely wnappropriate. The
concept of 'this' is not appropreiate. Start with something smaller.
This is too complex. Much too much.

Card ﬁg

Well this is the same thing. I could repeat the same thing cver and
over again. I have a one track mind today. The use cf the gone '
the specific, the concept of 'it' T guess it's goocd. Tt has reir
ments, builds on basic learning and looks good. 7 thought so at (he
beginning but now I have my doubts. Because we are...but teaching 7o
child with this method we are teaching him to make assumpticas, to
generalize to make associations about various objzcts but these ars
assumptions we as adults make. We don't let them make the. 1Lt could
just be a hand T don't see why not. 1 think the introduction of this
possassion poses a problem. I think the c¢hild sheuld wake 1t for himeslf
T don’t think we should tell him. Now the iwportant word is 'his!

Does the c¢hild reading these first few cards rzally understandy T wQ;ld
say no, This is like the kid who counts to ter but doesn’t know wnat

ten means. We work on the assumpticn that a hand it someons

T don't see why. 'it' is a very comples Two lette

Card #3

Bring all these things in together. Build upon what we assums
now knows. How did the child lzarn to use and comprenesnd. T don't
they really know. It is rote learning.

Card #4

the word hand is hard to explain.

T thing

Card #5

We'wvae got something a little more specific. We no longer
picture of a man. Something to do with a perceptual ,
with how possession shows itself physically. Why has this card net get a
specitis word?
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Card #16

'this is a man...(read the whole card)

Card #15

In all the cards we started with 'This is' in the last card we wsat beyond

'this' and ....we are going form the general to the specific. W= start
with a general rat and then get more specific.

Card #16

The plural. 71 think that the entire system is building on...from one
thing to another thing. We are getting a little more complex, a fittle
more involved as we go through the card. We reinforce now and thsan,...
Whether this is good I don't know. Maybe we think this way and tnink
the children do to.

Card #17

'"This is a man', 'He is here' now this is the idea of showing
with reference to something else. How we explain the child's lea
is something that the child has to learn for himself. He has vo rovm
hie own relative thinking. I don't think we can tell him. T dn't
think anyone can tell him where 'here' stops and 'ther starts, 'ﬂaybs
this is a little bit too involved maybe they can learn 'hu;w at
but the actual understanding maybe too much for their cog
Maybe we would have to wait for their neurolegical astworks to
with it. (YJ'm getting more confused all the tim..)

Card #1i

ALl the problems stem from the b;bLhn~h“. The
of the word 'this'. Why not 'a wan' uvtteranca. T thick

learn the concept of proximity. T think they weold learn
is <lecse by. Might they learn this without urasrstaniing.

yes.

Card #2

Sh~. 'rg possession. The concept of 'it' as a werd. wWhao doss LU asan,
Hew do we explain., How to get them to understana. Lignt this be boo
complex to explain. Surely they use it without knowing.

Card #3

Possassion again. 'it' is a symbolic form of a wore cemplex sortence.

Now 'in'.
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Card #6

Showing parts of his body. I think we're teaching the child
perceptual training.

Card #7

Shows 'head' refers to both masculine or feminine. It appears to me
that all of the material stems from a masculine side of the argument.
Why not a girl's hat?
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GROUP,

Trial 1

Card #1

(1) Read sentences the same way as they more or less think and that

possibly why should they learn just one word in isclation. Possibly
this is better to learn a whole group of words.

(4) This is true because you can look at that picture and you can say

'This is a man' you know, point out 'this is a man, 'this is a hat' and
maybe connect the two and whose hat is it? You know, this is his hat,

the man's hat. '

(6) 1Is it?

(3) 1 see relationships in the numbers at the bottom except for 'st'.
The 'st' seems to me to be confusing.

(4) Maybe it's an introduction to the next.

(5) I was thinking perhaps the teacher in the back would say 'What is
this?' and ofcourse the response he might get 'This is a man' or 'This
is a hat'. Otherwise they wouldn't say that sentence would they?

(4) No.

(5) And he could point out you said exactly this and he would show
it to them wouldn't he?

(4) Unless they said, 'it'.
(5) He would encourage them to get that sentence out of the cnildren.

(2) But then with the third one try and tie the two sesntences together
in a thought.

{6) I still say that whoever uses these drawings superimpeses his
image of the man and the hat on the kids and not having the kids dream

up their own image of the man and the hat.

(1) Yes, but shouldn't they all have pretty much similar, I mean, is
there any child that would mistake that for being a cat?

(6) It looks like a clothespeg tc me.
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(1) No, but I mean, if the person read over it and said 'this is a
man' keeping it as simple as possible without the specific features

in the clothing.

(3) Well no, I think that when they look at that picture they would
see both the hat and the man and they would think that the hat btelongs
to a man therefore this must be a man.

(4) But it's not -- if they didn't give that particular picture even
if they did put a picture of man in to get the idea of the thing.

(6) Tve seen ladies hat's that looked like that toco.

(1) Could we go on?

Card #2

(3) Well I would say that from the first frame they've established
that the figure is a man. They would then respond by saying this must

be the man's hand.

(4 And if they used more than the picture they could relate it te
themselves you know, 'this is a hand.’

(6) Then the 'st' appears without any visual significance.

(3) T find myself thinking, 'hand it to me,' (laughs) but V'm act
sure if that's what I'm supposed to think.

(5 I think it would mean that hand could stana feor a hana or could
stand for something else. That there is more than one wmeaning to the
word hand.

(4) 5o they'd probably discuss this.

(1) But you said the 'st' I don't associate it with anything.

(6) Except for the fact that the hand is exaggerated in scalc. Seo.

there is no sign saying that this hand does in fact belong v thal mavw.
It ce. d be anybody's hand, it could be a bird’'s wing.

(1) But it says that it's his hand.

(6) It says.

tt

(3) 1 think that there would be an inclination for tre chilid tc sa
"It is ¢me man's hand' here rather than use a pronos:z.

(1) But they learned 'his' on the card betore.
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(5) See they use all the words and there's encugh space to put the
b,c,d,. 0. K. that's a good point.

(3) Do you think that their attention would be focused on the symbols
at the bottom unless you asked them to?

(4) No, I rather think it would be... unless you asked them to focus

on that and say can you make a word out of it. T don't think they would
be paying any attention to it.

(1) Well I think that would have as much meaning as the sentences above.

(2) That's what I was going to say.

(1) These kids don't really know much about how to read yet, if you
just pointed these out as being parts of words and the sounds.

(3) Yes I think that if you drew their attention to it and said that
this, is a .. you know, can you find where these...a word that is using
these symbols. The child would be able to, but, I don't think otherwise
that he would even bother with it.

