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Individualized Reading

by

Dorothy L. Hampton

Curriculum and Supervision in Reading

Dr. Harry Miller



Introduction

!

Individualized reading may be described as a way of thinking about
teaching reading rather than a method. It is especially devised to meet
individual differences. There is a great distinction'between individualized
reading and recreational reading. Individualized reading provides a definite
time for instruction and development of.skills whilé recreational reading is
reading for fun and relaxation with little or no instruction from the teacher.
The basic features of individualized reading are: With teacher guidance each
child selects his reading materials and sets his own pace for reading. Each
child receives instruction individually or in a group at the time it is needed.

Some of the most important values of teaching reading this way are:

1. Children's individual differences are met.

2. Motivation to read is enhanced.

3. Frustration is reduced for children with reading difficulties.
4, Inattention and boredom during reading periods are reduced to

a minimum.

5. Greater independence in work is developed.



Individualized Reading

An individualized reading program may be combined with a basal
reading program. The amount of time spent in this itype of program will
depend on the needs and response of the students. Both fast and slow
readers benefit from an individualized program because they are reading
books of their own selection with interest and success.

Teachers might decide to use this method with one reading group,
rather than with the whole class. One group might be using the basal
reader, doing silent reading or indepencent activities, and the teacher
could be having conferences with pupils in the group that is using the
individualized method.

L]

CHOOSING BOOKS

The teacher should see that the children have access to a wide
variety of reading material: library books, magazines, newspapers,
textbooks. The most important criterion is that the student understand
and can read the material without experiencing difficulty. To help a
child choose a book that is within his independent reading level, the
teacher might use a method as simple as this: Tell the children to
choose a book that they would like to read, scan through the pages and
pick one page in the middle to read. If they find more than five words
on that page that they cannot figure out, then possibly the book is too
difficult.

KEEPING RECORDS

The children must understand that they take most of the responsi-
bility for choosing books and keeping records. They should know that
they are allowed a choice and are reading for their own enjoyment, but
that it is a part of the instructional program. Keeping their own
records in a folder is one way of developing this responsibility.

The following list of activities which can be written on a chart or
printed and given to each child gives some suggestions on how the follow-
up reveals pleasure, knowledge and appreciation gained from the individ-
valized program. (Aronow, 1961), pp. 86-91.



Write:

An opinion of the book.

Something about the author. (Informztion gained from other
resource books).

A letter to the author or publisher about the book.

An advertisement for the book.

Descriptions of some of the characters, or description of
one character that would make the class want to become
better acquainted with this person.

A description of a new character that might be put into the
book.

Some inprovement or changes that you would like to see made
in the book.

A different ending.

An invitation for others to read it.

What the book might say if it could talk.

A song or poem based on the book or character in it.

A list of unusual words you found in the book.

Use these words in sentences of your own.

.
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Make a poster advertising the book.

Construct a shoe box stage setting for a scene in the book.

Make a "movie" from scenes in the book by drawing pictures
and putting it on rollers in a box.

Tell part of the story with musical accompaniment.
Use a record or instrument.

Make a "chalk-talk", Tell about a part of the book and use
colored chalk to illustrate on the chalkboard while
you are telling the incident.

Use a puppet to tell about part of the book.

Make a comic strip based on the story.

Plan a skit with classmates based on an interesting or funny
part of the book.

' Rewrite the book as a story for younger children.
Make a talk pretending to be an on-the-spot reporter.

The above list of activities might be shared with the whole class
in a once-a-week period. Children who wish to share orally can select
a written activity from their folders or make one of the oral reports.
(Do not insist on an oral report.) £ince most of the activities are the
kind that can be given or shown quickly, at least half of the class has
an opportunity to share a favorite book each week. Limit the reports to
two or three minutes,

(Sharpe, 1959), pp. 21-24,




TEACHER CONFERENCES

if a teacher should decide to use the individualized program
two days a week, there will be time for individual conferences with the
children. Certain questions can be asked that might apply to any book,
even if the teacher has not read it. (This is often a hindrance to using
the individualized method. A teacher thinks, 'What can I ask the pupil
about the book other than 'What was it about -- or who were the main
characters?' -- and how do I know if the child is telling the truth!"),

The following suggestions for questions might be typed on index
cards, so that the teacher can have handy access to the most applicable
ones for each child. Not all children need the same assistance. Therefore,
it is necessary to use different questions for the development of skills
and discussion.

Comprehension Area:
.Main Idea

Can you give me the main idea of the book in one sentence?

What was the plot of the story?

Does the setting of the story affect the plot?

Is the author writing about the people living today, or people
having lived a long time ago? How do you know?

Was this time element important to the story? How?

Have you read any nther books that are similar to this book?
How are they similar?

How does the title of the book relate to the story?

What kind of a story was this? ’

Describe the book with one word if you can. (Sartain, 1960),
pp. 262-65. - o

Appraisal of Child's Value Structure

What do you think about this story?

Could you g~t into an argument about this book? Why?

On which side of the argument are you? Why?

After you read this story, did you feel as though you wanted to
do something about something? What?

Did anything in the book make you change your mind about something?
If so, what was it?

Do you always believe everything you read in books?

Would you like all your classmates to read this book? Why?

N



Did the book make fun of anyone?
Was the main character in the story perfect, or did he or she
make mistakes?

Inferential and Critical Reading:

Did any character in this story have to overcome a difficulty?
If so, what do you think about the way he or she did it?
When you read this book, did you get any ideas which were not

actually put into words?
What was this story really about? (Hunter, 1970), pp. 53-64.

Sequence of the Story:

About

If this story were a play, what main event would make up each
act?

Look at this illustration. Describe what is happening and what
happened before and after this particular incident.

Tell me the story (in part or whole).

Did the story end the way you expected it to end?

Would you like to change the ending in any way? Why?

the Author:

What is the name of the author?

Do you know anything about him or her?

If you wrote the author a letter, what would you say about thlS
book ? _

Have you read any other books written by this author?

Would you now go and look for more books by this author?

Do you think the author wrote this book purely for children's
enjoyment or to give children information?

Do you think the author might have children of his own?

What makes you think so? (Witty, 1964), pp. 211-17.

Reasons for Book Choices and Clues to Personality:

Personal Identification

Why did you choose this book?

Did you like the book? Why?

Why did you chooise this particular book to present to me?

Did you choose this book because you thought I would be pleased?

What part of the book did you enjoy particularly? Why?

Do you think you Would enjoy living like, or being like the
person in the story? Why? N



Did any part of this bcocok bore you? Why?

Has anything ever happened to you like what happened ia the story?
Which character in the story didn't you like and why?

How did the story make you feel? '(Happy, angry, thankful, etc.)
Did you learn a lesson from this book?

Awareness of Prer-Group Action

Was there anyone in the story who seemed lonely? Do you ever feel
lonely in our classroom or on the playground?

Was the main character in the story popular or unpopular?

What characteristics made him popular?

Do you think there might be some children in this classroom who
would like the same kind of books that you like? Why do you
think so?

Do you ever get together with your friends t6 read books?

Would you rather read to a friend than have a friend read to you?
(Stauffer, 1960), pp. 375-82.

Evidence of Modification of Behavior

Do you read more books now than you used to? Why?

When you are asked what you would like to have for a gift, do you
ask for books? If yes, what type? .

Do you have some problems like the people in the story? How do
you try to solve these problems?

Do you usually ask your mother and dad to help you with your
problems or do you prefer to ask your friends to help you?
Did any of the actions in the story remind you of something you

. ever did?
Did any character in the story do anything that you would be
ashamed or afraid to do? Explain.

Mechanical Skills:

Word Definitions

Here is an unusual word. Can you tell me what it means?

Can you tell me another word that means. the same or almost the
same thing?

If I said (naming an antonym or homonym), would you say this
word was the same or opposite in‘'meaning?

Did you find any words that had a different meaning when you read
them somewhere else? What was the difference?

Use this word in a sentence.




Can you find a word on this page that has more than one meaning?
(bat, ship, walk, for example)

Study Skills:

Show me the index, table of contents, title page, etc.

What thing(s) does this page tell us?

Find page(s) wherz such and such is described.

Did pictures help you understand this book? How?

How do you find things in the index (table of contents, title page)?

Can you locate the setting of this story?

Can you find the general topic of this story in another book?
In any reference books? Qther texts in other subjects?

Can you tell me the thread of the story by looking at the table of
contents? .

Skim this page and tell me .

Are there any graphs, charts, or maps which helped you? How?
(Emans, 1965), pp. 258-60.

L]

Ability to Analyze Unknown Words - (These skills can be developed best in
independent writing):

Show me a word you did not know. How did you figure it out?
Here is a word that seems difficult. What is it?
How did you figure it out: (Initial letter, blend, rhyming, ending
letter, vowel sounds, and general configuration.)
Let me cover up part of it. Now what do you see? Say it; now here
is the whole word. Can you say it?
The word starts like but rhymes with . Try it.
Choose a word at random:
What is the root word?
What is the prefix?
What is the suffix?
Unlock the word meaning for me by telling me what this word means
with a prefix, suffix, or both?

Reading for vetails:

The child should be questioned for details according to the nature
of the material. If the book is concerned with such areas as:

How to build or make things.

How to perform an experiment.

The following of recipes.

Then reading for details may be included. (Herrick and Jacobs, 1955).
pp. 206-10.




Oral Reading in the Conference:

The purpose for oral reading in the conference is to determine
how effectively the child can "hold an audience'". It highlights the
conference. The Evaluation of the oral reading should be based on how
effectively the child can make his reading sound like talking. It is
a perfect opportunity to 'show-off" in a healthy way.

The teacher can help the child to develop natural expression by
making quiet, incentive remarks while the child is reading. Below ave
several examples of such comments:

What happened next?
Is that so! ‘
Make it exciting! (spooky, silly, etc.)

The selection which the chkiid reads orally would always be material
with whi.n he is familiar and v .4 he id prepared to read aloud. The
child should read a selection which is suited to his ability and needs.
For these reasons, it is generally agreed that the child should choose
the selection and the amount of it that he wishes to share with his teacher.
The teacher may wish to ask the child *"~ reason for his ‘particular choice.
(McVery, 1960), pp. 307-09.

SUMMARY

The most important aspect of an individualized reading program is
to provide the opportunity for children to read for the simple reason that
they enjoy it. If record keeping and conferences become too involved and
are a detriment to the pleasure of reading, the purpose of the program is
defeated. A book need not be finished in order for the child to give an
account. Certain kinds of books, noa~fiction, for example, do not need to
be completed in order to '"count". A simple recording of the title, author,
date read, and a short comment could be written and placed in the folder.

One of the most rewarding benefits that has come from classes using
individualized programs is that the low, middle, and the high levels of
reading groups can meet together in the sharing period and feel confident,
Each has something to contribute to the total group, and the stigma of
"slow group'" is not as obvious,

/!
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INTRODUCTION

Reading is a widely researched subject by educators today. The
writer believes it is an important subject taught in the schools. Due to
its importance, getting off to a good start should be a goal of the primary
grade reading teacher.

Reading involves many senses and skills, therefore, a progr;m that
utilizes most or all the skills, is what the teacher of reéding should seek.
The writer of this paper has researched and found that the Language Experi-
ence Approach probably best combines these skillé.‘

The purpose of this paper is to acquaint the first grade teacher of
reading with the language experience.approach and offer suggestions in uti-
lizing this approach. The first grade reading teacher has a very important

job. Characteristics of the approach will be cited through support of

researchers.

REVIEW OF RELATED LITERATURE

Explanation of the Language Experience Approach in Reading
The Languége Experience Approach in reading develops the concept within
the child, that reading is talking written down. (Stauffer, 1970, IX).
The child comes to school with we;lthlof linguistic, social, intellectual,
and cultural experiences and an eagerness to read. This approach utilizes
and draws from these experiences in providing numerous opportunities for the
child to produce at his expectancy level in reading. (Stauffer, 1970, 237).
This approach to reading focusses on language as a means of communica-
tion. Its purpose is to combine the reading, writing, talking, and listening
communication skills and simultaneously create a love for language usage,

(Stauffer, ED 053 877, 15)



Allen sums up the program into four stages: 1) what I think, I can say;
2) what I say I can write; 3) what I can write I can read; 4) others can
read what I write, and I can read what others write for me to read. (Allen,
ED 034, 571, 2-5).

| Some characteristics of this program, as listed by Stauffer are:
language experience foundations, dictated experience stories, building a
word bank, word recognition skills, creative writing, and utilization of fhe
library. These characteristics will be expounded further in the implementa-
tion of the program section of this paper.

Implementing the Program Through Support of Educators

Stauffer suggests in detail how to implement this program from the
very first day of school. He states.that children come to school eager to
read, and those that are reading already, want to show they can. He recom=-
mends the teacher bring a device that will stimulate oral language. The
teacher should ask questions that will make the students carefully study and
observe the device. Afterwards, take a dictation story from the group.

As the story is‘read back to the students, the teacher should Ioék at the
particular child who dictated the sentence being read. (Stauffer, 1970, 22).

Dictation stories may also be done individually. The thrill of being
an author is ego-inspiring to the:- student. He sees his words in writing
and is a personalized record.

A windéw card is used to test word recognition in a dictated story.
The card is placed over the werds in random order. Children may test each
other. Each word the child recognizes should be placed in his word bank.
(Stauffer, 1970, 63-68).

A word bank is a file of three by five cards of all recognized words

in experience accounts. A separate card is made for each word and is filed

in a small metal box. During free time, the student may arrange these words

x4
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in sentences or call them to another student or aid. (Stauffer, ED 053 877,
11-12).

Hall supports that word recognition skills be taught in a functional
setting. She suggests the following practices as a core of the language
experience program: 1) begin with development of language terminology,

2) use clcezure activities in a functional context (example: Copy sentences
with words left out from dictation stories.), 3) sentence experimentation
with word banks, 4) seek to develop language awareness through children's
literature, 5) develop an oral language backgrouﬁd: 6) instruct oral reading
to sound like talking, 7) use incidental teaching for punctuation, 8) experi-
ment with vocabulary, 9) classify wozds in word banks by phoneme-grapheme
patterns, 10) structural analysis should be taught in context. All the
aforementioned practices can be utilized in a game-like situation. (Hall,

ED 068 906, 6-9).

Allen states a basic framework for a language experience approach in
three areas of program planning., These are extending experiences with words;
to see that each child understands coding and decoding processes, multiple
meanings of words, style of authors, idiomatic expressions, and alphabet
symbols; and relating the author's ideas to personal experiences. (Allen,
ED 034 571, 6).

Both S;auffer and Allen agree to certain needs prior to creative writing.
These needs are a knowledge of the alphabet, knowledge of letter sounds,
and handwriting skills. Allen suggests a need of a phonics program, but does
not support a particular one; he suggests grouping for directed teaching
activities. Stauffer does not believe in parroting letters and sounds,
but to simply stress them in dictation stories. (Stauffer, 1970, 78).

‘ '
Burns also supports, '"As the teacher writes, he calls attention to items

that are important to reading and writing, such as letter formation;
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association of sounds with symbols, fepetition of the same sounds or symbols
and the functions of capitalization and punctuation." (Burmns, 1971, 186).
Allen lists twenty essential language experiences, some of which have

been previously mentioned. These essential experiences are:

1) talking about topics of interest

2) discussing these topics

3) listening to the language of others (stories, poems, etc.)

4) disfating stories or poems to the teacher about a painting or experience
5) telling stories; these can be taped and played back to the group

6) exploring and writing independently

7) ‘authoring books .

8) relating reading to talkiﬂg and writing; each day they should hear their

own stories

9) expanding vocabularies

10) reading in the environment in which they live; observe such environmental
factors as weather, time of day, faces of people, texture, color, shapes,
signs on the way to school, names of stores, magazines, newspapers and
stories written for children

11) developing an awareness of a cémmon voéabulary

12) increasing sensitivity, stylg and form

13) studying words; ask which words are difficult each day

14) reading stories and books
15) using a variety of learning resources
16) comprehending what is heard and read; listen to instructions and carry

them through
17) summarizing, drawing conclusions and main ideas

18) organizing ideas and information such as cléss books and bulletin boards




19) integrating and assimilating ideas; realization that reading is a
personal experience
20) listening and reading critically; determining fact or fiction

(Allen, ED 034 571, 2-14).

Creative writing would be an outcome of the essential language experi-
ences. Stauffer lists steps for creative writing. His directions are clear
and concise. There are five steps: 1) use 12 X 18 paper and leave the top
half blank for a picture; draw five lines at the bottom for story writing,

2) children may write about anything they wish or take the teacher's suggestion,
3) expect the children to do their best.writing, 4) expect them to spell as
best they can and, 5) the teacher should move about and give help as needed.
"What is wanted is a perfection of pupil expression ;nhampered by adult stan-
dards. Improved standards will follow automatically.'" (Scauffer, 1970, 82-83).
He states a long list of topics that are commonly written about. Some of these
are animals, teachers, games, church, busses, trains, airport, favorite books,
grandparents, sporfs and holidays. It is important to note that these are not
rules for success in creative writing.

Burns states that writing grows out of.reading. He lists some suggestions
to give to the students in spelling. These suggéstions would be of value in
their creative writing experiences. He asserts to leave a space for unknown
words, write as much of the word as possible, try it out on scrap paper and see
if it looks right, think the story through first and ask the teacher to list the
difficult words on the board, keep a blank paper on the desk for the teacher to
jot words, look up words in a picturé dictionary, and keep a spelling notebook

of frequently used words. (Burns, 1971, 187-188).



CONCLUSION

The writer found through reviewing the related literature, that most
of the authors agreed upon a basic core inthe language experience approach
to reading, but each merely stated it in a different manner. The researcher
believes this program would meet the specific needs of each individual stu-
dent provided it is supported wholeheartedly by the reading teacher, and the
child's readiness for reading is carefully considered by the reading teacher.

Although authors advocated the im;ortance of phonics, no one other
than Burns was clear and concise in utilizing it in the language experience
program. None of the researchers would specify which phonics program to
utilize, but did emphasize not to stress words in isolation.

The language experience approach has been researched rathér thoroughly.
However, the area of reading is always open for research. Perhaps, some

innovative game-like activities would aid a reading teacher in utilizing this

approach.
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RECOMMENDATIONS FOR THE TEACHER OF READING

. The writer of this paper is not advocating that every teacher of
reading utilize this approach. WYowever she strongly believes that any reading
program-will be as effective as the teacher's enthusiasm. The writer does feel
it is a good approéch to beginning reading.

Strang states: '"The child is ready for instruction in reading if he
has built a meaningful listening and speaking vocabulary, has learned to.carry
on a conversation and tell a story in sequence, can identify and discriminate
sounds in oral expression, and can see likenesses and.differences in printed
letters and words." The researcher believes if this were true of every child
that came to the first grade reading tegcher, then it would not matter which
approach she used; any reading épproach would work in that situation.

The reading teacher should be aware of the individual differences among
chiidren and utilize the best approach for each child. She should group for
specific reading skills, and these groups should be flexible.

Some other "tips" the writer recommends for the reading teacher are to
make the reading program challenging for each child, and develop within the
child an understanding of reading. Let the students ask "why" and answer them
honestly. Encourage discovering for themselves.

The reading teacher shkould use'the teacher's manual as an aid, rather
than as a "Bible". She should be flexible and adapt it to the needs of the
students. 8Skip certain parts with some students, and provide extra practice
for others.

The reading teacher should create a pleasant atmosphere for reading.

A pléasant personality and a positive attitude are of value and should be

continuous. Creative writing should not always occur at a certain time on a



specified day. Creative writing should occur in a continuous creative
climate, Allb& children to move about quietly, and give them the freedom

to choose a creative reading activity for themselves. The writer hopes this
paper will aid the classrobm reéding teacher in the first grade in imple~

menting a language experience approach to reading.
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Inisodicilon

| CGeneravions of Amarican children have [2armed to read. Some have learned
vy drill on ABC's, some by reclting verse froin McQGuiley’'s deaders, some have
been taught by basic phonemic approashes, some by phonemics-reading
approachss, sorce by the individualized reading pproach, and many oithers.
The nwaber of baginning reading approaches has g-own until Robert Aukeriman,

" in his beok; Appronches to Beginaing Reading, list ore ihan one hundeed

apﬁr&zches.

Changes i American life have brought about changes ir; reading instruction.
Readirg 1o so iniricately interwoven with life's aciivitier and currents of
fhin!:.ing that it reciprocaily vafisats the largar%trende in lifo itself (Smith,
.1963:1(‘30.. '

Ye-t" Amerlcan children have learnad 'c_o read anq read well. QOur nation
pioducas and consumes more pounds of printed material than all >ther counities
cm'nbined..‘

Though 2 discussion of all beginning approaches is tmpossible : “he purpose.
of this writing is to briefly categorize and give sxamples of each catsrery. The
selecti.dn of cetegories are thosze used by Ii;x?:exi:nan. Jt 1s hoped this shinplification
will ease some confusion concerning beginning reading. The United Staiter Office
of BEducation, Firgt-—Grade Studies of the Sixiles. will be cited o aid the reader

in making decisions and reaching a betier understanding of beginning reading.

Basic Phonemic Approaches

Phonemics is used throughout as the broad term referring to systems of

reading that pay special initial attention to presenting the sounds of the language
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maiched with the graphemes, with subtsequent efiorts to sysithesize those
gounds into whole words {Aukerman, 1971:9).

A basic phonemic system is a method of teiching reading in which major
and almost exclugive aiteniior is directed soward Iearning the sounds of
vowels and consonants, followed by blending snd the consiruction of phonemic
families or phonograms.

The authors of these approaches to icaching reading are convinced that our
American Enqiish is regular enocugh in spzlling to lend itself to this_appréch.
Most of these systems start with the sounds of the letters; followed with work
in which the student assaimbles those letter sounds Inio words., If our
language wars 100% phonemic the child would have little trouble learning to

.
read.

Methoed varies with the basic phonemic sysiems. Some l:;asic systems
atiempt tv teach the child to learn to read with pure isolated drill usiang letter

symbols. exclusive of any supplementery cues. The idea being that the printed’

page will not be sprinkled wih piciures of apples and balls,

Emans (1269:581) said there are probably seme sdvantages for teaching certain

| .sounds Miaélation near the bégiéning of reading instructicn. However, extreme
care should be teken to include in this part of the program only those leiters for
which the sound they reoresent can be pronouncaed inisolation arid to be sure the
sounds are purely made, e.g.~-"m" not "mu*.,

Inssmuch ar any phornamic sysiem depends uron audi'tofy perception and
discrimination much time is spent in ear traiq‘.ng. Rhyming words, words with
particular final consonants, words with a particular vowel sound as the medial

vowel, and finally word families lend themselves to this tratning,

Scme teachers are such sirong advocstes of phonics that they overlook the
Q
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fact phonene instruction does not consilinte reading. Actually, it is no -~
lohger & questicn as to whether or not we are te have "phonics” in reading
instruction. There are three guestions:

i, Do we use cne of the basic phonamic approaches
es apreluda basal readaers or some other approach
to reading ?

2, Do we subscribe to one of the hasic phenemics approach?

3. Do we wizh to rely upoa the phonzmic exercise suggesied
in basal readar series and purchase some of the gcod basic
phonemic sysgiems io be used as supplementary aids?

Some i the basic phonemic maierials aevailable are:

The Phonovisual Method
Reading With Phoiics

Your Child Can Learn to Read
Speaci~to~Print Phonics

Th2 Sound Way tc Basy Reading
Functicaal Phenetics

The landon Phonics Programs
Phonics We Use

Modzrn Curriculum Press

Phoni2mic=Pronunciation hovroaches

A pho;xemic—pronunciation approach to beginning reading is one in
which princCiples of phonewmics and rules of pronunéiation are presented as
aids in pronouncing new words, Thesz approaches are‘ useful when the child
e.ncou'aters words reasonably regular phonemically. When the child becomes
involved In the actuai rractice of reading. he encounters irreguliar spellings
and non-regular phonemic elements, his need for the exceptions to the rule
bacoma greater. |

.There are problems enccuniered with these approaches:

l. Qur Amarican English uiilizes only 'twént -éix symhols
to handle the foriy~iour or more sounds,

2. The spelling of our language is one »f the slowest
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aspects of our culture to change.

3. Ouwr language has a number of "silens" leiters that
shiould be thrown out,

Two strictly phonemic~pronuaciation approaches aye Sister Me:ry Caroline's

. Breaking the Sound Barrier and Sister Monjca Foltzer's Phonics Cives Soung

4t

Braaking the Souand Bamgier is a little handbook of pronunciation rules to
help the child through the maze of phoneiic ragulariiies and irregularities in
our langvage. The pregram was develouped by Sisier Mary Carc:liné, I. H. M.,
afier yeers of working with children of all ages and coming to the firm coaviction
that help in phonemic~pronunciaiion would solve reading problems. The teachsr's
manval 15 spacific in shovwing eractly how BTSB work fiis in with thie phonsmic
anelysis work in the basal readesr. WhenH®SB is used as ithe phonemic analvsis
“Bible," {t is always within arm's reach of ths child, and is his reference
companion, (ukerman, 1971:100)

. Proiersor Paonicsgives sound advice and is a 112 page handbook of word

lists and phonemic-pronunciation rules, It was developed by Sister Monica
Foltzer, principal of St., Ursula Junior High School i Cincinnati. It carries a
cepyright of 1955, but is the result of thiriy years work. The art work and approach

is slmiler to BTSB. They both have rules of cperation, In BTSB it is"Use the Rule,

then Use vour Head!” In Professor Phonics, the admoaition is:
Think tha kev word; stert the sound.
7oth of these sppreaciies are handbeoks that provide guidelines in the form

of phnatss ganerailzaiions, Neither - one claims to be a complete reading program.
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Phonemics~Neadin; Program _Anproavihes

To he classificd as @ phonemics-r2adiang aprroach, ihie systemhas

two elements: structurad phonzsmics material and method, pias giructwed -

meaningful reading materials {nto which have bzen phased the phonamic

elemson:s tn the sequence in vaich they appear in the program,

‘Tha ctops are:

l.

