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PREFACE

Change is consiantly with us. Change in cwurleulum, change in
the use of personnel, change £n availability of materials, and change
in the scope 0f educational ornganization are but a few. Teachenrs,
college professons, and school offleials are constantly beding con-
fronted with proposals for change. The Maryfand Reading Institute
which was held £n Ocean City, Maryland, 4in the fall of 1969,
addnessed itaelf to change.

As one neads thhough the papens which we:- presented at the
Tnstitute, one quickly nealizes that there {8 no .ne opindon, no
one "night" way, no easy bluepnint for action. Staydins up-fo-date,
boing able to analyze wriitically, and beding willing Lo plon~ Lnnovie-
tive procedunes to the test of research are sevenal of the procodures
essential for educational Leadership today.

Position papens were presented undert six mafor Lopics:
(1) Teacher Education, (2) Utilization of Reading Personned,
(3) Evatuation and Review of Cwuviiculum Innovations, (4) Evaluation
of Reading Resource Materiats, (5) Individuatization of Instruction,
and (6) Reading and the Socedlal Studies. Several papers were phe-
sented; unden each fopic they are compiled hene 4in the ondern of thein
presentation. ‘

Position papers arne just that, papers which state a position.
These papens hepresent the opinions o0f pessons selected forn their
expertise. They do not necessarily nefleot the positions of the

institutions these people represent.




The Reading Centen, Undiversity of Maryland, presents these
papers to the school | ople 04 Manyland Ln the intenest of ovpen
inquiny 4nto the probfems of today. May youn neading of them
be as enfoyabfe as was our parnticipation at the Maryland R&ad@ég

Ins titute.

Robernt M., Wifton
College Pank, Md.
Spring, 1970



SECTION I

TEACHER EDUCATION




TEACHER EDUCATION - AN EXPLORATION
INTO NOWHERE

Jamsa C. Craig

When those of us who are in the businsas of education
raflect on "teacher education"--what it is--what it is sup-
poased to do--what it does--what it doean't do--the saying
of the great Pogo cciies to mind,=-"We have mat the eneny,
end he is us."

Usually, we describe teacher aducation in such terms
as "pre-service" seducation, by which we mean what happens to
somsbod; in some college or university bafore they are ready
to get a job teaching., Or we speak of "in-sarvica" seduca-
tion. Here we refer to a whole host of things we do to
tmachers after they get a job. These may be in the form of
graduate courses at colleges or universitles, workshops,
classroom visitationa, TV programs, gsaminars, or sven the
Maryland Reading Institutes.

Now there sre some aspects of this "nre-service” and
"in-service" education that we need to examine, at least for
the purpose of thia discugaion. First, most of it is pre-
determinaed in advance, and tha Gaterinaticn in no way con-
siders the person to be educated. The teacher-training

inatitutions and the state cartification raquiremgnts da=-
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scribe in great detall how one becomes a teacher. Further-
more, this prescribing and fixing a curciculum in advance

snd describing one's education in terms of coursses, credits,
time apent in class, etc., violates many principlea of good
education. It does not--at any peint--conaidsr what a per-
aon la, what a person already knows, or what a perascn can do.

For example: Recently a tescher movad into Maryland
from a nearby stats where she had been fully cartified and
had taught with a very high degra& of succass for three years.
She had a master's degres and eighteen graduate credits be-
yond; but to be certified to teach in Maryland, she needed
two credifis in music. No attempt was made to assess her
capability as a tsacher, nor even her compaetence in musiec,
The declzion was mads that her basket of credita lacked some-
thing that somebody had predetermined was egsential for all
aducated %teachers.

This 1s an extroms example--although a true one--but 1t
illuatrates the asame problems confronted by undergraduates
asudents. Moat aschoola of education have a cafeteria av-
rangemant of vocationsal courses to prepara Lteachers to teach
children, and once a astudent has choaen hié field of study--
elementary teaching, early childhood, high school English,
ets.; he ia s:pecbaé te eat nearly afarything his cafetsria
haa to offer. Thus, most students preparing for alamentary
aschool teaching will have a course in foundationa, general
paychology, child paychology, mathods of temching srithmetic,

reading, language arts, social studiasa, sclence, music,; art,



physical education, and the like. The assumption is made

that these areas of learning are important, and how to teach
them is probably more important. Students are graduating
knowing well what to teach, highly skilled in how to tsach 1it,
and with some well-conceived ideas as to when it ought to be
taught. But at no time have they been confronted with re-
solving tﬁe question, "Why teach it, if at all1i?"

It is the "why" that has been missing in education, in
g1l education, including teacher sducation. Until schools of
education can comsa up with some ganaral, unifying concern
that holds bagather and glves purpose to all educative exper-
jences and actlvities--a general, unifying concern understood
jointly by the teacher and the learner--until thaﬁg achools
of education will centribute little to the education of a
teaghafi | |

Secondly, not only is "pfaﬁsérvice“ and "in-service"
education dsterminad in advance, but mcst of it is externally
motivated and usually by aomaone “in cnarge" of the person
who is expectad to beﬁﬁfiﬁ from the aducaticn, Again, only
in uvunusual cases doas tha éaarngp get seriously involved in
what is to bé learned. .The saléécién of graduaﬁa courses
is uaually determlnan by (1) degres raquiremanta, (2) certi-
ficatian damands, or (3) advancemanu on the salary schadula.
Although most studﬁ;ts hape that a bynpruauct of graduate

study will pfcmisa significaﬁ p ofes icnal 1mprnvamant, the

hope is s ldam strang anaugh tg mativata a taacher to spend

the time, effart, and maney salaly far the purpase of pro-

e




feaslonal improvement.

In the public schools, usually the superintendent, or
the principal, or some supervisor thinks it would be nice to
have a workshop in reanding, or arithmetic, or team-teaching,
or aoma such. For whom?--the claaaroom teachers, of coursge.
4gain, the usual purpose is to consider content and method.
How about a workshop on "Being kind to children?" or "How
to be nice to everybody?" Or wouldn't it be refreshing if
our in-service education would permlit teachers to eétablish
a workshop in reading--a workshop conducted by teachers for
principals, and supervisors, and assistant superintendents,
and superintendents, so that these latter pesople might once
agaln get the feel of the classroom, and the kidas, and the
concerna of tsachera? 7 |

There is another kind of teacher education that needs
to be considered, because in my judgment 1t is the anly kind
that really makes a difference in what teachers do for chil-
dren. It is the self-esducation of teachers. It éeeg on to
sameAextent with all teachera, and with some to a mucﬁ‘higher
dagrée than with others. It assumes a prnfasaiaﬁal commit-
ment to go-a-gquesting--to ask one's self: Who am 17 What am
I? What are my interests and concerns? What are my profes-
sional asaets? My ligﬁiliﬁias? What am I going to do about
1t? And to thechild: Who are you? What are your concerns?
What érériﬂﬂf learning assetas? Your learning deficiencies?
What can I do about it? This kind of self-education can
thrive in §n74schaal whers thé atﬁosphare permits it, en-

courages 1t, sup?efté it, and éxpaetg it. It will support

11
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the deslre of tesachera to go back Lo school to learn--not

to take courass. Hopefully, 1t will encourage college teach-
ers to raise questions--not give anawers. It will stimulate
teachera to read a wide varlety of professional or profes-
sionally related materials--reading that far too frequently
cannot be accommodated in graduate coursea for workshop ac-
tivities.

But this ia a reading inatitute, and what has all this
to do with reading? Perhaps some comments and asaumptions
about reading and the nature of the reading process, and the
ways in which achools of education and the public achools
deal with it are in order. These are expressions of my own
peraonal feellnga. They are afféraé sincerely because I think
they are true. In any event, it ia hoped they will form the
basis upon which you can re-establiash »our own prejudices and
draw your own conclualons.

(1) Most college courses on reading methodas are deslgned
to promote pedagogical proficiency in the use of basal read-
ing systema. Reading instruction which faliag on & basal
reading system 1s an unnatural process: a proceas which ig-
nores the basic nature of the child and his own language
growth and devalp§mént, Such égu?ges contritute 1little to
temchar education. |

15- ‘All children can ;aarn tc read.

(3) Indspgudaﬂga in raaﬂing for nﬁgrLy 311 dhildran can
and should be axhiavaé by the an& of tbe firat twc years in

sghqgl——kingergartaﬁ_gnd_f;rst grade. V(Far_the purpose of



discussion here, independance 1a defined as the willingness
of a child to seek out a book on his own, becausae he wants
to read it and thinks he can.) There will be rare exceptions,
of course, but when children cannot read (&s herein defined)
by the end of the first grade, the school should examine the
teacher and the program, as well as the child.

(4) Reading is an aapect of the total languags smergent
process. It is not a set of skilis to be atudlicd apart,

(5) For most children learning to read is an easy taask,
a task which need: little pedagogical support and no par-
ticular matertal suppert. One might say with equal certainty
that for any child learning how teachers teach reading is a
complex and difficult% task.

(6) Emergent language development is a personal part of
a child's total developmeni. It iz not something to be taught,
but something to be culiivated snd nurtured 1n every poaslible
situation. Sinca it is a peraonal matter, it follows that
the initial reading vocabulary of any child should be his own
ianguage.

Finnlly, all education--including teachsr education--1is
a continuous proeegs. That which takes place at any particu-
lar time is a pert of what has been, of what 1s, and of what
onz hopes will be. Teachoer educatlion sspecially should ex~-
plore the "why" of eauﬁatianééwhy it waa? why 1t is? should
it be? Then the child and hislcénéarns‘aﬁé his‘ﬁnrld become
the cgrricﬁinm."Knawing how to know the child, and how to

go-a-questing with him become teacher education. Then the

F4
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aciplinss and methods of tesching them; the courses and

o7
=
e

crodits one gets for taking them--these, then, assums their

real importance in teacher education; and if you will look

resl closely, you will find that importance ian't very much.




TRENDS IN TRAINING
READING TEACHERS

Ruby Shubkagle

It is with great trepidation that I approach my topic.
My feara stem from the vastneas of the subject and the am-
biguity of the word "trend".

In discussing the tralning of reading teachers, it is
nacessary to consider the entire teacher-tralning program,
as wall as the role of the teacher in the learning process
and the nature of the learning procass 1itself. Reading is
an integral part of the teaching-learning process and to
isolats it does damage to the basic theory from which our
best teaching practices originats.

The word "trend" is semantically difficult when applied
to any educational proceasas, It contalns an ambiguity that
encourages deliberate and inadvertent misuse. "frand" has
been attached to old concepts as an attention-getting device
to get funds, publicity, promotions and profits. When and
where does a trend begin, and when and where does it becomse
practice? I don't know. The trend in the length of women's
skirts is difficult to determine at the moment and the iden-
tification of trends in the teaching of reading and the train-

ing of reading teachers is impcz=sible to jdentify. However,

#Phe suthor was unable to attend the institute; there-
fora, this paper was not presented.

8




o
7

thers are new amphases and re-emphases of ideas that have
been arocund since Plato and Aristotle discussed human in-
teliectual development. 30, being cowardly, I shall proceed
with emphases.

All reputable research, and scrutinized practice, indi-
cate that the most important factor in succeasful teaching 1is
the teacher. Methods, materiala, aschool organization and
grouping are all relatively unimportant. It 1is the quality
of the teaching that makes the difference. Therefore, the
salection of candidates for teacher-training programs is
crucial. This is not a new insight. We have tried substi-
tuting materials, organization and machines for trained,
well-selected teachers, and we have failed. We are beginning
to consider the teacher as the director of learning.

Intelligent, wellequalified candidates must be put into
challenging, stimulating training programs. Frograms should
be based upon sound liberal arts foundations, fecllowed by iga
ternships under truly master teachers ig ghetto and middle-
cless schools. This is a dangerous simplification of a vast
and involved problam. For details concerning attempts to
improve teacher education, see "Tnnovative Programs in &Student
Teaching."l We are trying to improve the quality of teacher
education.

Another emphases is the inclusion in the publie schools

of two year old children. The lack of success in teaching

1RQY A. Edalfalt (ed.), Innovative Pratramsrin Student
1 Aﬂnspalisg Marylan’, aryland v spartment of
969.
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underprivileged children indicates that the stimulating en-
vironment necessary for normal intellectual development muat
be provided from the age of two years. This necesasitates
more amphases upon language readiness and a corp of teachers
carefully chosen e::d specially trailned for working with chil-
dren from two through six years of age.

Lack of success in teaching ghetto children has made us
realize the necessity of doing more than verbalizing about in-
dividual differences. With the aid of new materials, more
flexible organizatlons, new insights into differsnt modes of
learning and the inherent differences in disciplines,wa are
beginning to recognize the necsseity of sensitizing teachers
to the variastions in human learning.

My last emphasis has to do with our new insighta into
the nature of language. Our curriculum is based upon the
long-accepted assumption that language ia imitative behavior;
but the linguists and biologlsta sre proposing, on the basis
of good evidence, that a bicloglcal view of language is essen-
tial to underatsnding ita oxigin, character and develapmant.z
This theory of language development puts little emphagas on
either societal influences or the individual. Evidence from
the athologilcal fileld proposes that many specific aspects of
numan cognitive functioning are speéias-spacific. " An example
is the human ability to categorize which is an inherited and

evolved mods of adaptation as 1s the nesting or food gather-

2Epic H. Lenneberg, Biologlcal Foundations of Language.
New York: John Wiley and Sons, linc., 19

s
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ing behavior of some birds or animals considered to be
gpecisa-apecific., Readiness for different bshaviors peculisar
to the species i1a the result of biological development.
Speech 13 not social imitation but total bodily activity.

Our genetic make-up is such that we develop the capaclty to
learn a language at one particular perioed in our 1lives, so
readinesa and releasor mechaniams are important, not imitation
or association or motivation. iTﬁe period of language readi-
ness extends from the age of two through twelve. Tha oclder
the child the more difficult 1t is te learn language. After
the age of twelve, 1t is almost impossible to acquire fluency
in communication skills.

And what are the implicecstions for education and teacher
education? We are beginning to look at the young child, at
his language development and the 1interrslationships involved,
among which are language development and intellectual capacity.
Colleges are beginning to train teachers to understand language
development and thse young child.

Out of %the emphases, I timidly identify a trend--a trsnd
toward an honest endeavor to improve educatlion for all chil-’
dren by admitting to our costly miastakes, consolidating our
hard won galns, and working cooperatively with all groups
concerned with the development and survival of the human

specie=z,.
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SECTION IX

UTILIZATION OF READING PERSONNEL




UTILIZATION OF READING PERSONNEL

Robert W. Gaddils

The key to succaess in almost any endeavor in life is
the abllity to read, and a child 1s given a better opportun-
1ty to learn to read when he has a teacher who knowa how to
teach reading.

There appeara to be general agreement in the research
available (and among the general public) that a certain per-
centage of our children have not lesrned to read. Whether
this percentage is increasing or decreasing significantly, I
cannot say. We have tried in a number of ways to cope with
this problem via visual aids, teaching machines, the linguis-
tica approach, programmed reading, and the use of rsading
specislists. Still, in my opinion, we have not gotten at the
heart of the problem. As I see it, the heart of the problem
is to have in every elementary classroom a teacher who is
well preparad to teach developmental reading. An gunée of
developmental réa&ing is worth a pound of remaﬂial reading.

Let us face facts! We have teachers in our elementary
classrooms who do not do a g d-jdﬁ>taa§hi§g“fggding;, This
shau;d not be. too startling to usa., qu knaw, as Héll as I,
that a gcadly ﬂumbar of our alementary classrogm taachefﬁ |
‘have not cemplated fgur yaara ar caliaga and maﬂy of thasa

'whg have Lomgiatad callege hava not had teacbgr training.ﬁ
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According to the latest published figures issued by the
Maryland State Department of Education, 12.4 per cent of the
ealementary tsachers employed in Maryland do not possesas o
Bachelor's degree and 30 per cent (or about one-third) of all
our elementary teachers hold provisional certificates.

In such a situation as this, I think wa'muét face real-
1ty. We, at présenb, must take the teachers we now have, or
can employ, and train them ourselves at the loecal level. I
believe this training must be "on our time” during the ool
day--not after school or on Saturday without extra financial
compensation (but that 1s another story).

Hy'fi?sﬁ point, then, 1s that reading is necessary for
‘success in the égciety in which we live; my second point 1a
that it 1a the reaspcnsibility of the individual elementary
classroom bteacher to teach children to read. My third point

‘is that, due to many factors, a great number of children ars
not learning to read. A

' 'Now, what have we dons to solve this problem? In many
cases we have instituted reading programs and have created
the position of reading specialist. Reallzing the risks in-
volved in generalization and over-simplification, I would
like to present some of the eéharacteristics of our present

lution, as I see it. |

"Pipst, our reading programs &ra remedial in nature.

While it is not an original thaught with me, T‘&ﬁ?agraa'ﬁhat
rem mediation (in any gu:jéét area) as we handle iﬁfin'éﬁrﬁ'}

schools today 1s & national scandal. When a child does not

N
AV
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like to read, giving him more reading does little or nothing
to help the problem. The chances ara very good indeed that
such an approach will compound the problem. I would®also
ralse a number of questions about the permansncy of the bene-
ficial effects of remediation.

Most remedial programs are of the add-on variety and
such programs generally requirse large sums of money for im=
plomentation. We should certainly keep in mind that when
budget cuts become necessary, generally the firat thing "to
be cut" is the add-on, expensive remedial programs..