(2) Why not, because it's so different from the proceeding three lines. It's
spaced differently.

(3) No I don't see that.

(4) They're curious, if you've got their curiosity aroused by saying
'this is a man'. Now they want to learn to read...they're beginning
something. They might say 'well what does this say at the bottom'?
You know, it's different. (pause) Well? Next card?

Card #3

(6) Now they've associated the hand and the hat visvally and by word.
(4) And by the picture they could say 'there is a hat in his hand’.
(6) There's the same letters at the bottom.

(1) This card is more of a review isn't it?

(6) Yeah, joining them up. Associatiné them.,

(3) Now I see. It is 'this is a man' and the other one was 'this is
his hat'. 'Hand the hat to the man' is what ¥ should have thought of.

Instead of 'hand the hat to me' it is 'hand the hat to the man'.

(6) Using his hand...
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(3) Possibly they would be better than I. (laughs)
(6) M and N.

(2) Are these figures, like the second one, larger because they're
more important? They're what you're trying to stress in this
particular thing rather than the 'man' it's the 'hand'?

(6) Could be.
(2) Same with the hat!

(3) Yes I would think probably your attention focuses almost
invariably on the larger figure. Doesn't it?

(4) Yes, because this is how you normally speak ycu know, it is his
hand, so its maybe the vocabulary of the larger words.

(5 You see the larger figure can be less, can be defined with fewer
words, because there is more things to it. Whereas with the hand, you
may just think it is a branch, therefore you have to draw the whole
man .

(2) And children are more aware of the figure as a whcle rather thean
the individual parts.

(4)  And with the different sounds at the bottom, ¢
picture before and the 'mn' could they have meaning

har "hi' was in the
s%

(1Y These are probably the sounds.

(4) in every word they have the same sort of meaning.

(1) The ‘st' possibly, there are several 's's' and several 't's'.

(6) But none of them together.

(i) No. No combinations, but still they would, you'd thirk, trey
would e able to put the two together, (scunds tte ¢ and the t)
i

[

(4) And they're in alphabetical order, aren't they?

(1) Yeah, they are. (laughter) maybe that's coincidental.

(5) Kight! Perhaps that's what it is. They put the alphabet right

there., '1n-2t's what it is., They teach the alphzsber ty acirg ttas.

(6) Hey we're learning fellows.
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(2) He's holding it?
(6) Yeah. 1It's associated 'his hand'.
(3) The words are being repeated 'hand the hat' to the man.

(2) 1In other words it's dealing completely with the man, it doesn't
have anything to do with anything else.

(3) No I think it's...it's using hand in two meanings. 'This is his
hand', 'Now hand me'. 'Hand the man his hat'.

(6) Oh I don't think it's as complicated as that. They've just shown
the hand as possession. 'It's in his hand', therefore 'it is his hat'.

(2) So it's just dealing with'him, the whole thing.

(4) It doesn't involve memorization so much, because they've changed it.

Y'know 'this is a man' and before it said 'it is...

(6) 'It is in his hand'. It belongs to him. If somethings in yocur hand
it belong to you. These are my cigarettes, in my hand.

(3) But why couldn't they stress the double meaning of hand, there?
{(2) Would they realize it?

{3) Well, maybe it would be too complicated.

{(2) You're taking it one step beyond.

{(3) 'Hand the hat to the man'. why couldn't it be? (Lavgnter)

{1) They had 'hand it' in a box before.

(5} See the word 'in' it's boxed in. I think that's the werd theyire
trying to get across, with all those sentences above.

(1) Seeing it in isolation.

{¢) Beca.se it's a vague term you mean? This way it's stressing and
clarifying it? :

{3) This is the use of the pronoun ofcourse, that is also being brought
out.

(6) But that's above that. They don't do pronouns until about grade
6.

it
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(1) Are there any principles involved in this card?

(4) 1 think everyting is quite concrete. Whereas y'know, if you're
learning to read and you're given a story to learn to read with just...
to start with, it has no relation to you...this is more personal.
Y'know it's got a relation, more directly to you.

(1) Rather that that man being called John or something.

(3) I was thinking. There's not an action for the child. Y'know I
always think of children doing something when they are learning. That
other card before made me think 6f 'hand the hat to me'. Now maybe
this would throw the whole thing off kilter (she laughs.) But there

isn't action for the child to perform.

(6) Well if we are going to get through these cards we had better move
on.

(5) 1 thought you were thinking of having a man on flannelgraph and
put the hat into him and then have sentences beside them.

(4) The next card?
Card #4

(4) I can see the relationship, it shows the different types of
everything.

(6) They've gone back to the specific again.

(3) Well now I think we're mowing out of...into a combination of thoughts.
a continuation of...

(4) Joining two.

(3) Not syllables...but what is the word 1'm thinking of? Two thoughts
that are joined?

(4) Stressing 'and' and the linking word.

(3) This is good for a child because there's a tendency for them to
have jerky reading procedure.

(2) still sticking on the same words?

(3) 'This is a hat and this is a hat'. I think this is good.
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(4) Using the word that the child uses mostly.

(6) Showing both hands too. Which is abit more meaningful. Different
types of hats. Assuming that they are different hats.,

END OF TRIAL 1

Trial 2

Card # 1

(4) We've discussed this one before can we change it now: We've
discussed this one.

(3) I got thinking about the 'st' at the bottom of this card and

I couldn't figure out what relationship it has to the card. 1It's
totally different and I wondered if maybe this is why it was there,
because it was totally different?

Card # 2

(4) I wonder if they're not just giving the letters of the alphabet?
If you'll notice all the letters at the bottom are in the wcrds at the
top. There are none that aren't.

Card # 3
(2) What about teaching them consonants and vowels?

(5) 1In the second sentence it says 'this is a hand'. The other
one says 'it is a hand'. The hand is the same as the word 'it'.

(3) 1t is a pronoun reference that they're teaching the chiid...
still I was thinking of what significance the 'st' has. T can't
relate it unless it is only that it is a totally different biend
and that it...and maybe the child is to recognize it is totally
different.

(6) Well its on the next one so can we go on to the next one,..l

think we covered everything...
Card # 4
(4) No letters have been added.

(3) T think the key word here is 'in', and the idea is for the child
to think ahead feel, well, 'this in' what, 'his hat is in his hand’
‘it is in his hand'. '

(63 Represents a sort of conjunction...In,'the hat, his hand'.

(3) The concept would be to think ahead, for the child to think ahead
using the word 'in'.