.

Augditory readiness-~-the child hears differences
in scunds.

Practice in linking vowal and conscnant phonen:es
to the printed syinbois,

Plenined strucivred mean:ioyful reading materials
privide on~tiie~soot practice ig the actual phonzmic
elements being siressad.

Soime of these sysisias are:

I 8

2.

3.

Phenetic Koys to Reading~~a sysiem that atiempis to
provide the young beuinner with “kevs" for learming
phonamics, word aitack, and comprehension
gimulianeously. In most cases it is usad with a basal
o other reading program.

The Roval Road Readers--the "phonic word method®
were crzated by Hunier Diack and J, C. Daniels at the
Institute of Bducation. University of Noitingham, England,

The books are the reconsiruciion of ideas by means of
utilizing alphatetical symbois which are arranged in a

time sequence in order in which the sounds are made,
Sounds or combinations of them in the form of words

are notl language, and.therefors, reading must be more than
just pronouncing letiers or words--it must b2 meaningful

in comiext. This is the logic used in these books,

Another phonemic~reading aporoach is the struciural Reading
Series, published by L. W. Singer Co, in 1963. This was
developed by Margeret B, Stern and Toni S. Gould, Marion
Cantler is also an author. The sirucivral reading series

has developed & closely-strucitured phonemics seguence

with sensible reading materials. Colers are used o indicate
specific things. -
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Ti. Flrst Grade progruwn in the struciural reading

soriag providas thie child with vraciice on over

800 rhonemically~related words, plus interesting
reading materialz. By the end of the second grade hooks
bhoos more than 1,000 structurally-related words have
have hesn coverad.

The main feature of a phenenics~raading approach
is the correleilon of the reading matierial with the
vhunetiic driil that it accompanizs,

.

Linauistics-Phonsmics Approaches

A group of languzge sclentists know nopularly as laguisis are proposing

3 . -— - -
a variety of 2porasct

has o reading ifnstruction., Within the group there are
at least three school: of through &s presented In Spacke {1971; 150-151)s
: 1. The 'nonologists--Learnod Bloomfizld is credited

by most of his fellow linguists with the indemification

of the varicus phonemes as ihe kasic souads of

langusge,

2, The Grammarians~-or structural linguists have
investigated the structure of the languags.

‘3. The third school concermns with pavcholinguisiics,

which {dentifics the elsmenis of pruse siyle such as

parsdnalizaticn, ornameniation, and absiraciness.

The implications of these studies have not bsen

diractly emphasized for veading instructions,

One exampla of the Unguistic aporoach is known as the Bloomfield-
Barnhart L2t's Read, compled by Clarence L. Barnhart after the death of Dr.
loomitleld. The sysiem is based upon three geveralizations: (1) Tanguage is

primzrily spaech. Instruction should be based upon the coral language acquired
by the child the first five years of life, (2} Daglish has an alphabetic vriting
gvgtea whoge cadz is easily broken. (3) language i5 systematic. The regulsr

patiains sre pregsenied, repeated with the contrasting element in the pattem, and

O : . » . N
EMCI"dems ara mewmorized by rote in isolation,
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Basic Rrading. 2 Unguistics-rhonemic series of bagals published by
J. B. Lippincott Co. is the work of Dr. Clenn MceCrachken and Dr. Charles
C. Walcutt, Dr. McCracken becama famous as the originator of the " New

Casgtle Experimant.” i

————r e n

Ths "New Castle® plan teaches reading in ihe primary grades through the
use of {llustrips that accommany reading tests, According to the auvther, the
*significance of the New Casile experiment ig that it begins ot the beginning.
The prograh: introduces phonic instruction in the first grade, and increased
emphasis cccws In the second grade (VWitty: 1856-201-202) ;"_ :

Basic Rending vrovides an intelilgent and restrained use of linguistics

eleirenis in iis aprru;ach, includes good siory ¢ontent, plus many of the bast
features of basd! readars,
Other examples of the Lirgulsiics—-Phonamics Approaches are SRA Basic,

Reading Serizg, The Linguisiic Readers, published by Harger-Row, the Merrill

Linquistic Peadsyy, frogrammed Reading by Buchanan aénd Sullivan, and published

by MeCGraw Hil}l, The Michigan language Program=--a highly sirectured programimed

sequence of stimnlous response rames, the Miami Linguisiic Readers=--a

lingulstic orinnted language aris program, the Pale Alio Program entitled,

Sequential ieps in twading, First Stens in Reading Englishk by Gibson—-Richards,

Sounds and_Tnilers by Francas A, Hall, and Lifi-0Fff o Reading.

Tho matn diffeyence heiween a linguistic and a phonic avproach to reading
instruction 1s that Iphoaics gave primacy to latters and seemed t¢ pilace spoken
language under their conircl whereas lnguistics poinis to tie priority of speech
and demonstiates that writing is merely a wey of recording that k7 the use of
symbols (Seymous: 1859-102),

ERIC
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The Totual language Arts Appreaches

A "tcotal” lenguage arts approach is a sysiem that integraies listenieg,
speaking, seaing, writing, spelling into a simulisnecus and/or sequential
process when dealing viith our language. Some of thi2s2 programs are Th

e oo

Cardzn Method designed by Miss Mae Carden, Tha Spalding Method-~a

“unified” phionics method is knowiz as The Writing Soad tw Reading, Open

Court Basic Readurs, The McQusen Inporated Paonics Method, ProReading

by Mrg, Gladys Stump-=a pregram designed for first grade, and the Wenkert

Phonic Readarg by Mrs. Hent Wenkart Epstein, who wrote har books for her

son, johnny, {o rsad.

The l4sten Look Learn (LLL) approach to beginning reading is an exiension

of materials and squipment marketed by Educational Developmenial
Iabcratories of Huntington Ioag Island. Tha LLL pvogram is referred to by
fts promoiers as a mulii~media approach to be usad ag a total lsnguage arts
approach to besinning reaéing.

The Mott Basic Ianguage Skills Program was devzloped as a funcilonal

m=dium for the Liowt Adult Reading Qen';:er in Piint, Michigan. Charles Stewart
Mott, who for mony years was associated with the Mott Foun:dation of Flint,
was the doror of the Mott Cenier. Mr. Byron E. Chapman, diractor of the
center,and Louls Schuiz, Principal of the Adult High School and continuing
education program in Mott, The program caine about es 8 recognition of need

ior an approach to terinning reading degigned for adulis.

Iangquage-Exveriencs Approaches

J"'f.e language~experience apporoach uses the language and thinking of

"ERIC

wmzmradual children as the basis for skill development, As each child matures
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he thinks of reading in a ratiorale which has bean outlined by bt, A'll_en,
the oriatnzior of the materfals, as follows:
1, What I think about, I can talk about.

2. What I say, I can write (or someone can write
for ma). .

3, What I can wriie, I can read (and others can read, too).

4. T can reaqd what 1 h ave written for me fo read.
(Bilen: 1951)

The Van Allen approach, aé the above indicates, iz a very unstructured
prog:ram., language experieinces in reading is not for the usual teacher. If
it be for anyocae, it is focr the unusual tescher; the te:ischer, who like the
authors of the program, is "searching® for a means oi capturing the real
languages and experiences of children and utilizing them as the avenues to

beginning reading.

The Chandler Readire Program is a program that {8 a part of the Great

Gities Pro;:.cc of the Ford Foundation and the Bank Strzet College of Education
work with urban children. The program starts where "the cﬁild is", it includes
photegraphs of urban childien in urban settings and‘ contains vocabulary and
senience patierns for uban cuii:urall?—differeﬂt chiidran.

Organic Reading is the name glven to a most orimitive method of teaching

reading by Sylvia Ashton-Warner as found in her bocksSpinster and ’]‘eacher.

Miss Warner devised the methed while working in the Infant Room in New Zealand.
Her name, Orcanic, reiies on the innermost thoughi~languagzs of children,

‘Cae-io~Ons Sound-Symbol Avdroaches

A one-to-une sound-symbol approzch to begmning reading ts one in which

one symbol nas been dovized to yepresent one and ooly one sound of our lanm.age.




The Initial Teaching A]phabet pupularyy kRaown as i/ ‘t/a is tho vesult of

eariier work done over a period of years 1o simplify English spelling, Siv
James Piwman, following the work of his ancesiors, invented the initial teaching
alphahet in 1959, Pitman's objective is not a speliing raform but the provisioan
of a congistent teaching medium for the Initial lzarning of the alphabet.
in the aystem ons sign represents on2 sound only, with some Inconsistences,
There are forty=five characters including tweniy-seven consonants, sevenieen
vowels and “y*. Pilman vsed the fact that we read the upper part of the letiers
in designing new chasacters.
He made clear that it was not a design of reformed spz2lling but a device
for teaching reading to be usad in initial stages only. It was a "teacher tool”
one 10 ba left behind and forgoiien when it achieved ;ts purpose (Surg: 1971-15).
Uniion, & now forty-leitor synthetic alphsbet, may tracé its origin to
George Bernard Shaw, the playvright. Shaw left a considerable portion of his estate
to be used to sponscey research and experimanation with new alphabst schemes.
A sum of $23,240 was =llctted for prizes to contasia@nts and the expense of
cutting typa aad producing 13,000 copies of “Androcles and the Lion" set in
double pages of a new alvhabet and traditional orthography,
Jonn R. Malone of Fark Porest, near Chiéag'c, presented Unifon referring io
a uniformiy~cacnemic represeniaticn of the sound of the English language.,
The Lauvhach Method: Probably no one persoa in fnis century has dedicated
his life more fully to iho teaching of reading to the non~Faglish speaking peoples
than has the late Frank C. Taukeck, Ph.D. Dr. Lavback went to the Phillippines
as a Christian misgsionary., He realized that one of the greaiest neads of the paople
was to learn to read and write. He won ihe friendship of the chief of the Moros
-who asked ninm to teach some of the leaders io read.

bEKC
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Thne Moros did not have a writien lenguage. Dr. Laubach transliicrated

th2ir speach sounds into English graphemes, of the language., Therefore,

tha )arguage hacame compleiely phonstic, To il the need for written materials,
he made a lltzle local nawspaper which proved to be a vgry successful
motivational dsvise, The cuizf spcke the words, "Dach one, teach one"”,

which meally began the spreading of literacy. Dr. Loubach carried his

mothod and his dcgan (o Africa, the Middle East, the Orieni, and Souih America.,
Hoe has besen craditad with bringing literacy to 100,000,000 of the worid's
pebple. He covered sixiy-five couniries and halped prepa;é lessens and

teaching devices in 312 diffevent languages!

" Worda in Color. iz a unique approach which attempts to code each of the
various vowel sounds to a spacific color, some of th CONSONANEs vowel dia-
graphs and conconant diagrazhs.

olor 18 vsed to help solve quickly and easily the problems created by

the ambiguous oraph.ene~pnoneme relationship of English without affecting the

usuel spolling (Smith,james: 1967-73).

Peychololinguistic Coler Sysiemi~-a syste:m using color deviged pr_marily
for children by Tr. &lex Bannatyna. The materia ls consist of pweniy~four
medivm-sized wall charts in color, flash cardz, aad kits of colored pencils

for each child to use in the six woxkbooks .

Peabody Rebus Reading Series is 3 set of eight readers, =ach consisting

of rom sixty to eighty pages of text. In place of crapheanes nictures are inserted
in the text, Tha obvious problein involved :in using these is the whole word
emphasis.

Ponstic Enqalish_is the outgrowth of effcsis of famous criies of language

Q




37
such as Benjamin Franklin, Nozh Websier, and George Barnerd Shaw. The
basic principle {s the ona~ic~ona ralatlonship: each consvnant, vovrel, and
lotter combination is given one basic pronunciation or sound. X
Of the eight approachas Hsted &s onz-to-one sound syn}bol apwroaches, only

1/t/a is a major apuroach o beg-ir.r:i' reading.

b g

Jhe Individualized Reading Apnroac

The individualized reading aporoach is hased on @ premise that a child's
petiem of learning ¢ t be rredetsrmined in either rate or manner and can
bast be gquided within a highly flaxible fiamework dicwing for considerable

pupll choico and teacher Judgement. Thev shoulc have time to explore the

&

bookg that abound end to select those that touck their “arewing edgas" in

terms of what they want to investigate and lesrn and snjoy (Harris: 1972-185).
The teacher~child conferenczs is basic o this aprroach. In this conference,

the child shares his book with the teacher. The teacher must be able to ask

guestions that {ell her what the child has found in his book, On-the~spot

instruction may occuyr and Log‘ow-frough activiiies may “e discussad., Jenneite

Veatch, in his book, FHow 1o Yeach Paading with Children's Books, describes it
thoroughly.
Obvtous problens of adequate materials, skill development, and development

of the skills must be considered.
Early Reading Avproaches

The past few years have brought avout a frowing numbsr of research studies,
learning matarisls, and debates concermned with the learaing capabiliiles of very

EK C children. Our time honored concepis have been questiond, as folluws:

wll Toxt Provided by ERIC



I, When should 8 child bzgin formal reading aciivity?

* 2. How can a child be alded in beconing raady to vead?
3. How Is readiness to read measwed?
4, Should kiadergarten children b2 t..aught to read?

5. Sheuld four-year olds bz taught formal reading
12adinass learaings ?

6o Vhat should four and five~yaar olds be taught in
the area of reading?

7, What approach io readng should he used with very
young cailéren?

Today the sizvation is usually thai kindergartens siress only reading~
readiness dcdvitie s relagating formal reading instruction to the first grade. |

Readinegs for re.adi.ng is guite anoihsr a_s.pect of the larger concept of
readiness. Readinsss for reading is a point oa the mae.u:a tion growith curve
when all physical, emotional, psychological, nd perceptual systems are
cpiimum for *CO*, How eerly this optimum coradv'i..io'z occurs de pﬁnds on
individu‘a; difierences (Rukerinan, 1871:363).

The Montessort Meihod, a method that grew out of @ Iife time of work by
Dr. _Msrlé Montesgori in the laie 1800°s in Haly has heen revived. The original
Montessorl Method makes reference to %he prepared enviornment." or ihe "Preo=-
paring of the child® for ceriain lesimings. This is algo true in the cas2 of
reading, - “Por, eration” for reading is achieved through writing.” Bukerman, 1971:397).

Her methods includz lorge Jotiors of the alpiebet. The firsy ones were
enamaled and cui of bronze, but & less exdensive means had to ke found, The

now famous sandpaper surfece letiors came ahoui, the birth of the "se H~correciing

materials." The child's “preparation” is nzcesssy in thie? areas:




l.
2.

3.

—Lq-~

Muscular cormpousicion of the lefier
romouncing the latter sound

mManipulation of the wilting instownent,

Once the cntlc is prepared he "writes." language develops and he

rexplodas® inte reading.

The chtld works alone or {n very smzll ¢groups. Cial reading {s decriad,

Cna=to=-cno instruciion ic the by-vrord.

Kamss reparied in @ study o which five dificront programs {or four-year

old disadva:itaged children were describad, focused on the intellectual and

languaga development of the children, reporied that the Montessori program

did little to alt=c rhe intellectual functioning of the disadvaniaged child.

This {3 nok surprising in view of the fact that there is little verbal sharing

in the program. Hoviever, Moniessori schools are increasing in number rapidly.

Many modern educators have the zeai of Maria Montassori,

Other early approaches to reading are:

I.

2.

Gei"iincLReadv. to Pead. a direct outgrowth of the work

done by Dr. McKee and Miss Harrvison in the Denver
eariy reading oxperiment.

ARC Dictstion Skills Program was develupad by Dr.
William C. Mzhiahon of Western Coinnacticut State
Collage—~—direciod toward the kindergarten child using
a learning sequence which teaches one skill at a time

9,

through the process of overlzarning,

Read Alcng With Me . publishe ! by the Burcau of
Pubiicutions, Teachers Coliegr . Columbia University,
were originally designed for onz aduli and one cihild.

The Resoensive Davioimmenis Approach originated by

Dr. Cmar Kihayvam Moore, Profzssor of Soclal Psychoiogy
and his colleague of vhs University of Pitisburgh, The
“EREY Edison Respoansive Bavicrnment" is the first
instrument invented. 7he machiane is known as the
“Talking Typewriier" and nas been ugsed in research

since 1959 with amaziny resulis.

29
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5. Play"N Talk Phonics nrvduced by Mra., Marie leDoux
4s A course ip pnonzmics consisting primarily of
five {2-inch L. P, recordings {n albums with manuals
in rhyma,

6 . How to Teach Your Baby i9 Read creaied by Glenn
Domian and Carl Delacato. The program was first
conceived for the brain injured child lzading to the
idea that when @ child learns to speak, h2 may at. -
tha same time learn to read. The maierials include
a manual for parents and hig cards 6" wide and
24" long. Uniil there is move deiinite proof that it

13 neuvologically expedient to teach very .
young cnildren io raad 3t the time thay 2re leariing
to spesk, How to Teach Your Baby to Read fand iis
schonl counterpart, Read: ng A) will continue to be
confroversial,

7. Distar or Direct Instructivns Systems for Teaching
Arithmetic and Peading, was éreated by Mr. Sizafried
Enazlnann and Dr. Carl Bereiter consists of & unitary
concapt of learning, centered upon the basic premisa
that children will learn those concedts and skills
which thay should know only if those concepts or
skilis are taught.

The only thing in common with the early reading approaches is the fact

that they tauch the very young child., Ceilting Ready to Read has had greatest
expousure to trysut in the classroom which is nstural because it is a part of a
well known basil pregram and planﬁed for-a class. All others are designed for

ong~to-one,

Percanptual-Discrimination &nprosches

The *perceptual~discrimination”" apprcach to beginning reading is one which
empna sizés auditery and visual percepiual factors of learning are an outgrowth
of the gostalt school of psychology ; which theorizes that reading is dependent
upon thae learner's ability to factor out appropriate sounds and shapes.

The advocates of parcepiual-discrimination approaches to beginning reading

‘@ theflr strategies on the theory that the reading proceés Is a visual tracking




“/
gkill. Their matarials aand methods are d2signad to provida sequential
pisctice in visual-motor skills. Most of the originatorg of materials are
engaged {n special programs fer children with special learning disabilitles,

Some of the materials are Prostig, Slmgerlahd, Kephert technigue, the
Wintor Haven Program, the Barsh Perceptual~Motor Sequences, Kelp .
Kindergarten, Evaluation of Learning Poiential, ITPA (Illinols Test of -
Pgycholinquistic Abilities), the Eric County Frogram, the Pathway School
Eya-Hand Coordination Exercises, Gleﬁes Frogram of Visual- Motor Perception
Teacning Methods, and others,

The materials are dividad into four categories: auditory perceptual-
discriminution, Kine’chétié and taciile percep.'i:uaI-discrimination, and gpatial
directional orieniation. The only validity that can reasonably be admitied
for mest of the psrceptual-discrimination apprbache.s to beginning reading is
that they contain many clements _of parcepiual readiness,

Child developinent specialist. on the other hand, have not supported the
theory of structwai r2adiness for learning. Hymes, for e;_cample, a decade
ago wrote, "When we spend time and energy wrying to 'build* readiness to

read, we move in the weoag dire_c’sion." {Hynes:1958:41)

The U3D3 Ccoperative Reading Studies

Thie United States Office of Bducetion Ceoperative Reading Studies of
the mid-sixties were a cemprehensive attempt to evaluate reading in First .
Grade, It was & massive stu;iy involving: 25,000 'chlldren and costing ebout
7o biillcm dollars, Many‘ nrolesis concemning various aspzacis of First Grade

Reading were Includad. Representative studies are summarized as follows:

’

Q
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PROJECT #2719: Elizabeth Ann Shave, N. H. "The Evaluation of
Taree Approaches o Teachling Raeding in the First Grade!; Reading
Teachzar, Vol. 20, Oct., 1866, p.6-11,

Three appreaches wers comparad:
| A Basil approach-BR
2. A BR+ intensive phonics-?
3. BAsil Readar & Phunics + Sensory experience.

The study concerned a population of 751 children (385 white,
366 necro, 7 schools, 28 classroums, 30 per clags). Conela-
tiong were made using total populaticn, boys vs,. girls and
negro vs. white. The resulis showsd significant difiesrences
{abuve 0§ level) for all approaches favoring Avproach %3,

: Counclusion: Based upon: this siudy, varied approaches are
probably best.

- PROJECT #26793: Stauffer, Russell G.: "The Effectiivenzss of language
B Arts end Basil Reading Approaches to First Crade,* The Reading Teacher,

Vol. 20, Cct. 1966, p. 18-24.,

. Purpos2: To compare a Language Arts Approach to 2 Basil Reading
Apprcach,

Resuits: languags Arts earned significanily higher scores at .01
. level, on tests of word meaning and parapaph meaning. Basil
Reading &pproaciies were higher in arithmetiic and vocabulary.

Girls wevre betier in lznguage aris than bovs. language arts produced
. good oral reading.

Conclusiorg: More teeis are needed (o0 more adeguately evaluste
" language skills. The study proves that the language arts approach
. to beginniing reading is sifective,

Rebert ByKstra (Marris: 1972-110-113) reports resulis a study Chall
{1267} conchuding that code~emphuasis programs tend o produce better overall
Jreaalng achlevawant, at least in initial siages of instruction, thon do meaning-

amphasis programs. Although, the stucy supports in ganeml Chall's conclusions

-

concarning the superiority of code-zmphasis prbgrams in beginning reading a

-10te of cautton 18 needed. There Is no clear evidence that the early evidence
m code per se 18 the only or aven the primary reason for the relative effectivemenss
5 s of the code-emphasis progranis.

ERIC
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PROJECT #2659: Marieta, Sister M. "Beginning Reading Achievement in Three
Classroom Organizational Patterns.'" The Reading Teacher, vol. 20, Oct. 1966.

Purpose: To compare three organizational patterus for reading instruc-
tion: a modified individualized organizational pattern, three
to five group organizational patterns, and the whole class
"child-centered” pattern.

Population: 810 heterogenecusly grouped first graders. Ten classes were
used for each of the three organizational patterns.

Procedures: All teachers volunteered. All teachers met one day prior to

: the beginning of school in September. Pre-tests were given
all students. Post-tests were given all.

Results: It would seem that the 'whole class" child-centered organiza-
tional pattern in a child-centered contéxt might be as meaning-
ful an approach as either of the twoc organizational patterns.

Conclusions: Further study needs to be made of this organizational pattern,
since there is real danger of this pattern's reverting back to
the traditional "whole cliss' approach.

The conclusion suggested by the USOE First Grade Studies that it is not
the materials or method that makes the difference, but it is the teacher,
should increase our concern. The possibility that such might be the case can-
not be denied, but a careful analysis of the First Grade Studies reveals no
evidence that teacher characteristics and/or performance were sufficiently
controlled or accessed to warrant such a conclusion.

The danger of accepting without questidn the findings of any published
study is always present. However, the temptation to do so may be increased
when a number of studies were conducted cooperatively and sponsored by the
USOE. The discerning professional should read carefully at least the journal
accounts and judge each upon its own merits. Spivay listed the limitations of
the study (Harris: 1972, 116-121) as follows: (1) The manner in which a pro-
gram was implemented probably varied within the many projects. (2) Programs
often were not clearly defined. (3) No one program proved to be superior for

all children. (4) The programs and materials alone did not account for the

growth in reading. (5) Treétment groups may not have been '"equal' because of the
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way in which puptls and teachers were assigned to treatments.  (6) The‘
airition of subjects may have influenced the results. (7) The appropriate
experimental unit, the class, was not used in most individual projects.

(3) The tasts employed may have had a bzarhg on the obtained results.

(2) The long-range effects of the program are yet to be determinad, (10) The
{anovative programs probably profited from whatever! Rawtherne effect was
operative, (1) The reported findings and conclusions are not always'accurate

and ©ay be misleading.

Racommandations

L]

Any educatcr who thinks ab&ut the large number of approaches to
roading, almost onz hundrad pius fifieen basil reading approaches, must
remember t_hat each appreach to reading has within it a possibility of
changing our stance in reading. The oriéinators are sincere psople who
balieve they have found betier ways to beginning reeding instruction, The
diveraity of approaches lzads to the conclusion that some are better than
othere, |

Fow, {f any comparitive studies provide adequais and definite statistical
information that would prove one approach to 22 gupsrior to others. Yet,
in @ fow instances, statisiical reports do, indeed, resuit in reading per-
formance that i3 far 2nough above national norms to he beyond chance., The
faci that thess reports héve come from a wide distribuiien of schools and
teachsrs seem to rule out the possibility that supericr performance of children
is dua to supverior teachers - alone,

"Which is the best method of teaching beginning rzading?* is a question

Q

= ny parsons would like to have answered., T say tiere is no one best



-2

ethod miulit ba true, but teacherc should not leave it there. The anzwer
Hes nut within ﬁxa"r.erlals or methods, but withia the committment which
a teachar 1s willing | to make. Soma teachers are willing to "sifi" and
glve thelr ali. to finding the best from several methods and systhesizing
thoge elemente inio thelr own method. Others are satisfied with the
"easgiasi® method.

The tsachers who are willlng to commit thamselves 1o beginning reading
will {ind many sound practices of learning within the many epproaches. The
baginning for many must be the finding out about the varioz;s approsches,
Even an glemanisry undarstanding is lacking fur many teachars, Thersicre,

’ .
how tan & teacher use “new" ideas if shes makes no affort to find out about
nawy {jeas ¢r to use the cnes she knows?

Afier exemining the methods and materials avallable, the commitied
teacier will seek out meaningiul materiais . Beyond this she will always
romain aware that ‘she iz teaching individusis and indiv_iduals are di’ferent.