Then, our state certification requirements have
“1agaiizad“ the remedial nature of osur reading programsa.
Certification requirements for a teachar of reading and for
6 reading speciallsé emphasize courses in diagnosis and cor-
raction of reading difflculties, rather than courses which
forestall such difficulties.

Secondly, in many instances, the reading speciallst as
wa saa him'spands~mgst‘af»hié.Eims working with individual
childran or with asmall groups of children who are reading
velow grade level. When the reading specialist steps in and
works primarily with children, the classroom teacher ataeps
out. Such a situation creates, on the part of the classroom
beachar,va feeling of not being iymediately responsibls for
the progress of the child. The classroom teacher many times
could, and does say, in effact, "That's not my problem; see
the reading specislist."”

Finally, in the raading picture today as I see 1t, many
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reading specialists tend to isolate themselves from the egdgu-
cational scene. As specimliats, they need a fully equlpped
office and, of coursas, their salary must be higher then that
of their fellow-tesachers. Their work load ia reduced to &
very limited number of students per day and they need frses
time to study and to enalyze research. Make no mistake, down
deep such isolation does not endear the specialist to the
clasaroom teachar.

I have taken time to say all of the foregoing to estab-
1ish background for the position I now set befora you.

I sincerely believe that if we are to have affective

reading programs the reading specialists must work primarily

and directly with classroom tesachers (not children) to help

them become more effective teachers of developmental reading

(not remedial reading). Most classroom teachers need and
want help in this area; most classroom teachers want to be
beatter, more effective teachers. By concentrating his ef-
forta uégn the teachsr, the :aading,apecialist can greatly.
incresse his area of effactivenesas and influence upon a
greater number of children. He will slso give the teacher

a greater sense of fﬁlfillment end worth and teachers appre-
ciate this.  He will ward off miastakes that require remedia-
tion before they occur. As we become more proficlent in
individualizing instruction (and we are making progreas), the
need for remediation daaraggas anyway, since the classroom
,teacher adjusts the level and rate of ipgtruct;cn;ﬁa_:it each

'individgal»gﬁudgnb.\_t



I urge you to consider the position I have taken. I
sincesrely believe this chenge in aasignment for the reading
specialist will improve the educational proceas and, after

8l1l, this is the reason we are in business.

g
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A NEW LOOK AT THE ROLE
OF THE READING SPECIALISTS

Dorothy Douglas Sullivan

Sehool systems and those in higher education responsible
for the training of reading specialists are facing a multi-
faceted problem relating to the utilization of reading spec=
ialists in the school system. For the purpoaes of this paper,
a reading specimlist is defined as one fulfiliing the ecriter-
ja established by the Maryland State Department of Education.
This position is to be distinguished from the poaition of
reading teacher and 1its criteria. The traditional concept
of the reading specialist as the one who deals with the diag~
noais and remediation of the severely disabled reader is being
challenged as increasing numbers of children are being iden-

tified as having specific deficits in thelr reading skills.

The Nead for a Nsw Rols

7 It is not the purpose hers to ppiﬁt out that Ehargrgre
increasing percentages of children not learning to read by
the reading instruction currently being of fered them, and
then to challenge the va;iéity of these reading programs.
This author prefers to take the viewpolint that ths increas-
ing sophistication in the knowlazdge of the reading process
end skills necessary for effective and efficiant adulﬁ read~-

ing ia. enabling aéucatianal psrs@ﬂﬁal raspnnaibla far the
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davelopment of these skills to be increasingly specific, and
eritical, in terms of tha askill deficits of the children as
they move through the K-12 reading programsa. We are being
more critical in view of the objectives of these programa.
This naw role of the reading apeclialiast has evolved as
it has become incressingly apparent that many problems
brought, or referred, to the reading teachers by the classroom
teachers, could snd should have been handled within the clasa-
room satting. Reading spscialists have found that many chil-
dron are not getting the most effective reading lnstruction
in their classroom experiences and are, conssquently, feeling
and becoming inadequate in their mastery of reading skillls.
Sound logic kas led these reading speclalists to want to
help these children before the damage is done. The earliest
ffort 1in the early 1960's was to develop diagnoatic batter-
jes for early identification of potential reading disubilities
emong first-grade children. Following this initial attack on
the prebigm was an emphasis on examination of the reading ex-
periéncag prévidad children in the early grades basicelly in
terms of reading instruction as set by variouas types of ma-
teriasls. The U. S. Office of Education's First Grade and
Falldw-ﬂp'studiééyféun&, and not too surprisingly, that 1t
was the teacher, ana not the material or method, that msde
the signifiennt difference., ' -
o Tha raading gpecialist, tharafﬁra, has come to racngnize
that it is. tha claszsroom tsgahar Hha naaﬂa tha halp in order

to prevent the reading problems of children. Thia immediate-
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ly may imply to some that classroom teachers have been ne-
glecting their job. It is inaccurate to make auch an accusa-
tion. It is more a matter of the lack of sufficient knowledge
of the reading process and development of akills, With the
limited training in reading instruction content and techniques
in pre-service education programs, the baginning teacher comes
to the classroom not fully preparsd for the responsibliities
in devaloping effectlve and efficient rsaders. Furthermore,
the school systems have not undertaken the neceasary in-
gsorvice programs to help teachers continue %o develop the
necessary know-how for most effective raading instruction.
In-service has been the responsibility of the area auper-
visor, a generallast by necesaity in most cases, to provide
the help teachers needed in reading. Unfcrtqnately, in some
aystems, the supervisor also has the responaibility of evalua-
tion of the teathers. This condition does not land itself to
teachers exposing their feelings of instructional inadequacles
to the supervisor. There aré several veary réa; reasons why
the area supervisor experlences difficulties in attempting
to provide effective in-service programs in reading: (1) the
1imited amounts of time for supervisora to carry on in-ssr-
vice, (2) the supervisors' limited knowledga nf rga§ing, and
(3) the limiting relationship of supervisors as evaluators
of teachera. Aa a result, aufficient'hglp‘hqsrngt been avail-
able to teachers in order to provide the most effective ragdi-
ing instruction in the classroom. It is evident, then, that

the help needed must come from resding personnel who are
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apecialists in reading, who have successfully operated in the
classroom themaelvea, and who work effectively with teachers

in terms of bringing about inatructional changes.

The Nsw Rols

As a consequence of the problem, & major change in ths
focus of the role of the reading apecialist 1s becoming evi-
dent in certain school systema. That changs is viewlng the
reading specialist in the dimension of one who helps to pre-
vent, rather than one reatricted to curing reading dissbili-
ties. This change immediately affects the whole czoncept of
the rcle, and the training af the reading specialiat. This
change not only affects the reading spscialist, but also the
classroom teacher, the principal, and the supervisor. This
change méves the reading spscialist into the clasarcom with
an emphasis on analysis of the reading experiences of chil-
dren, both in resding instruction per se and in reading
activities within content aresas. It involves reading spec-
ialists working mainly with teachers rather than with chil-
dran. There is an emphasis on working relationships with
psars es well as with children. There is also &n emphasis in
helping others to recognize the need for change in instruc-
tional procedures and organization and to help others move

toward more effective reading pragramS‘rEthsr—than initiating

and carrying out the job oneself.
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Problems of the New Rols

Defining the new 'role of the reading apeciallist in terms
ot a focus on improveoment of reading instruction in the classa-
room adds several facets to the problem of effective utiliza-
tion of peading specialists. The first might be identified
as the acceptance of thils new role by the varioua achool per-
sonnel who will be involved--the teacher, the principal, the
supervisor, and the reading specialist. There must be agree-
ment and acceptance of this role of the reéding specialist,
if the role is to bs sffsctive. It is important that all in-
volved agree as to whether the reading speciallst aservea as
an instructional consultant who might carry out one or all of
the following functionsa:

1. a consultant to teachsrs to improve reading
instruction in the clasaroom

2. a logician and organizer of inservice training
in reading needed vy the school faculty

3. a diagnoatician of those children who are
ssverely disabled readers o

L. a director of remediation programs of the se-
verely diasabied readers.

Depending upon the alze of the school and the extent of the

need for the services of a reading sgacigiist, it may well

be thet there are supporting personnel, such as reading teach-

ers, reading aids, etc., working with the reading speclialist.
As the role of the '"reading Eé;ghar“ éhanges tévthﬁﬁ,ﬁf

a resource Gteacher, mgnj;ﬁiil,iiﬁd'ﬁhgmgglvasigéF_ggu;p?qﬁ

for such reaponsibilities. They do ngt,hava”thétt;giniﬁg‘

neceassary nor the inclinstion for such a role. But there are
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reading specliallsts appearing on the school scene who ars
ready to assume this new role. Thelr treining has been
directed to these new regponsibilities. They cannot be
viewed simply as diagnosticiana and remediation personnsl

for the limited number of clinics in the achool aystems.
Their training has focused not only on becoming specialists
in diagnosis and remediation, but also on basic principlss

of curriculum development and working aa consultants to class-
room teachersa. Whils there will always be the need for apeac-
ialists in clinics for the small percentage of children
needing clinical help, more of the reading specialistas cur-
rantly in the sachool gjgtama wlll need to "retool” themselves
for this new role.

As these reading specislists become avallable for the
new role, another facaﬁvaf She problem bacomes evident, that
of the untrained reading teachers now employed In the achools.
There may or may not be much demand for their gerg;éss. This
is a préfassianal matter that must be f&céa-bj schgai aystems
and teacher associations. This particular problem ;s already
on the scene. Granted it involves greater expense to employ
the reading apecialist in this~ new rale than to hire the
"preading teacher". But it will not ‘be too soon when schoni
sysﬁéﬁs’h&#éﬁfépiacad the "reading tagchar'fuibh‘the presently
’accepteé rols of taaahing small graups of chi;dren in con=-

varted: stcraga rooms wibh tha “raading spaciaiigt" a3 an in—

structienal cnnsultant

;
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OPEN THE DOOR

Drsma Fischer

Let ua open the door and take a look into a reading
room. Here we sas a small attractive room with & varlety of
materials on display. We also see the resding teacher and a
small group of pupils. After a few minutes of inatruction,
the pupils leave to return tvo thelir classrooms but the read-
ing teacher stays in the room.

If we believe that we must batter utilize reading per-
sonnel; if we belleve that the program of tomorrow must be
better than that of today; if we bslieve that the influence
of the reading teacher must be widened and deepened--then we
muat get out of that room. We must throw open the door.

The position of this paper is to discuss the utiliza-
tion of reading personnel. I am establishing an open-the-
door policy which will be devsloped in three areas: alementary,

gacondary and the raading center.
ELEMENTARY

Open the door. The reading teacher in the elementary
school must open the door of his small room and come out. He
has been doing a good job in his room, but when he ateps out,
he will meet many more than just his selected pupils. He will
meet with the teachers  and hélérblah programs on & school-
wide basis. | S

_Eu
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He can still direct or conduct diagnoses of individual
pupils, but now and mors imnortant he must take morse time to
confer with the pupilt's classroom teacher. The classroon
teacher's knowledge of the pupil's personality, plus the
reading teacher's specific awareness of strengtha and weak-
nesses, can be combined into a meaningful and effective pro-
gram involving the two teachersa and their combined pupils.

The reading teacher must have the time to plan and de-
velop new programs in the classroom with the claasroom teach-
er. These programs would involve all pupils and thus &all
types of readers from the reader with problems to the gifted
reader., Many times, in this writer's opinion, the gifted
reader has been overlooked and deprived of a reading program
to meet his needs. Every pupil's needs should be taken into.
consideration when planning a program and it should be a co-
operative task of the reading teacher and the classroom teach-
er. If these programs are to be devalcpad thers should be a
raading teacher in each alemﬂntary school. | '

The reading teacher will not just show materials to
teachers, but will help them learn about the matarialsyand
will demeonstrate within the classroom how thesze matarials
can bast ba used. A follow-up of assistance and suggesticns
concerning thair affectiva use can also ba provided.

- Parents must also be included in . the program. 'Ona way
for the raadlng taacnar tao invnlva parents is tc csnduct
parent rsad;ng dlacussian groups. Thaae sheuld probabiy ks

» scheauled in the avening to allgw working parants to attand.
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As Wilson states, "Barents want to help their child, can help
their child, and will help their child 1" (1967). Let us
teach the parents how they can help, and keep them informad
ahout techniques, methods, and materials being used in the
reading programa in the schoola.

All of this will take time. But once the reading Geacher
does cpen tha door, he will have the time to do these thinga.
In this writer's opinion, he will spend his time in a more
profitable way.

Soma pupils may still neaed small group instruction. The
reading temcher should schedule & limited amount of this in=
struction, and it should be done on a short-term basis. But
to spend twenty or thirty minutes teaching these pupils in
the reading room is not the ansawer to thelr reading problema.
A pupil mey succeed in the reading room on the level of mater-
ial appropriate for him, but meet frustration once he is back
in the classroom. ‘Robinson makes this point when he states,

If a remedial reading program is servicing a portion
of the school population on a time schedule such asa
two, three, or five perjiods a week, twenty minutes to
an hour in duration, don't accept the cliche, "take
the child where he is,”" without more serious conalder-
ation. If he goes back to situations in classrooms
where he 1s expectad to attempt to read materials
beyond the reading level assigned to him by the read-
ing teacher, he needs mors assistance then just work-=
ing on grade level. "Taking him whers he 1is" musat
refer to his total place in the school soclety. 4
dichotomy between the remedial program and the clasas-
room programs must not exist. (1968)

The rgaaiﬁg teachér’mggt help this pupil succeed, not
just for twenty or thirty minutes 2 day, but in his hotal

program., He must open the door of his room and go out 1nto
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the school. Open the door!
SECONDARY

If our elementary reading programs need improvemant, it
stands o reason that our sscondary reading program needs to
change also. There are many rsasons for this change. I will
snumeral:ie three of the most lmportant.
Filfty yearsa ago, many boys and girls that are presently
in our high schools would not have entered high achool. In
1968 the U.S. Office of Education reported that enrollment in
grades 9 to 12, compared with the population between the ages
of 14 to 17 in 1919-1920, was 32.3% and in 1967-68 was 93.7%.
Sacondly, not averyone, even on the secondary level, of the
gsame chironological age can read equally well. Karlin stresses
this poilnt,
In any high school class students vary in thelr mas-
tery of the reading skills., It would be impossible
to I"ind a elass in which avery student's reading
ability was identical with that of all the othersa.
Soma may be performing at a satisfactory lavel, yet
may be quite capable of surpassing their preaant
performances; others may be seriously handicapped
readers; both have reading problems. (1964)

Thirdly, there is a widespread demand for efficient reading.

Karlin also comments on this point. He states,
Wa mesd to sort out from the mass of printed material
that dally confronts us the fact from opinion, truth
from half-truth, information from emotion. From all
3idss we are bombarded almost constantly with propa-

ganda and slanted language, and the abllity to think
and read critically is demanded constantly in a world

that makes such wide use of so many communicationsa
media. (196L) ’

35
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Hire 2 reading teacher, give him a smalli room, and send
him the problem readers. This has been the answer Lo ihe
gsecondary reading program. Will this continue %o be our
anawer? Can we maat the demanda of more readersa, of readers
with different asbilities, and of more efficient readsrs by
Just iﬁstpﬁcting a small portion of the school populatlion in
the reading roocm?

It is possibla thut some work should be continued with
certain pupils in small group situations in the reading room.
Nswton stresses this point in his statement,

While it 1s true that work should be continued with
certaln students who are late maturing, upset emo-
tionally, come from forelign sneaking homes, or from
atypical cultural environments, such remediaticn
will not reach every student. A good remsdial pro-

gram i3 part of a good developmental program., but

it cannot and should not be substituted for it.

(1966)

I agree, this is a small part of =a good developmental pro-
gram. But 1n this writer's opinion, the beat way to make the
reading program effective is. to place it not only in the read-
ing room, but in every classroom.

Here i3 where the reading teacher in the secondary
schools muat open some doors.

Many secondary classroom teachers say they want to im-
prove their pupils! reading ability. But they make ths com-
ments, "I dontt have the time to teagh reading,”" or "I don't
know how to teach reading." Patterson investigated the atti-
tudes and efforts of clasaroom téachars in helping pupils‘
improve in reading. Running through the rassponsas of theae

teachers were two major concerms..
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First, they fealt that attention to reading wasa some-
thing extra added to the teaching of subject content,
and ms one teacher complained, ". . . I cannot spare
time from improvement of study techniquea by my
pupils.” The second was the lack of understanding

as to how to improve reading compatencies, were time
avallable. For example, the a3ame teacher also stated,
"] am not sure that I know how %o tell them to im-
prove." (1968)

Umana commented on the fact that,

One of the moat difficult tasks is tc help subject-

metter teachers ses the necessity of teaching skills

directly related to the reading of the particular
gubject. Somehow, the feeling persists that reading

%s Alv&ys tezught "elsewhere" and "at another time."
"l(},'ﬁl

From the resulta of a five-atate survey, Simmonsa concluded,
In spite of often repeated, "Every teacher a teacher
of reading cliche," this study gives potent support
to the nesd for trained and gualified reading person-
nel who can give adeguate help to the classaroom teach-
er so that he may in truth bescome a teachesr of rsading.