(4) Well they could guess what the word would be, y'know, 'where is
his hat'? 'It is in his hand'.
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(5) Thinking ahead, the hat, you know we see the hat and the man held
the hat, this would relate to the man. 1 think that is what we will
find out. Because now it's in his hand, perhaps its on his head next.
I think you have the relation there 'in'.

(6) The child is being introduced to the hat as held in the hand rather
than on the head.

(5 Yes. First in the hand he sees where is his hat, then perhaps
he sees the hat on another...

(4) So now the teachers going to ask 'where would the hat go'? And
the next picture, let's see it...

Card # 5

{2 Tt's a summary. It sort of combines

(6) But no way yet does it indicate the concept that a hat is generally
worn on a head., T would suspect that this is the first thing he would
learn.

(3) Well I imagine that this is to teach the child to extend his
thought processes, wouldn't it?'This is a hat and this is a.'

(5) It does look like two objects doesn't it.
(6 Yeah. To me it's still putting them together...possession.

(5) Yeah.

(4) I think we should go on to the next picture. Now there's a
repeat of the same sentences. 'This is a hat' and 'this is a man.'

(3) This is overview,

(6) But to me it's reinforcing this business cof possession 0f hat
in the hand, not on a head.

(2) 1 was going to say that the hat and the hand are still T«rger
in proportion to the man.

(5) That has something to do with, y'know, the hat would be quite
small and you couldn't recognize it.

(2) Or is it because the hat and the hand are most f{mportant rather
than the man.

(5) So far.
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(1) Yeah. That could be. Just made up of sticks and lines.

(3) Well, couldn't it also be the emphasis on the ‘'Hh', 'Hh'.
Have a hat in a hand? (general laugh)

(4) Well it's the same vowel sound if you note.
(1) Yes they're getting to know the 'ha'.

(6) 'This is his hat.

(5) Perhaps they see the picture and they're supposed to recall

the sentence, Like y'know, y'have 'the man', ‘this i{s 2 man' this is
the same thing like 'the hat and the hand'... in seatenceg before

and 'in his hand' like you pointed out. Now they show just the hand
and the hat,.

(3) The pronomial reference is emphasized here, by eliminating the
word 'man' in the latter sentence. Stiil 'it' all the time. The
man is not there.

(4) 1In teaching it the teacher could say 'what isg this' and 'what
is this' and the kids would say 'this is a man,'

(5) Would the teacher ask 'what do you see now?' He wouldn't ask
'what do you read now'?

(4) No they could point at the picture and then say 'what 1s thizg'?
To answer the complete sentence the child would have to say 'this is
a man' or 'it is a man' he could say. But if he had teen introduced
to the 'this' before, by this time he should recognize it.

(6) Getting back to these letters at the bottom, T4 seem: to ime that
the letter 'a' the first letter of the alphabet and the letter 't' is
the last letter of the alphabet used in any of the words, sc far,

(2) What about the use of '"is', 'this is’ all the way through.'his’,
{4) Well they would get the sounding if they saw the two words.

(2) Wood, was trying to show that if you see it often =snough In

that relationship you'll be able to carry it on te another one, is
that what you mean?

(5) Do you think the children would question it.

(2) No, but why is it used so often? ‘'this is a man' tuis is ais‘ ...
is,is;is,



~150~

{(8) Shall we go on?

Card # 6

(4) Now you can see the relationship with what's comire o
you'll notice ancther letter to the alphabes
letter 'e',

Now if
Tﬂ\li

(6) And we haven't gone beyond 't' there's no letter bheyond =7,
(5) See the new word introduced here.
(6) I guess they are using the concept of using letters

and pulling them out of the word and gradually enum
alphabet,

(5) Look at how they introduce a new word though., They o
the sentence the same way each time. Y'know, so that ¢
"this' and ‘this'and 'this'.

(3) 1 think it's quite significant tc that the word head rac the
letter 'e’ in it and the combination of 'd' ard @ g :

There's oo confusion for the child in learning th
quite often confused when they learn it with anc

(5) T think by now that they already know that 'iF4e 1.
they can already figure that much out. They've ‘

So the only thing they have to learn is thar €1

{2) 2And it'sc etressed again in the box,.
(6) Vvt iz the new word.

(5) Trat's the new word emphasized.

(&) Can we request a flashback. There s no use of ' rera.  Uo
frey've teaching them the use of the alphtabet

(4)  You mean that's why they grouped them together
rather wrusual to me.

(6) lhiey're in alphabetical order.
(2) 1 can see 'st' but not 'de' together.

(3) why? A,b,c,d,e,...
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(6) They're in alphabetical order.

(2) Yes but not right together, They've got 'a', Oh I see what
you're getting at,

(3) Well 1 think it's easy for a learning process to group something

that has a reference, If you think of 'a' then you think of 'e' because
'd' follows 'e' and it's not a similar reference because 'd' follows 'e'
and it's not a similar reference bacause 'd'would never be confused with

lel.

(6) Seems to me they're gradually developing the uses of real world
things to show the use of the alphabet,

(3) Something concrete.

(6) Yeah and they're gradually filling in the alphabet, as far as
we can predict.

(5) There's no use giving a word that doesn't mean a thing.

(3) 1 wonder if the child could see any relationship to 'dead' and
'head'.,

(4) Once he gets the sound of 'duh', Then the teacher might say,
'well what other words do you know that sound with a 'duh'? Or
'what words do you know that rhyme with 'head'? They wouldn't get
the letters but maybe the sound. They could build a whole new
vocabulary of words that rhyme with them,

(6) Shall we go on....now this is sort of a recapitulation
Card 7

(2) They're showing two different kinds (head)

(4) One's a man and one's a woman.,

(6) No introduction of new letters.

(2) 'This is a hat and this is a hand". Now why did they put those
two together?

(4) Because the hand is going to put the hat on the head.

(1) Well they've seen the sentence before. And this top line is
reinforcement of the lines they've already read.

(5) Well they remember the picture before and they can say 'this is
a head'.
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(1) Do you think a kid once he saw that would think it was the only
type of head.
(4) 1In a drawing he might, maybe no in pictures. Well we shouldn't
make generalizations like that. T mean most people...in say our
society.
(2) Then how can you know Wwhat a child does know?
(3) Well if you were teaching this to a foreign language child,
he would quite easily associate 'this is a head' with a masculine
article, whereas he would also associate 'this is a head' with a
feminine article. So it could be that the article is the same for

male and female in this particular case.

(4) So that in a foreign language this would be quite a good idea...
Can anyone predict what the next picture will be?

(1) This is really bringing back the whole thing in review.
(4) To reinforce the ideas.
(5) Yes, reinforcement all right. There's no doubt about it,

(6) Only one new letter, through the last three or four cards.