R2sponsible caution chould lead to responsible cholce.
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Readiness in Reading

What Research Says About Readiness in Reading

Readiness for reading has to do with the time for the introduction of
formal reading instruction, the best time for beginning the specific task
of reading. There are those who advecate a formal readiness program as if
the child could be readied for the process of reading. Others believe that
readiness depends entirely upon maturity. Krogman a#plains, "Readiness as
a whole is a 'ripening', i.e., an individual potential translated in terms
of capacity and ability. There is a time (to paraphrase) in the tide of
growth which, taken at the full, will 1éad to greater learning ability...
Readiness implies a 'best-time' Eor initiating a specific task sifuation"“
(Leeper, 1968, pp. 10, 15, 21).

- Some factors involved in readiness are wholly dependent upon maturation.
Once this maturation has been achieved, opportunity for appropriate experi-
ences may be supplied, and the child learns happily and effectively. According
to Olson, "Synchroﬁization between maturity and opportunity seems to be the
safest guide to educational practice" (Leeper, Nu, 1973, p. 14).

A child is ready for reading, then, when he has reached tihe stage in
his development - emotional, mental, physical, and social - when he can learn
to vead most easily. This explanation indicates that readiness for reading
depends upon both nature and nurture, maturit& and training. It is important
that the nursery school or kindergarten teacher understand the factors involved
in léarning to read and the interrelationship of these factors. These include
physical factors such as age, vision, hearing, and general health; emotional-

social factors; and mental and intellectual factors.




Pressures for early reading instruction are being felt in early
childhood education. Austin reports the results of a survey of school sys-
tems maintaining kindergartens (Austin, 1972, pp. 16-20). Approximately
one-fourth of the systems offer reading instruction at kindergarten level.
Half of these offered the instruction at kiuadergarten level. Half of these
offered the instruction for selected small groups of children, but one-third
taught reading to all children in the class. |

It is important to examine the proposals for early reading and the ef-
fects of such programs on children. There are those who believe that teaching
reading to young children will give them academic advantage in later grades.
In analyzing tﬁe controversy reggrding éarly reading, it is iﬁportant to
distinguish between prereading activities and formal réading instruction.

It is also important to note whether the formal reading instruction is planned
for all children or is recommended for those children who are ready to read
or are already reading.

One investigation which has attracted wide attention is the Denver
Study, a five-year research project which compared tﬁe effectiveness of
begihning reading instruction in the kindergarten with that of beginning
reading instruction in the first grade (Austin, 1972, pp. 80-86). The re-
searchers concluded that beginning reading skills could be taught quite effec-
tively to large numbers of typical kindergarten pupils without producing
physical or emotional blocks to later reading. They noted, however, that the
permanence of the gains made as a result of kindergarten reading depended
upon subsequent instruction.

The results of the study seem to be controversial, and while some edu-
cators endorse them, others point to seeming contradictions. Mood analyzed

the research design and concluded that the results must be considered with

S/



caution (Lecper, 1968, p. 15). She points out that ﬁwo variables were
included, the method and the materials, without any means of separating the
effects. Another fundamental aspect which she questions is the random
sampling technique.

Nila B. Smith expresses the point of view held by those who do not ad-
vocate early formal reading instruction (Austin, 1972, pp. 14-15),

Can preschool children learn to read? 1Is it desirable for them to do so?

0f course they can learn to read. Both Dr. Durkin and Dr. Almy found
that many children read before they came to school. Back in 1926 Terman in
his study of gifted children found that over one percent of his subjects
learned to read before they were five. .We have plenty of evidence that young
children can learn to read...the.main consideration is whether they should be
taught to read at an early age.

Actually the human being begins reading symbols quite early in life. .

Symbols very quickly become meaningful as the individual associates experience

S

with what he sees. A young child smiles at a bottle - a symbol that food is near.

A young child frets at the sight of medicine -~ reading the symbol and inter-
preting it in the light of experience. This‘goes on contuously in the process
of growth. As the individual moves from the real symbols to printed ones,
however, we call t“is...in the academic sense...'reading". It is at this point
that teachers actually define reading. All of the growth and experience prior
to this time are actually preludes to the moment, or the gradual period of
time, when a child actually decodes the printed word and understands it.

We may conclude, then, that before a child will reéd books successfully,
he must grow in certain ways. He may begin to read before kindergarten, during
kindergarten, during first grade, or aftef first gradé, but regardless of when,

chances are good that he will have developed some measure of success in...
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1. vocabulary development

2. verbal facility

3. learning to listen

4, auditory discrimination

5. visual discrimination

6. motor coordination between eyes and hands
7. personal and social adjustment and

8. growth of independence

What then is reading readiness? It is doing those things necessary to
begin reading. For the child it is the opportunity to develop in each of
these areas. For the teacher o? young children, it 'means planning learning
experiences so that such development will happen to children. It means that
vocabulary is extended. It means that children are encouraged to discover and
experience. It means a chance to do things, and make things, and “be" things.
Mostly it means that opportunities are coqntless for young children to develop

in important ways, and as such growth takes place - reading will begin!

Recommendations
Problems Suggestions
1. Language Development a. giving directions

b. telling stories
c. reading aloud (very important)
d. show and tell

’

2, Reading Vocabulary a. ability to read labels
. b. picture-word cards
c. dramatizing

3. Writing Skill Development a. wuse monthly issues of Highlights
for Children magazine

b. writing letters to parents during

) special occasions

4, Auditory & Visual Discrimination a. instruction giveu to differentiate
between sounds of words and letters

b. games referring to "left' and "right"
and/or "top" and "bottom'"

5. Motor Skills . a. tracing
b. cutting out pictures
c. block building




1st Gamé:

2nd Game:

3rd Game:

Other Activities for Pre-Schoolers

DRAWING GAME

A. Preparations: FEach child will need crayons and a sheet
of drawing paper folded in fourths to make
four drawing sections.

B. Introduction to class: Find the top section of your paper.
(Demonstrate by pointing to the upper left hand section.)
Listen carefully for I will give directions only once. 1In
that square, draw a red flower. 1In the next section (point
to the upper right hand section), draw a green snake.
Continue in this way until all four sections have been used.

v

Seatwork DIRECTIONS

Example: @& %$%5

@@% -
&
$ELLEE

B. Introcuction to class: Your seatwork sheet today has many
pictures, Look at the pictures, one at a time. Draw a
circle around each thing that can be eaten and tastes good.

FIND THE LETTER

A., Preparations: Make a set of 26 flash cards, one showing each
letter of the alphabet. Prop the cards along the chalk tray
of the blackboard in alphabetical order.

B. Introduction to class: All the letters of the alphabet are

shown here. Let's read them together. (Point to the letters,

one at a time in alphabetical order, while the children read
the letters together, out loud).

SOF



4th Game:

Sth Game:

Other Activities for Pre-Schooleré
(Cont.)

Can you find '"D", Susan? Can you find "J'", Mark?
Can you find "T'", Beverly? (Continue in this way
until all letters have been named. Have each child
take his card to his place as he finds it.)

Our cards are all gone now. Will each of you
trade your card with someone sitting close to you?
Now everyone has a new card, and we will go hunting
letters again.

Who has "A"? Will you please bring up "A" and
put it back on the chalk tray? Where is "B"? Will
you put it beside "A"? (Continue in this way until
all cards are once more in alphabetical order along
the chalk tray.) -,

LETTER TOSS

A.

"Preparations: Make a set of 26 flash cards, one showing

each letter of the alphabet. The letters can be all
capitals, all lower case, or a combination of the two,
depending on the ability level of the children.

Seat the children on the floor, close to you.

Introduction to the class: I will hold up a letter. If you
know the name of the letter, say it out loud quickly. I will
toss the card to the first child who correctly names the
letter. Let's see who can collect the most cards. Keep the
game moving quickly.

Variation: Sometimes allow the brighter students to play
alone and the slower students play by themselves,

I SEE SOMETHING

A.

L

Preparation: None. This is an ear training exercise.
No knowledge of letters is required.

Introduction to class: 1 see something in our classroom that
begins with the sound, "S". (Say the sound, not the letter.)
Can you guess what I see? (Children might guess such things
as "'scissors', "soap", "Sally", etc. The child who names

the correct object becomes the new leader. He must give the
beginning sound of what he sees, then may.call on children

to guess.) '
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AN APPROACH USING DECODING

The learning disabled child needs a special approach. The following
paper explains an approach which the author has used successfully with the
learning disabled child. 'The author of this paper has for the past eight
years been tecaching learning disabled children in a variety of educational
settings, Previously to her experience with learning disabled children the
author had taught for seven years in a regular elemgntary classroom. The
settings for teaching the learning disabled have been-in a variety of educa-
tional settings. Settings have included a public school health room; a
regular classroom set aside for the special reading class and a psychiatric
hospital. The group sizes have }anged from one to twenty pupils. The children
have represented various degrees of intelligence ranging from the border line
mentally retarded to the gifted. The children's economic levels havé ranged
from extreme poverty to the wealth of the upper middle class, The cultural
levels of the parents has been from homes with no books, etc. to homes with
every. reference book or other type of book one could possibly want. The parents'
educational background has ranged from a completed third grade to advanced
degrees characteristic of highly skilled professions (e.g. doctors, lawyers).

All of these children had these three things in common. They all could
not read! They all wanted to learn to read and they all did learn to read!

The author believes that these children.have learned to read successfully
due to intensive instruction in the area of decoding.

Decoding defined

Chall interchanges the term decoding with phonics (Chall, 1967, 96).
Goodman uses the term to mean a process which the reader uses to decode.

(Goodman, 1969, 270). When the decoding process is completed the reader is
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able to reconstruct thought into meaning. Bateman distinguished between stage
one '"reading or converting symbols as sounds'" and stage two 'comprehension or
attaching meaning to the sounds produced in stage one'. Reading in stagec one
is to be interpreted as the decoding process (Bateman, undated University of
Oregon publication, p. 3).

Basically the decoding process is, in terms of child behavior, a process
where a child can look at an unknown word and independently decipher that word:
(Cole, 1968 ERIC ) and (McNeil and Coleman, 1967, ERIC ED 018 34%4).

To be able to perform this process the child must be able to successfully
perform several subsequent skills. (O'Brien, 1972, ED 06679).

The history of decoding can be traced back to the early American

hornbook. Nila Banton Smith teils us that the first mention made of the horn-
book is dated in 1678...Children learned their ABC's first before they actually
learned to read. (Smith, 1965, 15-17). 1t is interesting that the early
American educators used an alphabet méthod to teach reading.

It is even more interesting when one realizes that these early educators
did not have the knowledge of research to back up their methods.

If one continues to investigate the teaching of reading even further in
its early bgginning stages ii will be discovered that the early primers made
use of syll#giES and syllable patterns. Smith shows a page from the New
England primer where the vowel letters are paired with consonants for praétice.
(Smith, 1965, 21). Fries gives an account of John Hart's method which was

written in 1551 and entitled The Opening of the Unreasonable Writing of our

English Toung. 'Hart's method also takes account of the diversity of sounds

attaching to some of the letters and provides certain special symbols so that
his spelling follows the rule of each symbol having only one sound and the
same sound having only one symbol." His method is, therefore, a "phonic"

approach using a rather consistent '"plonetic" alphabet. (Fries, 1963, 8-9).
PP g P ;
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The more conventional word method began to affe.t reading text books
in the carly nineteenth century. It has been mentioned as early as 1842.
In some of the examples of the different texthooks Fries includes in his
descriptions some textbooks which secem to use-both the word method and the
alphabetic or similar spelling method. (Fries, 1963, 11-25).

Chall states that after 1930 reading methods begin to use principles.
Definitions of the reading process have become more broadened with time.
Goals and objectives for reading instruction begin to include terms like

application, appreciation and even to include the study of personal and social

problems. (Chall, 1967, p. 13). 1t is of the personal opinion of this author
that when these more expansive goals became a part of the reading programs
our problems in reading instruction began. If we leave the study of personal
and social problems to themselves they, through proper channeling, in time
take care of themselves. We need to narrow our goals down to the specifics
of reading skills. Too many of us tend to treat children as young adults and
we try to push too much to the child all at one time.

The particular specific skill that will be dealt with in this paper
is what Bateman has described.as the "mastering of the mechan;cal rote process
of letter-to-sound conversion."” (Bafeman, undated University of Oregon
publication, p. 2). The question which comes to mind is this: what takes
place during this process and what practical methods should the teacher use
to insure the mastering of this process? At this point it must be remembered
that the kind of child we 21re discussing in this papér is the léarning'disabled
chiid! What then do we do first? We are wanting to insure the mechanical rote
process of letter-to-sound conversion. We will assume at this point that the
child has been thoroughly diagnosed and a careful case study has been already

made...We will state here that the diagnosis shows that the child does know
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the names of letters. The child cannot read anything. We have the child's

ability to 'see"

images recorded and he functions well in this particular
process. llis sense awareness is good. His memory functioning ability is good.

He can learn concepts as he has been able to relate a good fund of knowledge

obtained through listening.

THE APPROACH FOR TEACHING EXPLAINED

OQur first step in insuring mastery of the mechanical rote process of
letter-to-sound conversion is to teach the child how to say the letter soupds.
Normally the child can say them if the teacher models-the sound for the child.
The teacher should show the child only one sound at a time. A set of 3" x 5"
cards with the letters printed on them are ﬁseful for this pufpose. The
teacher should show the child tﬂe'card as she pfoﬁounces the sound the letter
on the card makes. It is helpful to then have the child say the sound with
the teacher. After the teacher and chiid say the sound together the teacher
should ask the child to say the sound by himself. Sometimes for some of the
more difficult sounds the teacher will need to show and explain to the child
how to place his tongue, teeth and lips to make the séund correctly.

At first the child should only préctice one sound at a time. A new
sound can be added each day until thé child knoﬁs all the sounds. As the
child gets to be more proficient with the first sounds being taught it may be
possible to add two new sounds. vIt must be stressed here that for some children
this will be a very slow process for others it will be faster. Never push the
child faster than he can learn! After the child has ﬁastered being able to
pronounce single sounds step two can be introduced.

Step two is the brodess of learning .to sound out two letter words such

as at; an; am; it; is; up; on; and etc..  The teacher can again go through the
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same procesé of sounding the word out for the child, having the child sound
out the word with her and then naving the child do it alone. Each of the
two letter words are practices this way daily until the child can do it on
his own.

Step three in the process of learning to sound out three letter words.
The same process is used as before in step two. All through steps two and
three the sound cards are reviewed at least once before the sounding out of
words is practiced. During this third step a linguistic based readér may be
introduced to the child. Any of the linguistic reader's that uses word patterns
may be used. Each of several such readers has a series of one page stofies.
Before these stories there is usually a ‘list of words at the geginning of a

series of stories in these readers. These pages of words should be sounded

out in the same manner as the two and three letter words. The sounding out

of the word lists in the readers is a most important process because this
practice step helps to insure a carry over of the sounding out skill into the
actual reading process. At this point when a child asks the teacher what a
word is that he doesn't know the teacher should inSisg that the child sound
out the word.

Usually at this time it is possible for the teacher to begin giving the
child the real sight words or words which cannot be sounded out. If tﬁg‘
teacher has followed the preceding steps carefully the child will have begun
to gain confidence to be willing to learn the necessary sight words. The
chi{d is now on his way to being a reader.

At this time the child can also be started on the blends, diagraphs and
dipthongs. O'Brien gives a good list of these sounds and suggests a practical

order to be followed in teaching them. (O0'Brien, 1972, ED066, p. 8-9).
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it must always be remembered that the learning disabled child needs
daily practice to become skilled. Never give the child too much too fast!
It will be found that as the child gains self-confidence he can usually start

reading from conventional readers at his reading level!

Compiled by
Ramona Ann Hooker
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The term "Grouping" is becoming a leading controversial issue
in public education today, that is, homogeneous grouping versus hetero-
geneous grouping. This paper will elaborate on the meanings of these
two terms and the advantages and disadvantages of both. It will also
endeavor to illustrate various flexible methods of grouping children
for reading, combining homogeneous and heterogeneous groups.

In a recent study Warren G. Findley stated:

'""Homogeneous groupings occur when classes are formed

on the basis of similarity on some specific characteristic

of the students. The criterion for this clagsification

may be age, sex, social maturity, intelligence, achieve-

ment, learning style, or a combination of these.'
(Findley, }971)2

*
A . '

It iﬁgiﬁbossible to form a group of individuals possessing the
identical degree of any characteristic other than sex, and therxefore the
objective for homogenity is to produce a reduced range of a particular
characteristic in the group.

larry W. Sartain stated:

"In each homogeneous class there are individuals who are

as weak in adapting speed to purpose and materials as the

lowest in the slowest group and others who are as strong in

this trait as the best in the fastest group. The more indi-

vidual traits we look at, the more we see that there is no

such thing as a truly homogeneous group." (Sartain, 1963)6

Usually when school systems incorporate homogeneous grouping they
are really attempting ability grouping. Ability grouping is one of
many forms of homogeneous grouping and generally uses standardized mea-
sures of intelligence, ability or achievement in a given subject to
classify students and place them into separate ability categories.

Therefore, the term homogeneous grouping will be used inﬁerchangeably

with ability grouping in this report.
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"Heterogeneous grouping is generally accompiished by assigning
children to classes alphabetically or by choosing every nth name on a
list. Less often, classes are deliberaﬁely structured so that a wide
range of ages, abilities, achievement levels, socioeconomic backgrounds,
and ethnic status is assured in each class." (Findley, 1971)3 Using
these two definitions as guidelines one can see that homogeneous and
heterogeneous grouping concepts are essentially at opposite ends of the
pole. One may assume that homogeneous grouping could reéult in less
sensitivity to individual differences in children by giving teachers the
false notions that students in such classes are almost identical in
achievement: Thus, the different pagterns of abilities that emerge in
heterogeneous groups will not emerge in homogeneous groups.

A study reported by Irving Balow was concerned with the extent to
which a group can be truly considered homogeneous. The study was directed
tc answer two questions, 1) "Are homogeneous groups homogeneous?" and
2) "Do homogeneous groups make greater gains in reading achievement than
heterogeneous groups?" After months of study and numerous tests the
results showed no significanﬁ difference in the mean gain measured by
Metropolitan Achievement Tests-Reading comparing homogeneous groups and

heterogeneous groups. (Balow, 1965)1



Next come the various arguments for and against homogeneous
groupings. Why do teachers employ homogeneous groupings? Findley's
study listed numerous responses by teachers giving their opinions of the
advantages and the disadvantages of homogeneous grouping. The responses
are listed in order of the frequency with which they were mentioned by
respondents. 'Districts employing homogeneous grouping generally (189):

Improves attention to‘ininidual needs (45)

Permits students to progféss at their own learning rate (36)

Allows the student to compege on a more equitable basis (33)

Reduces ability and achievement“range within the classroom (25)

Facilitates curriculum planning (23)

Permits both remedial ;nd enrichment programs (21)

Results in better teaching and more effective learning (18)

Makes it possible for each student to achieve success (18)

Permits the more effective selection and use of materials (17)

Makes instruction easier (13)

Reduces sfudent frustration (10)

Is preferred by the teachers (8)

Improves teacher and student morale (6)

Encourages better use of teacher preparation time (5)

Offers no obvious advantages (4)

Facilitates scheduling (3)

Improves the student's self;image (3)

Facilitates motivation 3)

Is liked by parents of more talented students (2)"

(Findley, 1971)%
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The most noted response by teachers is that homogeneous grouping
enables the teacher to work within the.framework of one major lesson
plan which can accomodate for student individual differences rather than
many'specific diversified plans which may lead to confusion and be too
time consuming. But if the teachers are trying to accomodate these so-
called individual differences within the group they will perhaps find
these differences to be just as diversified whether the group is homo-
geneous or heterogeneous.

Recent research uncovered findings suggestiné that teachers prefer
to teach children of higher ability. '"The positive correlation .5215
of reading group assignment with teaching preference of the first grade
child as expressed by female teachers suggests a strong degree of asso-
ciation between these variables. One should not infer, however, that
'one of these variables has an effect on the other per se." (Miller, 1971)5

If grouping is fqr sharing, and since society is based on the indi-
vidual's dependence on group interaction of a.heterogeneous nature,
teachers must piace children into flexible groups in order to meet the
particular needs of each individual student.

"It is considered an unwise practice to seat children in groups
according to ability. Such segregation-tends to emphasize and make
groups inflexible." (Wynn, 1953)7 Wynn also states that flexibility

is the key to success in using the device known as grouping.
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Part II
I. Q. What is a good way to begin flexible grouping in the Fall?

A. It would be wise to start the year with a buddy program, having
the children pick a partner to share a library book, magazine
article, etc,

2. Q. What are some of the various activities you can use for flexible
grouping?

A. There are numerous activities and lessons that can be used with
children in any type group. Some examples are:
1)) show and tell
2) listening to tapes
3) playing games (reading) ,
4) story time - one child reads, the others listen
5) art projects, follow-up to a story or lesson
6) sharing library books '
7) skill groups _
8) enrichment reading groups
9) Rhyme Time
10) Dramatization for Reading and Social Studies

The main idea is to keep as flexible as possible by regrouping your
children to meet specific needs.

3. Q. What is a good pattern for grouping for Basal Reading Program?
A. The following pages are Patterns for Grouping - Summary Forms

devised by the Reading Center, Memphis Board of Education.
There are also some Skill Group Forms with directions for use.
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PATTERN FOR GROUPING - SUMMARY FORMS

Day ! Date

To doon Day 1l: 1. Give Group Word Analysis Test to all pupils.
: (Or Primary Skills Test) Record results on
Summary For Group Word Analysis Test.

2. Read-around the room using Book A (that book
you estimate will be suitable for the middle
reading group. )

BOOK USED FOR READ AROUND

LEVEL

Use class summary below to record results of read
around. (+indicates very fluent performance in that
book, ¥ indicates adequate performance in that book.
- indicates poor performance in that book, }

READ AROUND CLASS SUMMARY

NAME PERFORMAN\?E NAME PER F‘OR.MAN\/CE
- + - + -




Day 2 DATE

To do on Day 2: 1.

Teach a trial directed reading lesson in
Book A Level

to group which had \/ on yesterday's read around.

Teach a trial directed reading lesson in easier book to
children who had - on yesterday's read around.
Book B Level

Teach a trial directed reading lesson in harder book to
children who had + on yesterday's read around.
Book C Level

Record results on Trial Lesson Summary

(+ indicates very fluent performance in that book.)
(Jindicates adequate performance in that book.)
(- indicates poor performance in that book.)

L

7 2~

TRIAL LESSON SUMMARY

Group + Level
Book

Book Book

Group Vv Level Group - Level

Name Performance +V -{ Name Performance +v -} Name Performance +v-




Day 2 Date

To dv on Day 3: L

Using results of yesterday's trial lessons regroup as

necessary.

72

2. Teach 3 trial directed reading lessons to modified groups.
Use the same groups and books as yesterday unless sheet
indicates need for change.
3. Give Informal Reading Inventory to any children about
whom you are in doubt. (Use to determine instructional
reading level,) '
FRIAL LESSON SUMMARY
E;\sup + Level Group vJ " Level Group - Level
Book Book Book
Name Perforrﬁance + - Name Performance({+  -{ Name Performance| +v-
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Day 3 (Continued)

INFORMAL READING INVIENTORY RESULTS

Name I.R.I., Results - Suggested Instructional Level




10

Day 4 DATE

To do on Day 4: 1.  Analyze group word analysis test results to find strength
and weaknesses of each child.’ Record cn Skill Summary.

2, Write a specific prescription for each child -- what should
be done to {ulfill skill nceds.

3. Assign each child to one or more skill groups as need
indicates. Use Skill Group Form.

4. Do any other testing that seems necessary to determine
" skill needs. (Basic Learning Screening Test, Individual
Kottmeyer Diagnosis Disability Analysis, Auditory Dis-
crimination Test, etc.)

SKILIL. SUMMARY

NAME STRENGTHS-WEAKNESSES PRESCRIPTION
' WHAT I WILL DO

l
F
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Day 4 (Continucd)

SKILL GROUIP FORM
FLEXIBLE AND TEMPORARY SKILL GROUPS
(Children may be in more than one skill group)

SKILL NEEDED SKILL NEEDED
NAMES NAMES

8 !, o ste oo als L1 o 1o st d. steste .v. .1. ste sleste sl .v ........ st .v, st sk B .n. slesles! To ale alo ate ale ale ale sfs ale alo ale ofo sty ale ale ulo ate oty ute sto ute
ek <5 sl se sl esie sfesie sfesie sie sl sia e slesie i sl sl sl sl e sfesfe slesie sk <383 s slesle st e sle sle e sle sle ofesie siesie sfeslesie sl slesle
* SKI EEDED
$a ads absals als ofs als o Fo ats of o ale abe als alaals s ats als sbeatoate sleabs als als afs als ol oo ot o T abs alaal To alo als ols ofs alo ats ' ~~~~ ' d, ' ‘‘‘‘‘ ' e ‘ d‘ J J‘ J. als afe ots ols to ale als als als als ol als afs ofe ola o 1o ale ol als als als ale als ale als ols ots o,
st sl siesle sl sle iz e e sl e sjesiesie sje e sie siasfene slesje sie sl e sfe st s sesie sle s siesiesiesiesiesie sl sleslosie siesle sk < 512 5 sie sle sie sle sfesie sfesle sie siesie se e sie s slesje sfesje sfe s e e sfe e e
. o ol ats sbs abs olal o ale ale ataals ots afe ats ols als als 4l ot 2Va ofs als < sie slesiesieste s e ols o ats afs atoale afs als 2 e 3 e of e
e e sie e slesie sie siesleesiesia sfesiesiesie sl sl e sie siesie sl shesiesie sicsle sfe sieslesiesiestesiesia sieslosksiosk el sk steioiolohoekoloiolek sl doteiokosloekesiolok ek loksloksiok sior slokeslok

Instead of regular reading, try skill groups one day a week.,
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Reading is the basis of education in the United States today.