(1963)

Herber comments that,

Content teachers do not need to be convinced their
students nesd help. They need more than reminders
and clarifications. ~They need practical suggestions
that hsve proven auccessaful. To these they will
raspond. (1966)

As this research points out, the need 1s there. The
reading teacher is uniquely qualified to fulfill the nsad.
He should be available to serve as a consultant to the clasa-
room teacher, and should have time to work with teachers in.
their own classrooms, This writer is not emphasizing ona
demonatration lesson or the one in-service meeting showing
how to teach reading. Rather, I am streasing the cooperative
‘and continuous working together of the- reading teacher and

oy

the eclassroom teacher. The reading teacher should also help

37
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in other ways: in selecting and developling materials, in
sharing materials, in building informal tests from contant
material, and in suggesting methods appropriate to individ-
ual nesds.

It would be ideal 1if a&ll teachera from the srt instruc-
tor to the baaeball coach would teach the reading necessary
for the mastery of their subject, but they are presently not
doing it. It is, therefore, realistic and necessary to af -
fect cnanges. But to bring about changes in the teaching of
rasnding in the content areas, the reading teacher musat be
willing to leave hia room and go where the action is--the

classroom. Open the door.
THE READING CENTER

The reading center should have a ataff of reading spsac-
ialists who are available to asslst any school pesrsonnel in
the improvement of reading instruction. The staff should be
éividéd into two groupsa: diagncstieigﬁg and consultants.

The diagnostician's job should be two-fold. First, he
ahould plan and conduct a diagnosias for pupils referred to
the center. Second, he should plan with the pupil's teacher
or reading tsachesr, or preferably with both, how the remedl-
ation indicated by the diagnoais can be carried out. Once
the school personnel and the diagnosticlian have agreed on an
instructional plan, then definite steps should be taken to
put it into effect for the pupiil.

This is another. of my open-the-door policiea. The

38
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diagnoastician must open the door of the reading center. He
must come out of the center and follow-up his referral recom-
mendations to the schools. - Do his recommendations really
work? Or do they just look good on paper?

In going into the schocls and actually working with the
classroom teacher and the remding teacher to implement his
optimum use. His recommendations should fit the needs of the
pupil, but they also should ba ones that can be carried out
in the school. Once they fit the pupil and the school, then
they should be integrsted into the pupil’s instructional pro-
gram.

Through this two-way cooperation of the reading center
and the school, a better focus could be placed upon the pupil.
A1l that is needed is to open that door!

The consultant's job would be a varying ene. He would
be mssigned to tasks ssa schoola raquest his aserviceas. For
axampié; he might be asked to help teachers do group scréen-
ing, to assiast in selection of materials, or to plan workshops
for teachers or conduct in-service meetings. ,

The consultant should have a general knowledge of all
areas of reading, but should probably concentrate in either
elementary or secondary areas. Many of the techniques, ma-
terials, and diagnoatic tools are different for thesea two
areas and thus i1t becomes almosat impossible to become pro-
ficient in both. Gnhgenﬁrgﬁlcn in one &res, in this writer's
opinion, is more ecenamigal;’méra affieient, and more prac-

tical.



32

The head of the reading center should receive all re-
quests for services. He should avaluate requegts as to what

vices they involve.

\M

One day a week would be an unassigned day for reading
center personnel. In the morning there would be separaté
meetings for diagnosticiana and for conaultants.

At the diagnosticiansa' meeting, all raferrals far.diags
nosing for the next wesk wéula be presented and discusaed,
and the work-load would be selescted and planned.

At the consultants' meeting, each school's request for
services would be presented with all availsble information,
end the consultants would selsct the requasts they wanted to
work on 1in the next week. 7 7

A self-selection of tasks ia very benaf;eialg in this
writer's cpinién. A task selected, rather than assigned, is
a task more imparﬁanb‘aﬁd more meaningful.

Since both disgnoaticians and ccnsuitants should koep
up-to—éata on information and rasearch concarning their work,
thay sh@uld be permitted time for individual study. Some
time WQuld be available for individual study or resesarch on
the unassigned day.

For both efficiancf aﬁd ecgngﬁy iﬁ conducting research,
the reading center should house & resource raom; containing
pgmphieﬁs, magazines, and prcfessicﬁal books. Thus, the time
avallable fgr'resééfch by reading center personnel could be
uzad moast expeditiously. V 7 o

Ir tha buagat allowa, a teachar-librariaﬂ should be

49
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assignec 5 the resocurce room. His job would be to evaluate
and order materials, kesp reading teachers informsd about new
materiala; and help the personnel at the c¢snter in conduct-
ing thelr ressesarch.

So we ses that the open=-the-docor polley can work at the
reading center, too. The diagnoatician can open hiz door and
go to the schools to help implement his recommendations. The
consultant can open some doora as to what tjpas of services

he can provids.
SUMMARY

In this posltion paper, thls writer has taken the oﬁens
the-door policy for utilizatiom of réading personnel., Robin-
son statesa, "Change 1s inevitable. We must change to keep
peacs with the timesa, aas difficult as the path may saamrat
times" (1968). If reading teachera and reading séecialists
do open their dagﬁs énd taﬁa the path into the wider world
of the total school experience, their skills can benefit the
Jhole sahﬁgl ataff, the whole popu;atién of the school. If
éhay étay in their lilttle Poéms,'daaling with small groupa of
children for brisf periods of the chilldren's day; perhaps in
thé futurae tﬁay may Wryly consider the words of T. S. Eliot:
(Fouf Quartets s'Burnt-Norﬁon) v
o ' | Féotfglls echo in the memory

Down the passage we did not take
Towards the door ws never opened. . . -

We muat change for the future! Open the door!



O

ERIC

Aruitoxt provided by Eic:

3k

SELECTED BIBLICGRAPHY

Herbar, Harold L. "Developing Reading Skillls Demanded by
Content Subject," Develeoping High School Reading Pro-
grama, Newark, Delaware: Internaticnal Reading Associa-
tion, 1967.

Karlin, Robert. ‘?emching Reading in High School, Nsw York:
'ha Bobba-Me=rill Company, lnc., 19604.

=3

Newton, J. Roy. "Organizing and Scheduling a Davalopmantal
Reading rrogram," Developing High School Reading Pro-
rrama, Newark, Dzlaware: nternational Reading Assocla-
tion, 1967.

Patrerson, W. G. "Peracnnel," Trends and Practices in
Secondary Reading, Newark, Delaware: Internatlonal Read-
ing Association, 1568.

Robinson, H., Alan. International Reading

n. 7 _Assoclation Annual
Report, Newark, Dalsware: International Reading Associa-
tTion, 1957.

Simmons, John 3. "Who Is Responsible? The Need for Qualified
Supaervision of Reading Programs,” The English Journal,
Vol. 52, No. 2, New Jersey: Scott Foresman anc ompany ,
1963.

Umans, Shelley. New Trends in Readin Inatruction, New York:

Taachers Collsge,

Wilson, Robert M. Diagﬁ@stic an@iﬁemgd : s Columbus,

Ohio: Charles E. Merrlll Booka,




AN ADMINISTRATOR VIEWS
UTILIZATION OF READING PERSONNEL

Richard W. Ot'Donnell

Defining the Term

In one school diatrict reading personnel could mean a

reading diagnoatician. Thia person would: disgnoss stu-
denta' readlng abilitles; interpret test results te adminis-
trators, teachers, and make recommendations. Another achool
Aistrict may have & remedlal reading teacher assigned to one
or more schools. This teacher would schedule atudents asa
fregquently as posaible for private or amall gfaup instruction
within or outside the regular classroom. Other districts may
have a resading arlhngﬁsg; arts supervisor. This peraon would
provide services to achools regarding reading, i.e., ilnter-
pret test results, meet with parent-teacher groups, asslst in
faculty meetings, and contribute to a couraes of study. Some
districts may use univarsity professors as conaultants to
conduct workshops or in-service training. Some achoeol dis-
tricts may be organized to utilize the services of one or ail
of tﬁasa spaeialisbs; | ' 7

For purpasaé of this paper, the term "reading peraocnnsl"
may ba appiieé to anydaf the profeasional gsaff'specializing

' in reading previouasly cited,
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The role of the resading specialist muat bs: well de-
finad;‘understééd by all: non-threatening; and agreed upon
by all if his services are going to improve the quality of
reading instruction. Wylie surveyed two hundred classroom
teachers and reading specialists on their perception of the
rola of the specialist (Wylie, 1969, p. 522).  Their percep-

tiena are reflected aa follows:

uestions Teachers - ‘Specialists
Role of  Supplier of materials, Concerned with mater-
specisaliat demonsatrator of tech- iala, time allotments,
niques, director of in- grouplng, curriculum,
formal dlagnostic and adminiastrative or-
corractive classroom ganizatlion
proceduresd
Implemaentation Personalized, informal Greeter numbers, gradse
of aid smell group level mentlings, ori-
sntation, programs,
bulletlins
Information, ma- Both taachers and specialists agreed on ma-

terial procedures terials to vary program, provide meaningful
seatwork, and iatroduction of new materials

Characteristics Knowledge in depth of To establish rapport,

most important for reading, ability to conatructive criti-

the apecialisat to give conatructive crit- cism, treating all

possess ficism, willingneas to teachers allks
conault

Utilization

This writer knows of no evidence to indicate that God
waAs aver a ssggal administratﬁf;r So, unfortunately, we don't
gnoﬁz“ﬁhe" wey to utilize ra#éing personnel anymore than we
know "the" method to teach reading, or "the" grouping method -

to solve reading problems, or "the" set of materials that will
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solve rll the problemsa in the bteaching of raading. We jJust
don't know "the" way to anlve any of thesze things.

In a recent study, the utilization of reading speclelilstsa
was examinsd (Smith, 1969, p. 698). A significant finding wes
that the reading aspecialist was utilized differentiy 1in every
achool. Some of the factora which influenced how the read-
ing specialiat was ussd ware:? tha‘partieuiar needa of the
school; the reception of the reading teacher by the ataff; the
competencisa of the resourcae sapecialist; and the ebllity of
the prinecipal.

The differences within achool facultiasz, the abilities
of principals, and uniqus problems of schoola should be con-
sidered in the utilization of all personnel just as we con-
aider the various differences in pupils! abilitles when we

make adjustments to attempt to individualize instruction.

Importance of Principals

The sauccess of the raading program or any cther endeavor
in schools, as we know achools today, dapenda on the best
effortas of the key parson in the achool--ihe principal.

An effective principal will have a climate irn the achool
that is conduclive to experimentation, innqvaﬁian!vand_ghgngs;
This wrliter has rcund,‘hat Qny in-service program, which 1s
to result in a change in teashars' bshavi@r,in the;alaiaraam,
must evolve from the taachara. They must percaitﬁ the prnb—
lems, be cnnvincau gamaﬁhing can be dans to alls?.ﬂta ‘then,
and be involved eanparativaly with' 1ina and - starf per;onnal_

in planning a ecgrag of actian,fgfh@gane,parspng in today'a



schools, that is able to effect these conditlions is ths

principal.

Quality of Teachers

Providing childrean with competent, effective, enthusl -

astic teachers 1a the sine gua non of a good reading program.

The literature aboundas wiith detalled reviewsa of reassarch con-
cerned with personality tralta and succeaaful teaching. There
ias agreement in recognizing two agpscts of the teacher'a
role--intellectual and human. That 1s, the teacher must know
his subject and have sufficlient akill in human relationa to
maks him successful.

The writer recalls an incident while visiting an ele-
mentsary clasaroom during thes rsading psriod. Ona atudent was
standing in the front of the room with her nose touching the
chalkboard. She had tc atand alightly tiptoad to keep her
nose within a circle that lLiad besn drawn.

One doas not né%d an advanced'degrsa to recognize that
a beacher psrforming at this level does not need a lesson in
phonics, linguiastica, or grouping. Rather, she nesds such
basicas as: psychology, child growth and development, how to
be & humsan being and see her siudents 83 human belngs with
feelingas. We do mnot need $15,000 a year teachsra to perform
at thias leavel. We coqld get housewiveas for the current mini-
mum hourly wage. There is little doubt that a dedicated,
highly motivated, empathic teacher can make most reasonable
schemes or methods work, while tesachera not fully committed

and lacking warmtbh can meet with a notable lack of success.

O
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Many of the improvements wWe seek 1In sducation can be
realized by increasing funds, building new plants, and im-
proving courses of study. But the most significant improve=-

ment will comes when teachsers improva.
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EVALUATION OF INNOVATIONS

Mra. Msry R. Hovet

Innovations may be defined aa the adoption of new
seducational practices as used by a school system in attempt -
ing to adjust to change in our environment. If this defini-
tion is mccepted, then we have to innovate bscauae changes
are =~ pronounced 1irn today's world. Many feel that we are
now in a real revolutlion in education and the evidence seesms
to baar thia out.

The educatlional onterpriss can change 1its . atructure,;
alter its purposes, adjust the number and competencilea of
its personnel with little real effect on the educational ex-
periences of children. The adoption of new esducational prac-
tices which reaslly alter the sducational program seems to be
the mein issue of the day.

We educatora would llke to think that lnnovation, or
the adoption of new practices, has built-in evaluation. This
is not true. Much 1ia innovation for its own sake and doesa
not necessarily include any appralsal of the new practlces.

The progreas of schools over the last four yoars has

clearly exhibited the worth and application of research and

#Dp. James DiVirgillio pressnted this paper, as the
author was unable to attend the Institute.
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development to the innovative processes. Much has bsen
learnasd, but until recently thers has bsen 1little recognition
of the importance of educational research. Educators are
now beginning teo appreciate the need for reliable knowledge
as a bamais for educational planning. There is a growing
awareness of the scarcity of this type knowledge relating to
education.

Reliable svaluationa of the product of the aschools arse
necesaary to effective planning for improving instruction.
Evaluation is a fundamental part of the learning process.

It is the means by which progress 1in learning should be de-
termined. Major elementa in evaluation ineclude the following:

1. Defining appropriate objectives.

2. Obtaining evidence regarding the degres to which
the objectives are achisved.

3. Carefully interpreting the sesvidence.

L. Gaﬂstructively communicating results to thoas
concerned.

The evaluation procass will be helpful only if goals arse
realistic, i1f the evaluatlon tools used are &pprt;»pr;tat-..E:gi rrd
if interpretation ias asmound. This evaluation processa requires
techniques f5r measuring potentiala. While =a child's ability
to read can be teated and his ability to scive mathematical
problems cari be measured, it is gquilte another thing to raiss
questions about his abillty to think critically, to assume
leadership roles, and to analyze information.

We know that evaluation 1as a continuocus process and that

formally and informally it occurs throughout the educational

ol



O

ERIC

Aruitoxt provided by Eic:

L3

system, but we also know that the only way aignificant im-
provements can be mades 1n the aducaticnnl effort is to improve
the methods of desligning and conducting evaluation programs.
Many researchers have urged aeducators to develop prototype
model systems that can exhibit new lsarning materials and new
methods and technigues of learning to both the profession and
the public. This iz the path that the Howard County school
system chose to follow--that 1s, = model school set-up.
The financisal supﬁort from the federal government enabled
the changes to be made in Howard County under Title III of
the Elementary and Secondary Education Act. A Title III com-
mittee developed a proposal for the establishment of a model
elementary school in Howard County. This was followaed by a
similar proposal for the operation of a model middlie school
and this will pe followed by another proposaal for the opera-
tion of & model high scheool. This will give the county =a
complete model school system which will involve atudents from
kindergarten through ~rade twelve. There is a three-phase
plan involving the development of an sducation program for a
model elementary, a model middle, and a model high school.
The phases of the development are: v
1. Planning of the model elementary program
2. Opsration of the model alementarj séhcolai
Beginning evaluation of the model elementary program
Flanning the model middle sachocol

3. Continued evaluation of  the modal elementary program
Operation of the model middle school

Beginning evaluation of the modsl middle aschool
Planning of the model high sachool
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At this point it will be the responsibility of the county to
continue into phase 4. When the high schoel fiﬁaily is in
operation, bhéré will be a K-12 esxemplary aystem of public
achools in Howard Countw.

The propossl was to establish and operate the model
schools in flexible, open apace school buildings in which the
main characteristics of the educatlional program wauld e in-
dividualization of instruction for the pupils in attendance.
Tt was further proposed to demonstrate how iﬂdi#idualizatign
of inatruction could be accomplished and how the results ob-
tained ﬁight be evaluated. ' A

Project evaluation became a major paft of the proposal,
so mejor and so important, in fact, that the decision was meds
to neve the project evaluatién done through a research de -
sign atructured by the University nf Maryland Fiald Sérviée.
This design was bo amssess attalnment of the behavioral goals

aeeompi*shad through individualization of iﬂstructlcn in the

0

model achocl and furthaf t 1n same WAY ; datarmina the ax-

tent of difquiun of the mathods usad in the model schools
thrcughaut the other schoola in Hauard County.
The evaluation of the mcdal alemantary achool is da -

scribed in the “Ltle III prapcsal as belng addressed to tha

anawering of twa majar guesationa:

1. Is the medel school, in fact, differant from
other schools in Howard County? .

2. TIa the program found in the model achool. of a
higher quality thar programs found in athar
achools in chard County?
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There are also four sub-questions with which esvaluatoras will
deal:
1. Is the model school design conceptually sound,
possessing inherent potential to effect desir-
abla change in the achools of the county?
2. How wall is the proposed design implemented by
the achool staff, the consultants, the central
of fice personnel, and the community?

3. How desirable are the attained outcomes of the
model school plan?

L. What demonatrable influsnce does the modal
school exert on -~ther schools in the county?

Similar quesations will be studied &t the middle school
and the high schocl levels as the project continues.