GROUP TRIAL 3 (Begin at Card #6)

(1) Some thing that was brought out last day is why were there no
features on that face? Why is it only the outline? 1Is there some
underlying reason here? Some principle involved here?

(5) But why is it we just realized it now? See there's no fingernails
on the hand.

(4) No but the hand is facing the opposite way.

(1) 1 thought that this would possibly just be on this card., 1

thought maybe that the card the child saw more in color and it's not

is 1it, There's no color, it's not livened up in any way with pictures,or
movement, ..

(3) I think that with this card, the figures being on the right hand

of the card is different from the first where now the child is assumed
to be reading. He is now reaching the end of a sentence and the figure
is at the end. 1In the first card the figure is at the beginning of the
sentence and we assume that the child doesn't read, he is looking at the
figure.
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(5) Well, if you're still talking about the head, I would say that
if it had a nose or an eye, they would probably say it might be a
'face'. They wouldn't say necessarily that it's a head., And they
would say 'Oh what a big nose or small eyes,'

(4+6) Yeah,

(2) That's a good point, It would be distracting, And another thing.
Did you notice when you go further on the head and the hand are still
large, but the man and the hat are smaller, Would this be because they
are trying to stress the hand and the head and not the hat and the man
anymore?

Card #7 (skipped)

Card 8

(2) This one. See how the hat and the man are small, in comparison
to what they have been, espécially the hat,

(4) Well look at the sentence,

(6) They've put the hat in the perspective with the man because it's
with the man,

(2) But in one place, where it says the man has the hat in his hand.
The man was large and so was the hat, but it isn't in this one. The

two main ones are your hand and your head.

(1) That bottom line. I wonder if that's just a guide for the teacher?
Ratler than for the student,

(6) No. My opinion is that this the key to the whole thing. They're
gradually building the alphabet,

(1) Yes. But what good is the alphabet?
(6) 1 don't know.

(2) They have to learn it eventually and this is an easy way of learning
it,

(4) Something they've heard about from their parents.

|
(6) A structured order of letters that come one after the other.
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(1) But maybe they're trying to break tradition here and say that
these sounds are sounds that they've heard in words before and it just
so happens that they still have gaps.

(2) But when would you ever use 'mn' together?

(6) I don't think that's important. 1 think that they're showing
the kids that they are letters in use in words. They're teaching

the kids specific usages of the letters and then they've putting them
into an order. I predict that by the end of the cards we'll see the
whole alphabet,

(1) Yeah, T believe you're right, But it's the purpose involved
that 1'm trying to...

(2) You feel that the alphabet isn't that important...So why teach
it there.

(1) Right,
(2) What's the sense of teaching it in the first place.
(1) Right.

(4) Just like when you're building a house. You have to have some
foundation to go on.

{(6) Yeah and here we are, we've got the shingles, the two by fours
and the nails and here's the house. We can take them all apart and
line them all up, and there they are. Starting from the top and going
to the bottom. And that's what we're doing.

(2) And another reason the alphabet 1s important whenever you use a
dictionary or an encyclopedia everything is useful, So why not teach
them that.

(1) 1 feel that here, they're learning it as they go, more or less,
(3) 1If it's learning the alphabet I think its not a very good way to
learn it. 1It's a recall of 'd' and 'e' together, 'h' and 'i' together,
'm' and 'n' together.

(6) Let's wait a while. Let's wait and see.

(2) But 'd' and 'e' work together in a word,
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(3) 1 think that,
(6) I think that you're putting a value judgement on something.

(3) I mean 'd' was by itself. They're showing that another letter
can be added afterwards. It doesn't have to go together.

(6) They're just putting letters in as they're used.

(4) Well do you think that it should be memorization the way we used
to learn.’

(1) No.

(3) I think it's a question of here's the recall of the words in
order, But I don't see the value of it.

(6) Oh I do.

(1) How else would you do 1it?

(3) The alphabet,

(1) How would you do it?

(6) Well aren't we getting away from the subject?

(1) Straight stimulus response? Here's the alphabet. a,b,c,d,e,?
(3) Being that I'm sold on phonics, T couldn't say. (laughs)
(6) Well shall we go on.

(2) Wait a minute we were going to guess what the next one will be.
What the next word that was going to he introduced.

(6) The next letter.

(2) How about 'hair'.

(6) 0. K. Let's try ‘hair,’'

(4) T think it's goine to be a 'p'. ‘Put the hat on the head’.
Card #9

(1) Another reinforcement.
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(6) We've seen this one before. There's nothing really new (read
card)
(2) Just showing possession.
(6) Can we agree to go on?
Card #10
(6) Different usages of the same letters.
(4) The same words but in a different order.
(3) Showing possession.
(6) Still no new letter. We've spent a long time on each letter.
(2) And they've stressed that posséssion.

(1) Oh still no new letter. They're moving quite fast, because if a
kid ‘can read all those words in ten cards, not bad.

(6) Can we agree to go on?

(1) There doesn't seem to be anything new does there?
(2) Yes. Possession,

(3) Possession.

(2) Yes, the apostrophe 's'. It's stressed in the box.
(1) 'this is a man's head'. Good.

(6) That's more or less what the things been getting at isn't it?
(2) Leading up to possession?

(6) Yeah. 0. K.

Card #11

(2) Completely different.

(6) 'This man is in a seat'. 'He is in a seat',

(1) There's certainly nothing...
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(5 How come the man comes in a seat first and the seat is suggested
afterwards? There must be something missing.

(2) You think it should be something different? Seems an awful change.
(5 Shouldn't it introduce the seat first.

(1) No.

(5 I would think that it should introduce.

(3) Well T don't know. I can't think of any child that would think
of a chair as a seat.

(6) But you see they haven't introduced them to the letter 'c' vet.
(4) Or the letter 'r'.

(2) Why would they put 'seat he'.

(6) Well there's a period there.

(2) No but in the boxes. Why?

(6) Have we had 'he' before?

(2) Yes but why 'seat he'? Does it make sense?

(1) You get the 'e' sound,

(6) Well 0.K. teaching them different sounds. Different spellings
of the same sound.

(1) They certainly don't relate directly to the child's experience,
do they? They could have said 'Janet is in the seat'. T mean to
relate it to a classmate.

(2) But why introduce someth ing else when you can simplify it by
using the same thing.

(1) Yes, that's what I'm asking.
(6) Can we find anything else. Some new concept?

(3) There seems to be a certain sequence of sound all through it.
There is a phonetic sequence.
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The use of 'is' all the way through,
Also notice the two different chairs.
They did that with the heads.