Students need reading skills to ful £fill the necessary qualifications of schools
\ .
today. Educators, especially reading teacheré, are faced with the perplexing
problem of finding material to meet the student's reading interests. Reading
interests require teachers to be aware of the great variety of material
available; but bringing the literature and the student together remains a
challenge. We must get the right book to the right student at the right time.

Curriculum guides in reading usually have an objecti;e relating to the
development of interests and the establishment of a habit of reading, voluntarily,
a wide variety of good literature. Thiks objective is so impo;tant today because
of the number of people who can read but who do nét read. The process and
vesults of reading become equally important goals since they are interdependent.

____(King, 1967)

Considering its position in the world, the United States lags behind in
reading. Our nation does not read as widely as many other nations. We rank
about eleventh in the amount of individual reading doﬁe. Sixty to seventy
per cent of our adult population do not read a book a year. We buy fewer books,
on a population basis, than most of the people in Western European countries.
(Schick and Schmidt, 1969)

Some of this lag in reading is bound to affect our students. If they
do not see their parents, friends, and teachers reading; they are less likely
to read.

Interest is a key to broad reading. Students all want to read a book
that they hear is forbidden. 1If they teacher can transfer a little bit of

this motivation to non-sensational reading, he is on the right track.

-
(Schick and Schmidt, 1969)
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So maﬁy Americans are not reading. FEvidently our schools are doing
a better job of teaching children how to read than in teaching children to
read. There are five major objectives for improving reading interests.

The major objective for improving reading intérests should be the develop-
ment of individuals who want to read. Children should be exposed to a wide
variety of books. Children should be involved with what they ;gad in meaning-
ful ways. Children should see that reading is really useful. Childrcn

should recognize the joy they can receive through reading. Once a child has
learned to read he has the key to the gates of all knowledée. All that man
has thought, dreamed, cried over, and discovered is written down somewhere

in books. (Huck, 1956) ¢

Children read for many reasons. Curiosity may send them to books.
Reading may be done for self-discovery or for emotional safety Qalves. Mauy
factors influence reading interests. Our success in guiding children to wide
interests will depend on how close we can come to the individual's own tastes,
needs, and capacity for understanding. (Walby, 1956)

Today when many forms of media compece with reading for the time of
individuals, it is imperative that educators know and understand the student's
reading interests. (Smith, 1956)

Children want to learn a great deal from their reading. They want many
kinds of information. They want to be entertained. They want adventure,
romance, and laughter. They want stimulation,vand want to find themselves.
(Jacobs, 1956)

It is a continuous process to discover, éreate, and maintain interest

within each student. Stimulating interests cannot be accomplished once and

for all at the beginning of the school year or by enticing a student to read
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a dozen books. To make maximal use of reading interests, teachers must know
their students and must provide interesting; readable materials. (Hunt, 1956)
Major improvements in reading materials recently have come from the
practical search for ways of mceting children's reading interests. Interest

is a valid and crucial criterion in choosing reading materials.

Personal reading, donetspOntaneously, is a response to interest.
Interests are as varied as ;Bildren's physiological and psychological compo-
sitions. Knowledge of children's interests makes it possible to guide and
motivate personal reading. (Suloway, 1956)

Whatever their motives, children are reading. But what are theyAreading?
This question has long been of councern Eo educators. Investigators have
soﬁght the answer in many ways. They have devised questionnaires, analyzed
library withdrawals, observed children, and talked with teachers, librarianms,
and parents. Research over a period of years show an amazing agreement and
certain tendencies in reading interests.

Perhaps the first study of reading interests was done in 1893 when True
reported "What My Pupils Read." One of the classics‘in the field of reading
inte*ests was done by Terman and Lima (1931) who found that boys favored
adventure and vigorous action; while girls preferred fairy tales, poetry,
and sentimental fiction.

Lazar (1937) -found marked sex differences in book choices. Boys preferred
mystery, adventure, detective, history, invention, and science books. Girls
liked mustery, and stories of home and schoof life.

In studying the responses of 3;000 chiidren, aged ten to fifteen, Thorndike
(1941) reported that boys liked science, invention, sports, amd violent ad-

venture., Girls favored home and scheol, rcomance, fairy tales, and animals,
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Norvell (1950) stat.d that over 50,000 students in grades seven to
twelve had sex differences in book choices. Boys liked adventure, mystery,
animfl; and humor books. Girls chose mystery, adventure, poetry, humor, and
home life books.

Shores (1954) found that science topics were favorites. Both boys and
girls ci.ose adventure, children's stories, aninul, and mystery books. Boys
chose science, sports, and Indian books. Girls liked fairy tales, mythology,
biography, romance, and school. .

Witty (1960) found that children showed sex differences in book choices,
play activities, and vocational choices. Boys chose adventure. and sports
books while girls chose adventure and.ho;e and schpoi life stories.

Sex differences in reading interests appeared in fourth grade and in-
creased appreciably in fifth and 'sixth grades. @Girls chose mystery books,
whereas boys chose non-fiction. (McKenzie, 1962)

Hurley (1965) found a pattern of rapid change of interest in the élementary
school as represented by animals, humanized animals, talking animals, real
animals, or péts, farm animals, éoo animals, or wila animals.

Stanchfield (1962) found that interest preferences were the same among
superior, average, and poor readers. Boys preferred cutdoor life, explorations
and expeditions, sports and games. Boy; liked unusual experiences, excitement,
action, suspense, historical fiction, and humor.

Vaughn (1963} reported-the reading interests of‘eighth grade students.
Boys -preferred mystery, history, science invention, and biography. Girls chose
home and school life stories, novels, and mystery.

Smith and Dechant (1961) found several trends in research “rom 1940-1960.

Fictional materials were chosen over informational materials. Girls read
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more than boys. Sex, age, and intelligence are important factors which in-
fluence reading interests. Boys choose adventure and sports, while girls
like family life stories. Primary children prefer animal stories, nature,
and fairy tales.

History and science topics were preferred in a study done by Ford and
Koplyay (1968). Age and sex were found to be more important influences on
interest than socio-economic status.

However, Norvell (1950) found that age and intelligeqce are not signi-
ficant factors in the choice of reading materials. Sex was a highly signifi-
cant factor in reading choices. Girls like many books chosen by boys, but
boys dislike many of the books chosen b; girls.

Chiu (1973) investigated sex differences in relation to reéding interests
and reading ability. He found no differences in reading interests among‘the
different ability groups. Boys preferred to read in the areas of biography,
science, social studies; and sports. Girls p:eferred adventure, fantasy,
humor, and éoetry.

Meisel and Glass (1970) compared the interest areas of voluntary library
books with interest areas in the 1956 edition of the Scott Foresman basal

reader New Days and Deeds. In most ¢ases the high interest areas in voluntary

reading did not match well with the percentage of times that an interest
appeared in the basal. Many of the children's interest areas were not included

in the basal reader. Both boys and girls liked dog stories{mbﬁf Ehey were not

included in the basal. Boys were interested in history and geography. But,

_..unfortunately, these interest areas were not in the basal reader. The type

of story found in thelbasal is not generally the type of story that children

voluntarily choose to read.

i



The reading preferences of first graders were studied. First graders
preferred pranks theme over polly-anna theme and pecr interaction over child-
parent interaction. The choice of stories with pranks theme over pollyanna
theme is in direct contrast to the relative availabilitv of these themes in
primary reading textbooks. (Rose, Zimet, and Blom, 1972); (Rankin and
Thames, 1968)

Prihers overemphasize common day-to-day parent-child interaction and
perhaps unwittingly take much of the fun and interest out of reading. Make-
believe characters are seldom seen in primérs. However, authors of children's
trade books appear to be aware of the c?ild's interest in fanrésy. Children
liked folk tales and preferred the pranks theme. The children did not prefer
all pollyanna type books because his experiénce tellé him that happiness is
not always a constant, dependable phenomenon. Boys preferred boy activity
stories; whereas girls showed no preference as to the sex of activity.
(Wiberg and Trost, 1970)

This shows that writers of children's books need to demonstratg greater
sophis;ication and awareness concerning the real life and developmental
interests of children. (Blom, Waite, and Ziﬁet, 1968)

Strang (1969) stated the importance of self-selection in relation to
children's reading interests. Freedom of choice in reading encourages ini-
tiative and individuality.

Youngsters chose colorful books with agtractive pictures. Comic char-
acters have been popular with all age levels. (Burrucker and Becker, 1970)

Students in grades four through seven were found to have comics as a
; popular choice.” They also liked mystery, adventqre, and ghost stories.

_(Ashley, 1970)
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Chall (1967) indicated that no reading method has ever been systemati-
cally tested in terms of pupil interest. Yet claims are made that a parti-
cular method is more interesting. The more interesting approach is often
the one favored bf the researcher rather than the éhild.

It has been observed that children's books are bought for the edification
and satisfaction of parents. Children's interests often are not considered.
There is a discrepancy between adults' and children's enthusiasm for the
Newberry books. Perhaps children should select the éward hooks. (Kaluger
and Kolson, 1969)

Johnson (1969) reports that students like to read the newspaper because
it appeals to them personally in its awareness, and because it will change
tomorrow. The newspaper is alive and jet-bropelled.

Today the movies, radio, and television play important parts'in the lives
of studenté. Sometimes these media serve as substitutes for reading. Educators
can use them to provide stimuli for rea&ing. ‘Nothing could be a bigger moti-
vator to reading interests than seeingifilms made from favorite books. A book
can come alive in a dramatized or animated version. (Reid, 1972)

Research found that an individual adult-child conference increased the
amount of independent reading done by elementary school children. (Schwenn,
et. al,, 1970, ED 040 841) |

The goal is to expand reading ipterests-both vertically and horizontally.
Everyone has dropned a pebble into water and "iatched the growth of ever
widening concentric circles. Growth in reading interests increases in a
similar way. The reading habits formed by youth today influence society

tomorrow.
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Readiﬁg interests may determine not only the futurq use of leisure
time; but also the future thinking of society. The true test of success or
failure as recading teachers is not found in test results; but in the reading
habits of children years from now. Will we héve taught them to be readers

or only to read? -



Problem: Recognizing and stimulating reading interests

Recommendations:

10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

22,

23.

24,

Teacher enthusiasm for reading

Téll storieg

Classroom interest i:uventory

Show films related to books

Invite authors and illustrators to visit
Bulletin boards relating to books

Read aloud

Book clubs

Books about famous people .

Students share books

Adult-student book conferences

Variety of books on various levels of difficulty
Creative expression related to books
Book fairs and displays

Informal reading records kept by students
Short books for reluctant readers

Allow free time in school for reading
Allow self-selection of books
Comfortable place to read

Many papefﬁack books

Variety of books and magazines

Relate books to radio, TV, movies

Relate current events to books

Relate holidays to reading

Colorful, recent reading material

J7
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Traditionally teachers have taught reading with a set of basal readers
at a certain time of the day. Reading was.taught in isolation of other
subject areas. Recading was taught at one time and it was assumed that reading
would carry over well in other subject areas. With the steady and constant
evaluation of education and educators, teachers soon realized that every stu-
dent that reads the basal reader does not always have enough reading skills
tolread his textbooks in other subject areas. |

Harris (1971, 333) states that "functional reading ircludes those acti-
vities .in which reading functions as a tool in the learning process.'" A stu-
dent does not succced in school from grades three onward without any functional
reading skills. He also states.that functional reading is vital because it is
"the most neccoss tool of intellectual inquify and learning."

Due to the complexity of the reading process in content areas and the
simplicity of reading in the basal reader, Spache and Spache (1971, 275-7)
say one cannot hope for success in the content areas only through the use of
a basal reading program. According to them, basal readers draw heavily on

N
narration, That is one of the least type.of skills in reading children in’
intermediate grades need for achievement in the content areas. As one brog-
resses through school one will soon realize the basal reader does not pro-
vide functional reading skills. 'The basal reading program does offr Z.valop-
mental training in basic reading skills such as ratc, vocabulary, word
recognition and comprehension." with the;e types of skiils, one develops
training in literary appreciation and general reading, not reading in the
content areas.

One skill that is mnecessary for functional reading is creative and

critical thinking. '"Creative thinking involves the production of new ideas,

g
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whercas critical thinkinE\involves reactions to others' ideas or to one's

own previous ideas. Critical thinking can be ereative, in that it can produce
new insights for the individual, but these insights are concerned with pre-
viously established conditions. Creative thinking is very close to the
problem-solving process and may be described as problem solving plus.”
(Russell, 1956, 306)

"The difference between problem solving and creative thinking is that
problem solving is more objective, more .. rected toward some goal which is
usually external. Problem solving must-be mere—constant with the facts.
Creative thinking is more personal, less fixed. It achieves something new
rather than coinciding with previously determined conditions." (Russell, 1956,
306) ‘

Critical and creative reading are .fer students from grades one to the
twelfth plus. Critical reading is a process which requires of the studene to
involve his own experiences and previous learning to read beyond the author's
printed words. It also calls for the student to read the hidden implications
presented by the aﬁthor. During the process of critical reading, the student
adds to her own knowledge. (Berg, 1964, 10) 'He keeps adding to what the
author wrictes. He adds his enrichmept of meaning, he visualizes, he recalls
experiences from his own life that confirm or de.yy certain statements, he sees
their relevance to other current conditions, he deciciezs what he is willing to
accept, he guesses ahead (even if some guesses are wrong), perhapé he catches
the author in some blunder. In short, Eg is truly creating a richer article
than the author ever intended--richer at least for the reader." (Gainsburg,
1961, 19-26)

When one thinks in terms of content areas one can see the value of these

skills in a subject 1like social studies. An eleme.atary social studies book
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presents ideas and concepts from an American point of view. If the student
is able to read critically, he may wonder about the Americans' point of views.
If he is reading about England maybe he can from previous experiences about
England react to the material as an Englishman might react. Also social
studies books do not always give all the information necessary to examine an
idea. Once there was a time when every student left scﬁool thinking the pur-
pose of the civil war was to free the slaves. The other important reasons
were not mentioned., They were carefully omitted rfrom the text.

Although critical thinking is an importanﬁ skill to ge taught in content
area courses, Herber (1970, 54-7) says many factors should be considered before
a lesson is presented to the stgdents. ‘He lists three important factors that
must be considered by the teacher when she chooses a reading assignment for
her students which are:

1. the major ideas which students should acquire as a result of

their reading; -

2. the technical vocabulary which holds potential difficulty for

students as they read the text;

3. the skills which students will need to apply in order to iden-

tify, understand, and apply the important ideas in that
particular selection.

Content area teachers are well acquainted with their subject area and
as a result may make assignments whiéh they think convey the concept in which
they hope the students will attain. Usually these assignments have gaps in
them which prevents the student from actually gaining the concept. Also
when the gap is present teachers have a tenden:y to fill in these gaps uncon-
sciously. Also experts who write the books accentuate the problem by assuming
these 5tudent¢ have the understanding necessary to comprehend the concepts.

As a result "the assumptions made by the experts become knowledge gaps for

the students.," Herber suggests the teacher read the material as if he were
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a student with limited knowledge about the subject. During the reading of

the material, the teacher can then determiue what concepts are actually pre-
sented and to what degree can the student understand the concepts. If this is
done, frustration by the student is climinated because the teacher actually
knows what the student will perceive which will not be based on assumptions of
what may be there,

Vocabulary is the most essential part of communication. if a student
does not understand the vocabulary of a text, he cannot understand the knowledge
being communicated to him by the author. Therefare it is the responsibility of
the teacher to be sure there is an understanding of the technical vocabulary
in the particuiar area. '"'Teachers must-select texts that are written to assist
learning and study them to famiiiarize themselves with the language barriers
which pupils will meet.'" (Russell & Fea, 1963, 3) A student's communicaticn
in the area is improved and successful reading of the material is achieved when
a student can develop adequacy and facility in the language of the material.

If competence and facility of theslanguage is not developed, the student will
be a word caller for that particular material., As a result of word calling,
there will be little comprehension, communication and retention.

When the teacher has identified '"the major ideas which students should
acquire as a result of their reading' and ''the technical vocabulary which holds
potential difficulty for the students as they read the text'", he is then ready
to evaluate the text to determine its organization pactern and the skills
necessary for the student to apply to gain knowledge and develop ideas.

“"A subject-matter teacher...needs only ask himself...'What competencies must
mu students have to carry out the learning tasks in this coursz as I teach it?'...

forget the labels and think of the tasks that the students must perform.

ERIC
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Thegse are the skills that must be taught or reviewed regardless of the
factors that may emerge from an‘ulaborutc study." (Artlet, 1963, 73)

Herber mentions some questions that the teacher must be able to answer after
she has analyzed the text. They are as follows:

Does the text follow a sequential development?

Does it develop a causc~effect relationship?

Does it draw conclusions?
Must students, within the organization patterns use specific
skills such as inference, deduction, and drawing conclusions?

W N =

He also says the student must be taught how to recognize the patterns
and taught the skills that are necessary to acquire inform;tion from the text
they are required to read.

Educatoré must equip students with skills so that they are able to function
in school as well as in society. Educators must provide students with enough

skills to read road maps, transportation schedules, inccme tax forms, and any

other relevant matter that one must cope with in society.
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ACTIVITIES FOR TEACHING FUNCTTONAL READING SKILLS

Functional reading is defined by Harris and Sipay (1971, p. 181) as reading
to gain information or understanding, or reading which functions as a tool
for learning. Using this definition, the follewing activities can be uscd
to teach the functional reading skills.

Skill:
Purpose:
Materials:

Procedure:

Activities:
1.

v~ W

Skill:
Purpose:

Materials:

Procedure:

Activities:
1.

N

Skill:
Purpose:

Materials:

Interpreting Symbols

To acquaint the students with symbols that they see regularly.
Replicas of traffic signs, interstate and highway signs, construction
markers, and danger signs or symbols.

Show students different signs and symbols and ask the students what
they mean and where or when you might see them.

Students could do individual or group projects on the history and
utility of traffic signs.

Locate information that explains how interstate signs were
developed and tell what the signs mean.

Locate the interstate and highway signs around Memphis.

List the reasons for using construction signs.

Find the many types of signs or symbols that mean danger.
Example: skull and crossbones

Reading and Understanding Schedules

To teach students how to obtain information from the many types
of schedules.

Bus, train and airline schedules, university bulletins, class
schedules and school calendars.

Acquaint the students with the many varieties of schedules from
the complex airline schedules to the more informal schedule of
a family vacation.

Have students plan a trip from Memphis to Los Angeles taking a
bus, a train ard an airplane. Have students list departure and
arrival time (Central and Pacific), the cost of the trip, length
of time required by trip and a schedule of planned activities
for the stay.

‘Have students plan a class schedule they consider '"ideal".

Let students list the schedules they follow in one week, -one month,
or oSne year.

Illustrate how college bulletins work and encourage a student to
demonstrate how schedule ccnflicts occur and can be resolved.

Understanding Measurement

To illustrate how a knowledge of measurement is an asset to
everyone. '

yard stick, ruler, tapc measure, cup, scale, teaspoon, tablespoon,
quart, gallon and a dress pattern.
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Procedure:

Activities:
1,

skill:
Purpose:
Materials:
Procedure:
Activities:
1.

Ut SN

Skill:
Purpose:
Materials:

Procedure:

Activities:
1.
2.
3.

4,
5

skill:
Purpose:
Materials:

Explain the utility of each of the measuring utensils and
explain how a pattern is used.

Instruct students to convert height to inches and weight from
pounds to ounces.

Measure the room and decide if it is longer than it is wide.
Then explain the diffecrence in inches.,

Ask students to suggest the pros and cons of a uniform measure-
ment system.,

Have a committee rescarch the history of measurement.

Decide why it is advisable to have measurements on patterns.
Divide the students into two groups to prepare a dish. One group
has a recipe and the ingredients, the other group has only the
ingredients, no recipe or measuring utensils. During and after
the preparation, have students discuss the advantages of using
a recipe, )

Using Phone Directories and Catalogues .

To instruct students in the use of phone directories and catalogues.
City phone directory, school directory, and retail catalogues,
Present directories and catalogues and explain how to best use them.

List the advantages and disadvantages of directories and catalogues.
Investigate the history of both.

Find old copies and compare and contrast the old and new.

Make-up a "want list" for a catalogue.

Prepare a listing of unusual items found in a catalogue.

List information that can be found in the '"yellow pages'

Preparing Forms, Orders, and Applications .

To teach students to recognize the utility of these items.

U.S. map, world map, state and city maps, graph paper, income tax
charts, and diagrams.

Present different maps, graphs, charts and diagrams and explain
how to use them. Explain legends for each and their purpose.

Plan the route you would take in a cross-country trip.
Develop a route for your around-the-world cruise.

Find the distance from Memphis to Nashville, from Memphis to
Washington, D. C.

Plot a rain fall chart for Memphis,

Illustrate how a sentence could be dlagrammed or present a
circuit drawing diagram.

Reading Weather Instruments
To teach students how to use weather instruments
Centigrade and Fahrenheit thermometers, and a barometer.
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Activitices:
1.
2.
3.

4.

Skill:
Purpose:

Materials:
Procedure:

Activities:
1.
2.
3.
4

Skill:
Purpose:
Materials:
Procedure:

Activities:
1.

3%

~ W

o

Skill:
Purpose:

Materials:
Activities:
1.

2.
3.

Have students record temperature of room at various times of day.
Compare the readings using both thermometers,

Have a "weather show'" cvery day. Use the information obtained

to predict what kind of weather tomorrow will bring.

Record daily barometer readings and look for patterns in the
weather,

Learning to Locate Information

To equip children with the knowledge of how to find information
and to be able to skim and scan material.

Reference works, encyclopedias, and newspapers.

Present refercence sources to children and ask them to suggest
how they might be used.

Plan a group or individual project that requires research.
Make a list of the library's referecnce books.

Compile a list of directions for using reference books.

Read a newspaper headline and have children skim and scan the
paper to find the article.

Organizing and Recording What One Reads

To instruct students how to summarize.

Pamphlets that tell about what to go see and do in Memphis

Show the pamphlets to the students and let them suggest how the
kinds of pamphlets could be organized.

Let students organize a field trip fron the pamphlets. They will
list how they plan to go, what they pian to do, and what they
plan to see.

Record the things that happen on the field trip.

Summarize what happens on the trip.

During a class meeting or announcements, have students to record
minutes.

After a story is read, allow students to outline the plot.

Let students perform an experiment and record the results.

Learning Specialized Vocabularies

To provide students with a knowledge of technical or specialized
terms found in the content arecas.

Contert area books, dictionaries and a thesarus.

Plan an experiment and introduce the terms necessary to understand
the experiment. . '

Have students find synonyms for the technical terms.

Demonstrate how a math formula requires knowledge of special terms.

/oo
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Skill:

Purpose:
Materials;

Procedure:

Activitices:

]
2
3

4
5

Skill:

Purposc:
Materials:
Procedure:
Activities:

1
2

Skill:

Purpose:

Materials:
Activities:
1.

2

3
4

/ol

Understand; - and Usine Maps, Graphs, Charts and Diagrans.
To teach st cuts Lo recopnize the utility ol these items,

.S, map, world wmap, state and cily maps, graph paper, income
tax charts, and diarrams,

Precent difLerent waps, graphe, charts and diagrams and explain
how to use them, Explain legends for cach and their purposc.

Plan the route yoeu would take in a cross-country trip.

Develop a4 route for your around-the-world cruisc.,

Find the distance from Memphis to Nashville, from Memphis to
Washington, b, C,

Plot a rain fall chart for Memphis,

IlJustrate how a sentence could be diagrammed or pregent a circuit
drawing diagranm,

Proficiency in Using the Table of Contents .

To teach students how to better use the table of contents
Reference books, text books, anthologies, and library books.

Point out the difference inthe table of contents of various books.

List informatioun ebecained from the table of contents.

Have students suggest reasons for putting a table of contents

in books. .

Offer alternatives to the table of contents.

Compare the table of contents with the index in the back of .
the book.

Metric system conversion

To provide students with practice in using a metric system
conversion table.

Conversion chart, scale, and yard stick.

Have students weigh themselves and convert their weight from
pounds to the metric system.

Let students convert their height to the metric system.

Plan a road tyip and convert miles to kilometers.

Convert a recipe to metric measurement.
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READING IN THE JUNTIOR HIGH SCHOOL

The teaching of rcading skills has been considered the responsibility

of primary tcachers until fairly recently. (Bamman, 1961). Teachers and other
educators are szeing that reading development is a kindergarten through college
task. (Winkel Johann, 1973). As studies were made, it was evident that it

is impossible to complete the instruction of all the reading skills in the three
primary grades. Primary children are too immature to achieve the most advanced
kinds of skills, and there are specific skills which must be introduced and
learned in the middle and upper grades, at the earliest. (Bamman, 1961).

Programs after the primary grades are being set up more and more to
meet the neceds of this development of the reading process. Reading courses are
beginning to be recommended in colleges for secondary school teachers. Even
some state systems, such as Ohio, are requiring a three houf credit course in
developmental reading for secondary English teachers. (Winkel Johann, 1973).

The larger school systems have realized from their studies that many
high school students lack the reading skills needed for preparing their lessons.
They are trying continuous developmental reading practices for the students for
the whole twelve-year span of their public school curriculum. Such large city
school systems as Denver, Los Angeles, Philadelphia, New York, and San Francisco
began some time ago to estimate the value of the reading of their students.
In 1946 San Francisco Public Schools issued a publication which stated that a
definite provision should be made for reading instruction as an important part
of the English period in junior and senior high school. (Bamman, 1961).

A questionnaire survey in 1955 was taken of 103 schools in the New York
Public System of the status and characteristics of seventh and eighth grade
reading instruction. It showed:

1. Organized reading programs which are found in grades one through
six appeared on a very diminished scale at the seventh and eighth grade level.