At the moment, the avaluation proceas ia in regg?d to
the modsl elementary school. As we know, the performance of
the gstudents under study must be compared to an eatablished
standard. In our study two control achoola are being used.
One of the control schools has been chosen because it nearly
approximates the model elementary school in similarity of
student background. The analyaes of this similarity has been
made on student abllity level and omn socio~economic status.
The other ia a school housed in an open-apacad faclllity aim-
{lar to that of the model school.

A major part of the study has involved the development
of an apércach for obtaining measures oI student behavior -
ther than that which 1a normelly measured on the standard-

o
ized tests. This creates much difficulty in that instruments

for messuring bebavioral outcomsa are not aveilable. To

complicate the problem even further, the instructional pro=
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gram in the model scheocl is not organized around tnhe tradi-
tional classroom structure where group observation methods
have bean based upon classgroom groups. The University of
Maryland has svelved an approach which focuses upon individ-
ual students and cataegories of behavior common to differont
siturations. In addition to this, the following testa are
being used:

Achigvement: Towa Taests of Basgic Skills

General Ability: Lorge~Thorndikse

Teachar Attitude: Organizational Climate Descriptilion
Questionnaire (0CDQ)

3tudent Adjuatment: 3cience Research Associates
Problersa Checklist

Student Perceptions of Schoel Lnvironment: Hlementsry
Scheool Environment Survey

Observed behaviors and settingsa: duration and frequency
measures based upon systematic obssr-
vaticns of individual students.

Hopefully, the reaults of this evaluation, which will
be gilven to the Board of Education in October, will be posi-
tive, but I hasten to add that scientific rsesssarch is not
judged fruitless even when results are zero or "negative."
Neither should unsuccesaful projescta be considered uselass.
Favorable regults ars not necessities. It 1is worthwhile to
determine the bases for negative results in a certain educa-
tional community. Thia information, when combined with re-
sults from other communities, leads to improved sducation on

a nationwide basis.
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We considaer the work we are doing in Howard County as
being an experiment that will advance ths knowledge of 1lm-

proved methods, technigues, end materials to snhance student

learning.
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CURRICULUM PRIORITIES

Louilse M. Berman

Our children are taking in many fragmentsd blits of
life. Death, dope, 1life, =3ex, race, materialism, war, happi-
neaa, sadness, reality, unreality--without cur awareness the
child is constantly bombarded with an avaslanche of ideas
which oftentimes he has had no part in crsating. How can we
gather here to talk about curriculum priorities when we have
so very little knowledge of what the child has actually felt,
sesn, he.rd--or known? How can the child even 4«now who he
is when he lives in a world so torn apart by auperficlialities,
such as skin color or the abundance or lack of abundance of
material poaseasions?

We only dares undertake the task to which we have com=
mitted ourselvas if we listen to the child and simultaneocusly
try to decide who this creature is and what he is capable of

bacoming.
WHAT MANNER OF MAN....?

Any educational institution to be affactive musat have
some conception of the man it is trying to educate. An in-

stitution without a viasion of what man is and can be ia spend-

L3
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ing its time in random types of activities.

Let me take a few minutes to share with you one view of
man and then conclude with some thoughts about curricular ex-
periences which might help develop the compoaite picture I

am outlining. In passing, I might commant that I am discus-

sing man idealized and not man as he has bacome in soma sit-

uationa. Our concern is with man as he can and needs to
become if he is to 1live adequately in a world changing and
ahifting at a terrifying pace.

Man possesses elements of dynamism, motion, and re-
sponsibility. Those qualitlea enable him to survive, yes,
even to be a contributing member of the society ol which he
is part.

Man is omngoing, grpwing, and developing. He may and
should achieve stabllity at points; but inertness, staticiam,
rigidity, or unthinking behavior seldom characterize him.

Psrhaps the greatest deterrent to new insights and new
forms of behavior is crystallized kinds of baehavior which
might have baen adequate or appropriate to one time or place:
but which lack "connection" with other situations.

Man has an insatiable curlosity ana is anxious tarsaarch
for new information, meanings, snd values. At times this
saarch may gausé discomfort as o0ld insights must be assimi-
lated into “he new=-=-or even, at times, discarded for the new.
New dreams, hopes and visiona often result when acknowledg-
ment 1s made of the obsolete and freshness is encouragsd.

Man is carsful to select out the meaningful from the

o8
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non-essentials of 1ife, otherwise he stands to stagnate under
the non-cribical elements of 1life. ‘he degree of change the
person plans for himself 1s undervaken with purposse.

Man has a bread.rather then a narrow or restricted. field
of vision. He has learned to see increasingly more in his
sncounters with persons, eventa, and things. In addition, he
davelopa a wlde range of intellectual skills, such as compar-
ing, analyzing, gavaluating, extending, elaborating, and pat-

terning. These skills facilitate his finding creative
golutions to the problems he encountera.
Man 1s a generator as opposed to a parasite. In his

healthy state, man likes to jnitiate activity. In this con-

[

text, he may bump into conflict, but he prefers to reconcile
or at least deal with conflict rather than avoid 1it.

Man is interested in the possible rather than only the
probable. He is spontansous as well as delibsrate, When a
taak challenges his vision and energies, he 1s extravagant
in his expenditure of energies and fervent in spirit,

Man tends toward inward integrity rather than ouvtward
conformity. He has a friendliness to difference and neﬁness
as opposed %o hostility to the unknown. Man is even comfor-
table in situations which he realizes may nacessitate his
being momentarily uncomfortable iﬁ order to bring about needed
improvemant.

Activity is paced in a variety of ways, for the person
realizes that in shifts of pace is relaxation. He also is

aware that the burst of energy which =zome projects necessi-
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tate demanda a different type of aubseguant pacing il the
rastorative powers are to snsue 30 that new types of cormmit-
ment are to develoD.

Man tekes into account that miastakss are part of living.
His mistakes, however, are the reault of premature rather than
af ter-the-fact sharing of {deas, from arrors of commission
rather than errors of omission, from ovaraatimation rather
than undereatimation., Mistakes are handled with forthright-
neas and bravery rather than cowardice. Man lives mora in
anticipation of what is to come that he cen do well rather
than what is past that he may have done poorly. Prospect
rathar than retroapect charactsarizes the person.

Man has an acute interast in the moral and the ethical.
He is interested in the past as it relates to the present and
future. Rather than dissipating his evnergiss, he tries to
channel them into ca&ses end activities which he deems worth-
while. Preoccupation with the athical 1s seen as an integral
part of life, and mach of his activity reflects continuous,
athical decision-making.

The person wWe are describing ia a contributor to, aa wsell

as a racipient of, soclety's resources.

WHAT KINDS OF CURRICULAR PRIORITIES?

In view of the present nature of society and in view of
the kind of man we desm adequate to deal in a constructive
manner with the vicissitudes of 1ife both in today's and to-

morrow's world, what should the nature of curriculum be?
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First, let us examine what the curriculum should not

1., The curriculum should not be a disconnscted serles
of facta, units, or subjects which focus primarily upon what
is knawﬁ. Children today have less raason and desire to know
the facts of the past than they do %o create knowlaedge criti-~
cal to the world in which they are and will live.

2. The currieculum should not be designed without con-
sidering and involving the learner in experiences which have
some bearing upon him.

3. The curriculum should not be maerely a logical organ-
ization of contsnt. The curriculum should be heavily flavored
with exciting peak kinds of expariences which provide opportun-
jties for the studeni to galin new insights and to find new
dirsction.

This means that direct encounters with persons will re-
place rote learning. Artiatic materials will be used along
with the more scientific.

lt. The curriculum should never bes static or fixed. It
must be in 2 constant state of flux incorporating the activ-
ity and thinking of educational leadars, publishers, teachers,
lay persons~--s&ch working st their own tasks and their own
levels. The curriculum is more than appears on paper, for
it occurs in all the transactions which children have with
teachers, materials, and others under the jurisdiction of the
achool.

Now let ua direct our attention to what should be new
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priorities in the curriculum., The ingredients may be treated
as saparate curricular areas, superimposed upon the old areas,
or daveloped into totally new curriculer designs. Of course,
I would like to see the latter happen, but reallze this would
take much work, thought, and commitment to the need of new

learnings for our chilidren.

Attention to the Art of Perceiving

It ia impossible to live in a truly human manner unless
one has learned to take in what is really out there. Chil-
dren naed to be taught to diffarentiate betwsen their dreams
and wishes and actuality. It is in the intake of the real
that persons learn to perform other peculliarly human functiona
aright. For example, one cannot bs truly creative unless one
has accumulated & mass of perceptions of reality. Hospital-
ity of the senses to newness provides the base for all types

of learning.

Communication as the Enhancement of

Fersonal Meaning

~ The school has long gilven attention to teaching the com-
munication skills. We have all gone through the motions of
diagramming santencas, of reading aloud from readsrs, of re-
clting poetry memorized by the clasa. However, few children
spend adequate time learning rkills of responding within the
meaning of another peraon, of using communicatlion procedures
to insure that what he thinks he is saying is actually belnz
"heard." Our communication ia often of what is outside the

£

person rather than of what the person thinks, feels, and is.
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Tt is in the communication of personal meaning that children
need increased practice. They mneed to be allowad Lo talk
about what is important tc them, what concerns them, and what

dreams sund hopes they hold.

Ability to Handle Conflich

Intergenerational, interpersonal, intarracial, interna-
tional and other types of conflict are the order of tha day.
These conflicta nead to be acknowledged and stated in auch a
way that children and educators can make some decisions ahout
the conflict in gquestion. Should it be ignored? Should an
attempt be made to reasolve 1t? Should further information be
sought about the lssues iniherent in it? What action, 1f any,
should be taken? What kinds of conflictful situations can
best be handled by our achools, and what onus are best lelt
to other inatitutionas? Becauaa of the multiple kinds of con-
f1ict situationa with which the ehild wmust cope, 1t 1s appro-
priate that the schcol give increased attention to this
phenomenon.

Attention to the Development; of
Kttachmant

So much in our soclety militates against theryaung show-
ing concern for others or the society of which they are part.
Perhaps this 1s so because of two reasons: (1) Life moves
at such a rapid apaad that the ﬁambaramant of atimuli 1is too
rapid to assimilabe; hencs, persons may be ﬂgtaehad bacause
they caﬁngt make senss out of what is happening to them.

(2) Love and concern have been presented in such cheap and

o
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tawdry tsrmé that the real meganing of the worda has bsan lost.
It is in the definling of one's loves &nd commitmenta that ths
person finds the rgason for his being.

Teaching children to love means helping them aieve out
the significant from the insignificant, the things about which
they feel atrongly from the thinga about which they fesl less
atrongly. They need to be helped to differsentiate the rwval
from the phony, tenderness from cold rationality. Love ia in-

deed worthy of concantrated attention within the curriculum.

Knowing ag Peraonal HKnowledge

Schools through the agss both in our country and others
are known for thelr tendencles to conserve rather thsn sx-
tend the culture, We send chlildren to achool so that they
can bacome acculturated--sc that they learn what thelr fore-
bears have known.

If the achool is really to become a vital force within
our soclety, then attention needas to be given to the substance
the school purports to tesch. From whenca comas the knowledgs
with which it deals. Sevaral criteria come to mind in the
gelection of the substantive areas for the school curriculum:

A. The traditional school subjJects often conbtaein ma-
tarlal which 1s inert and less than vital $o the child:;
therefores, an attempt should bs made t@isaiecb areas for
knowing which have some excitement for the child.

B. The school should provide an opportunity for the
child to deal with issues which will hslp him deal more ade-

gquately with mattera of 1life and death.
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C. The curriculum should be derived Irom the organized

disciplines rather than be the organized disciplines.

brief, children need to know various modes of know-

o]

I
ing which, at the present time, will provide mora internal
power rather than knowlng the rubrics of other men's minds.

Other areas we might, consider were therse time might be
the problems of pattarnihé; of decision making, of valulng,
of seeing wholenass, of creesting.

In brief, our concern is that today's children and youth
learn skills that will enable them to be constructive and pro-
ductive human beings. The curriculum can do much in helping
persons become the kinds of persons who are generators in-
stead of parasites. Through the eaxamination of curriculum
priorities, instructional leaders are well on their way to
providing the kinds of experlences so necessary for today's

young.
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INNOVATION - FACT OR FANTASY

Joseph P. Gutkoska

The Position

Woriderful, worthless, interesting, dull, asimple, &nd
esoteric are just a few of the many incongruous bterms em-
ployed to describe today's curriculum innovations.

My position is quite basic. If one defines innovation
as "the act of introducing something new to the educational
scene,’ then 1 baliava.thg term "innovation" is being abused
eand it is indeed '"fantasy." If, however, ome defines innova-
tion as a modification of technigues, and the adroit use of
materials to satlafy the needs of today'a c¢hildren, then I
truly believe that the term "innovation" has merit and 1s,

in fact, truse.

Innovation-Fantasy

Tf one accepts the first definition of innovation, then
one must look for the programs that are truly new. Team
teaching, non-graded schools, linguistics in reading, the
station method, i/t/a, Unifon, intraclass grouping, the mark-
ing systems, and teaching four and five year olds to read
are just a few of the many "so-called" innovative practices.
Helen Rcobinson claims that new plans, new tachniques, new

gadgets, and other pa?gcaas for teaching are the rule rather
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than the exception today. £Znthusiaam for each reaches gresat
heights with gsome teachers and, of course, with representa-
tives who sell each program (1961, p. 1). Taeachers avery-
where ars worried, disgusted and alarmed about the collapse
of the pirograms they were told were infallible. 1In raaslity,
these new programs ars oftaen purchased and employed as a
"total program' without anyone ever having welighed the evi-
dence for or againat the program. I don't mean to imply that
all the "nmaw" programs are poor, or old prograns good, or vice
versa. I do mean to imply that programs new and old naed to
be fully evaluated.

" programs:

Let vs look at some of these '"new'

The ungradsd¢ school is a school that has a flexiblae
system of grouping in which children are grouped togather
regardlass of age, and in which extansive effort is made to
adapt inatruction to individusl differences. According ‘o

this definition, taken from The Dictionary of Educatlon, the

dame schools of the seventeenth century were truly ungraded.
Hare children ranging in ages from three to ten met together
in one room, each child receiving ipnatruction to meet hils
nsaeds. |

Today, linguistics in reading is racelving a great
daal of attention, ma an innovative practice. Might I sug-

gest that the reader exasmine McGuffey's Eg;actiqfﬂeéqEr

(copyright 1879) and compare it to some of the "new" lin-

guistic materials.
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McGuffey's First Reader (1879):

Ia the cat on the mat?
The cat i1s on the mat.
"One of the 'new' linguistic readers":
A cat sat on a mat.
Pat the cat.
Pat the fat cat on the mat.

Cbserving these two selections, the elementary teacher
might have & difficult time answering the question, "What's
new in reading instruction?" (Lamb, 1968, p. 33).

The 1/t/a method and the Unifon method are also being
hailed &s new innovative practices. Actually, these mnemonic
sound-symbol methods can be traced back %o 164); when Richard
Hodges, a schoclmaster of Southwark, England, offered a dia-
critical marking syatem to the public. Hodges! asystem was
followsed by numerous others; Leigh's tranaition alphabet and
tre Phonotype of A. J. Ellls received considerable attention
in the United States during the nineteenth century (Chall,
1967, p. 39).

Because of the efforts of people like Robert Allen, the

author of Read Along with Me, and Paul McKee, the consultant

of the "Kindergarten Reading Program," early reading 1s agaln
getting more then its falr share of attention. Consaequently,
8aTLly readiﬁg has gained the status of a major innovation.
Again, one can point to the paat and discusa the many states
in the United States where chiliuien wsre §armitted to enter

grade one before six years of age. 3Silince raading was taught
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in grade one and many of the children were five years of agse
and soma perhaps four, it's reasonable to assume that many
did, in fact, learn to read before the magic age of s3ix years.
Furthermorse, Dr., Maria Montessori employed a reading approach
in her sarly learning program (from three to six years of
age).

The children learned to write at four years of age and
then learned to read that which they had written. Contrary
te she usually accepted idea, Dr. Monteasori believed that
writing precades reading. Association of the written word
with pictures, matching worda with concrete objects, and
translation of the written word into scunda, are thrae of tha
mény word attack techniques that she employed (196l, p. 299).

The writer would again 1like to emphasize that he is
not saying whether these programs are good or bad, but mera-

ly whether they satisfy the first definition of innovation.

Innovation -~ Fact

In the recent past, public criticlism of Séucatian plus
an honeat concern by the teachers to improve educational
practices have led educators to examine currlculum anq prac=
tices and to search for a modification that would enable the
teacher to meat the needs of children in today's world. The
question tc be answered is not whaether the method or mater-
ial is new or old, but will it enable teachars to do a mors
effactife job. There is no reason why a method which is cld
must be tarnished or seem less credible. There is also no

nead to shift the responsibility of our failures in reading
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from meterial, to method, bto teacher, and back again. The
truth of the matter is that we cannot identify speciflcally
what really constitutes the totality of the behavlior known

as reading. I submit that this has naver really been done.
Consequently, it behoovas temchars and all educators to gain
as much knowledge as possible relevant to education, in gener-
al, and the teaching of readlng, in specific, in ordar to se-
lect the appropriate technlqus, ar.d the sppropriata materials
to solve the problem at hand. In discussing reading gpecifl-
ically, I subscribe to an eclectic approach: if the Language

Experience Approach plus supplementary materials are erffec-

ot

ive, use them; if a Linguistic Approach plus supplemsntary
materials are effective, use them; if the Basal Approach plus
naaded supplementary materials are sffective, use them; if a
combination of all of the abova is nesded to do the job, then
use them. I repeat,it's not whether the material 1ls new or
old, rather, the effectivenass of the method and materials.
Obviously, then, it is not the technigue nor the mater=
ial that makes the difference, but it is how the teacher
employs the technique and/or meterial that makes the differ-
ence. It is he and none other who is thes cornerstone of

the educative procesas.