It's the generalized meaning isn't it? Of the word seat.

Skipped Card #12

Card #13

(6) (reads card) Here they're getting at the uses of 'an' before

a vowel and 'a' before a consonant. Up until now they've just used
'a',

(4) Also they've introduced the letter 'r',

(6) Aha, yeh,

(1) Yes, for arm.

(6) Two fairly big concepts here eh?

(2) They haven't varied the man. Both of those are exactly the same.
(6) But this'an' thing is quite significant,

(1) I think it would be fairly hard to hold a child's attention with

these words.

(3
(4)
(1)
(4
(1)
(4)
(5)
(4)

Not when they're wanting to learning to read it wouldn't be.
Especlally when {t's something concrete. Like here again.
But what makes a child want to learn?

Something that's related to his own experience.

But is this?

Why not?

Surely he has an arm,

Well most people have arms and hands,
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(6) 1In fact I'll bet if you showed a kid that card, half of them
would put their arms up.
(1) But isn't this too primitive, too elementary?

(2) But isn't that what's most important to a child?

(1) No I think his experiences are more important than his own
physical being.

(2) That isn't his physical being that is a man., Tt's a person,

(1) T think if I were a child I'd much rather learn words about my
own environment, Ofcourse this is his environment.

(3) I think its a very big field to theorize on how a child learns

to read, 1 think that when a child comes to school they want to learn
to read.

(1) Not necessarily.

(3) Yes. I think they do.

(1) I think that's a real generalization.

(3) No. When you go to school you learn to read. Almost any child.
(2) Because it's expected of them,

(3) T think this is a very easy way for them to learn. To have the

" visual picture., To be ahle to relate that visual picture to an actual
phonetic sounding word.

(1) But there's no action.

(3) There isn't., This T think is lacking. Tn these cards. The lack
of action of the child, doing.

(1) Well that's what T just finished saying and you disagreed with me.
(3) No. Earlier on.
(6) Aren't we getting off the subject.

(2) There's not too much change in the cards,
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(3) T think action should be an attempt to involve. You may fi-d
later on they will be. Later on they will say, 'this is a pen’' 'ha:d
me a pen'. You know, something that they can reach in the classrcou.

(6) ¢thall we go on.

(4) Don't you think they can, I mean...

7 1

(3) This is a very difficult concept, this 'an
(4) You say you can't involve the kids, but you can.
(5) Just making longer sentences to point out two of the same thlngs.

(3) You can if you were not...if you were to veer from the carde,
you certainly could,

(4) No even without veering from the cards. Get all the kids lined up
and 'this is an arm', so they all raise an arm.

(6) Yeah, I bet if you showed that picture, half of them wosld ralee
their arm anyway.

(3) 1 think you could
(4) You could get the relations anyway. Quite concrete,
(1) So it's up to the teacher to bring in the invclvemen:..

(4) You just can't hand the cards to the kids and ray discuse jost
like we're discussing.

(5) No they'd be lost,

{1) But is this a good thing?

IS}
[aW
1
&
e
(1
o+
b
i

o

(&) I think we're getting off the topic. We're suppozed
to find out concepts.

(i) Oh 1 don't think we're getting off the topic.

(6) Miste not,

Card #14

(6) (Reads) They've put 'man's' into a sentence. Ok they've iniroduced
singular and plural her. '"this' and 'these'. Notice the blocked words
are all the plural words.

(4) Herz's the age grading in lauguage.

(3) T think here there is also a tendency to expand the child mewmory
span., This is a longer sequence of words,
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Trial 4
Card #1
(4) How many letters are there? Three, five, seven.

(6) 1Is there any letter in the sentence that is not represented
by the letters below? (figures)

(5) The teacher would ask 'what do you see there'. 'Oh i see a
man and T see a hat.' Can you read anything else into it. TIs there
anything else a child might recognize. I guess it depends whether
he went to kindergarten or not.

(4) Well, shall we go on to where we left off before?

(6) Just flip the cards.

TR

Card #12

(3) They've introduced something new in the length of the number
of sentences here. Before there was only the two sentences.

(6) All using 'this is.'
(3) I think the emphasis is on the form of the sentence. Like,
they could use this now with almost anything. They could say here

is the form of a sentence.

(4) Yes this is one of the forms that kids coften use. You know
when they're asking questions 'what is this Mommy?'

(6) 1It's sort of abit like Dick and Jane.,
(3) Wouldn't you say it's the pattern of the sentences,
(4) But there's no names.

(6) 1In fact it's almost worse, they can't...you know at least
in a class there maybe a couple of kids in a class named Dick and Jame.

{4} No when you look at a picture, you can't tell whether this is
Dick or this is Joe. You know that its a masculine figure.

(3) I would think that pretty soon the cards will change to a different
form of sentence, maybe a question form.

(6) It's bugged me all the way along that whoever made this thing
up is sort of just imposing their perceptions...this is it kids, here

it is.

(general disagreement)
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(6) Instead of ear you could have a car and say 'this is a gear.’
(4) Yes but they're relating it to man.

(6) But that's assuming that the kids want to identify with the figure
of a man or a woman. This not necessarily so.

(2) Well isn't it. Isn't that the most important thing to a cnilid,

(6) No I'm pointing out this is the value the authors have put wz it.
It isn't necessarily so. There's no evidence to suggest that it is soc.

(2) What does a child notice first? The first thing it notices is
its mother,

(6) Yah.

(3) T know we're getting a way off the track, because a teacher
could use this with anything. If the teacher had a pz21il in her
hand. They could hold this up and say 'this is a pencil'. They
“could have an eraser on the desk. I think this is merely to establish
a form, a pattern for the child to apply, to anything I don't think
we should theorize about it. Why they use the figure of a maun.

(6) 1 think it's important.

(3) Well in the first place you can't draw a pencil so that a cnila
could say it's a pencil. You couldn't draw an ear without a mawn, I
mean let's face it,

(4) Well you can, but...

(2) What about that 'hair, arm, ear'! 1is it the sounds:

(3) Well yes, and also it's related.

{(6) 1ts got 'r's' in it. R's the new letter.

(3) 1It's got relationship to the figure.

(2) But why in that particular order?

(4) Well look, they separated the head from the body. Then the car
is on the head.

(6) Well?

(&) Wwell you look at a girl. What's the first thing you see when
you leook at her head?
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(6) Blond hair.

(3) 1Llet's go on to the mnext one.

Card #13.

(6) (reads cards). Their both exactly the same.
(4 Also notice they've got different arms again.

(6) Oh yes we established that the difference between 'a
Remember last time we talked about it.