2. Developmental and corrective reading programs were a function of
the English program.

3. The geographical location, organizations of the school, or the
size did not affect this except that larger junior high schools in well-to-do
urban communities did offer more thorough programs.

4, The instruction of reading appeared to be dependent upon the
quality of the school administrative leadership and the initiative of indivi-
dual staff members.

5. Most of the reading staff members were not trained in reading.

6. A limited number of content teachers made any provisions at all
for reading improvement. (Buck, 1955).

A study on improving the reading achievement level of a junior high pro-
gram was made near San Francisco in 1968. It was made of 790 students in
seventh and eighth grades in an oldes area of a suburb bordering the southern
boundary of the city. There was a "widely varied ethnic and cultural mix"
within the students. No emphasis was made upon importance of school achievement.

/0.2
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The previous reading program had been for only 300 in the sceventh grade
with cach student having 45 minutes of daily instruction from one of the scven
reading tcachers. The teachers had a general feeling of great dissatisfaction
because it was not reaching all the children at their respective levels. Many
high school tecachers do not realize the need for complete coverage of the basic
reading skills. Many times when they do realize there's a need they do not
know how to go about meeting it.

The new program ran for a period of seven months. Even the teachers
enjoyed the program and learned a lot from it. Out of the 790 students, 243
students had a mean gain of 1.1 years compared to .6 years over the previous
seven years of school. The program was: (1) the first three periods of ecach
day was for reading and (2) the classes stayed as small as-—possible, especially
at the fourth grade reading level. The program was flexible so that students
could be changed from one class to another for a number of reasons - "peer
relations, teacher-student relations and achievement level changes'. The basal
series used was one designed for intermediate grades. (McCormick, 1968).

In the rest of this paper I would like to offer some recommendations
which I came across in my research of junior high school reading programs.
There are many things to be considered and thought through in setting up such
a program. .

As one author puts it ''the cornerstone of any good high school reading
program is the prevention of reading failures rather than the correction of
reading problems'. (Karlin, 1972),. -

Good reading programs must be established in a condition of cooperation
between the administration and the staff. They have to work together for the
program to succeed. In a successful program, the whole faculty participates
and the whole student body profits. 1If at all possible, a well-trained reading
specialist should head the program. By using in-service courses and demon-
strations, the untrained teachers can learn how to teach subject skills to
their students.

A reading center is a must in the school. The student and teachers can
both benefit from such a center. The students gain from direct instruction

while the teachers can consult with the reading expert.

Any program used must be tailored to fit the needs of the specific

school. The key to the success of a reading program is the school administrator,

The rrogram will fail without his sincere support. (Karlin, 1972).

Another author writes that there isn't any one type of reading program
which can fit the need of hig" schools in general. Each school must set up a

/0

program which will be suited to its specific group of students - '"their backgrounds,

potential abilities, and needs for supplementary reading instruction'". The
faculty must carefully examine the local situation, establish a trial program
with continuous evaluation, modifying the trial program until it becomes a
sound, workable plan., (Bamman, 1961).

In an article which appeared in 1962 the following recommendations were made:
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1. A thorouph stidy of the reading needs of the students must be
done and then et up a reading program which will meet the needs,

2, Acquire the help of a person well trained in the teaching of
reading to aid in initiating the program and to help the teachers.,

3. Start the reading program slowly with teachers volunteering, but
do get the whole staff involved as soon as possible.

4, Acquaint the whole staff with the problems of tecaching reading and
of yearly results of the program.

5. Carcfully check materials out before purchasing them for the
reading program. When presented make sure the teachers using them are thoroughly
acquainted with their purposes and uses. (Ellis, 1962).

In Pearl Jeffers' article which appeared in Journal of Reading, January,
1972, a checklist of guidelines for a junior high reading program. Here is
some of it:

1. The reading program should have the same objectjves and philosophy
as the ones of the educational program as a whole.

2, It should be coordinated with the reading programs of the elementary
and senior high schools.,

3. It must be reviewed regularly to be sure it is reflecting the develop-
ment of the objectives and philosophy of-reading instruction in the state and
the nation. .

4, The administrators, supervisors, reading specialists, teachers, and
other members of the professional staff should understand and accept the objec-
tives and philosophy of the reading program.

5. The encouragement of a variety of individual and group learning
activities which are appropriate for a comprehensive reading program should be
done by the administrative and supervisory staff.

6. The administrators and supervisors should obtain adequate financial
support for the needs of the program.

7. The administrators and supervisory staff should aid the teachers of
all subjects as well as the reading staff and counselors.

8. The administrative and supervisory staff should lead the 'developing,
modifying and improving the total reading program'. (Jeffers, 1972).

One author describes some types of reading programs which can be found in
the junior high grades.

1. Separate Subject Plan - In this plan the English teacher is responsi-
ble for developing the general reading skills needed by the students. Teachers
of other subjects are expected to identify and teach the specific reading skill
needed for that subject's reading materials.

2. The Core Program - Students not only engage in the informational
type reading but do a lot of pleasure reading. The classroom teacher and the
librarian work together in getting the students interested in varied reading
materials.

3. The Reading Laboratory - A very few secondary school teachers are
qualified to help retarded readers. The reading laboratory will be successful
if there is:

(a) ample space for it

(b) a capable recading specialists must be in charge of it

(c) a wide variety of materials available for use
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(d) an apreement among the school staff on a policy of the type
of difficulty to be treated in the laboratory

(e) a follow-up by the other tcachers of the school

(f) an extended in-service training to all the teachers in the school

(g) students should not be made to feel that attending special labora-
tory classes is a penalty

(h) a training place for the superior students as well as for the
retarded reader

(i) plenty of money must be available for the purchase of materials
and equipment, assistants for the students or facuity, and clerical
help. (Bamman, 1961).

In summary I'd like to use some ideas from Margaret Earlyfs article in
1969 which was entitled '"What Does Research in Reading Reveal - About Successful
Reading Programs?", Early said that the decade from the late 1950's to late
1960's witnessed much action on the high school reading front but not change in
direction in accomplishing the final goal. This goal still 'is the instilling
of reading skills instruction into all school subjects in which reading is an
important part of learning. At the present, reading is mostly an "extra" scheduled
course in the curriculun.

4

She suggested also that in the suitably ran school system, the teaching
of reading would move smoothly and easily from the primary grades to the inter-
mediate grades on through the secondary school. All reading instruction would
be done in the regularly scheduled subjects of the curriculum.

The best reading programs in the junior high school, or in any other grades
of school, will be when teachers are well capable of instructing students in how

to read and study in all subjects. (Early, 1969).

Compiled by Virginia Bouner
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This paper will be presentsd in two parts. The first part
is concerned with the research 1eading authorities in the field of
education have contributed in the methodology and application of
study skills. The second part is devoted to practical suggestions
for developing classroom activities in the pafticular skill area.

The area of study skills has often been misconceived on
the part of educators and teachers. A teachér in science may not
believe there is any time to waste on skill development and ther-=by
frustrates his students by asking.them to perform certailn tasks
that 1in reality are based upon the necessity of having specific
skills at hand. Herber identifies this attitude as "assumptive
teaching." (Herber, p. 9) Teachers may assume a child has the
background to accomplish certain tasks, but if the child has never
acquired the necessary skills to perform the task, the task is
left undone, or, at most, not accomplished to its full potential.
Marksheffel states that "study skills must be taught. Few students
learn how to study efficiently without directed practice and
guldance by a teacher. And thefe are basic study skills that the
student must learn and use for successful classroom learning."
(Marksheffel, p. 216)

Marksheffel raises the point that 1s echoed by other
researchers in this field, that the teacher, especially the content
teacher, 1s responsible for developing study skills in the classroom

that will be, and can be, extended to all levels of the learning
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process. David Shepard says that "the teachers own classroom
procedure should exemplify the techniques the student is to use.
The teacher will need to do four things with the students. One,
an overview of the material is done to denote the author's treat-
ment of the material. Second, the student's background 1s expanded
and filled 1n as necessary. Third, basic conceptual terms are
noted and clarified. And finally, the student 1s directed to read
for specific purposes." (Shepard, p. 1) The point Shepard makes
is "that the teacher occupies the crucial role and he guides the
student in study technique by both example and direction."(Shepard, p.8)
Making the student aware 5f the need for developing study
skills is only half the battle. Only telling a student that skills
exist and must be learned is not the directed guldance Shepard was
referring to. "It takes more than knowledge to improve study skills.
Not only must the student know what effective study skills are, but
also he must practice patiently until he has acquired them. He
can quickly learn enough to tell someone how.to study, but he.will
have.tb use continued effort in order to develop study skills
himself." (Robinson, p.4)
Roblinson goes on to say that not 2all students will need
to have the same skills taught to them. Because of the infinitely
varied backgrounds of the students, some will already be well
versed in some skills but be lacking in others. Because of the
varied background of each studens, "tﬁe program (study skills)
obvliously has to be individualized to fit each student's needs,

since each student progresses at a different rate and varies in the




number and kind of errors(he makes while learning new skills.
Methods that are of value in dealing with one student's problems
may be of little use to another student. More than other courses,
this program demands a highly individudlized laboratory approach.
And unlike other courses, the sublect for study is the student
himself." (Robinson, p.4)

Robinson has made the inference that the methodology of
study skills should be individualized to fit each student's needs
since not all students will need help on the same skill. The
course he 1s obviously referring to in the preceding paragraph
is a class in reading. The question that then comeé to mind is
whether study skills should'be taught only'in a specific reading
program. Herber says that "though reading can be performed
without the process of study, studying generally assumes ability
to read. (Gerber, p.2) Already knowing Gerber's position on
"assumptive teachling" we might safelj’concede that he is implying
more than meets the ear. Shepard makes the statement that "proper
study techniques and the skills of vocabulary, comprehension,
speed and reference interact uﬁon each other." (Shepard, p.3)

Where then is the right place to teach study skills, in
the reading class or in the content areaé And if the skills are
taught at all, should they be taught one skill at a time or as
a divergence of many skills, not only study skills. Herber
believes that "in actual practice, individual reading and thinking
skills are not applied in isolation. They are combined in various

patterns to form study skills. . . even as reading and thinking

//0
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skills combine to form study skills, so it is that the various
study skills are combined in various patterns to perform given
study tasks. Therefére, though several study skills are treated
in isolation, one must keep in mind that students would apply them
in various combinations according to the purposes established for
their study." (Herber, p.3) |

This view that specific skills can be taught in isolation
and yet have a collective purpose in the content areas is supported
by Robinson. He says "to develop maximum motivation and to increase
transfer of skills to actual studying, this work should be applied
as closely as possible to a studeqt's lessoqs in his’ other courses.
Artificial excercises may produce gains on similar tests, but these
gains do not transfer as well to actual studying as when the
how-to-study suggestions are made in terms of the student's methods
on other courses and his gains measured there." (Robinson, preface,xi)

Karlyn Kamm, in her study for the Study Skills Component

of the Wisconsin Design gives further support in this direction.

"There are two assumptions which underlie our fundamental skills

and subskill framework in fhe subareas: a) that learning can best
be achieved through the study of interrelated skills rather than
isolated skills, and b) having the skills presented in a development
sequence facilitates thelr being taught in context; e.g., map

skills are an integral part of the social studles program. Creating
a need to learn a skill is essential if learning and understanding
is to be complete.” (Kamm, p. 10)

Thus far we have made assumptions of what study skills are,
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where they belong, and who 1s responsible for facilitating the
learning of these skills. In all of the research thus presented
we have yet to discover why these skills are not treated as
assidously or ardentl&'as they should be. Horace Morse and George
McCune have identifled two reasons for the lack of teaching these
skills, the first is that:

There 1s a limited amount of training. Many teachers
neglect the teaching of study skills and methods of
inquiry because they are not themselves familiar with
the necessary skills. The second reason for the
unsatisfactory teaching of study skills 1is that there
has not been generally available to the average class-
room teacher any method of appraisal of the progress

of pupils in learning the desired skills. The wide-
spread interest 1n evaluation which has marked the last
few decades resulted in the production of a large
number of subject-matter tests. Outcomes of instruction
other than factual information were given attention

in many published tests, but study skills and critical
thinking received relatively little consideration until
very recently. As a result, the teacher emphasized
informational outcomes for the most part, both in
teaching and testing, and naturally tended to disregard
the outcomes which had received less emphaslis by leaders
in the field. About the only ways a teacher could Jjudge
the degree to which pupils were mastering study skills
were by the individual discussion during the recitation
or supervised-study period, or by examining the results
of the practice of the necessary skills in a theme or
written report which the students might submit. Both
of these methods of appraisal are excellent, and should
remain a part of any program, but they may well be
supplemented with exercises of a more objective type.
(Morse and McCune, P. 11)

Now that the reasons for failure have been supplied,
the only item remaining is to remedy the action. As for the first
reason, teachers need more preparation in the teaching of reading
concomitant with the teaching of study skills. In the state of

Tennessee it 1s now required that a teacher have at least one
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course in reading before they will be certified.

As for the second reason, that the means of evaluation
until recently have been lagging in the field of study skills,
Morse and McCune offer theilr own suggestions.

Any comprehensive test of skills must test a process
which 1s in actual operation as well as the results of
that process. There are two ways of doing so. One is
to test the results of practice in the use of the relevant
skills. The memorized material retained as a result of
such actual practice is to some degree an indication
that the process has been employed by the pupil, and
therefore that he has developed the required skill.

A second approch to testing skills is to present items
which require the actual practice of a skill. (Morse and
McCune, p. 12)

The concluding quotation summarizes what has previously
been stated in detall and gives an overview of how a program in
study skills can be developed along the adequate guldelines of
other researchers. Although the program is directed toward
secondary schools, it can be adapted to any “.evel.

The possibilities for developing study skills in
secondary schools are based on adequate and satisfactory
answers to three important questions: (1) What kind of
program can be developed which fits the realities of
secondary school education, with its pressures and demands
on students and teachers? (2) Who is responsible for
guiding students in developing these skills? (3) How
i1s this responsibility to be discharged?

A good study skills program has three phases of
of development . . . Phase One of the program assigns
responsibility for the direct teaching of study skills
tb the reading class . . . In Phase Two of the program,
the direct teaching of study skills takes place in English
class . . . The Third Phase incorporates the functional-
incidental teaching in content areas (including literature
in English classes) of those study skills demanded by
the texts and curriculum. (Herber, p. 8-9)

The last two questions raised concerning who is responsible
for guiding students in developing these skills, and how 1s the

responsibility discharged, can be answered simultaneously.
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Regardless of the phase of the program one considers,

the classroom teacher 1s responsible to guide students'
development of the skills, whether it be in a content

area or developmental reading class. Notice the word:
gulde. Too often teachers assume that students have
Skills needed to perform successfully on tasks. Literally
they assume that students already possess what they have
come to receive: skills and ideas related to a given

body of knowledge. One must not assume students'
competence: one must assure it. And the assurance

comes when students are guided by teachers. (Herber, p.8-9)
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This portion of the paper 1s devoted to practical suggestions

for particular skills. The skills are broken down into specific

areas and suggestions made for classroqm activities.

Summarizing: Here are some general hints which may

help the beginner:

1)

2)

3)

)
5)

6)

Read through and understand the material to be
summarized;

Appreciate and extract the main points;

Write the main theme 3#n your own words (do not string
together phrases from the original);

Replace sentences by phrases and phrases by words;

Do not reproduce detailed lists of examples when a
generalization will do;

Wait until you have read a complete section or

paragraph before making notes (otherwise you will
find it difficult not to rewrite the whole text).

(James, p.33)

Bring to class 3 or more accounts of the same event told

in as many different ways. For example: a newspaper article, a

speech, a letter, an official report, etc. Note the differences

employed to summarize the same event. Then have the students

make their own summary from something they have just finished

reading, or have them read something for the specific purpose

of summarizing and compare the stories.



Outlining:. The very first Job in outlining is to pick

. out the structure of the author's outline.
Once you understand the author's order of
headings and can supply more of your own,
you should indicate this order in your notes
by two simple devices. One 1is to indent one
order under another. The highest order of
heading starts at your left margin, the next
order is indented under that, and so on. The
other way of indicating structure is to use a
consistent system of lettering and numbering
the different orders. Use Roman numerals
(r,I1,I1I,...) for the highest-order headings,
capital letters, (A,B,C,...) for the second
order, Arabic numerals (1,2,3,...) for the
third order, and lower-case letters (a,b c,...)
for the fourth order.

(Morgan, p. 64)

Outline a chapter fpom a ﬁistory or social studles book.
Use the prepared headings for your own order of headings. For
more difficult work, have the students outline a well-structured

example of literature.

Dictionary: Guide-words: If there are enough dictionaries
avallable, call a word and havée students race
to find what page the word is on; if not enough
dictionaries, group the students in different
activities.

Entry word: Reproduce an entry from the dictionary.
"Besides giving pronunciation, accent, and
syllabication, the entry gives part of speech,

and etymology, then a series of definitions, and
finally under synonyms a number of words with
meanings that are similar to, but not identical
with, those of the entry word. Reading and
studying carefully this one entry can teach the
correct use of a half dozen words.

/] e



Library skills:

Try making a
would be to make a 1
of books and such yo
Once they have found
they can go on to th

you help those who a

Locating Information:

Students should have:

Get students famillar with the general
layout of the library. Take a trip during
class time to familiarize the students with
the layout and introduce them to the
librarian(s). Ask the librarian to give

an informal or formal lesson in using the
lilbrary and what sources are available.

The library has many uses other than checking
out books; by making students aware of this
there will be less fear and misunderstanding
about the library.

Students should be familiar with and be able
to locate these materials:

card catalog

reading rooms or study areas

reference workd

periodicals

classification

reserve shelves

special collections and facilities

*(A-V equipment)

game out of using the library. One idea
esson from a "Scavanger Hunt." Make a list
u would like the students to be able to find.
them they will bring the item to you and

e next item. Reward the winner, but make sure

re having difficulty.

Specific skills in the use of sources of
information

1. the ability to use the alphabet;

2. the ability to use the Dewey Decimal:
Classification;

the ability to use the card catalog;
the abllity to use The Readers Guide
to Periodical Literature;

the ablllty to use specific reference
materials;

the ability to use guide words;

the ability to determine the best sources
of information;

~ON U =W
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8. the ability to differentiate between
factual sources and fictional sources;
9. the ability to list a source of information
properly in a research paper, and
10. the ability to skim.

(Herber, p.l42)

An assignment somewhat similar to the game used for
library skills would be appropriate. Assign specific research
problems and ask the student to make a list of all available
research that can be found on that topic. Make the problems fun
and exciting and yet challenging to the student.

. .
Reading maps, graphs, charts and tables:
Develop clues that are availlable in determining
what is important: (1) The legend accompanying
the graph or table usually states what main idea
is being presented. (2) The written text near
the map, graph or table frequently summarizes
the main point or two that the graph or table
shows. (3) Note the major trend in the graph,
map or table. Does the line in the graph go up
or down or remain level? The reader's skill is
in his ability to glance at a map, graph, chart
or table and note the majJor trends.
(Robinson, p.49)

Prepare a vocabulary list of important words that deal
specifically with maps, graphs, charts and tables. Then make up
or take some maps, graphs, charts and tables from content area
books and go over carefully what each one has to say. Once the
student has grasped an idea of what to look for, make up some
humorous maps, graphs, chart: and tables for the student to identify

the main idea or trend behind the purpose.
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Notetaking: Recommended practice: From'readings-

First, no notes should be written down until
the whole headed section 1s completely read.
Sccond, the notes should be jotted down from
memory and not from the book. And third, the
notes should be taken in the student's own
words and should be brief, i1.e., 1little more
than a word or phrase.

(Robinson, p.35)
From listening-

Notes should be kept on the main ideas expressed
by the speaker. Do not spend time trring to
write every little detall or fact. Organize your
notes like you would organize an outline with

the same procedure of headings.

Give students practive after discussion of notetaking
both from reading assignments (preferably from the content areas)
and from listening. If they have taken good notes they should be
able to give you some feedback on the main ideas from their own

notes.

SQ3R: Explain and discuss the SQ3R method of studying.
This formula develops specific skills in the areas
of previewing, rate of reading for content areas,
and retention.

Survey: Preview the material to be read. Look
at the headings, pictures, graphs, maps,
ete.

Question: Make up tentative questions that could
be answered while reading the material.
Read for a purpose.

Read: Read:rat the rate the material calls for.
Literature can be read faster than a science
or math book. Develop several different
reading rates.

Reclte: Have you answered thé questions you raised
before you began to read? Has the reading
developed anymore questions to be answered?
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Review: Go back over the material you have Just
finished reading. Now 1s a good time to
take a few notes while the ldeas are
fresh in your mind. You may find them
helpful in the future.

Give students practice in using this technique. Ask them
to prepare a sample sheet of the SQ3R technique from a reading in
their content area classes. Once they see how useful it 1is, it

may catch on.
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N
JAEMPHIS STATE UNIVERSITY
STUDENT SELF ASSESSMENT
READING STUDY SKILLS
Name Grade
School Date
. Directions:  Ask yourself the following qoestions and rate yourself as honestly as you can. Place an x over
the yes, sometines or no.
Yes Sometimes No
3 2 !
1. General
I. I preview all of my reading tasks. O O 0
2. I can outline materials | have read. O O O
3. I prepare a schedule for my study plans. O O O
4, I use the dictionary when 1 do not know the O O O
meaning of 4 new word.,
5. TIrecord all new words I meet. O . ] g
6. I can locate the main idea in a paragraph. O O O
7. I can use the card catalog. O (| O
8. 1 can use the encyclopedia. . O O O
9. I take notes as | read. 0 O O
10. [I'summarize what I have read. o O o
TOTAL SCORE............... General.......ovvvveeee. O
, Yes Sometimes No
3 2 1
II.  Social Studies
1. I read cach assignment in my social studies O ' O O
text twice.
I take notes as I read. O : O O
I read the titles and the pictures before 1 read O O O
the social studics text.
4, I can read and interpret a graph. ‘ : ] O O
5. [ can read and interpret the symbols on a O O . g
map.
6. I can summarize what I have read. O O a0
7. I record all the new vocabulary terms I meet O O O
in my sociul studies text.
8. I read other boouks on special topics in social O O O
studics. :
9. 1 develop questions and read to find the O O O
answers in my social studies text.
10. [ can read and interpret tables. , a O O
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Yes Sometimes No
_ . 3 2 1
IIl. Science
| 1. I read each assignment in my science text O o O
twice.
| I take notes on what I read. 0 0 0
3. I understand the symbols used in the science O O O
text. )
4, I read the headings and sub-headings before I O o 0
begin to read the textbook.
5. Ican read diagrams. O O O
I can summarize what I read. O O O
' 7. 1 record the new vocabulary terms I meet in O O O
‘ my science text.
8. I can read and understand charts in my O o O
' science text. ‘
9. I read other materials in science besides the o o O
textbook.
10. I can find other science materials in <the o .- O a
\ library.
i TOTAL SCORE.......coovvvvnennn Science............ O
. Yes Sometimes No
? 3 2 1
! IV. Mathematics
) 1. I read each problem in the math text twice. O O 0o
4 2. 1 analyze the problem before I attempt to O O O
work an answer.
{ .
I approximate an answer. O o a
4
4. I know the meanings of the symbols used in O O a
+ math. .
. 5. ' Ican read and understand tables. O o O
. 6. Ican:cad drawings and diagrams. O O a
‘ 7. I record the new vocabulary words I meet in 0 0 a
my math text.
) 8. Ican read a ruler. . O ] O
9. I can summarize my reading. O O 0
10. 1 understand the special words I read in O O - O

‘ math.
. TOTAL SCORE............... Mathematics........... (M|
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SUMMARY CHART

Total Score I __ 1 11 111 v Average
Total Score 11 30
Total Score 111 28
Total Score IV 26
24
22
Grand Total ____ 20
18
Average 16
14
12
10
8
6
4
2 -

To improve my reading in the subject areas I plan to do the following:
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In dealing with the disadvantaged teachers must remember three important
questions:

1. Who are the disadvantaged?
2, Where -are they found?
3. How can they be taught to read?

Who are the disadvantaged?

The children commonly considered disadvantaged are the result of poverty;
of chronically unemployed or unemployable fathers; of one-parent homes, fre-
quently mother-dominated. They ave city slum dwellers, ruryal uneducated farm-
hands, and migrants. They are children of unassimilated lowest class Negroes,
Puerto Ricans, American Indians, Mexican Americans, and Caucasians. They are
one of every three city children who have too little of everything.

The term ‘'disadvantaged children'“is used to describe boys and girls
who come from widely differing peoples about whom teachers need to be informed
in order to understand traditional value and culture patterns that make the
children behave and react differently. (Noar, 1967, p. 8)

Most of the problems of the disadvantaged are related to the factors of
self-concept, language development and rcadiness. Teachers tend to view these
children as inferior in these three areas. Most teachers are products of
middle-class parents and even if they were formerly lower class they may show
superciliousness toward those they have left behind on a lower class social step.
The high self-concept of these teachers has aided their upward mobility, and
it is not surprising that they deny the identification with the less capable
children or their former peers (for in all probability they never did identify
themselves with their original group). (Spache, 1970, p. 9)

How can we expect any teacher to comprehend the problems of groups about
whom she knows literally nothing, and with whom she has so few experiences
in common? How can we expect a teacher to recognize the influence upon learning
and school behavior when: '

One's sole meal each day is the school lunch (all others are catch-as-
catch-can)

One is constantly tired from sleeping in a bed shared with four or

five siblings

One's irritability is high because of a constant lack of calcium in

the diet (coffee, wine, or soft drinks are substitutes for milk)

One's attention span is poor because of a low protein diet

One faces the pointlessness of going home, for there isn't any food

or any mother, or anyone else there, until the evening

One hears and speaks (if indeed anyone speaks more than a few words)
only some other language or dialect than that accepted by the teacher
who sees her role as that of constantly correcting (and hence squelching)
one's version of English

One has learned, in self-protection, to tune out the loud voices and
reverberating noises of crowded living (and also to tune out selectively
the remarks of one's teachers) .