A Plea

In order to satisfy my dafinition of innovation and éa
truly conduct an innovetive program, each teacﬁar must ba[
well-informed. The achool system must conduct continuel in-

service and p?&—SETViGE programs, as well as depend on the
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colleges and universities to supply the &ype of teacher

needed in today'a achools.
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EVALUATION OF READING
RESOURCE MATERIALS

Bruce W. Brigham

We ars being inundated with rsading materials--teacher
materials, instructionsl materials, supplementary materials
of all kinds. So many different kinds and types of materials
are currently available for use in and wilth reading programs
that is 1s impoasibles for any one person Lo keep up with them
all. Furthermore, both reading specialliats and inatructional
materials specislists have many additlonal demands upon their
time. One result of this prsssure has been that, increasingly,
classroom teacher committeea are beccoming invelved in aslect-
ing materials. (However,radical, this does seam to be a
rather reasonable position: that thcse who use seta of toola
heve a voice in chooaing them.)

Sometimes such & committee has a problem in developing
systematic criteria to use l1n evaluating materials. There
are, of course, many types of such criteria, but for immediate
purposes let us consider thoae related specifically to varil-
ous facets of the reading process. What follows is one poa-
aible example of an approach using a set of critsria reolated
to reading. ' ‘

Baaically, there are thres important areas of information
to be recorded: identification, description and recommenda-

tiona. On the insbrugent, 1dentification data are raégrdéd

6ly
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in parts I end ITI. Descriptive data concerning reading-study
skills and subject relevancy 1s checked in IV, pp. b and c.
Recommendations then are summarized at the bottom of the first
page (IIT), which .eaves basic identification data and the
results of evaluation together on one page in a fairly concise
form,

Essentially, on pp. b and ¢ are llsted various types or
reading, organizational and study :tills wlth places to chaeck
(kf) items that ars required to be used by readers of the ma-
terisl and to (x) items for which there are specific exercises
in the material.

Obviously, this is simply e prototype which can be taken
as a model and modified in many ways bto serve the needs of a
particular group of teachers with a specific purpose. For
those intereatad in exploring thia proceas further, an ex-
cellent asurece 1s the aection on Inatructional Materials, pp.

182-200, in IRA's Reading and Realism, J. Allen Eigurel, Ed.

\j
Ul
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' READIEG CENTER

Cnllege of Education Univerality of Maryland

MATERIALS ANALY3IS SUMMARY
Bruce W, Brigham

I. Referancs

Author

Title_

Pub.

Approx. Laevels: Rdg. Intereat
Binding___

II. Type: Primarily - Independent reading
Word Perceptlion Skilla —
Comprehension Skills_ __
Stu?y Skills

and/or

III. Summary:

~=Ma jor Strengtha:

==Ma jor Weaknegaes:

--Recommendad for: (Whom? What? When? How? Why?)

(Beat uasas):
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IV, Specific Skill Areas ( x asapecific practice sxesrcises)
(_V¥_ required by content)
Word perception
____Phonics o ____ Structural analysia

Syllaki ation
_Dictionary usage
7 _Vocabulary development

Comprahension e Main facts _ __Detallsa

Ma jor concepts . Significant details
Sequences and relationships
__Chronological __ Proceasive ___ Spatial

__Cause and Effect __Inductive __Deductive

_Abstracting  Indexing
Othera e i —
— 3 ___ Inferential thinking
—_— Predicting ____Summarizing _ Caoncluding
Organization
. Paragraphs . Chapters __Books
~ __Narrativs forms ~_ _Texts
Other literary forms ____ _References
— Typographical aids ________Reference aidas (prefaca,
- - glossary, etc.j
___Illusirative alds
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Study Skills

____Listening..... _Note taking (lectures)

___Speaking
___ Reamding...c... —_— Note taking
B Writing 7
' ) _____Study situation: tiwme/
space slements
Subjecta
o _English ______Math  ___ ______Scilence
Social Studisa
. _______Other:




ORGANIZATION OF AN EFFECTIVE
READING RESOQURCE FACILITY

Ralph G. Loen
I. INTRODUCTION

It is most impractical for the average salea represent-
ative to approach every reading teacher, adminiatrator, and
supervisor on an individusl basis for the purpose of leaving
samples or making a sales presentation. For seach 1raading pro-
gram to maintain a separate, complete profeassional library
ijs rather impractical. An inquiring teacher ias hardly will-
ing to walt several weaks until a company reprasentative ia
available to answer & few simple guestions about material she
is conaidaring ordering tomorrow. And aso ths story gossa with
many facets of the reading program. A practical alternative
50 the above gituation 1is a central, convanlent location,
readily avallsble, where the reading teacher has access to a
wide variety of instructional materials and professional
boeks, and where she can discusa her neeada with a knowledge-
able person, '

The facility for providing the above-mentioned and
related zervices could be called a reading resource room,
although other titlaes might be aqually appropriate. An
axperienced reading specialist, assigned as a reading re-

aource téaehér, could édmiﬁistar fﬁisziacility.AfThabjgb de-=

69
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acription for this position would stiress "sarvice to read-
ing programs."
II. 3ERVICE3 PROVIDED

A. Assisting Teachers with Materials and

Inatructlonal Ailds

The reading resource facility must be considered a
service organization, Perhaps the mosat important function
of the organizatlion ias to assist teachers, primarily reading
teachers, with materials and instructlocnal aidas suitable for
individual, small group, and whole class inatruction.

A circulating library of high—intarast, low=leval books

materials to children enrollsd in reading programs. Paper-
backs deaigned specifically for reluctant and disabled read-
ers can be distributad more informally, with the amphasis on
wide ecirculation rather than a praeise>acaounting and preser-
vation system, Books in regular demand should be purchased
by the individual reading pragrém to lesssn the clerical load
involved in repeatedly checking out theo same bapké;

In the reading resource room, samples of currant matsr-
ials should be Qisplayea attractively, with clear invitations
to pull materials down for examiﬁéaiaﬁ;,i?gpa‘recaréarg,
record players, rilmstrip prajeaaﬁrs, atc.,_ghauld be haﬂﬂy
for immadiata azamlnaﬁion of machanical materigls. G§g§g,:
kiﬁs, pragrams, etc.,,aa much as. pasaible, sheu1d ba af?ii?
abla for loan to reading pragrama whara the mstarial can be

evaluated in torma of 1ta practieal applicatiaﬁ with children.
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Up-to-date catalog files are essenslal for providing
current information nsedsd for accurate ordaring of mater-
jals. Material evaluation files are most useful for noting
how other teachers may have used cortain materials to answer
similar instructional neads. A limiked supply of kitsa, pro-
grams, reading machines and primer typewriters should be
available for loan, particularly to new programs not yet
fully equipped. Periodiw exhibits and demonatrations can be
arranged with area sales represantatives at a time and place
convenient to interesated teachers.

New reading programs should be started with a minimum of
basic materials immediately avallable at the baglinning of the
achool year. A commlttee of experienced reading teachars
chooses the materiasls most commonly used for a beginning
reading program, leaving sufficient funds to cover the pur-
chase of materials needed for a specific school gituation
and geared to the experience of the individual teacher. The
gata of basic materialas are purchased in June and diastributed

to the new programs for the start of school in the fall.

B. Assisting Teachers with the
Administrative Processes

A reading resource faclility should do much of the cleri-
cal and background work which helps reading programs-function
more effectively.

Purchase orders initiated by raadigg-taaéhars are routed
throupgh the reaource faclility.. Tha:crdafs:can,be checked for

saccuracy and for ﬁheir'parsinencarf@rxuaa%aﬁ;diffgrent'grgaa‘




72

levelas. Every effort can ba made to control usage of mater-
isls to tha purpose and age group for which they were in=
tanded, recognizing that neither teachers nor materials fit
into a atandard mold.

A running record of budgetary balances maintainad by
the reading resocurce facility helps individual reading teach-
srs atay within the 1imit ’'ona of the total county reading
program. A written mid-year report to each reading teacher
can serve ag A timely reminder of matarials which should be
purchased for usage during the currsnt yesar,

Certain 1tems can be purchasad in bulk gquantity and
shockpliled for quick diatribution as the need arises. FPro-
jector lamps, tapes, games, headsets, tests, stop watclhes,
enind cartain workbooks lend themselves to thia procedure, thus
avoiding the long delsy involved with making many small, in-
dividual purchases. Mimecgraphed and printed forms can be
stockpiled in the same manner, ready Tfor instant delivery
'through the aschool delivery ayatem.

C. Assgisting Teachera with Frofessional
Growth

An extensive circulating library of profesaional books
is an absolute nacessity to aid in the professional growth
of reading teachers. The professional library should include
all the stendard terxts ugsed in the teaching of reading: courses,
as well as raference sources which deal with specific arsas
'af-regding; é.g;,*dysiaxia,“cpagatian-af a-¢linic, etc.

Allied areas,'gﬁchaag psyehalégy;-currigulum;itéstingvand

Q | N '2322
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child development, cannot be completely stocked, but should
be sampled liberslly and kept current.
Al1l1 I.R.A. publications should be subseribed to. Other

tional Children,

publications, e.g., English Journal and Exce

are valuable but not absolutely essential. Samples of lesser
known reading publications should be purchased if regular
subscriptions are not feaslvle.,

The peraonnel of the reading resource facility are in
an excellent position to know about new reading products and
programs on the market. In meny inatances, reading teachers
would use an older program 1f they could fisrat msee the pro-
gram effactively demonstrated by a publisher's consultant.
The reading reasource facilltiy can arrange with the wvarious
sales representatives to provide pesriodic demonstrationa and
exhibits as the need or opportunity presents itself. To maks
theas demonstrations have genuine appeal for large numbeérs

of temchers, released time is a necesaity.

III. AREAS FOR FUTURE GROWTH

A. More Help with In-Service

The resource facility is in an 1ldeal position to coordi-
nate the work of reading teachers in compiling Gape and slide
presantations which can be used on ashert notice for demon-
strating specific skills or for providing an overview of an
entire program.

A collection of video tapea can aserve the gnis purposa.

with & more dynamic approach, and 1s pgrtieﬂlarly«suitgé for
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getting maximum mileage from a one-day consultant. Bulky
equipment and need for some technical abllity makea wideo
impractical Tor constant hauling by car, but the drawbacks
seam to Da of fset by the universal appeal of televiasion,
particularly when the charactera are in sctlon.

B. Better Facilities for Demonstrating
New Materials

would afford the reading teacher an sxcellent snvironment
for axamining materials and for selecting those most sultable
for a particulsr situation. Current matorisls recommended
by the reading rssource teacher cen be displayed in several
carrels, while other carr.ls would be available for use at
the teacher's discretion. Tape, filmatrip, and record pro=
grams would seem particularly sultable for previewing in
such an arrangement; they can easily bs reprogrammed on a
regular basis, and the teacher can Ba her inveatigating in-

dependently.
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RESOURCE MATERIALS FOR
READING INSTRUCTION

M. Luecla James
OVERVIEW .

Black Powar, Economic Power, Student Power, end this
fall, Children's Book Week theme is Bookx Power. 1 would
like to :sate my toplc, using this popular word, "power":
N"Resource Materials for Reading Instruction: Thay, too,
Have Power." Restated, very conclsely, my position la:
"There is power in resource materiala for reading inatruc-=
tion."

The importance of resource materiels to the reading in-
structional program of a school cannot be overemphasizad.
They are indispanséﬁle_ They functicn as basic to the cur-

ricuium, In meny instances, they determine the effectiveneas

of the curriculum. In othsrs, they are the curriculum or
the basia upon which the currlculum iardééiénadg 1A curaory
perusal of professional journals gives credence to tha‘ra—
port that publishers, producers, or manufacturers also
consider thess resources to be indispensable or of great
significancae. One becomes cognizant of this when he #aglisaa

the rapidity with which these resources are Bping developed. -

T
am
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There is hardly a professional journal which doea not adver-
tise at least one new reading resource--print or non- Jrint--
kits or single paperback--in sach issue. The new ERIC/CRIER
Tnatructional Materials Information Analysls Project: A Guide
to Materialas for Reading Inastruction, liats approximately
15,000 separate entriea for new resding materifls. While this
astronomical number, 15,000, of new reading rmaterials is ter-
rifying and stertling to some, otheras accept it as a windfall,
a real atreakx of luck to have go many di7fferent items avail-
able to help initiste and implement an effective reading pro-
gram, especlially &an individualized reading program. And yet
it i3 because of this explesion of virtually infinite varie-
ties of materials for reading instruction, all kinds of media,
that we have begun to be concerned with the quality of thesse
maﬁerialg; We endorse the position that subject matter spec-
jalists, learnirng theorlats, librerians and reading speclalists
should work closer with manufacturers and producers of these
resourcas and equipment to assure the duvelopment of more ef-
fective materials. There ia yet a need for materisla of
quality, not merely quantity; materials that would enhance

the reading program, not limlt it; materials that are suit-
able for use with difrarant kinds of reading programs, methods
or spproaches; materials that will permit the teacher to use
his créaﬁivity, to put his'imaginatieﬁ'in motlon, not atifle
it; materials that are learner-directed, that reflect knowl-
sdge about learning and the learning process; and mgteri'f;
that are reslevant to the gpéciiic neads and 1gt§résts gf?;ha
/s

<



78

learnear.

One may note an historical cycle in reading instruction,
end concomitantly, one may recognize the same btypes of teach-
ing aids and resources, flash cards, etc., as advertised in
the first Milton and Bradley sirculara, circa early 19th
Century. Theas types of rasources will probably never die,
nor even fade away. They rsappear in this historical cycle
4n new geometrically-shaped boxes dresassd in bright psyche-
delic colers, or in new forms--filma, filmstrips, micro-
films, and they, too, have the power to affect our instruc-
tional practices.

THE INFLUENCE OF RESOURCE MATERIALS ON THE
READING PROGRAM

Materisls Determine the Progra=

The value of having the resource materials developed
cooperatively by educators and manufacturers cannot be over-
locked when one considers the impact which these materiala
have on the reading program., Instructional resources and
materials, including the new technology, can influencea or
affect the organizational pattern, the personnel, the facil-
ities, and the teaching strategies of the reading program.
In essanﬁé, they can, and oftern do, bscome the determinanta
of ths reading pfagrém.r » ,

If one painstakingly and abje;tively ana1yzad‘gavaral
of the seading programs that have been developed and that are
currently being used in meny of our achool systems, he would

pealize immedimtely how prescribed, programmmed, or posaibly

88
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provinecial, a curriculum could become when bassd totally upon
a specific packaged program. It becomes increasingly evident
that the components of the program, even with its variety of
materisls and cook-book recipe approach, can direct the teachsr,
her methodology and technigues, her organization, equlpment
and facillities,

The following exemple, which was axtracted from a pro-
ducer's eatalog, 1a not atyplcal:

A New Besic Reading Programs (K-8)

"A highly teachable reading prugram offering
axcellsnce of content and thoroughness of skill
development., Planned in every detall %o help.
children become competent resders. Recognizes
the changing needs and intereats of boys and
girls. Absorbing content rungea over & broad

variety of literary forms and themes."

Components of the Program:

Basic materials
Pupils' textsa :
Teachera' guide book with effective lesson plans
Workbooka or akillbooks :
Reading tests (achievement and iriventory-survey)

Other maﬁarialg'(ﬁgsau?ca materinla)

Charta ond pleture card sets Lo implement the
leason plana . .

Enrichment readers--provides opportunities to
develop reading skills )

Multi-sensory materials--auditory, kinesthetlc,
visual matarisls - ) : ,

Books for individualized reading--booka for
children with varying abllitles

Dictionaries and & baginning thesaurus

#1h1s program is being cited oniy as an uxample. It 1is
not being evaluated nor critized. It is merely being clted
as an exsmple of s complete program: one that offers every-
thing. . _ .
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To allay some of the fear, and to provide perapeactive,
the point should ba made that while it is true that resourcs
materials can determine the reading program, the teacher as
a communicater, a facilitator, and an evaluator, can regulate
the extent to mhich this is possible, With his expsrtise to
select ané use materials wissly, to apply effective strategies
of inatruction and to evaluate the aeffectiveneas of a particu-
lar reasource, the tescher can haaten the demlse of & highly
structured, inflexible program. Likewlse, he can create the
conditiona for the development of a program in which it is
possible to use different media in different ways to teach
different akills to different children under different circum-

'gtances. Then, too, the teacher should bacomes mors vocal and

vizible to publishers and producers of reading resources. He

should enter into dialogue with them; give them feedback on

the use of their materiala, or apprise them of new, succeasfol
and unsuccessful techniques, experiments or variations of
thelr rassources, syatems or programsa which have been used.

He can also make a careful delineation of the unique contri-
butions that apecific types of materials can ganﬁribute_tg

the learning situation. It 1s within this kind of orientation
that teacher, and/or librarian, and publishers or producer

can operate as a team %o nfquﬁhqh;ngbefalﬂ,fa:m,i partner-
ship to advance new concepts and techniques of ueing reading

resources.