(3) There's two sentences the same here. And there's one sentence
that's different. Now I think that the teacher could say here 'Children
is there any sentence that you notice anything different?' A child tharv
was phonetically speaking could immediately say 'Oh yes, I see the
second sentence is different. But a child who is not phonetically -
speaking wouldn't see the difference.

(6) Well sure he would. He could just look at it and say ‘There's
one letter in that third...

(5) Word. 1iIn that third word.

(3) What would that mean to a child that isn't understanding phonics:
Do you mean that he would sit there and count them!

(6) Well he can see an extra symbol., 1 can say to wvou ‘what’s the
difference between that and that'? And you 1
you speak English or not.

N - . P VLT T N
can readily gee wnethe

(3) Let's gee. Should T say 'The teacher could cay ‘Te ttere a
sentence that sounds different'? (Laughs)

(6) Or that looks different.

(4) But by this time I think they should get the "This is' bit.

(3) 1 think there will probably be an emphasis on the charnged
sen:ence.

(4) 1 don't think the teachers going to read it out to them. Zue's
going to ask the kids 'what do you think this sentence says’?

Because by now they've got the form.



-164-

(3) I think this would depend on who she was teaching., Don't yout
If she were teaching an English speaking group she would probably
not need to. But if she were teaching a non-Englist speaking group,
she would probably read it first.

(6) Well if it was a non-English group they would put it ia the
language that they spoke, wouldn't they?

(3) No. They're teaching them to speak and read English? Wny wculd
they use their own language?

(6) Well wére assuming aren't we that the kids, their pre-school 1life
has been in an English environment,

(3) I think you're presuming too much from having lived ir Carada.
In Canada we have lots of children that don't speak English until
they come to school. -

-

z

(2) But then you'd have to have a whole class that spuke ancther
language. Or would you read it out. 7T mean if it was a mormal
class you'd only have maybe one or two people that didn't spsak
English.

(3) Well these one or two people have to be considered;

(2) But they would listen to the children and catch it wouldn't rhey:

(3) Well they may, but they don't grasp it correctly, fruw a crnild.
Shall we move omn.,

Card #l4

(4) 'This is a hair'. I think that's cute.

(5) Showing possession,

(6) Some of those hairs look almost like letters don't they: A "p',
(4) But they haven't been introduced yet.

(3) I think the emphasis here is one an extenszion ¢f the number of
words that the child is now being expected to learu. Because they
are not using that many more letters. They're just using more words.
Aren't they? And the child now is being moved into a higher speed

of learning. And ofcourse they see the possessive.

(2) When we saw that one before that had this man.
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(4) Still the verb to be.

(3) Still the same sentence pattern isn't it, What it has done here
they've introduced the plural verb,

(6) Any new letters?

(3) There's a different form of the verb being introduced.

(6) Yeah, singular, plural.

(4) still only ten letters.

(3) Shall we move on?

Card #15

(6) Hah'

(4) Heh, well look at this. Rat'! The kid might say, 'this is
a mouse'.

(6) But he can't. He's being told this is a rat.

(4) 1 don't think he's being told.

(6) But he is. It says right there.

(4) But the kid can't read that, Yousay ‘'what is this' and the
kid says '"Oh it's a mouse'.

(2) But they're using the same words again 'head, ears, hairs'.
(6) They're using the same letters.

(2) They're relating it to something else

(6) Yeah.

(4) So the teacher will say, 'no that's not a mouse, well what else

could it be?'

(6)

I wonder if the authors are assuming that by now the kids cau

juggle the symbols around so that they can recognize thingsiike
'rat' as opposed to some other rejuggling of those three letters.

(4

But listen none of those, none of the sounds in that word have

been introduced before though.
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(5) Sure 'r' has been...(discussion of various sound elements
followed)

(3) Let's face it the teacher has to know what she's doing. She
wouldn't be teaching if she didn't know what she was doing.

(6) They've introduced the neuter. Its instead of 'his or her,'
(5) But why have they omitted 'its hairs' or something?

(6) But to me this is an astounding change. In the sequence. Ycu
know, from-all these parts of a man and wham all of a sudden.

(3) I don't see that it's an astounding change. I must be backward.
I think that a child by now would know what the 'r' sound is.

(4) Yeah, but that's not even an 'rr' sound.
(3) It isn't}

(4) No. it's a 'ruh'.

! ! v

(3)  How do you pronounce rat. rut

' you say 'ruh' ‘ruat'.

(4) You don't say 'er
(3) I don't think there's any difference.

End of Trial #4
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GROUP TRIAL 5

Card #12

(1) Nothing is ever colored is it? There's no color anywhere.
(6) Yes that one.

(3) And an extension of the memory span.

(6) It hasn't got into the singular or plurals bit yet.

(3) Shall we go on.

Card #13

(3) This is reinforcement don't you think. Maybe its being used
kind of diagnostically. To see if the child could actually read.

(4) That's an idea. Ofcourse it could be that he's just memorizing.

(3) It would be good because it's just introduced this 'an'., One
sentence is with 'a'and :then one with 'an'. You would see if the
child is actually reading.

(6) Kids do that too,
Card #l4
(4) Here's our hairs again.

(3) Do you think that this would also be used to see if the child
is actually reading.

(6) Well there's a confusion of the word 's'. Might get a bit
confused about the use of 's'.

(4) I don't really think so. Not with the spostrophe. Do you think
the teacher could teach this without actually telling the child...

(3) I don't know I was just wondering about that., But I don't know
whether we were supposed to speculate on that. As to what the teacher
would be doing at this stage of the game.

(4) The teacher could say 'Well, whose head is it?" And the kid would-
say '"Well this is a man's head".
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(6) And this is how we write 'man's by putting that little dot...

and 's',

(3) What do you think of having the picture on this side of the
card.

(4) Can I just look back for a minute. If you notice on some of the
cards the pictures are on both sides.

(3) That's why I would think that the child would recognize the
picture first and then the teacher would say something about the
picture. The stimulus would be the picture not the word,

Card #15

(6) The big change is from 'man' to a 'rat,'

(3) They've had the sound inéroduced before.

(2) We got bogged down on this one before,

(6) Not the sound 'at'.

(discussed sound of 'rat')

(5) We've got a lot iﬁ;roduced here, the plurals.

(3) To see if the child could relate in a new way. What's the
word for that.

(4) 'transfer'?

(3) Yes, to see if they are generalizing the sound.
(4) .Notice there are still only ten letters.

(6) 'rat' is a lot like 'hat'.

(2) 'Why didnft they use whiskers instead of 'hair.'
1) 1 wonder why they didn't use 'cat'.