Onc's sense of appcarance is so poor (for lack of a mirror in the home)
that one can't cven draw a recognizable self-portrait or profile.

One has never owned a toy, a ball, or blocks which might have fostered
form perception or experiences with object in space or in movement
One's carlier experiences with teachers from the kindergarten on have
been filled with frustration, threats, and punishments because of
one's inability to meet or understand their demands

(Spache, 1970, p. 9-10)

How does the middle-class teacher deal with these distasteful indicants?
How does she learn to accept and work with children who violate most of her
standards for what is right and proper, clean, and good? Does she continually
strive to pull these children up out of their level in the naive belief that,
after all, the main purpose of a public school education is to fit pupils
into her kind of society?

What are some of the basic beliefs of the teacher that she may have to

deny, if she is to help her pupils?
To succeed in life, people must:
1. be bodily clean, and ‘cleanly dressed
2. use correct English
3. live in quiet, clean, and attractive surroundings
4, be thrifty

5. show good social and table manners

6

7

8

(

L

. believe wholeheartedly in the ultimate values of education
. aspire to ever higher vocational and social goals

. be attentive, quiet, and industrious in school

Spache, 1970, p. 11)

Where are the disadvantaged found?

There are disadvantaged in every place, but most are concentrated in
certain areas. Most of the disadvantaged Black children are found in Northern
cities and the rural South; most Mexican-Americans in the rural Southwest
and West; most Puerto-Ricans in a few large Northern cities such as New York
and Chicago; most Caucasians in the rural South and the Appalachian Mountains
area; and most disadvantaged Indians on reservations and in the cities of
the Southwest and West. (Johnson, 1970, p. 17)

How can the disadvantaged be taught to read?

Actually, there is no one method to teach disadvantaged children to read.
Children who are ready - who have all the prerequisites for reading - learn to
read regardless of the method used to teach them., Culturally disadvantaged
children generally lack the prerequisites to become good readers in the present

/28
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school curriculum. They aren't ready to read and some never become ready
during their school carcers. Reading is a symbolic process, and culturally
disadvantaged pupils generally do not handle well the kinds of symbols that

are nccessary for learning reading in the widdle-class curriculum. It is
obvious that one should be able to speak the varicty of English he will be
taught to read - or, at least, to be able to hear the sounds of the variety
of English he will be taught to read. Many disadvantaged children can do
neither. (Johnson, 1970, p. 57)

Part of their language handicap is due to the nonstandard variecties
they speak, and part is due to the lack of concepts that generate a vocabulary
for learning to read. Language development tends to lag behind intellectual
development in a cumulative fashion, One of the reasons offered for this lag
is the lack of verbal interaction between disadvantaged adults and their
children. Even the beginning speech sounds of disadvantaged children appear
later. Many early studies show that lack of mothering.retards vocalization
and the mastery of speech sounds among the very young of the economically
disadvantaged. (Spache, 1970, p. 25)

The background of disadvantaged children give them less access to books,
fewer experiences of being read or spoken to. They have had much less oppor-
tunity for the development of cognitive or thinking skills because of a lack
of intellectual stimulation. They are accustomed to receiving immediate
rewards and punishments, based largely on the parent's interpretation of the
consequences of the child's action, not upon his intentions. (Spache, 1970,
p. 26) _

The problem of the school is to use the backgrounds of these pupils as
a foundation for teaching them to read. Compensatory programs must be designed.

Some Compensatory Programs

The U. S. Department of Health, Education and Welfare has funded some
compensatory programs for the disadvantaged:

More Effective Schools Program K-6 New York, New York 1972

Objectives:
1. To help poverty area children make substantial gains
academically, particularly in reading and math.

2. To help children become more relaxed in using materials and
develop their ability to use language functionally.

3. To sharpen teacher's alertness to children's individual
differences and learniung styles, thus enabling them more
effectively to formulate appropriate countermeasures in
dealing with reading difficulties.
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4. To develop a fuller appreciation of the community's importance
for the gchool's cducational eflfectiveness through a positive
attitude and an increcased understanding of the community life
styles on the part of the school personnel and students.

5. To help the children develop positive attitudes toward school,
toward the adults with whom they come in contact, and toward
their classmates.

6. To help cement parent-school relationships by encouraging
active parent participation.

The More Effective Schools Programs did not attempt to implement any
radical curriculum innovations. Rather it attempted to improve the quality
of a more or less traditional educational program through reducing the pupil-
teacher ratio; offering more small-group and individual instruction; pro-
viding remedial, tutorial, and enrichment instruction; extending instruction
to prekindergarten and after school periods; and encouraging teachers to
employ innovative methods such as team teaching.,

L4

This program was evaluated as being moderately successful in raising
student achievement over those of control groups in matched schools.

Higher Horizons 9th grade Hartford, Conn. 1969
100

The HH 100 program is characterized by small classes, individualized instruction,
intensive counseling services, and remedial language instruction integrated
within a special ninth grade curriculum. As an adjunct to the instructional
program, a program of cultural activities, civic trips, and guest speakers is
provided. As a school-within-a-school, HH100 has the scheduling and curriculum
flexibility required to individualize instruction and yet allow the entire
student body and instructional team to participate as a group in various acti-
vities. Subjects rotate daily so that students attend a different class

during period 1 each day. This system insures that at least once a week siu-
dents are fresh in each content area. ’

HH 100 students have consistently demonstrated statistically significant
gains in writing skills and reading achievement,

Some other programs (a listing) are:

Project MARS (Make All Reading Serviceable)
Leominster, Mass. 1-4

Project Early Push
Buffalo, New York preschool

Project R-3
@  San Jose, California 7-9 progression
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Problems Recommendations

Language Development 1, Use his language background in the
activities designed for the language
experience approach,

e.g. Have him write stories about

his neighborhood, his friends and

his family. (see the recommendations
listed under Language Experience)

2. Don't constantly correct his English,
but always use standard English when
talking with him.

3. Give him frequené opportunitites to
talk with you and his classmates
concerning his interests (and others
who may share his interests).

Readiness . 1. Provide him with many sensory objects
in the classroom, things to feel - to
smell - and to taste.

e.g. flower boxes, an aquarium,
freshly baked cookies, soft, silky,
rough and crumbly things to feel

2. Schedule field trips to many places;
museums, stores, 200, circuses, the
parks, etc. :

3. Have available many toys (for younger
children) or items that will foster
size, shape or motion concepts.

e.g. blocks, a mirror, a football .
pennant, a doll, a model airplane, etc.

4. Provide books and magazines of all
kinds in the classroom for the student
to choose if he wishes.

5. The: classroom must provide a friendly,
interesting atmosphere.

Self-Concept 1. Give individual, positive attention.

2. Vary the learning environment by
letting the child participate in se-
lecting an-activity.

ERIC
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3. Be affectionate; patting, snuggling,
hugging.

4. Make rewards a part of the class day.

For behavioral problems, mostly caused by a low sclf-concept, the list of books
for disadvantaged children found in this book will provide answers for the
students and the teachers. <(e.g. If a child is constantly bullying others in
the class, the teacher may choose The Bully of Barkham Street by Mary Stolz

to read in story hour or to suggest that the child read this book for enjoyment.
It is the story of a boy who bullics in retaliation for his parents' lack of

intercst in him.) There are books in this list to fit almost every situation,
for almost every minority group.
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INTRODUCTION

This paper consists of purposes for testing, research studies of
examination, aptitude, the theory of intelligence, special abilities,
evaluating information from reading readiness and achievement reading score,
listings of intelligence, reading survey, diagnostic reading, o£31 reading
tests. Informing interested parties of achievement and I,Q. tests are discussed.

The main purposes of evaluating is to improve instruétion. We evaluate
one's achievement f&r placement, diagnosis assessment or prediction. .Each of
these purposes requires some type of judgment strong or weak, high or low.

We describe instructional action that we shall take,. Achievement tests give
information that will provide a rational basis for action and decision. The
information is expressed in test scores and statistics associated with test
scores. TFor placement, many are concerned with the achievement status of pupils
in relation to each other; for assessment, with relation between end-of-course
achievement and beginning-of-course achievement. Test scores may be useful

in cbmparing. Here are five ways of comparison:

1. One may compare a pupil's achievement test score with the scores of

other pupils in his school (placement).

2, One may compare a pupil's (or group's) score on a subtest with his

score on another subtest (diagnosis).

3. One may compare a pupil's (or group's) achievement test score with

his score on a previous testing (assessmeﬁt).

4, One may compare a pupil's score on one achievement test with his

score on another achievement test (prediction).

/3¢



O

ERIC

Aruitoxt provided by Eic:

5. One may comparce a school's achievement test scores with achieve-

ment scorcs of a comparable group of schools (evaluation),

~————6, Onc may comparc a pupil's (or group's) achievement test score

with some fixed standard of master&.

7. One may compare a pupil's (or group's) achievement test score
with his scores on other kinds of tests (aptitude, interest,
personality, or attitude scales),

8. One may compare a pupil's achievement test score with other data

about his achievement (school marks, ratings). (Educational

Testing Service, Evaluation and Advisory Series, 1969, 17-22).

TOPIC 2
RESEARCH
Hahn and MacLean defined aptitudes as '"latent potential, undeveloped
capacities to acquire abilities and skills and to demoustrate achievement."
Tests are designed to measure these latent capacities. And on the basis of
the scores, predictions of future performance or behavior are made. As an
evaluation of one's mental status, the test may be considered measurement of
ability. (Hahn and MaclLean, 1955, 207).
Vernon proposed two major group factors in the theory of intelligence,
the verbal-educational group and the spatial-practical-mechanical group.

He noted the first included minor group factors, number, divergent thinking,

~ .
word fluency, and scholastic factors. The second group includes psychomotor,

perceptual, physical, mechanical and spatial factors. (Vermon, 1961, 1965,
211-213).
In contrast to genmeral ability and achievement there are special

abilities, Paterson, Gerken, and Hahn (1941, 1953) constructed the Minnesota

Occupational Rating Scales.
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1. Academic - Undcrstanaing and manipulating ideas and symbols

2. Mechanica! - Manipulating objects, tools, machinery

3. Social - Ability to understand and manage people

4, Clerical - To handle numbers and names accurately

5. Musical - Sense sound, reproductions

6. Artistic - Artistic merit

7. Physical -'Ability to perform physical tasks (Paterson, et. al.,

1953, 225-227).

Evaluation c¢f information done by Roger C. Farr on Réadiness Tests and
Elementary Level Reading Achievement Tests supplied by the publishers is as
féllows: ~ '

Does the test measure what it purports to measure?

1. Evidence is complete and satisfactory

None
2, Evidence as given is satisfactory but not complete enough to

support test purposes

Reading Readiness
Murphy-Durrell Reading Readiness Analysis

Elementary Level Reading Achievement Tests
*California Reading Test - Lower Primary
*California Reading Test - Upper Primary
*California Reading Test - Elementary

" Stanford Reading Test Primary I
Stanford Reading Test Primary II
Stanford Reading Test Intermediate I
Stanford Reading Test Intermediate II

3. Data given but indicate test is not valid enough for stated purposes.
None
4. Not enough information given.

None

*Additional information available from publisher

ERIC
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4

The larrison - Straud Reading Readincss Profiles
Lee - Clark Reading Readincess Test
Mctropolitan Readiness Test

Reading Achicvement Tests

Gates Mac Ginitie, Primary AA

Gates Mac Ginitie, Primary B

Gates Mac Ginitie, Primary C

Gates Mac Ginitie, Primary C S

Gates Mac Ginitie, Survey D

Iowa Silent Reading Tests ~ Elementary Test
Metropolitan Achievement - Primary I
Metropolitan Achievement - Elementary
Metropolitan Achievement - Intermediate

5. No information given '
Reading Readiness
Gates Mac Ginitie Readiness Skills Test Reliability
Are the test results consistent?
1. Evidence is complete and satisfactory
Readiness Test
None
Elementary Reading Achievement Tests
Gates Mac Ginitie, Primary A
Gates Mac Ginitie, Primary B
Gates Mac’‘Ginitie, Primary C
Gates Mac Ginitie, Primary C S
Gates Mac Ginitie, Survey D
Metropolitan Achievement - Primary I
Metropolitan Achievement - Primary II
Metropolitan Achievement - Elementary

Metropolitan Achievement - Intermediate

2. Evidence as given is satisfactory but not complete enough to
support test purposes.

Readiness
Lee - Clark Reading Readiness Test

Murphy-Durrell Reading Readiness Analysis
Achievement Tests
*California Reading Test - Lower Primary

Q *Additional information available from publisher
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*California Reading Test - Upper Primary
*California Reading Test - Elcmentary
Stanford Reading Tests - Primary I
Stanford Reading Tests - Primary IT
Stanford Reading Tests - Intermediate I
Stanford Reading Tests - Intermediate T1

3. Data given but indicate test is not reliable enough for stated
purposes.

Readiness
None
Achievement
Iowa Silent Reading Tests; Elementary Test
4, Not enough information given
lReadiness
*Metropolitan Readiness Test
5. No information given
Readiness

Gates Mac Ginitie Readiness Skills Test
The Harrison - Straud Reading Readiness Profile

Norms

Are grade or age equivalent scores usable?

1. Description of norming population is complete and uéable
Readiness
Metropolitan Readiness Test
Reading Achievement Tests
Stanford Reading Tests = Primary I
Stanford Reading Tests - Primary II

Stanford Reading Tests Intermediate I
Stanford Reading Tests Intermediate II

*Additional information available from publisher
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Description is not complete but norms seem usable
Readiness
Lee~-Clark Reading Rcadiness Test
Murphy-Durrell Reading Readiness Profiles
Reading Achievement

*California Reading Test - Lower

*California Reading Test - Upper

*California Reading Test - Elementary

Gates Mac Ginitie, Primary A

Gates Mac Ginitie, Primary B

Gates Mac Ginitie, Primary C

Gates Mac Ginitie, Primary C S !

Gates Mac Ginitie, Survey D

*Metropolitan Achievement - Primary I

*Metropolitan Achievement - Primary TI

*Metropolitan Achievement - Elementary

Metropolitan Achievement - Intermediate

Description is complete but norms are. limited for most purposes
Readiness Tests
The Harrison-Straud Reading Readiness Profiles
Achievement Tests

Iowa Silent Reading Tests: Elementary Test

Not enough information given
Readiness Test

Gates Mac Ginitie Readiness Skills Test

Subtests are not long enough for reliable use (only total test

scores should be used)

Readiness Tests

Gates Mac Ginitie Readiness Skillé Test
The Harrison-Straud Reading Readiness Profiles

*Additional information available from publisher



Lee-Clark Readines Readiness Test
Metropolitan Readiness Test
Murphy-Durrell Reading Readiness Analysis
Achievement Tests

California Reading Test - Lower
California Reading Test - Upper ‘
California Reading Test - Elementary
Iowa Silent Reading Test

Metropolitan Achievement - Primary I
Metropolitan Achievement - Primary II
Metropolitan Achievement - Elementary
Metropolitan Achievement - Intermediate

Subtests do not seem to be valid measures of subskills (only total
test scores should be used)

Readiness

Gates Mac Ginitie Readiness Skills Test
The .Harrison-Straud Reading Readiness Profiles
Lee-Clark Reading Readiness Test
Metropolitan Readiness Test
Murphy-Durrell Reading Readiness Analysis
Achievement

California Reading Test

California Reading Test

California Reading Test

Gates Mac Ginitie, Primary A

G tes Mac Ginitie, Primary B

Gates Mac Ginitie, Primary C

Gates Mac Ginitie, Primary C S

Gates Mac Ginitie, Survey D

Iowa Silent Reading Tests: Elementary Test
Metropolitan Achievement -. Primary I
Metropolitan Achievement - Primary II
Metropolitan Achievement - Elementary
Metropolitan Achievement - Intermediate
Stanford Reading Tests - Primary I
Stanford Reading Tests - Primary II
Stanford Reading Tests Intermediate T
Stanford Reading Tests Intermediate II

Several test items are either outdated or misleading or should be
used only with special population

Readiness
None
Achievement

Iowa Silent Reading Tests: Elementary Test (Farr, 1969, 48-49)

/#2.
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TOPIC 3

TEST LISTINGS

Tests of Intelligence

Arthur Point Scale of Performance (The Psychological Corporation,

New York). For'ages 5-15 measures abilities of deaf children, reading,
disabilities, delayed or defective speech and non-English speaking
population. The test consists of five nonlanguage subtests. Knox Cube
Test, Seguin for Board, Arthur Stencil Design Test I; Healy Picture
Completion Test II, and Porteus Maye Test (Arthur Modification).
California Test of Mental Maturity (California Test‘Buréau Monterey,
California). Memory, Spaﬁial Relationships; Logical Reasoning and
verbal concepts are measured to determine I,Q., Levels kindergarten to
adult,

Chicago Non-Verbal Examination (The Psychological Corporation, New York).
Designed for those handicapped in English language usage for the deaf,
reading difficulty, foreign language background; This is a standardized
test for verbal and pantomime directions. Levels - age 6 to adult.
Columbia Mental Maturity (Harcéurt, Brace and World Chicago, Illinois),
ages 3-12, one hundred items on cards 6 x 19 each containing three to
five drawings. This individual scale is suitable for cerebral palsy
patients. The individual selects one drawing which does not belong with
the series.

Full Range Picture Vocabulary Test (PSychologigal Test Specialists,
Missoula, Montana) Level - ages 2 to adult using cartoon cards in verbal

comprehension.
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Cessell Development Schedules (Psychological Corporation, New York)
These preéchool age tests measurce mental growth through language,

motor development, adaptive behavior, and social behavior.

I.P.A.T. Culture Fair Intclligence Tests (Institute for Personality

and Ability Testing, Champaign, Illinois) Measures general intelligence
with freedom from cultural and educational influences. Scale 1, ages
4-8 or adult defective requires 30 minutes. Two other scales range

to superior adult level.

Kahn Intelligence Tests: Experimental Form (Psycholdgical Test
Specialists, Missoula, Montana) No reading, writing or verbal knowledge
required. A scale for assessment of the blind and a scale to measure
concept formation,.recall; and motor coordination.

Ruhlmaum-Anderson I1.Q. Test (Personal Press, Inc., Princeton, New Jersey)
There are tests at each grade level kindergarten through grade twelve,
measuring learning ability in general.

Ruhlmaum-Finch I.Q. Test (American Guidance Service, Inc., Minneapolis,
Minnesota) Grades 1-12 measures general mental'development and gives an
I1.Q, score.

Lorge-Thorndike Intelligence Tests (Houghton Mifflin Company, Boston,
Massachusetts). Levels 4-12 verbal series measure scholastic aptitude
through subtests of verbal reasoning, vocabulary, verbal classification,
sentence completion, arithmetic reasoning and verbal analogy.. The non-
verbal series is available for kindergarten thrbugh twelve. These tests
measure abstract reasoning ability.

Otis-Leavon Mental Ability Test (Harcourt, Brace and World, Chicago,
Illinois). Pictorial and geometric items sampling the mental process of

classification following directions, quantitative reasoning, verbal
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14,

15.

16.

17.

18.

10
conceptualization and analogy reasoning are found in levels k-3.
Levels 4-13 contain verbal and nonverbal items sampling fourtcen
different mental processes.
Peabody Picture Vocabulary 7Test (American Guidance Service, Inc.,
Minneapolis, Minnesota). Ages 6-18. This is an individual wide range

picture vocabulary test of 150 plates in graduated series containing
four pictures each.

Pictorial Test of Intelligence (Houghton Mifflin Company, Boston,
Massachusetts). Ages 3-8, This is an individual test to be admini-
stered by a trained examiner to the normal or handicapped. The re-
sponse is verbal choosing one of four drawings.

Pintner General Ability Tést (Harcourt, Brace and World, Chicago,
Illinois). Level k-12. This is a four-battery series designed to
measure aspects of general mental ability.

Pressey Classification and Verifying Tests (Bobbs-Merrill Company,
Indianapolis, Indiana). Measures general intelligence. Grades 1-2
pictures; 3;6 and 7-adult similarities and opposites, information, and
practiéal arithmetic.

Quick Test (Psychological Test.Specialists, Missoula, Montana).

Ages 2-adult. This is an individual standardized intelligence test in
thiree forms. Those who can see the drawings hear or read the words;
and signal yes and no can be tested.

Slosson Intelligence Test for children and adults (Slosson Educational
Publications East Aurora, New York) This is an abbreviated form of the
Stanford-Binet. It is an individual, short test taking about twenty

minutes to score and administer.

/EST
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21.

S.R.A. Primary Mental Abilities Test (Science Rescarch Associates,
Chicago, Illincis.) This is a grade placement test for ability grouping.
The test consists of verbal meaning, perceptual speech, spatial ability,
reasoning and number,

Stanford-Binet Intelligence Scalsn: 1960 Revision (Houghton Mifflin
Company, Boston, Massachusetts). Forms 1 and 2 of the 1937 revision

are combined. The examiner must have special training.

Wechsler Intelligence Scale for Children (WISC) (Psychological Corporation,
New York). These twelve tests are divided into two, 'verbal and per-
formance. The I,Q, tables are calculated from ten test administered on

the subject. (Dechant 1970, pp. 586-591).

READING SURVEY TESTS
American School Achievement Reading Tests (Bobbs-Merrill Company,
Indianapolis, Indiana). Levels 1-9, Test materials on ability, skill,
progress, and reading difficulties, word, sentence and paragraph meanings
are measured in this reading test.
Botel Reading Inventory (Follett Publishing Company, Chicago, Illinois).
Levels 1-12, Measures word recognition, listening comprehension and
phonics. This test determines if a pupil is reading at frustration,
instructional or free-reading level,
California Reading Test (California &est Bureaﬁ, Monterey, California)
Levels 1-14, Testing reading vocabulary and compreheﬁsion.
Developmental Reading Tests: Primary Level (Lyons and Carahon, Chicago,

Illinois). These tests measure vocabulary, general comprehension and

specific comprehension.
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vaelopmentni Reading Tests: TIntermediate (Lyons and Carahon, Chicago,
Illinois). Measurcs basic vocabulary, factual reading, reading to or-
ganize, reading to cvaluate, interpret and appreciate.
The Durrell-Sullivan Reading Capacity and Achievement Tests (Harcourt,
B?ace and World, 1Inc., New York) Grade lcvels 2-6. Determine reading
capacity composed of pictures; reading achievement section consists of
word meaning, paragraph mcaning, a spelling test and written recall test.
The reading achievement test is rcad by the pupil without help from the
examiner. .
Gates-Mac Ginitie Reaaing Tests (Bureau of Publications Teachers College,
Columbia University). Dif%erent levels from Primary A Grade One-Survey
D-E grade 9. 9
Iowa Silent Reading Test (Harcourt, Brace and World, Chicago, Illinois).
Grades 4-8 and 9-13. Elementary-measures rate, comprehension answers to
factual questions word meaning, sentence meaning, paragraph comprehension
and location of information. The advanced level measures the same.
Lee-Clark Reading Tests (1963 Revision) (California Test Bureau,
Monterey, California) Grades k-2, Measures readineés reading achievement
and silent reading skills.
Metropolitan Achievement Tests: Reading (Harcourt, Brace and World, Inc.
New York). Grade levels: Primary I, II, Elgggﬁtary, Intermediate, and
Advanced (7-9). The primary measures word@égowledge discrimination;
the elementary measure adds heading comprehension and the intermediate
and advanced tests measure word knowledge and reading comprehension.
Monroe Revised Silent Reading Tests: (Bobbs-Merrill Company, Indianapolis,

Indiana). Grades 3-12., The student reads seventeen short paragraphs and

answer a question on each. Reading comprehension and rate are measured.
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National Achicvement Test (Acorn Publishing Company, lLong Island, New
York). The test measures sentence meaning speed and paragraph meaning,
Grades 4-9.
Nelson Laolmann Reading Test (American Guidance Service, Inc., Minneapolis,
Minnesota) Crades 4~8., Measures comprehension with a graduated sequence
of difficulty,
Nelson Reading Test (1962 Edition) (Houghton Mifflin Company, Boston,
Massachusetts) Grades 3-9. Mcasures reading ability in terms of

vocabulary and comprehension. This replaces the Nelson Silent Reading Test.,.

'Pressey Diagnostic Reading Tests (Bobbs-Merrill Company, Indianapolis,

Tndiana). Grades 3-9. Measures-speed, vocabulary and paragraph meaning.
Primary Reading Test (Acorn Publishing Company, Long Island, New York)
Grades 2-3, Measures word recognition, sentence meaning and paragraph
meaning.

Pupil Progress Series Reading (Scholastic Testing Service, Inc.,
Bensenville, Illinois) Grades 1-8. Reading achievement test measuring
total comprehension rate, vocabulary, and knowledge and use of sources.
Sequential Tests of Education Progress: Reading (Educational Testing
Service, Princeton, New Jersey). Grades 4-14, This measures five
categories of comprehension ;kills abilities and attitudes.

SRA Achievement Series: Reading (Science Research Associates, Inc.,
Chicago, Illinois). Comprehension, vocabulary, verbal-pictorial associ-
ation and language perception. Levels 1-9

Stanford Achievement: Reading (Harcourt, Brace and World, Inc., New
York). Three levels: elementary (grades 3.0 to 4.0), intermediate

(grades 5.0 to 6.9), and advanced (grades 7.0 to 9.0)., It gives a

paragraph meaning score, a word meaning score, and a total score.
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21. Straud-llicronymus Primary Reading Profiles (lloughton Mifflin Company,
Boston, Massachusetts). Evaluates progress on completion of the first
grade reading program, Level 2 helps determine strengths, and weakness
in the pupil‘s ability in the end of the second ycar of instruction
aptitude. Auditory Association, Word Recognition, Word Attack aﬁd

Comprehension. (Dechant, 197G, 592-594).