-3

O
.@‘



81

Materials Enrich the Program

The endless arguments that have besen waged about the
best method or approach of teaching reading have zeen a
parallel among librarians and/or reading specialists in the
aslection of materials. Many reading speéialists racognize
- the value of eclecticlam in teaching reading. To complement
thia approach, media specialists also endorse the principlea
of eclecticism with the use of materials. They recognize
that there is no one beat kind of resource, no one system,
program or set of supplementary materials. All teaching ap-
proaches, the lingulatics, phonics, ITA, language expsrilence,
individualized reading, especially Individually Prescribed.
Talking Typewriter, or Words in Color approachi or combinations
of them have produced succasaful and unsuccesaful raa&ars.
Regardless of the approach used, resources, including literacy
and trade books from the library or inatructional materials
center are indispensable to the success of tha'program.‘

Sometimes inatructional alds and resources, avan}work—
books, filma and filmstrips, elicilt negative reactions from
teachers and learners or students, but they can bs meaningful
devices and aids.’ Sﬁuéies'hava baan mgée'to‘ﬂaﬁarmiﬂa the
affectiveness of sama mulbi—msdig in teaching of reading.
Whab we seée ss being necegsary ‘now are mgtarials,'al; Einds
!of_faaaurcagrin ‘the subject rielda, ‘with their rgmpactive
- vocabulary that can be‘ used in teaching certain reaéing -skills.
Theas mahériais may incarparata aema af the galdcm uéed re-

sources: maps, menus, time tableg, ‘radio and TV schadules,
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even telephone directories end study prints.
SUMMARY

Reading aids and resources can shape or help toc shape
the moat effective strategies of instruction. As theass
strategies are developaed or shaped to utilize new bLGechnology
and innovations, the market for materlials, resources and
systems will grow increasingly. Thsre is yet a noed for con-
tinuous scholarly research, similar to that conducted con-
currently with research in ckhild growth and development, to
produce findings upon which new materials can be developed.
Trade books and other similar materials Irom the library &and
inatructional materials centers should not be overlooked.
They, too, can be used meaningfully in the instructional read-
ing program. All resources have merit only as "gpringboarda”.
They cannot be expected to substitute for the teaching of
reading, but they enhance it immessurably. These reading re-

sources do have power.




SECTION V

INDIVIDUALIZATION OF INSTRUCTION




INDIVIDUALIZING INSTRUCTION IN
THE TOTAL READING PROGRAM

Suaannah M, McCuailg

More often than not, the reading prcoblems in a typlcal
classroom are a result of the failure of instruction to pro-
vide adequately for the individual needs of each pupil.

Since research indicates that a child's interest in laarning
to read is not determined by which methods or materials are
used, but rather by what the teacher does with the methods

or materials, it meems expedlient to contemplate succeasful
ways by which teachers can individualize instruction. It is
the purpose of thias paper to discusa (1) Self-directing, self-
correcting materials, (2) Pupll-tsam study as procedures for
providing for significant practice experience. Both tech-
niques can be introduced without adminlistrative or clasaroom
upheaval.

It would be well if the %teacher would keep in mind the
notion that effective inatruction muat make provlialion for
the student to personally initliate and practice the behavior
which he 1s to learn. Immediate feedback as to the quallty
of emch student's behavior in his efforts to parallel the
desired response greatly enhances learning by the individusl.
Moreover, the teachar should always be re-evaluating any

inatructional sequence as to its effectiveness in producing

83
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charniges in students. Certainly, the feedback of the learn-
er's performance should ba conaldered in modifying and im-
proving the materials and procegGuras.

Becausa a mora energetlic, creative, and uncwladgeable
tascher is needed to make individualized instruction success-
ful, not all educators are willing to attempt the development
of such a progrem. Those who are will find that children are
able to gain mastery of rather difficult concepts whils their
attention is held, and that each can progress at his own rate.

Self-directing, self-correcting materiala might be in
the form of work completed by an individual, by a Gteam, or
in a learning center activity. Because of the valuable com-
modity of time, the teacher should spend her energy on the
construction of reusable items.

Several primary learning activities might be as follows:

In order to review the digreph "sl," and three or four
others of the teacher's chooalng, a series of pic;urég
might be drawn in a vertical line. Horizontally to
the right of each pilcture might be written thres or
four words, one of which would be the word naming the
plctured object. For instance, & sled might be plc-
tured. Next tc the illusatration, the words "bed,"
“gled,"” and "shed" might bs written. A Ectal of ten
or twelve pictures and accompanying captiona could

be plaeed on an 8-1/2 by ll-inch peper. If the

paper is placed under an Biljg by lliinch shaat Qf

exposed X-ray film, the child can use a graase pencil
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to circle the word begimming with the corract digraph,
thus identifying the pictura. Immediate correction
can be made by plscing over the child's work another
piece of X-ray film on which the anawers have been
permanently marked. The child simply matchea A notch
or dot placed both on the work-sheet as well as on the
corresponding answer sheai. Instantly, the child can
check to determine if those anawers he marked are the
same as on the snswer sheet. If not, the pupll can
immediately identify the proper answer.

A second type of answer sheet might be a simple 1list of
pictures duplicating those drawn 6& the worksheet. Next to
each picture, the corresponding word would be written. After
the child haa completed his work, he 2imply locates the proper
answer sheet and compares his reaponses to ﬁhaseﬂwrittan on
the key. Yet & third wariation would be for the anawers %o
appear on the back of each worksheet. The student would use
a sesparate paper on which to record his;raaégnsesih He would
then flip the worksheet over in order to check his answera
against those written on the reverse aide of the lesason
material.

Certainly in some l1lnstances, several responses might be
acgapﬁabla for each item. In aigilar rashian, all tha pos-=
sible anawers would be liataﬂ on the answer shaat. Ir R
atudant had an anawer Hhich was nat lxﬁyéé he might check

it with the teacher yithr;ggard ta tha gdﬂitian af nis anaswer

to the established 1ist.

96
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Anicther learning activity might be as follows:
On the left-hand side of & large sheset of oaktag,
vertically write the letters representlng the
initial sounds to be reviewed. 1In & horizontal row
to the right of each initisli-sound letter, affix
aight to ten pockets. 1In a center composite pocket,
gqgé?eg of paper with pictures drawn upon them will
be stored. (Ficturea cut from old commerclal work-
books mizht be used instaad of hand drawings.) The
child removes a squere from the composite pocket,
studies the picture, and then placss 1t in a pocket
in tﬁa row indicating the initisl sound with which
the item shown begina. For example, & picture of a
"heart” would be placed in a pocket in the row to
the right of the ini%ial sound indicated by the
letter "h." There should be as many pockets as there
are plctures.

Self-correction might be accomplished 1in either
of two ways. The better method would be to write the
name of the object on the reversase aidg'ef each pigtura.
The child checks the apelling of each item in order
to verify that the firat letter is similer to the
letter shown at the laft of the row in which the pic-
ture héérbEEn placed. The spelling of the word might
‘ihciﬂeﬁﬁhiiy‘ﬁe learned. g o ,:‘ |
k A ééiéfaéadé é?réﬁg&méﬁﬁ can be used as a self-

correction technique. A colored ﬁaﬁfﬁight'b&'plggad,
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on the reverse of each picture. The color of the
dot would correapond to the color ussd to write the
latter repressenting ths initial acund on the ocaktag.

A multiple-pupll response method incorporatss a provi-
sion for self-correction. In %$he group, each child ias given
three 2- by 3-inch oaktag carxdas. On one card, the numeral
"3" will be written, "2" will be on the aecond card, and "3"
will bes on the third cerd., The teacher might write the word
"come" on the chalkhoard. She might then atate, "Hold up
your card with "1" written on it if you think "send" has the
same initial sound as "come"; hold up card "2" if the word
"cat" begina like "come™; and hold up your eard "3" if you
think the word "back" begins like the initlal aound in
"eome." The child!'s intenslity of learning is inocreased be-
cause he must think and anawer each of the teacher's quesationa.
Boredom is docreased as the ochild is totally involved with
the learning praeega; The teacher can qﬁ;gg;? azscertain the
quality of aach child's responae. Immaedlnte feedback 1ls
given to tha childa. If thes pupil disccvers that hia rggpgnaa
ia different from that of the reat of the group, he might
reconsider hias answer and shange it to the correct reply.

The child experliences aucciaa, nn? the teacher data:nin-g:
which ehildren need aztra prgct L Ga. o o
’Equeially uaarul in ‘the ﬂtudy nf agiansg ind sécial
atudias are taachar-built gtudy-guidas.f Tha aﬁudy—guiéq pro-
viaeg ror diffgr;nt raaaing achiavamant gmﬁng ehilér-n."'

Gradad atudy=guidas, uaﬁd by pairs ar tegma ar chiléran, hnva
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been found to be an aid in overcoming children's difficul-

ties in comprehension and recall. Generally, three differan.

levels are prepared for each lesson. The Iirst, for use

&

with poor readers, conaists of detailed questiona and answsers
on each paragraph of the text. The questions are liated on
the left-hand side of the paper, and the anawers are on the
right, ao that the answer solumn can be folded back out of
sight until 1a is needed to check the puplla! rssponaos.

An example of a detalled guide written for use with
BEYOND OUR BORDERS followsa:
Begin your reading on page 364, with "Around Guayaquil," and
continue to page 366, "To the Plateau from Lims."
Paragraph 3--Beginning with "Suger cane and other tropical
farm crops"

Where do sugar cene and cother tropical farm ) A
crops EPOWT o « o o o o « o = s s 2 s = &« o .On the lowland.

What do farmere ralse on tha wetter part B
of the l@wlgna? e = * 2 & = & % ® ® =2 =2 2 = Rice.

What ia grown on the higher land o
0levationa? . . . + « ¢ o« o+ « o + s s+ o« s o Cacao.

What product ia still a leading export )
Of EcUAAOET? . « o « s » o o o s+ s a » + + « Gacao.

What ia raised on tha slapés at the edges e
Of the 1OHlanﬂ? « o ® ® 5.8 & @ e =2 ¥ ¢ » = GQfoBBQ

What 12 another impartant fnad erop?. . . . Bansnes.

The abeve gulde ia baat useﬂ wlth paira af pupila ar

‘teams af thraa unésr the éirectiﬁn of ths teaehaﬁ or of a

pupil wha ig a gaad raaﬂar. Eagh ehila has a cepy Qf tha

",guiée, tith tha answgf cclumn foldsd harx.~ The leader reads

the first quastian arally BEFQRE bhr pupils raad ‘the taxﬁ
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The pupils then read to find the anawer to the queation. One
pupil anawers the question, and the others check hia answer
againat that in the answer column. The sesma procedure 1is
followed for each question listed. The easiest type of ques-
tion to answer is one phrased like the text. The oral read=-
ing of the queation reduces the vocabulary difficulties of
the pupil who is reading the text to find the &nswar.l

A more advanced type of guide is suitable Ior use by
prirs of batter readers. These guides consist of general
questions on each paragraph, followad by a listing of the re-
lated factas. The pupilas read the paragraph FIRST, then look
at the question, attempt to answer it, and check thelr answers
againat the list. The procedure can be made more difficult
by having the children read several paragraphs before looking
at the questions., The answeras can be written down and then
compared with the answer sheet. Superior readers can read
an entirs assction and then try to recall the contants orally
while another pupil uses the guide to check them. A sample
basad on the sams section of BEYOND OUR BORDERS follows:
Begin your reading on page 364 with "ppound Guayaquil,” and
continue to page 366, "To the Plateau from Lims,"
Paragraph 3--Beginning with "sugar cane and other tropical

farm crops“:

lnorma Gﬁtta and Nicholas Hasaley, “The Sacigl Studies,"
Providing for IndividuaL Diffarsncaﬂrin the Elementary: Schaal

(Fnglewood Cliffa, N J.. Pranbrcafna' ,_;nggﬁi;3H“>,,_
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What 1=z said about cropa?

Grown on lowland: Sugar cane other
troplcal farm crops__ . .

On wetter part of lowlsnd: Farmers ralse rice _used
for food___ .

On higher land: Cacao ___has been grown
for a long time
Cacao is still Teading axpgrt
of Becuador___ =~ -

On edge of lowland: Coffee 1s grown__ _ -

Important food crop: Bananas o .

Other crops: Oranges ~____other warm-
climata fru _ .

A third type of guide usea an outline which callas atten-
tion to the major ideas of the paragraph. The outline lists

three titleas for each paragraph. The children firat raad the

paragraph in the text, and then try to agree on the baest title.

After they have agreed, they unfold the snawer column and
check their accuracy. For examplea:
Begin your readlng on page 36l with "Around Guayaquil," and
continue to page 366, "To the Plateau from Lima."”
Choose the best title ¢ .iong the threa suggeated bealcw for
each paragraph.
Paragraph 3--Beginning with "Sugar cane and other tropical
farm crops™:
{4a) Praducba of Ecuador's Lowlands
- (B) Growing Ooffee in Ecuador - (A)
- (€Y. Tha Lawlands ar Eeuaacr‘i R L
A1l tha auggssted taehniqui: mgntignaa ﬁight bg uaad by
individual pupils or in teams of two or thraa childran aaﬁh.

Becausa ‘we Aare a gragariaua piapla, it is mora fun ta 19&
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in a team. The pupils can help to teach and to support each
other in the lsarning activity. Oftentimea, children work-
ing together foster alaborative and creative cognition.

Groups might be cocmposed of teams of from two to five
children each. Thae groups might be formed on the basais of
aqual ability of the children, or on the basis of friendship
or needa or interests, rather than on ability. It should be
considered that children of different ability might differ in
the lévei on which they engage in an actlvity and to the de-
gree to which a subject 18 researched. Some activities are
better adapted to bright pupils then to slow, and vice versa.
Howaver, it 1s strongly urged that teachers roefrain from
underestimating the learning competency of the children whom
they teach. | |

If teachers would conisider constructing one self-
directing, self-correcting lesson each month, a reserve of
lassona would soon accumulate. A school might sponsor &
workshop where teachers could exchange ideas and could have
sccess bto the materials neceasary for the building of learn-

ing devlces.

Rkl

o
.
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LEARNING STATIONS

MaryAnne Hall

Where is the focus in most classrooms? To this
observer it seems that in too many classrooms for too much
of the school day, the focus 1s on the teacher and on teach-
ing, instead of on the learner and learning. As we strive
for individualization, the focus must shift to the learner
and to learning. One of the persistent problems in educa-
tion is that of individualizing instruction. One of the
fastest growing developments which can partially soclve the
problem is the learning center approach. Teachers are both
excited and bewildered. Children's reactions vary from ex-
citement at truly personal learning to mere complisnce or no
participation when centers are only snother arrangement for
completing assignments. The guestion for this paper is,
"How can learnirng centers contribute to individualization of
instruction?” The discussion will cover the definition and
philosophy of learning centars, organizational considerations,
the function of the superviscr and the principal, and evalu-

ation.

#%Note: This pregentation was a demonstration with
participants actually working in learning centers related to
(1) definition and philoszophy, (2) organizational considera-
tions, (3) the supervisonr's and the adminigtrator's role,
(4) evaluation, and (8) a free choice for other concerns of
the participants. This paper {3 a summary of content cov-~
ered in the centers. :

93
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Definition and Philosophy

Learning centers offer an approach to lsarning and
cleassroom crganization which facilitates individualization
of instruction, encourages independence in learning, and ex-
tends special interests. In a learning center students en-
gage in mctivitles according to their interests, their needs,
end their choices. It is helpful to define two types of
learning centers. One type is the curriculum center which
has definite tasks (not identicsl for all students) to be
completed to master or practice specific content or skilils.
Children will probably use the curriculum centers to rein-
force learnings which were first presented directly [ the
teacher. Occasionally, curriculum centers can be used bto
introduce new materisl. A second type is the interesat cen-
ter which is not designed specifically for instruction in
content but has as 1ts major thrust the extension of pupil's
interests, and i1t is never a required activity as the cur-
riculum centars may bs.

In the discussion related to the presentation of this
paper, ons participant strongly contended that the child is
the learning center and that viewing centers as placés in
the classroom is a wrong perspective. Certainly, the child
ja the learner, and we hope that learning centers will stimu-
late his learning in ways which are apprcpriate and enjoyabla

for him. In The Underachieving School, John Holt writes,

"T pglieve in children learning with our assistance and en-

couragement the things they want to learn, when they want to
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learn them, how they want to learn them, and why they want
to learn them" (1969). The iezrning center approach to
learning is based on the premise that children nead the
freedom to make cholces and the opportunity to assume re-
sponsibility for their learning through planning and evalu-

ation.

The role of the teacher is changed from a presanter of
information to an arranger of an environment conducive to
independent learning. He 1s responsible for teaching chil-
dren to teach themselvea, and he is a dlagnoatician who de-
velops appropriate instructional situations from the
diagnostic information, He develops curriculum materials,
collects materials from many sources, provides choices for
students, and is available to consult with children about

their selectiona and actlvities.

Orgenizational Considerations

The prscadimg paragraph alluded to the enormity of the
teacher's function in a classroom utilizing learning centers.
Teachers who are interested in trying learning centers often
have questions about the organization of canﬁersgv Frequent-
ly asked quastioﬁs-a?e; "How do you start?” "What basic
routines need to be established?" "Where can I get idess
and materials?" | ' '

Theafallewiﬁg auggestiona are affereé in anawer to the
above quentions. Teachers can visit other classes where
learning centers ara in cperation. Tgachers can conault the

supervisor and principal for suggestions and to locate mater-

s
o
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ials. Some teachers organize canters for each curriculum
area, such as reading, writing, liastening, art, sclence,
etc., and while the tltles of the centars remain conatant,
the materials and activities within the centers change.
Starting with one center is recommended for those teachers
who may not feel confident in setting up a number of cantars
right away. When a center is set up, a "walk-through'
demonstration with a small group of students while the rest
of the class watches would prevent later confusion about
directions. Clsar directions should be posted in the center.
Procedures for sslecting centers will need to be clear to
students., Some teachera have developed sign-up forms for
children to indicate where they will be working for a day or
a week, and these forma can also serve as & racord of the
centers selected by individual children.