{6) Yeah, how many kids see a rat,

(2) Yes they've all been brought up on cat,

(1) There might be some confusion with the 'k' sound,
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(4) What about the shape of the letter too.

(3) It just might be the confusion of the sound.

(1) Throughout they seem to be trying to teach the child to read
in sentences. There's no 'one' word. Never just the presentation
of one word there. Always a group of words,

(2) This would increase their reading speed then.

(3) And there's always this pattern of the sentence. 'This is',
and'These are',

(45 And I would like to go back to the fact that there is only
ten letters. We've been doing quite a bit of thinking about’ this,
if they introduced a,b,c,. I know my little brother is learning
to print and they always get the b's and the d's mixed up. I
wonder if there is any relevance.

(1) There could be,

(6) O0.K. Let's look at it then. They've arranged letters in

a reasonable pattern., If we forget about alphabetical order for a
minute. There is a combination of curves and straight lines.

(4) Yes you can't really get those letters mixed up.

(3) Don't you think they are trying to introduce the alphabet
with the idea that this should be related to the letters following.

(6) Shall we see what's on the next card?

Card #16

(4) Notice the plural in each one. Again the same pattern.

{2) Now you've got a picture on both sides.

(3) Yes, this would be diagnostic.

(4) Yes. The best way to teach kids to read is, the way they
speak. A child wouldn't say 'There's two man's out there'. It's

going to come natural.

(2) Just show the plurals in the boxes. They haven't changed the
figure from the singular to the plural,.
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Card #17

(6) Now we are getting to the basic anatomy.
(4) Getting more detail.

(2) 'This is' and "these are'.

(6) No new letters.

(1) I still think this is kind of a monotor diet of..there's
no color to it. The child would begin to.,.I think color...

(4) The colors might tend to distract the child,

(3) There introducing a lot of structures that they can use in almost
any situation,

(1) I think the content given here is good. That the child could
grasp it, but T think that drawing the child to the book would need
colors.

(6) 1 agree with you actually.

(1) You know, if you have this form in the books, well the kid is
going to get the book but they also look at the pictures and they
have a whole thousand words.

(3) Do you think that its necessary in a book.

(1) 1It's not necessary for an older person, but I think you... it
is necessary to a large extent...

(3) But don't you think that a child could go from here to a book
that's written in the same pattern. And generalize from what they've
learned here.

(1) I think anything that the child learns here is of tremendous
value, like reading in groups of words he wouldn't just stall on one
word, so often we pull out one word and show it to a child and it makes
them read word by word. This gets them to read in sentences, but I
just feel that these cards are kind of dull.

(6) They are not real world people.

(4) You have a good point, but if you have a card and put blond hair
and blue eyes on a man, instead of saying 'this is a man's head' the
kid could say 'it's a face'. I mean what are you pointing to an arm or
a shirt, the hair or the head.
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(1) I don't know whether I want a real live man there, but even if
the page were, one page blue, one page yellow, one page pink...
GROUP TRIAL 6

Card #16

(5) Aren't they starting to introduce plurals.,

(6) They've got everything here. You came out with some astute
thing the other day, what was it?

(3) I can't remember, I'm afraid. (laughs)
Card #17
(6) Oh yes, this is the one I want.

(3) 1 think they might have some difficulty with 'these', But the
plural of the noun...it wouldn't make sense if they didn't use
something different...if they were to say 'this' in reference to 'arms',
they would correct theselves on this. .

(6) Last time Charlie and I were not convinced that that was a good
real-world conception of a man.

(3) Maybe the picture would onfuse the children but you could
probably draw their attention.

(6) I can't get away from the fact that they have spent years

building up an association of what a man looks like then they give
them this thing.

{4) Yes, but when a child first draws a man he can't draw a man
to look like a man.

(2) Why clutter it, why not have it general, not any particular
man? "

(6) To us it is. We've got the depth of experience.
(3) I think the plain pictures are better, because if they were to
have anything else, say they were to have a sweater on the man and

had an arrow pointing the child would have to choose. They're better
uncluttered.

(5 1If you saw a picture of a real man you might comment on his
muscles,

(6) Yeah I guess you're right. (general agreement here)
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Card #18

(6) Again that doesn't look like a shirt to me. It looks as if it
just came back from the laundry.

(3) Could be the kids would say 'I wonder what that is'. I think
thiey would be confused with that picture,

(2) Why, it looks'like a shirt?

(3) No I think children would be confused with that picture,

(6) Yeah and they'd say it's bigger then he is.

(2) Yes but the same is true of the 'hat' its larger than the man,
(3) This is an introduction to a new speech sound the 'sh' we haven't
had this before have we? (they flip back) I imagine this would have
to be explained to 'a child. »

(5) They've introduced 'the' it's nevar appeared before,

(3) The change in sentence structure is very slight. I wonder
whether the teacher would have to point out the difference between
"the' and 'this' or maybe wait until they found out their error them-
selves.

Card #19

{5) Notice the difference 'this is' and 'that is'.

(6) They're sort of introducing the idea that 'this' means the thing
nearby and 'that' is further away and smaller. Ofcourse the kids
might not know that things further away look smaller. They might
think it's a smaller man.

(4) Oh I don't think so.

(3) I wonder if they would get any value out of sounding 'that'?

(6) To me, if I was reading that for the first time as a six year
old I would say the first guys big the second guy is smaller.

(3) 1If you look at the next card they probably have a man. (they
turned over)

¢

(6) Yeah. 'this is a man', 'he is here'., 'that is a man, he is there.'

(3) A pretty difficult concept you know, 'that' and 'there'.
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Card #20

(6) 1Is it valid, does it always hold that things near are here
and things farther away are 'there'?

(3) I imagine they could get it quite easily by sounding it.

(4) But isn't the primary thing here to teach the child to read?
I mean the concepts are going to come in with this, |

(6) Well, use of the 1anguage;

(4) This is now they normally would speak, so this is why it's
written down this way.

(5; But if a kid goes out and sees something he may not know whether
to cay 'this' or 'that is something'.

(4) But by this time when they are learning how to read most of
them have a concept of English, you know, speaking the language.

(6) Yeah.
(4) So therefore I don't think there would be a problem.
(6) Yeah, but I'm not fully convinced.

(4) Laughs

(3) What's involved here is grammar construction as well as reading.
More than just learning to read., Its the correct grammatical construc=
tion.

(4) But the correct grammatical construction is generally the way
people speak.

(3) Yes but if you happen to be attending a school where they expect
you to do it according to structured grammar.

(4) But they don't anymore.

(3) Oh. (laughs) Don't take research so seriously it doesn't
cover it all.