DIAGNOSTIC READING TESTS

1, Bond-Clymer-Hoyt Silent Reading Diagnostic Tests (Lydns and Garahon,
Chicago, Illinois). Group test - grades 2.5 to 6 for retarded readers.
The test measures silent reading skills.

2, Botel Reading Inventory (Follett Publishing Company, Chicago, Illinois).

A composite of Word Recognition Phonics and Word Opposites. It determines
whether the pupil is reading at a frustrated, instruction or free level.

3. Diagnostic Reading Examination for Diagnosis of Special Difficulty in
Reading (C.H. Sfoeting Company, Chicago, Illinois). Grades 1-4, combina-
tion of assessment procedures of special areas in reading.

4, . Diagnostic Reading Scales (California Test Bureau, Mcnterey, California).
Grades 1-8, Individually administered Tests designed to identify reading
deficiencies,

5. Diagnostic Reading Tests (Committee on Diagnostic Reading Tests, Inc.,
Mountain Home, North Carolina distributed also by Science Research
Associates, Chicago). Kindergarten-fourth, four to eight, eight to
thirteen. There are tests for word recognition, comprehension, vocabulary,
story reading, story comprehenéion, a~d rate of comprehension (upper level),

6. Diagnostic Reading Test (Scholastic Testing Service, Inc., Bensenville,

Illinois). Primary I, II, Grades 4-6, Grades 7, 8. The tests measure

Q rate, comprehension, knowledge and use of scores.
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7. Doren Diagnostic Reading Test (American Guidance Service, Inc.,
Minnecapolis, Minnesota). Remedial instruction tests for beginning sound,
sight words, rhyming, etc,

8. Durrell-Analysis of Reading Difficulty, New kdition (Harcourt, Brace and
World, Inc., New York). Grades 1-6.with fifteen subtgsts.

9. Duorak-Van Wagener Diagnostic Examination of Silent Reading Abilities
(Psycho-Educational Research Laboratories, Minneapolis, Minnesota).

It measures rate of comprehension to the ability to interpret inferences
from paragraph ideas. '

10. Gates~-McKillap Reading Diagnostic Tests (Bureau of Publication, Teachers
Colleges, Columbia University). This battery, for grades one through
eight, is for detailed diagnosis of specific deficiencies in reading
performance.

11. McCullough Word-Analysis Tests (Experimental Edition, Ginn and Company,
Chicago, Illinois). Grades 4-6. This test provides ten scores; initial
blends and digraphs, phonetic discrimination, etc.

12, Monroe Diagnéstic Reading Tests (C,H, Stoelting Company, Chicago, Illinois).
Offers‘diagnostic profile of specific reading retardations, in arithmetic
spelling and mental age.

13. Pupil Progress Diagnostic Reading Tests (C.H. Stoelting Company, Chicago,
Illinois)., Levels Primary I, II, elementary (grades 4-6), advanced
(grades 7-8).

14. The Raswell-Chall Diagnostic Reading Test of Word Analysis Skills
(Essay Press, New York, New York). Grades 2-6. Used to suppleﬁent

"information from standardized silent and oral reading tests.

15. Stanford Diagnostic Reading Test (Harcourt, Brace and World, Chicago,

Illinois). Grades 2.5-8.5. Aids in identifying specific strengths

[ERJ!:‘ and weakness. (Dechant, 1970, 595-598).
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TOPIC 4

SUMMARY AND CONCLUSION

There are two principles for communicating information from tests

results:
1. Parents have the right to know what ever the school knows about
the abilities, the performance and the problems of their children.
2. The school has the obligation to see that it communicates

understandable and usable knowledge. )

Transmitting general knowledge requires attention to content language and
audience, content means that the one must know what he is tryigg to get across
and language how is he going to ;ay it.

1. Values and weaknesses of test scores

2. Expectancy table or chart

Top quarter of class
Secondary quarter

Third quarter

Léwest quarter of the class

1.Q.'s should rarely if ever be reported to students or parents because
it is often seen as a fixed characteristic of the person tested. It serves as
a final conclusion about the individual.

Percentiles are the safest and most informative numbers to use. Do not
refeg to per cent of questions answered correctly but to per cent of people
whose performance the student has equalled or surpassed, With whom are the
students being compared? The '‘norm'" group is pertinent in meaﬁing relationship

of 1lst.
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A verbal technique to use is "you score like people who . . " to
P

n

a

parent. "Your son or daughter scores like students who . . ." students who

have more than average difficulty passing in arithmetic you may necd some

extra help on this in the next few years. (Seashore, 1959, 1-3).
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LEARNING DISARILITIES

INTRODUCTION

Learning disabilities or communication disorders is a difficult subject
to define. Many terms are uscd to describe this condition. Educators often
use the terms dyslexia, perceptual handicap, brain damage, and learning dis-

- ability, not really knowing if there is a difference. 1In this paper, dyslexia,.
perceptual handicap, and learning disability are used syno;ymously.

The child with learning disabilities has baffled parents and educators
for years. This child, who has_average?or above average intelligence, is
often referred to by teachers as immature, a slow learner, undisciplined, or
emotionally maladjusted. Parents and teachers have considered him lazy, hard
to control, scatterbrained, or just highstrung. These perceptually handicapped
children have been pressured by their parents and teachers, and failure has
been more the rule than the exception. They are oftep on the defensive, and
many feel quite hostile toward their parents and teachers. (Love, 1970, 85-88)

The behavioral patterns most frequently seen are a short attention span,
distractibility, hyperactivity, and impulsiveness. The normal child usually
inhibits his response to stimulation situations, and his overt behavior is
not intense. One of the most obvious of the difficulties that are character-
istic of the child with learning disabilities is his distracﬁibility, or over-
sengitivity to stimuli. His activities are very inﬁense, he responds to many
stimuli, and he expends a great amount of energy. He seldom stays still.

This child's bizarre behavior and inability to learn in the traditional classroom

are usually the forces that instigate parents to take the first steps toward

seeking help. (Love, 1970, 85-88).



Early diagnosis of the child's learning disability is of extreme
importance. In Schiffman's (1962) study of about 10,000 children, he found
that when diagnosis of dislexia is made within the first two grades of school,
nearly 827 of dislexic children can be brought back to normal grade classwork.
When diagnosis is not made until the third grade, the percentage drops to
46%. By the fourth grade, it is down to 42%. 1If the diagnosis is later, only
10 to 15 percent can be brought to a normal grade level. (Keeney, 1968, 92)

One of the most important principles of either corrective or remedial
reading instruction is that it should be based specifica11§ on diagnosed
reading difficulties. The specific deficiencies that a disabled reader has
can be détermined from a standardized diagnostic reading test.such as the
Durrell Analysis of Reading Diféiculty. The Spacﬁe Diagnostic Reading Scales,
The Developmental Reading Test, or the Doren Diagnostic Reading Test (Miller,
1971, 83).

The teacher must be able to accept each disabled reader with his diffi-
culties and be able to help him develop a positive self-concept. The child
usually has met defeat in all learning experiences in4school. The disabled
reader then has often become emotionally involved with his reading disability
to the point that he feels negativel& toward all reading situations (Miller,
1971, 79-108).

It has been assumed that all children can master three kinds of language
symbols: Aural: Aural symbols used in speaking and listening; printed symbols
used in reading; and written symbols used in handwriting. Educators have also
assumed that all children are capable of automatically progressing from left
to right across the page, as well as from top to bottom down the page. This

is not true (Jordan, 1972, 5).
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The most prevalent form of dislexic handicap is that of visual dyslexia,
but it is the casiest corrected. Visual dyslexia has little to do with vision,
but it is a matter of not interpreting accurately what is seen. Certain letters
are scen backwards or upside down. Parts of words may be reversed (Jordan,
1972, 1-9).

The most difficult form of dyslexia to correct is auditory dyslexia,
which is the inability to perceive the separate sounds. A third type of dys-
lexia is the inability to coordinate hand and arm muscles to write legibly.
Their writing may be hard for them to read and impossible for others to read.
But rarely does a child exhibit only one form of dyslexia. It is essential that
all disabilities, as well as the severi;y of each one, be identified as early
as possible (Jordan, 1972, 1-9).

Several methods of teaching have been successful in children with learning

disabilities.

s
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The Color Phonics System

The Color Phonics System, which Bannatyne (1966, 193-214) recommends,
is a set of individual letters and letter combinations printed on small cards,
the letters being color coded in such a way that once the principle of the
coding has been learned, the child can identify each sound. The theory behind
the wethod is that most dyslexic children suffer from an inability to remember
constantly changing patterns of sound-symbol association, and therefore, the
simultaneous manual, auditory, and visual sequencing'of phonemes and letters
is the essential element in learning to read. A small mirror is often used in
order that the child watch his lips and tongue as he makes the sounds. This

helps him to understand how the sound is produced.

The APSL Approach

Dr. Charles Shedd (1968, 4-6) uses what he calls the Alphabetic-Phonetic-
Linguistic-Structural Approach. Materials require the student to learn the
name of a letter and the sound of the letter. This is the operation of alpha-
betic-phonetic approach. As letters are introduced, the student is asked to
identify the letter by name, to trace the letter on a model with a finger of
the preferred hand, to reproduce the letter on sandpaper without the model, and
then to write the letter with a pencil. A sound is then given to the letter,
and the student is asked to write the letter while making the sound. As soon
as the student learns two letters, such as a and t, they are added together
to form a larger language unit, a phonogram or word family. This operation is
termed structural-linguistic. By the way of this procedure, the student is able
to read at the first session. From this elemental beginning, there is a con-
tinual progression to more complex linguistic units. The consonants selected

for initial introduction are high incidence ones. Only short vowels are
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introduced in the begimming., After all the short vowel phonograms are intro-
duced and related to all begiuning consonant sounds, all initial consonant
blends are related to alrcady recognizable phonograms. The same is true for
diagraphs. Then there is an expansion by means of the vowel shift from short
to long by the addition of a terminal e. As reading or decoding progresses,
the instructor makes frequent inquiries to have assurance that the student

knows the meaning of the words in the material.

Other Techniques

Various methods or techniques have been used with dyslexic children.
Keeney (1968, 92) states that twenty-five therapeutic techniques are used in
Maryland. Every method, in somé way, uses visual, auditory, kinesthetic, and
tactile, stimuli as a means of learning. A talking typewriter is said to be
one device that can be helpful. Morsink (1971, 109-217) suggests that an ordi-
nary teacher without expensive materials or impressive credentials can achieve
remarkable results, if she uses concrete experiences, and overlearning combined
with a reward to ail successes. The reward is initially caundy, then candy and
praise, and finally, praise. Mazurkiewick (1966, 161-174) recommends using the
Initial Teaching Alphabet with dyslexic children in the early stages of their

reading difficulties. He says tha2 most significant barrier to reading, the

/6

ability to recognize or analyze words, is removed by i/t/a materials. The length

of time that the dyslexic reader continues to read i/t/a material, after achieving

independence in reading, is governed primarily by the length of time necessary
to develop his confideneg.in commanding the printed page and his efficiency and
effectiveness in oral and silent reading. .

The Walerford School District in Michigan has achieved a successful pro-~

gram by concentrating on.eafly discovery of disabilities and working on a small

group individualized approach. In some of the severe disabilities, the children
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arc in a one-to-once learning situation (jleckeral, 1969, 199-204). 1In this
program and others, such as pr. Shedd's program, it was cconomically feasible
to have a one-to-one learning situation by the use of parents and college
students tutoring, under the guidance of a teachér (Jones, 1972, 61-68,
ED 160 166).

A simplified method that any classroom teacher could use was proposed by
Eddy (1967, 195-6). The method, simply described, is that the teacher writes
each word on the chalkboard. She enunciates the word and uanderlines each
syllable as she pronounces it. She writes each word of thé sentenceé in this
way. The children read the sentence aloud. The lesson is developed word by

word, and sentence by sentence. The lesson is then transferred for a class

reading book.

RECOMMENDATIONS

Until recent years, children with learning disabilities were a neglected
group of children. Scant attention was given these children that seemed so
bright in some areas and so slow in other areas. Néw, educators are beginning
go have a better understanding of these communication disogders. Several
me thods have proven to bé helpful in teaching these children to read, and these
methods use a multisensory approach. The prime concern is the early discovery
of this disability.

There should be a concentrated effort by teachers in the lower grades to
determine yﬁz'a child is not learning. Teachers in the primary grades éhould
be required to take courses or attend workshops on communication disorders.
Each primary teacher should become an expert in recognizing the symptoms of
dyslexia and make refcr;als to the Guidance Department in the child's early

¢

school life.

/3
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The Psychological Service Department has the complex task of making an
accurate diagnosis. Extremely competent pcople should be available, These
people should be familiar with all tests available and understand the validity
of each test. Administering and scoring the tests must be done with pains-
taking care, and the interpretation of the tests requires complete coﬁsideration
of aii aspects. Other behaviors have a direct and indirect relation to reading.
Highly qualified personnel must be available for the final interpretation of
the»data. Diagnosis is a series of attempts at identification of the problem
areas, and must be carefully done before remediation begins.

To be successful, remedial instruction must focus upon the specific
learning needs of each individual. A vériety of situations should be available
to meet these specific needs. The most severe disabilities may require a one-
to-one relationship for any sudcessful learning to take place. Small group
work with abundant individual attention is necessary for most learning disabili-
ties. A self-contained classroom may be recommeﬁded for some of the children.
Other children may learn best by working with a Resource Teacher for a small

portion of the day.

< A variety of teaching materials and methods should be used by the teachers.

A multisensory approach is required, but each child cannot learn by the same

sense in the same degree., If a child learns best by hearing, then many situ-
ations that utilize his listening ability must be used to reinforce his reading
skills. If touching helps him to see the words better, then many concrete
items must be provided for him to touch.

Research has shown that the dyslexic can be taught to read. He can be
educated in a way to reach his full potential. A dyslexic can become a pro-~
ductive citizen if the diagnosis is made in his early years and a remedial pro-

g.-am begun.
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Introduction

How do we learn? Two modern principles of behavior have opened a
"whole new world for education. During recent years, psychologisté have
discovered that the self-concept (or the beliefs we hold about ourselves)
is so tremendously important that it affects bractically everything we do
Through this paper | shall convey how.rescarch shows that the self-

concept acts very much like a quota for an individual,
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At any givic time a person may be motivated by a wave of internal and

{ xternal factors. The strength of cach motive and the pattern of motives influenc

«~he way we sce the world, Lhe things we think aboul and the actions in which we

cngage.,

{m Motives fluctuate and arrange themselves in various patterns at different
times. Some of a person's motives are always operating, and his behavior is

-

{ argely controlled by them. The effect of motivation on léarning and performance

Fas been ‘a matter of central importance to education for many years. The basic

i . . . .
hature of the effect of motivation on learning and performance can be more easily

1derstood in a simplified situation and tben generalized to a more complex

i
??ha‘“o"' Jo Fo Mall = 1951 pea 3Le39 |

( According to Yerkes and Dodson, motivation does facilitate learning and
ierformance. A large number of experimental studies with animals, children and

duits have shown that all kinds of maze running, bar pressing verbal responses

ot
!

¥ 11 be learned faster when drive is increased to moderate levels. A considerable
L.
amount of evidence now suggests that increasing a drive up to a certain point

{lcilitates behavior; but extreme degrees of drive may result in deterioration.

Ls .

This effect may.be due to physical weakening, the emergence of irrevelant and

i.terfering responses, or the induction of an emotional state. The exact point at
-gins to interfere with learning and performance depends on the nature of the

tdsk. As tasks become more difficult, the facilitating'level of drive gets lower

£7d lower.

.-

Simply stated, the optimum motivation lor learning decreases with increasing
o | .
] < d [ ¥ o L . . N )
EtL.s' ifficulty 196k, Yerk: : and Dedgon ppe 12-1h: pe, 6l
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Motivation is a key factor that determines how a person will behave, Al
kinds of behavior involves motivation such as learning, performance and pavcei-

ving. The relationship between motivation and Lehavior is sometimes complex.
i )

Motivation is distinguished from other Tactors that influence behavior
i_such as past experiences and physical capabilities. A motive is an internal
r:Factor that arouses, directs and integrates a person'!s behavior. The uses to
-which a person puts his human capabilities depends on his motivation; such as

["desires, wishes, wants, needs, yearnings, hungers, loves, hates and fears.
I
[

Motivation is inferred from other aspects of behavior. The vigor, frequency
o

| and speed of a response is sometimes an indication of metivation. The dominance
r‘OF a theme in a person‘s conversations, fantasies and dreams also suggests cer--
I

L.tain underlying motives. Social or achievement motivation is strongly influ-

rrenced by child rearing methods, parental values and Family structure. Most
!

historians, economists and sociologists explain individual motives in terms of

{Ithe conditions in the society in which a person lives. An important factor in

_economic growth is that ‘motivation to achievement precedes economic growth,
LMcCleTland tested the idea that the great ciViIizations of the past such as the
~classical Greek civilization depended on achievement motivation. Ancient Greece
Lbegén developing economically during the eighth and seventh centuries B.C., but
Eit'was not until the sixth century B.C. that Athens began to show the kind of

civilization it was going to become. During the fifth century B.C. it reached
£
i

' its Golden Age of Pericles. This was the period when the familiar figures of
,-Aeschylus, Sophocles, Euripides, Socrates. Plato and Aristotie lived and made
Lvt:hc-:ir tremendous c0nlribulfon to western civilizalion,

r' This was also a period of great econoun.ic strength, Shn:tly after this;

g . o
Athens lost the Pcloponnesian War to Sparta and began lo decline. McClelland -
| takes the position that the motivation for achievement preceded the pefiod of

]

cmavimum growth and that the decline of the civilization was preceded by a

"ERIC
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mmsmane in achievement motivation,” DeCa “icCleltanB 1943 p, 99-108
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The cuestion still vorains: What factors delermine an increase in
achievement molivation in o society?

Achiievencnt ot iyt ion o fostored by ‘parcntal waesos 0 o son=dotinant
father and high achievernent otandarvds,  Why do parents behove this way? One
passibility is that the parcents want independence in their children and
iﬁcidentally produce high achievers. However, if parents push their children
too much toward+ achievenent they may find their children rejecting achieve-
ment altogether. '

Murray listed twenty social motives ( or psychogenic neads ) that were

used in his TAT test, which is most inﬁluential.§ TAT is a Thematic Appercep-

“tion Test which is widely used as a personality nationwide. Consisting of

"a series of pictures of people in various situations. The subject is asked to

use his imagination and write a story about each picture.
] Abasement- To submit to external force. cx. Accept blame, criticism

and punishment. To admit defeat or error. To seek and enjoy pain. illness,

punishment and misfortunc,

2
Achicvement- To accomplish something difficult as rapidly and indepen-

dently as possible. To excel self and to rival and surpass others.

3

Affiiiation- To draw near and enjoy cooperating with one who resembles

i

or enjoys the subject. To remain loyal to a freind.

Aggression- To overcome opposition forcefully. To fight, oppose

forcefully, or punish another,

5

Autonomy- To get Free, shake off, To resist cocrcion and restriction,
6

Countteraction- 1o overcome weaknesses, to repress fear., To search for

obstacles and difficulties to overcome.

Defendance- To defend the self against assault, criticism and blame.

Deference~- To admivce and support a superior. To praise, honor or

“&1onize.

[ERIC

Dominance- To control once's human environment, To inf luence or dircet
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the behavior of others by suggestion, seduction, persuasion or command,
10 Esxhibition- To malke an impression; to be seen and heard.
i Harmnvoidhmoe - To o avoid paing, phyasical injury, i1 ness and doetis,
To cscape Trom a dangerous situation,
12 Infavoidance~ To avoid humiliation; to quit embarassing, situations
which may lead to belittlement, scorn or indifference to others.
Nurturance- To give sympathy and grati 'y the needs of a helpless

object; an infant or any object that's wcak, lonely, disabled, tired or

inexperienced.
1h

15

Play- To act "for fun" without further purpose. To laugh and make

Order- To achieve cleanliness, arrangement, balance and neatness.

joles; to participate in games,sports and danzing.

16

Sentience~ To seek and enjoy sensuous impossions,
17

Sex- To seek and enjoy an erotic relationship.
18

Succorance- To have one's needs gratified by the sympathetic aid of
an allied object. To be nursed conscled, supported, protected, advised and
guided. i

19

Understanding- To ask or answer general questions.

When we examine Murray's list and apply it to our freindswe find it a
remarkably sensitive description of the motivationé] patterns.in everyday
Tife.

Curiosity notives can be found in very young children. Jean Piaget, the
grcat Swiss developmental psychologist, observed curipsity in his three month
old son, Laurent. Piaget suspended a rattler above L%urent's crib and attached
a string. For fifteen minutes Laurent shook the rattlér and laughed repeatedly.
No extrinsic rewards were involved. The strehgth of t%e mot ive depended on
the nature of the visual stimulus.

i

Maslow has suggested that man has a number of prinmary instinctive motives

FEGing from lower to higher motives. These are arranged in a hierarchy that
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corraesponds to the assumed cvolutionary level of the motive. First, the
peychological motives, like hunger, come. Then the safety motives like [ear;
tho Tove notive,, the coteen mot ives and finally the motive for sclf-
actunlization (or self- fullillwment) to reach one's highest potential. The
Clower the motive the more critical it is for survival and the carlier it ap-
pcared in evolution. A higher motive docs not appear until the ones below
7
it are all satisfied. 193L, &brennn faslow, Pgo 112115
Motivation affects memory. For example, if a persoh is aslied to look at

the photographs of faces and later describe them, he will remember them in line
viith his fealings aqe attitudes at the t.ime he saw them and at the timz he is
trying to remember them. Because of this tendency a great deal of the eyewitnes:
testimony given in courtrooms tends to be inaccurate and distorted. Details arsz
forgotten, nonexistent weapons are remembered and the actions of one person
attributed to another.

Z &ller demonstrated a forceful type of distortion experiment called
repressioﬁ. Showing that an‘ex erience of failure threatening self-confidenca
of a person could interfere with the retention of material learned just before
Lthe failure expericence. First, he asked a group of college students to mem-

orize a list of nponscnse syllables, He gave a meaningless syllable such as

MOV and they responded with something like BlV . After they had learned their
list perfectly, they were asked to perform a cube-tapping task in which a cube
held in the hand must tap out a patfern of four cubes on the dask. Here's
whoere the failure was induced: Mo matter how well they did, the subjects were
told that they had failed and that no one with such poor memory could ever
have hopes of getting through college. When the threat of self-confidence was

removed, memory retgrned. The students were asked to return and perform the

cube-~-tapping test in casy stages with success assured. They visually

hrightencd up~after this and when tested later for their nemory of nonsense

ERIC

ammemd les thoy did as well as they had done at the beginning. Here we can see
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that motivation and cniotion affect what we remenber and forget.
LoTo 2ol ore1i6i= poa 10=01

o
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Summary

Vhen a student has scelf-confidence in himsell he is rcady to.learn, to
cooperate with others and to behave as a responsible individual. Each student
must see himself as liked, wented, accepted, able and worthy. Acceptance by
the group can be the most important factor in helping the child achieve a well
adjusfed concept of himself. This is motivation within itself, Tec motivate
our students, we as teachers can build confidence and the right kind of self
concepts through a warm, freind]y.class;oom atmosphere, individual recognitioh,
discipline that teaches control, emotional stability and spiritual values,

Ier and understanding, and knowing each pupii thrcough his background interests,
fears, hopas, joys and dreams. |

Remembering what a person believes about himself establishes what he can

and will do. ' ‘ ' s
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CREATIVITY IN READING

"Bringing into birth some new reality." (Plato)

Creativity is the drawing on past experiences and the arrangement of
these particular experiences. into new forms, new idecas or the formation of a
new end-produc.. This definition of creativity will serve as a frame of
ra2ference throughout this paper,

Why read creatively? Just the acquisition of information through
reading is not enough. Children should find reading exciting and useful in
solving problems and coping with stress in their daily lives. The ability to
think is limited primarily to one's pers;nal experiences and the uses he makes
of them in problem solving, abstracting, generalizations, judgments and
decision-making. The creative teacher increases his students' personal exper-
iences through reading. What is read becomes real to him and he can use it.

A reader who lacks the skill of reading creatively does not get this experience.
Other creative reading skills include getting the truth from what is read,
ability to remember what is read in a meaningful way and an attitude toward

what is.read.

A team of researchers (E.P. Torrence and J,A, Harmon, 1961) conducted a
study to determine what happens in creative reading. This study stated two
groups of students were given identical reports to read. One group was instructed
to read the report critically, the other group was to read.the report creatively.
At the conclusion of the readings the group with instructions to read the report
with a creative attitude performed better in reading the report critically.

This group presented new ideas and alternate opportunities to explore taat were

judged to be more creative than the findings of the group which read critically.

(Torrence, 1970, p. 59).




O

ERIC

Aruitoxt provided by Eic:

"Encouraging. Creativity in the Classroon" by E. Paul Torrence presents an

inventory of the kinds of things that tcachers can do before, during and after

a reading lesson to heighten anticipation and expectation and to encourage the

reader to do something with what he reads. This inventory listed below reveals

a vast amount of ideas which aid in the facilitation of creative functioning,

however some are overlapping:

A.

Activities before lesson (Reading)

11.
12,
13.
14,
15.

Confrontation with ambiguities anc uncertainties precipitated,
Anticipation and expectation heightened,

Awarencss of problem to be solved, difficulty to be faced,

gap in information to be filled, etc. heightened.

Building onto existing information or skills facilitated.
Concern about a problem heightened.

Curiosity and wanting to know stimulated.

Familiar made strange or strange made familiar by analogy.
Freedom from inhibiting sets facilitated.

Looking at same material from several different psychological
or sociological viewpoints promoted.