Questions for each teacher te consider about learning
centers are:

How does the centsr activity contribute to
the clasaroom program?

Do children perceive the purpose of the
center activity?

Does the center include self-choice and
independent learning? Is it open-ended?

Does the center do more than fulfill the
function traditionelly covered by "ssatwork"?

Does the center provide for activitiles other
than written onea?

Are all directions clear to the participants?
How is learning to be avaluated?
Is the center designed for introducing new

learning or for reinforcing material already
introduced?
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Is there a balance between children's choices
and teacher direction?

The Function of Supervisors and Principals

Enthusiastic support of supervisors and principals
should have a favorable effect on encouraging teachers to
try centers in their élasseag Supervisors and principals
should function as resource consultants tc teachers; and they
can arrange workshops and other in-service seaslions on learn-
ing centers. Supervisors and principals can inform teachers
about commercisl materials which can be used in centers.
Supervisors and prineipals can coniplle =a file of center ideas
contributed by teachers in their area or aschools and can makse
this file available sz a resdource for teachers.

A suggzesated form for the idesa file is:

, _ . ~ (Reading, Literature,
- — Writing, Listening,
Language, etc.)

Centar

specific Topic or Skill

Purpos=e

Materisls needed

Directions for Construction

Suggestions for Additional Activities

Fethod of Evaluation
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Evaluation

In evaluating learning, one must consider the original
purpose of a particular learning center. Evaluation should
include both evaluation by the child and by the teacker. If
contracts are ussed, then children can use the contracta as a
guide to evaluate their commitments and their achievements.
Informal records such as file cards kspt'by the bemcher for
jndividual children are also helpful. Skill checkliasta may
also be helpful if the skills are stressed in the curriculum
conteras. A standard form with children's names and columns
jabeled "Completed" or "Needs More Work" could be duplicated
and used és a record for numarous center activitles. (See
Form B.)

Examples of forms:

Form A: Anecdotal Record Type

~Johm  Week of October 10

Used art center L times this week.

Used the literature center once--
did not complete the book he
aelected.

Needs to work on the multiple
meanings materlials again.

Math c~nter work was completed
quickly and correctly.
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Form B: Completion Check-0Off

R R
— _ 3 ; z _Work
John ; x ;
David i 3 ;
Nancy : c :
Linds ,
Jeff .

Evaluation will consider attitudes toward lesarning and
growth in the ability to work independently, as well as mas-
tery of content. General evaluation will be related to gques-—
tions such as, "Is he independent?" "Does he complete his
contracts?" "What are hia interests?" '"Which centers does
he prefar?" It should be rememberad that not all activities

ne~d to ba checked.

Summary

Schools must offer a setting in which learning can be
personally relevant. The purposea of lsarning centara are
to promote independent learning and to extend individual in-
teresgts.

To achieve maximum benefit from the learning center
approach, attention must be given to the undarlying philos~
ophy of centers, as well aa to organization and evaluation.

Surmsrvisors and principals can support teachers 1in their

3
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efforts to devalop centers. Both pre-service and in-service
aducation should provide teachers with the background and

know-how to conduct programs with the focus on the lsarners.
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WE MUST "INDIVIDUALIZE®
IND !V IDUAL I ZED READING

Trudy M. Hamby

The scientific asssumptlon that each perason is unique
is currently accepted intellectually, even though our aschools
are not, by and large, committed to changing their practices
to provide for the unigue qualitieas of the learners. Such
a commitment is an absolute necessity if we are aver to fully
apply scientific knowledge concerning human growth and de-
velopment to educatlon, Individualizing inatruction in read-
ing would be an important step forward. Howaver, 1f the atep
is to leave an imprint, it must, in this writer's opinion,
take into full account the learner's unigue SELF-ORGANIZATION.

Any progrem which doea not deal with "self" forces can-
riot ba conaidered truly {ndividualized and cannot possibly
achieve its purposa. Such an attempt at individualization
é as embiguous as an attempt at nangradadnass recent-
ly witneased by this writer. Students in the observed non-
graded . classrgcm ranged in age from nine through sleven.
Immediately after the pladga of allagiance,tha tagchar Aan-
nounced, "Billy, put up the flag. Fourth graders start on
your aribhmetie ﬁcrkbaaka, and f£ifth gradars meat me a% the

back of the room far raading.

101
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The Learner's Unique Self-organization

A person's unlqueness stems not only from the impact
and interrelatednasss of physiological and environmental
forces, but also from another set of interacting forces, the
"gelf" forces, which emerge as the individual grows and de-
velops. Although there exist varilous theoriea concerning the
"3elf," and its emsrgence, this paper will limit itself to
current phenomenological theories which, in th; opinion of
this writer, have specific significance and relevance for
the individualization of instructicn. Basic to thess theor-
fea is the assumption that all humen belngs have an internal
drive toward self-actualization--toward achisving their po=-

tentianlities--toward bescoming adequate and fully functioning.

Definitior of Terms

The "Self": A construct which refers to the individual

as known to the individual. It slso includes features in the
environment with which the person identifies (i.e., "my"' family,
"my" schnnl, ate.). ?erkins defines "gelf" as ". . . that
part of the individual that he eanaciaualy rasugnizaa as
himself-~his sense of his own continuing idantity and of his

relatiansbip to hisa anvironmgnt,' and self-concept aa ". . .

the moat highly diffaraﬂtinted perceptions, baliafa, feol-
1nga: attitudas, and valuea which the individual holds of or
about himself (1969, p. 198)." In tha bezma of phencmanolag=
1ical thosoriats, a parson's salr-atruetura may be éeacribad

as a private world of parcaivsd experiences (the phenomenal

field) which encompassas the perceived (or phenomenal) self,

s 113
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at the core of which is the self-concept (Combs and Snygg,
1959).

Development of the Self

The human infant is born with the capacity for the self
te arlse because of his highly complex and intricate human
nervous system. Only gradually, however, through the process
of perceptual differentiation, does he separate himself from
hia environment and thuas become awara of himsélf. Farcepilon
is the vehicle for self-development (Gale, 1969). The in-
fant explores and reacts to his envirenment by means of his
gense organsa, and interprets the meaning of the accompanylng
sensations. His firat perceptual differentiations are ba-
tween the "me" and the "not me."

Interperacnal relationshipa with first, his mother and
other family members, and later with his teachers and peers,
pley a major role in self-development. These significant
others reflect elther verbally or non-verbally their atti-
tudes and appralsals of who the growing child i3 as thay per-
caive him, and the per=eived reflections and appralsals are
incorporated into his self-structure. If these reflected
appralsals are negative, he will appralse himself as negatlive
and will tend to judge wthers in a like manner.

With continued maturation of the organisms and further
environmental interacting and experiencing, other psycholog-
ical processes (such as thinking,‘reasaning, imagining, sym-
bolizing, identifying, etc.) emerge, and allow fnrrmgre

complex interpretations and‘diftgrantiaﬁiang of the aself.
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Although self-discovery continues throughout life, once
established the perceived self (which encompasses the selfl-
concept) is characterized by a certeln stability and conais-
teney. It is highly resistant to change, for it is one's
internal frame of referemce. £&n individual works at enhanc-
ing and meintaining his self-organization even if it is un
unsatisfactory one.

RELEVANCE OF SELF~-ORGANIZATION TO INDIVIDUALIZED
INSTRUCTION IN READING

Impact of the Private Perceptueal World

Perceptual Set. When the tercher of reading is aware

that each individual student will be perceiving the teaching-
learning situation according to hia own internal frame of
refarence, from his own perceptual point of view, how can sha
proceed in the traditional "Redbird-Bluebird- -Canary" way? =
sizeable amount of ressarch has been conducted in the fiuld
of perception and on factors which influence it. The quality
of one's sense organa and their functioning; past social,
physical and emotional experiences; current needs; values;
gend interests are some of the many and varled influences.

People see and hear what they expect, or are set, to

' gee end hear. A taacher looking out at her circle of

"Redbirds" 1s 1g&kiﬁg at them from her own perceptual frame

of veference, which is interﬂﬁl‘fgr her, but external toc each

 unique child. The story being road, the directions being

g1VBn, tha axplaﬂations being made, ara baeing percsivad

uniquely by eacﬁ "Radbird,"aven though tke teacher's axpec-

s -
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tancy is that they arse all to be equally attentive, involved,
interested, listening, and, above arll, learning to read !
Except, of couras, little Billy, whose parsants Iinsisted he

be moved into thia group, and thersfore teacher doesn't ax-
pect that he will do well. As a result she hears only his
mistakes and doesn't see=--or hear--all of the #imes that ha
reads succesafully.

Beginning Reading Instruction. An understanding of the

individual's private world of experlencs providea the basls
for beginniag reading inatruction. Chiildran bring many ex-
periences to achool with them. These experiences are incor-
porated into their private worlds. An individualizsd reading
approach offera the opportunity for making use of these unigue
exparliences in starting "where the wvhlld 1ia," so that begin-
ning reading is immediately personally megningful. There i1,
then, mo quasation whether the child is »eading for meaning.
The next step is to provide for further related, rich percep-
tual experisncas which will, in turn, be incorporated into

the personal perceptual world.

Teaching Tvchnigues end Instructional Materiais. In

phenomsnological thacrias,parcaptiéns ara considered the
basis of behavior. Personal meaning 1s achieved through the
psrceptual process. In thia light, then, the traditionsal
teaching technigues of rewarding. showing, directing sand
manipulating are obsolete. For 4f learning is a matter of
self-meaning, children mus% be allowed to explaré‘and dis-

cover their own personal mesnings in a pasychologically safe

O
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classroom eanvironment. Perception-building muat become an
instructional goal. When children arse personally involved
and are given opportunities for self-snhancement, threats

and rewards are not necessary. Subject-matter and instruc-
tional materiala which are self-relevant will be attended to,
and the teacher's desired learning outcomes will be realized.
Only that material which is self-relevant is incorporated

into the child's own personal perceptuel fleld.

Conslatenc of

e_Fercaeive

and Stebillt
reEy

As someone ao aptly said, "Children do not leave their
self-concapts at the door when they come into the classroom.”
As was previocualy stated, a peraon works at maintaining his
self-organization, even though 1t is inadequate. A child
who has incorporated into his self-image the concept that he
cannot read, worksa at maintaining this self-image.

The child'a tesacher cannot give him the concept that he
"can read" by merely stating so, or by telling him that all
ho has to do is try 2 little bharder. In order for the learn-
ing to take place, & change muat occur in the child's private
perceptual world. His self-perceptions must change. It will
be neceasary Tor the teacher to try to ase the world through
the child'a eyea, to provide smpathilec undaerstanding, time
and patisnce, rfor the established asli'=concept is highly re-
aiﬁtgnt to change. The child will need many sxparisnces =%
reading successfully--an accomplishment very difficult to

achieve without an individualized reading program.
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The Self l1la Learnsd

Maost bteeschers are unawarse of their impact on atudents’
self-learning. Many are also unaware that self -development
is an essentisl element in other learning. In speaking of
the influence «f self-concept on learning,Parkins states,
"PhLe student's self-concept appears to be the most important
single factor influencing learning performance--more impor-
tant than intelligence, aptitude, or difficulty of the mater-
ial to be learned" (1969, pp. 220-221).

Since the self 1s learnad, it follows that a positive
aslf ias teachsble. Self-development 13 =z legitimete part of
the educative process and should be given as much importance
as any subject-matter. An "individualized" reading program
which is not created for each "Self,” is mot truly "indi-

vidualized."

O
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SECTION VI

READING AND SOCIAL STUDIES



A DAILY NEWSP.APER IN AN ELEMENTARY
SCHOCL LANGUAGE ARTS PROGRAM

Marise L. Petranko

Rationale Basic to Study

Remembering John Keata' lines, "He ne'er is crowned with
immortality, who fears to follow where alry voices lead,” a
teachar ocmbarked on a nawspaper voyage for saveral years with
atudenss in Lth, Sth, and 6th grades. With a touch of airy
vision, iiagination and hunches, couplad with common sense,
teacher and students tread via the newspaper faoreat, the
paths and tralls of word powsr and thought oower. Word powsr
and though powsr development, through reading, wrlitten ex-
pression, listening and speakling, were the cora or goal of
the languags arts program.

Without precedsnt or guidelines for "Whsat" 1in the daily
newsp&per could be used and "How" the nawspaper could ba usad
for providing situations and practice for the studenta in
the various aapects of communication skills 1in the eleamentaryr
zdes. action ressarch evolved. )

Language provides a child with & rrlncipal tmol for
thinking. Mauree Applegate succinetly defined languags arts
as dealing with ideas; their impression, and expression, 1In
words. Ideas expressed through thse medium of worda--words

read, words spoken, words written or wordas heard.

IMauree Applegate, Easy in English (Row Feterson: 1960).
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Vygotaky 1n relating his research expsriencea with ele-

mantary studenta eleogquenily described the interrelationship

of word and thought in communication akills:<

Thought comas into exiatence through words. Rela-
tion of thought to word ias a procesa., Every thought
tenndas to connect aomething with something else to
establish a relationship between things. Words and
thought are a key to the nature of human consclouanass.
Words play an important part not only in the develop-
mant of thought but in the hiatorical growth of con-
aclousness as a whole. Thought i3 engendered by
motivation, by our desirea and needs and by our in-
tarests and emotions. Davelopment of verbal thought
moves through a serles of phrases--from motive which
engendars & thought to shaping of thought, firat in
inner speech, than in measnings of worda and finally
in words. Verbal thought ia not an innate, naturail
form of bshavior but ia determined by a historlcal-
cultural process and has apecific properties and laws.
The unit of varbal thought ia found in word meaning.

A word without meaning is an empty sound, However,
word meanings avolve Ifrom primitive genaralizatiens
and verbal bthought uases to the most abstract concepts.
It is not merely the content of a word that changes,
but the way in which reality 1s gensaralized and re-
flected in a word, Word meanlngs are dynamlc rathar
than static formations. They change as the child
develops. They change also with wvaricus ways in
which thought functions.

Loban shates that there seems to be & definite inter-

ralationship among the reading, writing, speaking and lia-

tening skilla of language arts;B

2Lev. S. Vygotasky, Thought and Language (Cambridge:
Massachusetta Institute of Technolocgy Prasssa, 1967).

3Walter D. Loban,
Children: A Study of Use an
nasa in_ Commqnicat;on;
Writing and Listening (Champaign,
Temchers ol Englisn, 19467).
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Hildreth indicates that ons drawback for integrated
teaching of language arts may be lack of insatructional ma-
terials.h

Te this statement, I would add the lack of sufficient
materials available to the teacher to provide the atudent

adequate practice or reinforcement in communication skilla.

Where Action Toogk Place

This action research atudy was conducted for four ysars
in the largest elementary schocl in Montgomery County school
ayatem. The population of the school averaged approximately
1,250 children from kindergarten through sixth grade. Or-
ganization of the sachool was aelf-contalned and department-
alization. Family statua of the school neighborhood included
a rangs from poorly economic circumstances to morse favored
soclo-economic circumatances. However, the median was placecd

at slightly beslow middle soclo-aconomic class.

Who Waa Involved

About one hundred, Lth, S5th, and é6th grade astudenta wers
involved in the project. Two sats of atudenta remainsd with
the teacher in gradesa four, five and al=x; and two other sets
remAained for two years. Boys and girls ware rapr¢sented
equally. Each class was grouped heterogenecualy. Children

were not seiectaﬁ apanlally for these claasea.

bgertrude Hildreth, "A Comparison of the Dale Tioleh and
Linaland Word Lists," Journal of Edugationsal Paychology,
XXXIX (January 19,38). ' ’
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What Was To Be Studied

Since word power and thought power development were an
integral part of the instruction in teaching communication
skills, 1t was necesaary to dimecoer "What'" from the nawa-
paper could be used.

Whether a student is reading, writing, speaking or lis-
tening, he 1s developling word, phrase, sentencs or paragraph
concepts through a thought process, which may be verbali or
non-varbal. Speaking, writing, reading and listening con-
coepta were taught as interacting actlivities. Reading was
not taught as a separate entity at a particular time of day.

Teaching of word power concentrated on (a) word analysis
and (b) vocabulary development., Thought power emphasized
skills and conceptas which previded reinforcement and practice
in classifying, making comparisons, summarizing, obssrving,
analyzin,, looking for asgsaumptions, interpreting, contrasting
and criticael thinking.

Tntent of word analysis skills was to have the student
become aware (&) of the relationships of lettsr or combina-
tion of letters with sound, or (b) of the phonemic patferns
in spoken words and thelir attachment to alphabetical letiers
and worda, usaing amallest number of phonic principles. wWord
recognition requires the transalation of a written word into
a speech word by translating the printed letters intc sounds
of apeech.

The purpose of the vocabulary development was to in-

craaas and bulld a meaningful sight veocabulary and to aharpen
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and expand the student's sensitivities to worda, and respect
for words for what they mean in their explicit, as well as
metaphorical, valuea. Emphasis was placed on making new
worda part of each atudent's apeaking vocabulary.