(2) Why should you ‘teach it according to rules that they should
memorize., What do they mean, nothing? If you know it in a pattern
its easier.
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(6) I'm concerned that while you're teaching them one thlng yoaa
may be teaching them a whole bunch of other things. I mean "this Is
a man' they might think of a man standing on a recund thing. Those
two lines could be a sidewalk.

(4) But are you confined to this particular card:

(6) Yes, we're six year olds reading this.

(4) But 'we' are not confined to this.

Card #1

¥

(5 Now comes the question why did they start with "this' {nscead

of 'that is a man'&
(6) According to this dictum, that's the thing that’'s closgest,
(3) You pi¢k a pencil, what do you say? ‘this {s a pencil'.

GROUP TRIAL 7
Card #1

(3) Introducing the personal pronocuns.

(4) Also they've only used the same 10 letters all the way through.
I would predict that ultimately they would have the whole alpnabet.

(3) Shall we go on.
(6) "his" is stressed.
Card #2

(3) Did we agree that the figures were adequate. (general agresment.)
Are they as meaningful on the right hand side as on the left.

(4) Look, in the first its on the left side. So the piciere is the
most important,

{(6) 1It's not clear what you see first when you look at it,

(3) A chinese child might read from the other way,

(4) My little brother tries to read from right to left.

(3) Maybe its designed just for that. Maybe the pictures put o

the right are for those who read from right te left. Sume cnhildren
do you know.
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(6) It could be,
(3) Shall we go on.
Card #3

(4) T wonder if we could line up about three of them and look at them
all at once. (They did)

(6) No I'm not convinced of any symbolic significance to which
side the picture is to the sentence.

(3) Well I'm gding to disagree with you on that. I think you
(4) Put your finger on it.

(6) I would tend to agree that the childs attention would go first
to the picture. But I won't say that there's any meaningful pattern,

(3) Obviously the picture has some significance. in' is the word

we deal with more.
(6) We show them, we point out to them,

(4) Yes, they read individual words but here I think we're trying
to get them to read sentences.,

(6) 1Is this material designed to teach immediately that sentences
always go that way?

(3 1 don’; think the teacher would read it to them backwards.
(4) 1Is she going to read it to them?

(3) She's most probably going to read it to them later on.

(4) No I don't think that they will.

(3) How are they going to be able to start?

(4) Maybe the teacher is going to ask them 'What is this'?

- (3) 1 definitely think the teacher would have to point out.

(4) When they can discover something without being told it would
mean more to them.,

(6) So they learn the arrangement of words 'This is',
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(3) How is the child going to figure out the last sentence without
being given tutoring?

(2) Well you've got the words up in the sentence before. This
is the same again.

(5) They'd have to be quite familar with the ones before to read
the third one.

(4) This is the idea to get them familar,

(3) Then you would suppose that they are not offered to the children
the way they are offered to us,

(4) 1 think they could be offered exactly as they are offered to
us and then supplemented with more. Make up games.

(3) That's fine but I can't see it. I can't see that the teacher
would be ablé to present that card. And get an answer 'this is a
man', The child would say 'that's a man'. I think the teacher
would have to structure it.

(4) What if the kid did say 'that is a man'?

(3) I can see leaving the third sentence for the child to read without
telling him once he accomplished the first two. To see if he can general=-
ize from the first two.

(6) The new word is always in the block. Did we realize that before.

Card #4
(4) The pictures are related to the sentences.

(3) Do you think he would leave out the 'and'? Wouldn't he notice
right away that he's left something &it., If he's reading he would notice.

GROUP TRIAL 8
Card #l

(4) The kids could learn to read without a teacher,
(3) Do you think they could (laughs)

(4) Yeah,

(3) Teaching machines?

(4) No, just with the cards and say one kid who might have been exposed
to a couple of words,
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(3) Well I think if they could they would be reading before they
come to school,
(4) Well if they really want to read just give them the cards.

(1) Then it would be the same as trying to learn a foreign
language. They could have "Das is ein mann'.

(6) You could use a single word 'man'

(4) But if there was more than one word don't you think the kid
might get it?

(1) I think they do learn an awful lot on their own. Once they
learn 'this is a man' then everything else...they've already learned
the first three words.,

(4) You could just say 'what does that say?'

(1) It could say that is a stick man.

(4) Yes, but just count the words.,

(3) No I don't think it would be possible.

(6) I think Louise that the kids could probably go ahead on their
own after the first couple of cards,

(3) Once they got an idea of the pattern. But when they move to the
third sentence they would probably read it exactly the same.

Card #2

(3) They would probably look at the third sentence and read it 'this
is' they might use 'his' because they've had it before.

(5) They would recognize 'his.'

(3) They would know that they've made a mistake. I don't think,
They'd know what mistake they've mdde.

(4) 1Tt would be interesting to try them,
Card #4

| {1)» I think children have a tendency to read rhthmically.
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(6) The teacher might emphasize each word,
(4) But this is natural speech to the kid.
(6) But the child might concentrate on each word,
(5) Yes, I think that's what the child would do.

(3) Why would he do that there isn't any emphasis. His eye would
sweep it.

(4) 1Its all just like normal speech to them.
card_#5

(6) Here they've got drawings all over the place.
(5 Why are they all over the place.

(6) We discussed this yesterday.

(3) It may he for children with a 'lateral confusion.' There are
children who make this mistake. I think that's quite sound.

(6) _Why shouldn't the whole sentence be structured that way.

(3) How could it be (laughs). You've got to teach them how to read.
(1) You could start on this bottom corner and go across.

(3) You think you could and ever teach him how to do it properly,
(6) What's proper, It's just arbitrary.

(3) 1In other words you think you could teach a child to read if he
rezad it backwards.

(6) 1Its convenient for writing because we write with our right hand.

(3) I don't think its impossible but I think its highly probably that
he’d never be successful in communicating.

(6) You could communicate if I wrote backwards on that wall. You could
read it,
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(1) 0.K. what was the original problem involved hére?

() It was just those figues and wondering why.

card #6

(4) Why no thumbnail on that hand?

(1) No distractions.

(3) T don't see anything new that we haven't discussed befgre.
(1) Why do they bother putting a hat band in? |

{6) To make it more realistic, ‘ ‘

(4} Most hats have hatbands,

{5} 1 think the pictures that are given are clear. You can't go
wrong describing or identifying it. : :

Card #18

(3) I didn't think the figures of the shirts were very clear to childreﬁ}
(5) 1f we want to be critical, but I don't think that's the peint.
(4) You talk about stick men all that., Well, you know how kids draw,

they see things completely different from the way we do. Ifliey don't
net’ce the smaller things. .