Through trial a;d error experience, ons learned that
cartain i1tems in the newspaper were not effective inatruc-—
tional matorials, For examples, editorials, seditorial car-
toons, current event newa iltems as taxstlion, political
sapacta of war, budgst, eftc., were ineffactiva. Sentencs
structure in aditorials reguires the student to ‘compreliend
or interpret relational snd directional worda, cauae and
effect phrases, or abstract vocabulary that ware not part of
the student's vocsbulary. For the mosat part, studenta in
the upper elementary grades were not ready to fit the infor-
mation they received into the conceptual scheme they posa-
sesaed. Mastery of abstract cormmunication of an editorial
appeared to be beyond the student's level of thinking. The
studenta lacked the necessary repstoire of clsar and atable
abatractions and tranasactional btGerms which are nsascessary for
direct manipulation and understanding of relationaship be-
tween abstractions. The elementary school student lacka
practice in the use of relating ebstractions to each other
with the benefit of concrete pre¢ps. Further, comprehet.slon

of many of the ideas of the editorials or current svents

cognitive maturity, and subject-matter sophlstication. Many

of the ideas required use of higher order of sbatractions.

Aruitoxt provided by Eic:

ERIC 125



O

ERIC

Aruitoxt provided by Eic:

11l

Inasmuch as the aubject matter of the current sventa was not
part of the atudent's vlicarious experience, he was not yet
able to asaimilate, accommodate, sxtend or reorgani:ze the new
information into his exlsting conceptual scheme.

Repressntative data from the newspaper that motivated

tudentas in practicing communication skills can be categor-
2zad under the areas of mapsa, graphs, and diagrams; people;
snimals; food; clothing; home furnishings; constraction or
building structures; communication; transportation; weather;
accidenta; sports; and art,

Charta, mapa, and dlagrama ars a visual reprssentation
of tasbular data requiring the student to understand i1ts me-
chanical featurea and to interpret the data. The abllity of
the student to interpret the dats depends on his experience
background. Therefore, consideration was given to the topic
presented in the chart or map. If a chart presents data
relative to economica, than the student must have knowledge
of the economic conditliona at hila level. The newspaper pPro-
vided various kinds of grapha, which expressed quantitative
relationshipas. Topics that required interpreting absatract
concepts beyoné the student'a experience were not guccessful
learning situationsa.

The newspaper articles about animals usually dealt with
(1) such factual information about animals as appearance and
age, and (2) with characteristics of the animals. So, the
moat effective instructional use of photographs &nd stories

ebout mnimals centersd around outlining, obsarving, svrmariz-
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ing, replies to relational gquestions requiring impressions,
and creative stories. The relationaliipr thinking involved
characterizing animals; comparing animals and humans, u2ing
similes; pretending to be animals; and drawing analogles with
human creatures. Foym and shapes of animals interested stu-
dents, 2s well aa time and reallty. Some of She studenta?
pretend stories dsalt With the ags of animals, appesarancs and
movement of anlimala,.

Newspaper articles concerning weather wsre portrayed
verbally and photographically. They lent themselves to the
use of =2imiles, mstaphorsa, and personiflecation. Ficturesqus
expressions and photographs deplcted scenes which psrmitted
students to hypotheaize about events that might have led up
to the action depicted and the possible conasguences. Also,
the play with Words required the student to feal and se¢
imaginatively. In atorles, students tended to bestow human
powsrs and characteristics upon inanimate objacts. Concepts
about the birth of storms or the formation of clouds wWers
reinforced in imaginative stories.

Since appreciation of athletic ability is Wwidespread
among upper elsmentary students, sports stories gensrated
interest in reading and writing creative stories. 3ports
articles, for the moat part, portray factual occurrences at
games. So, through rsading, writing, spesking and lilastening
activities, such skilias as eliciting facts, following dirsc-
tions, summarizing, outlining and imagining were practiced.

sx11l of elaborating events or explorirg posaibllities was

O
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perpetuated. For example, students genaratad soma hypaﬁbssis
about difficulties of the gemes or of particular play{/ar of
the playe>a. Qualitles of a good game were dis:ussgéi "On
the contrary, what would happen if such and such werse dona,"
gives the student practice in the operation of re-dafinition.
This type of questioning was used eapecially in articles de-
scribing how to play a particular sport or perform a particu-
lar asport'as skill.

Food appealed to all students. It is a known concapt to
them. The senses of taste, l'eel and smell plfyed an important
role in the use of articles about food. Two types of ltema
were ugsed: (1) feature stories that relsted fachuel informa-
tion about food or food customs, and (2) food display adver-
tisements. Feature stories werc found to be most affective
in developirg such skills as summarizing, outliining, ordsr-
ing sequence of events and analyzing styucturally the aen-
tences. (Analyzing structurally does not infer formal
grammar. )

Advertisements called forth (1) many of the elements of
thinking ass imagining; making assumptions; comparing; com-
bining ideas and elements; elatoiating or exploring possibil-
1ties: logicml, illogical and analogous reaszsning; and
(2) the "play" with words, combining words in an appealing
and forceful waey to strengthen vocabulary skills.

Inatructionally, food advertlaemenis were stimulantas for
all students--gifted, averagse, Or slow learner, Repetition

of the same words in varlious advartisements at different times
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provided ample cpportunity for expocsurse and reinforcemsnt
of & word until the word was part of the studsnt's oral and

writtan vocsbulary.

"How" of the Study

The following criterim for aselsction of news itema for
learning situationswere applied: (a) motivation potentiai;
{b) ego involvement--axpariencosof students, maturity of in-
tereats, special interest areas; (¢c) length of item; (d) com-
plexity of sentencse structure--relational words, variety of
eclauses, phrases; (e) levals of thought--conecrete, too gensr-
al, too abstract; and (f) challenging vocabulary--interesst-
ing to encourage thinking.

Each lesson began with oral activities, relating to
axtending the vocabulary. Thia activity also aserved as &
warm-up period and integration for ongoing activities which
axtended over into written expression and reading activities.
The listening and discuszion exparisnces, prior to wg}ﬁing
or reading, contributed to the atudent's atore of ideas and
imagiration for writing.

Methods used were consistent with linguistic structure
of language. The basis for lsarning to¢ recognize words 1is
oral language of students. A student cannes comprehend fully
what he reads without oral language foundation and continued
attention to grai language improvement. Oral languagae uaage
improves orsl expresslon, end spesking fluently ia part of

lesrning to read,

AN
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Listening with acute underatanding carries over to

reading with understanding. Increasing the student's atore

o]

of word meaning in sentence context enlarges his syntax pat-
terna along with his vocabulary.

Baslc technique for provoking acticn, which ceculd be a
simple meGter of expressing oneself or listening and then
interrelating the facts and thought processes in reading and
written expression, was the use of open-sendad questions or
atatements. One of the functions of the queation was to in-
volve the student's sensss of taate, touch, smell, as well as
aight and hesaring. Questionsa wers desligned to promota such
purposes as making assumptions or inferences, using imagina-
tion, interprsting, classifying, summarizing or contrasting.
Questions had no presconceived &néwars. Skill in relational
processes waere embedded in the gquestioning techniquesa. Open-
ended questions helped students to develop en appraciation
for differsnt ways of saying and seeing things. Care was
exercised in the number and complaxity of questions proposed
for discussion and writing so that students' motivation and
interest were maintained throughout the oral and written ex-
pression experience. An amotional climate and atmaabhara in
which the student faeels free to express himself and to have
hia own ijdeas must exist. Cooperative interaction musat be
the climate in the classroom.

Meanings of words wWere first anchored to the satudents’
experierice through contrast or similarities. Meaningful

voecabulary considered breadth and depth--multiple meaningsa,
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implied meanings, flgures of aspeach,,use of compariaon clues,
contrast clues, summary cluesa. Through assoclation, con-
trasts or similarities, meanings of phrases "brow like a
mountain," or "busman's holiday" were exciting.

Whether the thought unit was a word, or & group of words,
ths teacher's strategy provided for oparations and effective
pacing on a concrete level, an inferential level or & genar-
alized leval. For exampls, s student gives specific informa-
tion about the meaning of & word. Through questioning, the
teacher saeks from the student an exteusion of that informa-
tion. Aftsr the student has provided the requested extenslon,
then the teacher attempts to raise the level of "information-
al" thought to the "reason" level.

The oral expression and listening were followed by read-
ing and written activities. Studenta wrote svery day. Writ-
ten expression was in the form of descriocing sentences, main
jdeas in sentence form, descriptive or factual paragraphs,
creative stories, factual reporta, outlines and summaries.
Each day, atudents were given altarnatives or selections of
activities from which they could sslect a written asaignment
within their capacity. When students write copiously, they
make surprising gains in langusge power. Bources of idoas
for writing were the involvenent of self through oral dis-
cussion in vocabulary development. This involvement of self
was & tremendous source of ideas for the atudent in his writ-
ten expraagion. The atudsnt mﬂst:fael free to reveal his

thinking and his feeling. No matter how meager the effort,

ifggi:Ligj.




120

something can be found to enjoy.

Students raresly write about something »ecently happened.
Imaginings are fashioned from intermingled experiences and
meanings., Students draw from a ressrvoir of emotions and
jdcas. Sensa of valuea and polnta of view are different from
adults. Students knew that they could say 1t in their own
way. Joy of creating a story is not realized until the story
or written expression is shered. Students voluntsered dalily
to read their storles. Frequént periods of reading and 1lia-
tening weve a vital part of the writing process. An abundance
of reading and listening is & must. The tongue and ear learn
to work together to seek for more pleasing sounds. And clumsy
connectives, "and" or "then," and monotonous santence patterns
gradually disappear, Desire by the students to write was
firmly established before¢ student or teacher avaluation was
considersd.

Lengusge is a living process. It isn't contained in
formal grammar or spelling. Therefore, grammar and spelling
were learned through reasding and written exprssalon rathar

than as isolated areas of instruction.

The newspaper provided many opportunities each day for i
the sntudent to "try out” and to practice idea expreasion., Raw
axperiences of seeing have no cognitive value. Only as they
are compossd into ideas does maaniﬁg,evolve.r Acquiriﬂg me an-

ing is a sense of making selectlive responses, paying attention

to features, finding common ones, or establishing relation-

ship.

.
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The newspsaper did nou restrict perception or pointa of
view as a single textbook might. Not only does it provids
verbal abstraction, but also graphic and pictorial repreasn-
tation and advertisementa.

Picturss were a bountiful source for word and thought
power development through reading, writing, listening and
speaking activitles. Abili%y to read pictures varies with
an individual's imags, his skill in conceptuallzing and gan-
eralizing and hls previous sxporiencs in interpreting pic-
tures. There are no wrong anawers as long as thay are rale-
vant to the picture. Through pictures, prectice was provided

_in observaticn, interpretation, making inferences, eontrast-

ing, comparing, analyzing, and pretending.

Summary

A daily, continued varliety of printed stimuli, which
filled the studenta' environment (1) provided many opportuni-
ties for the student to selsct Hhét he could learn at a par-
ticular time, and (2) gave aextensive practice and rainforce-
ment in the development of word and thought power akills
through reading, wrlt”an expression, listening and speaking
activitiea. Some students acquired the skill of determining
the "What" and "Who" of a aentence, which are a prerequisite
for main ideaa, within two weeka; other children requlred
aix monthsa: and othera one yeAar.

A by-product of this study was the bullt-in opportuni-
tiea for expoaing studenta to knowledges and facts in the

social sclenzea and sclanca. For example, an asslignment for
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practicing organizational skills also involved economica.
Students were given a "pretend" ten dollara to plan a menu
for their family for a Sunday dinner. Food was to bs pur-
chased by gleaning the food advertisements. The name of the
atore, the name qf the food, quantity, price per unit, and
total price wera to be noted. Each student organized his
factual information for visusl presentation as he wished. .
Individualized instruction took place during the class periaé.
Multifarious questions were discusased. "What does 'oz.' or
‘pkg.! mean?" "How many chickens or pounds of maat Will we
need?" . "What is asparagus?”

The newspeper has a profusion of different inatructlonal
materials that afford intereating and motlivating Jearning sit-
uyationa for all students, regardless of differences in tal-
ents. It can be conaldered self-promoting, irreapective of
how much reinforcement or pacing a student needs to practice
the skills of word power and thought power through reading,

written expression, speaking and listening.
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READING AND THE SOCIAL STUDIES

Evelyn FP. Kay

A akillful reader can take any type of reading material,
decide what purpose he has for reading, adjuat his rate of
reading to his purpose, organlze the main ideas as he reads,
and form his own conclusions when he has completed thae read-
ing. In order to develop this type of resdar, a socilal astud-
jes teacher needs to plan to teach the reading skills with
the social studies materials in the regular cless. The major
reading skills which should be taught in the social studies

class, according to Russell in Childrer Lesrn to Read, are

as follows:

1. Ability to defilne a apacifiec purpose for
reading

2. Skille in locating information

3. Ability to comprehend and organize what
is read

L. Ablility to select and evaluate information

§. Ability to adjust the method and rate of reading
to one's purposae aind to the nature of the material

6. Skill in using information
7. Ability to remember -
use aldas for retentiom
selact facts to be remambared
A teacher implements these skilla by firat underatanding them
himself and by knowing how to help children learn. Several

methoda can bs used for the development of such skills.

124
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Employ visual aida, trips and discuassiona of experi-
sncaa of different membera in ths class to unfold concepts
evolving from the content being studied.

Develop the kinds of gquestions that inform one of the
studenta' ability to understand and evaluate materials. Plan
questions that will challenge children to think critically.

Teach the sikill of oral reading when the need arises
to prove or disprove a statement. Listen to articles read
by students using different materials. Oral raoading can help
to develop the vocabulary, becauye children like to insure
thelr concepts by reading thelr ideas to an sudience. This
should follow the planned instruction of teaching the vocabu-
lary.

Provide for apeclal raading needa by plenning smail group
instruction when only a few students need help in locating a
main idea or judging the validity of an article. At first,
provide the same reading material for sach student 1in the
small group to make it practicael to teach the skili of locat-
ing the main idesa of a selection. Provide books by different
authors on the same topic to teach the valldity of some
atatemant wl _qisagr‘s asmant.

The same book for every child is no longer  justifiable
in the teaching of social studies. To purchase materilals of
various authors all on a readability level or fifth grade in
a fifth-grade claasroom 1s doing little to individuaiize in-
struction. To purchase materials by different authors at

varied lavela of difficulty will individualize teaching and

o
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)

meat the needsa of more children. It is difficult to locate
texts about different unitas of work on variocus readability
isvals. For this resson, all types of referancs booksa are
needed: encyclopedias of all ranges, atlames, almanscs, and
pamphlsts from local, state, and national orgenizations.
Sour«e materials such as diariles, lettars, saongs, photographa,
and speeches are neaeded. These references, aiong wWith newa-
papers, magazines and periodicala, plus teacher &nd pupil-
made materials, Hillvhalp to get children anxlious to solve
problems about whieh they have beconme concernad. Having

accesa to multiple refesrences that realate to their experlsn-
ces and cepabilities makes it possible for ehildren to molve
thhelr problems.

To know the =skilis, to recognizs when they should be
tavght, to know how to teach them, and to provide individual
children with appropriate reading materials in the social
studies demands a well-planned progiram. To achileve the ob-
‘jéctives mentioned, teachera need to be made awars cf some
praciices which can help them realizs thelr goals.

ii The sdministrative personnel can initiate
team or coopsrative teaching in the socisl studies, If
teaschera agrae and work as a team, they can begin dlia-
cuseing a new unit of study two or three weeks in ad-
vance. After the preliminary planning which includes
the listing of expected objectives, aach member of the
team will know where he ia going. éna memsbar cen be

working with small groups, another with special pro-
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jects, and another with an individual having speclal
needs. It is not enocugh to state that the children

in social studies are below average 1in their reading
ability. The needa must be dimgnosed as specific
problemsa: comprehension, word-attack skills, para-
graph meaninga, etc. The team, rather than onse indi-
vidual, is better able to diagnose and prescribe for
these needs. Just as one text is no longer juatifilablese
in teaching social studies, so 1s the diagnosis and
prescription of children’s needs by one taachsr in-
valid. Two or more teachers planning together for

the instruction of a larger group of children can more
adequately bsaéh reading skills in social studies.

2. Inservice programs should be organized to get
traschers involved with team tesaching and to show them
how to teach reading skills with the soclal studies
materials.

3. Reading consultanta and resource teachers
must be avallable for help. Resource psrsgons can
demonstrate reading akill instruction for the teacher,
if this is felt to be a major need.

k. Social studies teachers should have z list
of the reading skills. Reading consultants can pro-
vide the guides and implement them with fthe teachers.

c. Frofessional meetinga of the faculty should
allow teachers to volce their problems involving their

rsaaing'cgngarngiwitﬂ the reading materials.
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6. The achool system must provide enough money
to @elp the %eacher get the multiple referencesa neadad

to make better individual inatruction possible.

The concern of moat teachers is tc help children know
how to learn and to provide the environment and conditions
for learning. To accompligh this, teachoers must know the
goala and objectives tﬁe? expect to reach with the atudentas
in their social studiss classes. If one objectivae 1a to give
children tha tools for learning and another objective 1ia to
help children become independent learners, then the way to
achiesve these two cbjestives has to be congidered. Teachlng
must be evaluated to sse 1f the objectlives are belng reacﬁeé.
If ono is teaching so:ial studies and is concerned oniy with
the teaching of content, then it is time for him to change
his goal. Resdlng skills, along with the content, must be
taught. If one 1s willing to changg, he will be helping
children teo learn the skills thé? must have in order to be-

coms indspendent learners.
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