Provocative questions requiring learner to examine information
in a different way and in greater depth asked.

Predictions from limited inforimation required.

Purposefulness of activity made clear.

Assignment structured only enough to give clues and direction.
Taking the next step beyond what is known encouraged.

Warm-up provided in some way (easy to difficult, familiar to
unfamiliar, bodilv involvement, etc.).’ .

Activities during lesson (Reading)

This is where the unexpected happens to keep the process going.

Avareness of problems and difficulties heightened during
progress of lesson. ‘
Creative and constructive rather than cynical acceptance of
limitations in information, skills, etc. facilitated.
Creative personality characteristics or predispositions
(willingness to attempt the difficult, freedom to'conform or
nonconform, etc.) encouraged.

Creative problem-solving process replicated in stories,
accounts of history and invention, etc.

Creative processes described, illustrated, and illuminated in
stories, historical accounts, etc.

Exploration made deliberate and systematic.

Incompleteness of information presented.

Juxtaposition of apparently irrelevant elements precipitated.
Mysteries explored and examined.

il
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10. Open-endedness prescerved,

11. Outcomes not completely predictable,

12. Predictions from limited information required.

13, Reading with imagination (to make it sound like the thing is
happening) encouraged. '

14. Search for truth facilitated by honesty an’ realism of materials.

15. Skills for finding out identified and encouraged.

16. Surprises heightened and deliberately used.

17. Visualization encouraged.

C. Activities after Lesson (Reading) i

This is where opportunities are realized for one thing to lead to another.

1. Ambiguities played with. .

2. Awareness of problem, difficulty, gap in information, etc.
facilitated.

3. Awarcness and acknowledgment by teachers of pupil potentialities
based on response.

4, Concern about problem heightened.

5. Constructive response called’ for (other ways, better ways, etc.)

6. Continuity with previously learned skills, information, etc.
facilitated. ‘

7. Constructive rather than cynical acceptance of limitations encouraged.

8. Digging more deeply required, going beyond the obvious.

9. Divergent thinking made legitimate.

0. Elaborating upon what is read encouraged.

1. Elegant solutions (simplest solutions taking into account largest
number of variables) encouraged.

12, Emphatic metaphor to give new feeling or understanding of object,
person, or state facilitated.

13. Experimentation required.

14, Familiar made strange or strange made familiar by analogy.

15, Fantasies examined to find solutions to realistic problems.

16, Future projection encouraged.

17. Going beyond text materials encouraged.

18. TImprobabilities entertained.

19. 1Irrelevance (apparently) accepted and used.

20. Judgment deferred until pool of ideas has been produced.

21. Knowledge from one field brought to bear on another.

22. Looking at same material from several different viewpoints encouraged.

23, Manipulation of ideas, objects, information encouraged.

24, Multiple hypotheses encouraged.

25. One thing permitted to lead to another.

26. Paradoxes confronted and examined.

27. Play in pushing a fundamental law to its limit encouraged.

28. Possible causes and consequences called for.

29. Provocative questions used,

30. Potentialities discovered and tested.

31. Reorganization of information required.

32. Returning to previously acquired skill, information, etc. to see
new relationships encouraged.

/
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33, Self-initiated learning encouraged.

34, Skills for finding .out practiccd.

35. *Synthesis of different and apparently irrelevant elements facilitated.

36. Systematic testing of hypotheses encouraged.

37. Taking next step beyond what is known facilitated.

38. Testing and revision of predictions provided.

39, Transformation and rcarrangemcnt of materials encouraged.

(Torrence, 1970, pp. 62-63)

According to E. Paul Torrence creativity has been a persistent and re-
current issue throughout the history of education. The idea of creative ways of
teaching has never had an opportunity to prove its value. The nature of creative
functioning, the conditions that facilitate and inhibit creative growth and means
of rewarding creative achievement are experiences which educational leaders and
teachers are constantly struggling to un?erstand. Creative teaching is a special
method of teaching. Although it ‘utilizes many of the principles of all good
teaching, it is attainable only when the teachers understand the factors which
make it different. It is believed that every area of the curriculum can be a
tool for developing creativity if certain basic principles are understood and
applied. Through creative teaching, a teacher can develop creatively while he
is d~veloping basic reading skills. (Smith, 1967, vi).

Listed below are some principles basic to creative teaching which Alex

Osburn developed:

Something new, different or unijue results.

1.
2. Divergent thinking processes are stressed.
3. Motivational tensions are a prerequisite to the creative process.
4, Open-ended situatiouns are utilized.
5. There comes a time when the teacher w1thdraws and children face
the unknown themselves.
6. The outcomes nre unpredictable.
7. Conditions are set which make possible preconscious thinking.
8. Students are encouraged to generate and develop their own ideas.
9. Differences, uniqueness, individuality and originality are stressed

and rewarded.
10. The process is as important as the product.
11. Certain conditions must be set to permit creativity to appear.
12, It is success=-~rather than failure-oriented.
13. Provision is made for learning knowledges and skills; but provision

is also made to apply these to new, problem-solving situations.
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14, Self-initiated learning is cncouraged.

15, Skillus of constructive criticism and evaluation are dcvcloped

16. 1Ideas and objects are manipulated and explored.

17. 1t employs democratic process.

18. Methods are used which are unique to the development of creativity.
(Osburn, 3rd od., 1963, pp. 69-327)

Reading

&

when efficient and enjoyable, is an exciting adventure for each
child. 1t wnever has to be dull, especially is this true provided the teachers

understand vhar reading is and what creative teaching is--and put them all together.

esearch revoils many of the 'skills listed below are developed to a more
refined derree » cicative children than by noncreative children. Some of the
characteristics winy be recognized as objectives stated in various teaching

manuals. The skills generally taught as.part of the reading program are:

Visual acuity.

The ability to organize.

Independence.

The ability to redefine.

Associational fluency.

Expressional fluency.

Word fluency.

Ideational fluency.

The ability to elaborate.

10. Evaluation ability.

11. Sensitivity to problems.

12. Ability to analyze and abstract.

13. Ability to synthesize.

14, Ability to think abstractly.

15. The ability to retain. *
16. The ability to identify.

17. The ability to concentrate.

18. The possession of a wide range of information,
19. An openness to experience.

20. High perception ability. (Smith, 1967, p. 58)

.
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If these objectives are added to the principles of creative teaching it
is hoped that the process of creative teaching is formed.
Teachers should be made aware of certain pitfalls which defer the creative

teaching of reading. Some of these barriers include:
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1. Patterns of grouping for rcading which do not mcet individual
needs in children and which often destroy the ego-concept of a
child so that he loses his desire to read because reading is
associated with unpleasantness,

2. The false belief that reading can be effectively taught in the
same method to all children.

3. The slavish dedication that all chlldren can be taught to read
in the same manner,

4, Failure to view socio-c.onomic level or racial background of the
children in the schoci when selecting reading materials.,

5. The extreme pressure placed on children that they must read due
to the recent criticism of the public schools.

6. The lack of understanding on the part of teachers as to the

exact place of reading in the school program, as well as a lack
of understanding as related to the total reading act,

7. The excessive emphasis placed on reading ''periods'" rather than

emphasis placed on reading as a skill to be used all day.

8. The inability of many schools to keep reading on a personalized

level or individualization, : :

9. The inability to recognize the change in empha31s and need for

reading in the si-ace age. !

10, - The inability for redding programs and - textbooks to construct

material within the child's range of interest and experience.

11. Some teachers' lack of understanding of the structure of the

English language. (Smith, 1967, p. 60)

When a teacher cares enough about each pupil to analyze and make certain
the child's known experiences are assembled into new concepts each day, it is
at this point that the teaching of reading becomes individualizedland creative
principles of teaching unite to produce creative reading.

A creative reader often identifies with the author .or a character in
the story he is reading. Then through the process of imagination the reader
can predict what is going to happen next and give some ideas about what could
have happened instead. Reproducing literary material imaginatively by oral
reading, elaborating on what/&s read, rearranging and transforming what is read
and going beyond what is read provide creative opportunities to do something
with what is read. (Torrence, 1970, pp. 60-61).

Reading manuals can be of priceless help in planning creative reading

lessons. There are three basic ways to motivate children:

/183



Creative teaching could be used in most of the current reading approaches,

Meeting their immediate nceds and interests,
Appealing context.,
Technique, (Smith, 1967, p. 62)

however, if the appfoach is taught in the manner their creators intended, crea-

tivity would be limited.

Listed below are some of the most common current approaches in the

teaching of reading and by each is a statement regarding the possibilities of

creativity in that approach, as mentioned by James A, Smith:

1.

O

ERIC
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Phonics approach limits creativity due to its rigid, preconceived
program in develouing sounds. Creativity is limited in this
approach.

The language experience approach offers unlimited opportunity

for development of creativity.

The initial teaching alphabet approach (ita) was relatively new
in this country at the time Smith's book was published. Therefore,
he withheld judgment on its contribution to creative development..
However, this writer talked with a teacher that has used this
approach for four years and she expressed the belief that crea-
tivity is allowed uud she also felt she had ..ecuted many of the
principles of creative teaching in her classroom.

The words in color approach does not distort the traditional
spellings and can lead to extensive creative development.

The linguistic approach in its early stages limited creativity

but recent approaches create an opportunity for creative development.

The individuzlized reading approach has conditions which enhance
creativity, o

The ungraded reading program has as a prerequisite to teaching
reading that teachers know their children and their backgrounds.
This is not a necessary condition for creative development.
Departmentalized reading and ability grouping have drawbacks

for. creativity due to the preplanned material and the little carry-
over into other areas of the curriculum,

Grouping within the self-contained classroom has tremendous poten-
tial for creative teaching of reading.

o

”
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10.

11.

12,

13.

)35~

RECOMMENDAT10KS
FOR
THE TEACHING OF READINé CREATIVELY
IN
PRIMARY AND INTERMEDIATE GRADES

The teacher should develop an atmosphere which sets conditions for each
child to sce the need for reading and should read to the children each
day. : .
The teacher should be respectful of children's questioqs.
The teacher should be respectful of imaginative and unusual ideas.
The teache; should show pupils that their ideas have value,

The teacher should provide apportunities for practice or experimentation
without evaluation. .

The teacher should encourage and evaluate .self-initiated learning.

The teacher should tie in evaluations with causes and consequences.
Individual records of reading growth and power should be maintained.

A classroom library which provides many books and materials on all
levels of reading about many topics.

A strong program in children's literature.
Continued expanding of vocabulary. o ¢

Frovide opportunities to give new, different and uniqué results to old
circumstances or events,

Provide open-ended situations for students should be utilized.

The teacher should remember that creative activities alone are insufficient

for producing creative growth, The attitudes and values of the teacher must

reward creative behavior,
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Adult Remedial Reading

Adult remedial reading is what Hayes, Lighthall, and Lupton term the
introductory stage of reading. This introductory stage is developing students'
reading skills to the point where they can progress independently. (OTTO and
Ford, 1967, p. 43) Adult remedial reading is an integral part of adult basic
education which "according to the Standard Terminology for Instruction in
Local and State School Systems, adult basic education is defined as:

Instruction in communicative, computationzl and social
skills for adults whose inability to effectively use these
skills substantially impairs their getting or retaining employ-
ment commensurate with their real ability, in order to lessen
or eliminate such inability, raise their level of education,
and enable them to become more productive and responsible
citizens. This usually is considered to include instruction
for adults whose educational attainment is below the eighth
grade level.'" (R. Cortwright, Edward Brice, 1970, p. 408)

The objectives of such a reading program may include:

LS

1. Stimulation of compelling motives for learning to read.
2. Development of accuracy and independence in word recognition.
3. Assistance in making use of the ideas acquired by clarifying

thinking, in acquiring rational attitudes and in solving
personal problems.

4. Promotion of the ability to read aloud to others.
5. Broadening of reading interests and establishment of the
habit of reading for personal pleasure. (Angelica W. Cass,

p. 108-9).

The continuation of the motives whi.a start pup:ils in reading class is
vital because, "Though, such differences (in motives) as there are often taken
into account in recruiting, they are almost always forgotten immediately
thereafter.'" Teachers and organizers 'have learned that if adults are to ..
induced to attend, their distinctive motives must be diccovered and appealed to."
But when class is assembled "then everybody, 'by and large', is set to work at
the same tasks, everybody reads the same material, everybody wvrites the same
exercises, regardless of their relationship to compelling motivations."

(R. Kotinsky, 1941, pp. 82-3) The primary goal of these objectives of adult
remedial reading '""is to bring meaning to the printed word for the reader."
(Cass, p. 114) '
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There arce five basic teaching principles [for LhL successful adult
reading class:

1. Motivation must be sustained
-The teacher must understand each pupil's motivational basis
-The early motivation must be malntalncd throughout the period of
instruction
-Progress should be continuous and short-term

2. Instruction should make use of the learner's strength
-Teaching must appeal to what the pupil has already achieved
~Special areas of interest should be covered
-Students levels of skill development and his ability to progress
must be both known and utilized by the teacher

3. Effective instruction is carefully paced, sequential and productive
-Each student should -be helped to start at his appropriate place
-There should be orderly sequence of skill development at the
student's pace
~-Each step should be repeated until mastered ‘

4. Learning tasks and materials should be based upon familiar experiences
-Past experiences must be utilized
-Existing knowledge should be appealed to

5. Instruction should be structured to facilitate remembering

’ -The features of now learning must be stressed, the differences of
new learning will separate it from old knowledge
-But, students must be able to see relationships (OTTO and Ford, 1967,
pp. 163-6)

The utilization of these five basic teaching principles should provide the
teacher with a good outline of principles to be followed in adult remed1a1 )
reading class.

Having good objectives, a goal, and good teaching principles should lay
the groundwork for a solid reading program. Now it would also be beneficial
to review what are tg be considered the factors that. affect learning to read:

1. Attitude of the teacher toward the individval. "The attitude of the
" instructor is very important in a reading improvement program. The
participants in the program often feel discouraged with their progress
and need the feeling of your confidence (the teacher) and your en-
couragement'. (Selma E. Herr, 1966, p. 1)

2. Individual differences of the adult students
3. Methods of instruction
1. meet {he needs and goals of the learner
2. use an approach and vocabulary familiar to the learner
3. insure a degree of immediate success and mastery for him that

will provide satisfaction and create confidence in his own
ability to learn." (p. 113)

4. Content and level of materials selected for reading 'particularly
in adult basic reading. . This task (material selection) is cru-
cial to the successful implementation of the instructional
program." (OTTO and Ford, 1967, p. 135) '

5. Experience with various types of reading materials.
6. A good foundation in the techniques of the reading processes.
7. Continuation of encouragement and assistance as needed.

(Cass, p. 112)
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The use of wise and prudent judgement in the selection and usage of
materials cannot be over-stressed. Otto and Ford have provided us with an
adult Education Check List which serves as a guide in assessing materials.

1. Do materials contribute to the widely held feeling that
"school is for kids'"?
2, Was important informational content being conveyed through the

practice sclections while rveading skills were being learned?

How is the new pupil incorporated into the program and at what

point in the program sequence does he enter?

What is the source of vocabulary that the program 1nt10duces7

Does the program contain enough practice materials?

How is progress assessed?

Are other language arts skills taught in conjunction with reading?

How does the pupil gain self-reliance and self-respect?

What provisions have bcen made to test the . -.terial previous to

their being sold? :

10. Has the material been published with some consideration for the
audience? _

11. Are there illustrations that facilitate instruction?

12. Do the manuals describe the program in detail? (OTTO and Ford,
1967, pp. 46-51) :

w
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Using this check list, material evaluation and assessment should be possible and
should permit the teacher to choose reliable and fitting material for the adult
classroom.

The method of teaching is to be encountered next. Whatever method is
used it should be learner-centered. The method should be based on the learmer's
interests, immediate concerns, previous experience, special aptitudes, defi-
ciencies and needs. (Cass, p. 114) Cass' method of instruction relies on

“her five steps in teaching reading.

1. Diagnose
-simple objective testing should be used such as, oral word
recognition lists.
2. Teach
-the teaching process should include both homemade and
commercial materials
-a variety of media should be incorporated into the program
3. Reinforce
-various techniques of reinforcement should be utilized
4, Evaluate
-evaluate through daily observation
5. Provide for individual differences
-materials available on a wide range of levels and interests
-more than one type of material should be made available
(Cass, pp. 114-5)

These five steps tllow for personal differences and allow for each student to
progress at his own rate.

/9o
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Cass also lists concept and skill development in five steps.
They are:

1. Word rccognition

2. Comprehiension ,

3. Adapting the rate of reading to his individual ability
and achievement levels, ‘

4, Adapting the understanding of what is read to his own

interests and needs. Tt should be practical and useful,
provide pleasure and relaxation and be of help in emcr-
geney or danger.

5. Reading for temporary use (daily news items).or for perma-
nent use (vital information). (Cass, p. 113)

OTTO and Ford have constructed a sequential development of reading
skills which is comprised of two major steps. .
1. Sight words

-use expericence stories

~establish good reading habits

-practice auditory perception

-establish left-to-right sequence
2.  Vord analysis

A. Phonics

-Principles of phonics program

1. Provide a great deal of auditory perception

2. Proceed from whole word to its parts

3. Be sure sounding is smooth and continuous

Use the 11 phonics principles OTTO and McMenery established ‘
in 1966. These 11 principles are concise and allow few exceptions. |
(0TTO and Ford, 1967, pp. .140-2)

B. Structural analysis

-Four areas of structural analysis

1. Syllabication

2, Compound words

3. 1Inflected forms

4, Derived forms

Both methods of skill development start with the basic and aim toward the more
sophisticated skills. Althecugh different in means each may serve satisfactorily.
It would be wise to assess each individual independently to arrive at the system
that allows optimum success.

Testing of adult remedial readers should not mean using tests designed
for children! Adults have different requirements for tests and should not be
subjected to tests not designed expressly for them. Adult tests should:

. assess strengths and weaknesses of individual students

. locate materials that meet specific instructional needs

provide instruction which uses strength, overcomes weaknesses

. . examine success of desired outcome

revise instructional program to reflect new findings(OTTO and Ford,.

1967, -p. 150) . o

L~ WN -




O

FRIC

Aruitoxt provided by Eric

Informal reading inventories allow the teacher to observe oral and silent
reading skills and ave recommended for use with adults. They contain materials
already in classroom use, prove to be very valid, can sample a wide range of
skills, and don't create a negative feeling sometimes associated with formal

or standardized tests. (0TT0 and Ford, 1967, p. 152) 1f word lists are found
to be needed it is recommended that Mitzel's list of 5,000 words be used.

This list is based on rescarch of adult reading materials. This list is based
on adult reading nceds. (Cass, p. 118) (0TTO0 and Ford, 1967, p. 44)

0f highest level and closely associated with motivation is the topic
of interest in adult reading class. Interest leads people to class and sustains
them through class, but a lack of interest will cause students to drop from
class attendance. Perhaps this has best been summed-up by Kotinsky. '"The adult
cannot be compelled to come to school and so must be interested, enticed, even

‘inveighed to come.'" (Kotinsky, 1941, p. 84)

The adult remedial reading class will sustain itself'and be very successful
if the layout outlined in this report is used as a guide, but as with any
teaching situation this is only a guide and not a strict formula to follow.

A good ground work, a good course of endeavor, and a good teacher should make
the adult reading class very successful, | '

/72,
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Check List to Evaluate Adult Basic Reading Materials
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19, ]
.

~

10.
11.
12.

13.
14,
15.
16.
17.
18.
19.
20.
21.
22.
23,

24,
25.
26.

27.

28.
29.
30.
31.
32.
33.
34,
35.
36.
37.
38.
39.
40.

materials have an adult appeavance
covers mavk the owners as illiterates

contents
contents

reflect adult tastes and interests
reflect adult basic cducation need for

acculturation and re-socialization

presents

in forms,

presents
presents
presents
suitable
suitable
class

placement test(s) included in materials

problems of social maintenance as filling
keeping accounts, making time purchases
citizenship or civic responsibility content
problems of social adjustment

special information such as technical content
for specific trades or job descriptions

for English as a second literate language

t

placement test easily administered
placement test quickly places individual into materials
at appropriate level of difficulty

includes
practice
practice

‘materials programmed

practice reading materials
readings are short
reading includes comprehension questions

failure in program difficult
sequentially organized skill building

includes
includes
includes
includes
includes

phonic skiil training

context skill training

word analysis skills by word form
dictionary skills

other fact locating skills ‘such as reading

telephone directories

includes
includes

map or graph reading training
list of vocabulary introduced

vocabulary list analyzed according to frequency by

standard

list, i.e., how many taken from list 400, etc.

vocabulary taken from a standard frequency list such as
the Lorge or Mitzel list

includes

teaching manual

manual includes lesson plans
manual includes teaching methods
manual describes organization of material

provides

means for self-evaluation

self-evaluation is frequent
self-evaluation is part of learning program

includes
includes

pupil works mainly by himself with minimum of teacher help

handwriting training and practice
speech training and practice

group work supports the effort of 1nd1v1dua1
materials have been field tested’
population upon which materials tested is described
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41.
42.

43.
44,
45,

46.
47.
48.
49,

50.

/‘iy

resultys of field testing arce reported
materials have been revised according to results of

field testing
illustrations
illustrations
illustrations
to toext

materials are
materials are
materials are
style of type
layout design

augment instyruction
are tasteful
are clearly and unambiguously related

durable
inexpensive
consumable
is pleasing
is pleasing

(Otto and TFord, 1967, p. 52-4)




Adult Remedial Reading

Problem

Objectives

Motivations

Goal

Making use of learner's
strengths

Instructional pace

Instructor attitude

- Method

ERIC-
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- The method of instruction usédbshould;be

Formulate a set of objectives that will

include: '

. a motivation source ’

word recognition development

use of ideas acquired

. ability to read aloud

. increase of good reading
habits

nip~WwWN

Make a positive use of distinct motives

for learning and increase this motivation.
Create long term motivations that will last
after immediate motives are satisfied.

A good goal for an adult remedial reading
class would to be make each student an
independent reader.

The teacher must be aware of the level of
each student's skill development and his
ability to progress. Also the teacher must
appeal to the pupil's strengths by allowing
him to use them. A wide range of materials
may be needed to utilize each student's
strong areas.

In order for each student to achieve the
utmost from the reading class it is ad-
vised that each student be allowed to
progress at his own pace. Learning, eval-
uation, and re-learning may be what sets
the pace for many students. This class is
de51gned for individual achlevement at the
learner's pace.

It is very important in adult education
that the instructor have a good attitude
towzrd the students, and that the instruc-
tor reinforces the confidence of the '
students.

one which is designed to be of the highest .
benefit to the students. The method used
should meet the needs of the student, and :
the approach and vocabulary should be fami-
liar to the student. Also, a degree of
immediate pupil success should be insured
and a feeling of Lonfldence en:tored in
the student._; e :




Material Sclection

Reading Level

Interest

Progress assessment

Phonics

Standardized Tests

Word Lists

ERIC
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In selecting materials it is suggested
that 01T0 and Ford's "Check List to
Evaluate Adult Bagic Reading Materials"
be used. This check list brings many
important features of materials to light.
Although not all of the check list is
suitable for all materials it does cover
a wide range of materials.

Reading level as used in context with
grades based on child achievement is not
satisfactorily used with adults. For
example, low grade level material for
children usually does not contain long,
mature sentences because children cannot
use or comprehend a sentence structure
that is very involved. But according to
Ford and OTTQ, '"sentence length itself
is not known to be a restraining factor
for adults.'" Therefore it serves no
purpose to stigmatize adults with short,

choppy, designed for children sentences.

Because adults are not compelled to attend
school is extremely necessary for the
teacher to keep student interest alive.

It may be said that using materials which
reflect childhood interests is a quick

way to lose the interest of an adult group.

Each pupil's progress should be assessed
frequently. to reinforce the student of
his achievement.

It is suggested that OTTO and McMenery:
11 phonics principles be used in the
classroom. This group is concise and
allows few exceptions.

Only designed for adult tests should be
used.

It is suggested that Mitzel's list of
5,000 words be used. This list is com-
prised of words from adult reading materials

_‘and is based on adult needs.




‘Biographicul Sketch
MARY CARRINGTON AUSTIN
Professor of Education at University of Hawaii in 1974
Born in Sherrill, New York on Juné 10, 1915. Age - 59 years.

She received her B.S., M.§5., and Ed.D. from Syracuse University.
Her arecas of contributions have been as:

1. supervisor of the Reading Clinic and instructor at School of Education -

Syracuse University _ N
2. Assistant Professor of Education at Western Reserve University
3 Director of U.S. Office Education Title I, Reading Programs Study

Her area of work: Kindergarten and First Grade Reading

1 President of QOhio Reading Association - 1951-52. ,

2. Past President International Reading Association, 1960-61.

3. President, National Conference Research in English, 1966-67.
This is just a few of the organizations which she belongs to.

Honors:

She is best known for her study, The Torch Lighter published in 1961

and from this study came The First R in 1963. This was a study on how much
money teachers were allowed to spend in education. In the report also was

mentioned, recommendations for teacher preparation at colleges and universities.

She has co-authored:
1. Sheldon Basic Reading Series, 1957
2. Reading Evaluation, 1961
3 The Sound of Poetry, 1963

Hobbies: travel, reading,; writing, music, and antiques

Listed in: Who's Who of American Women




Walter Barbe

Walter Barbe was born October 30, 1926 in Miami, Florida. He represcents
the epitome of perseverance and has a quest for knowledgg by the fact that he
he received his B.S. from Northwestern University in 1949,

M.A. from Northwestern Un;versity in 1950,

Ph.D, from Northwestern University in 1953.

. The title of his Ph,D. Dissertation: A Follow-Up Study of the Graduates of

Special Classes for Gifted Children.

He served on the Board of Public Instruction at Dade County, Florida in
1946. During 1950-51 he was instructor*of Psychology and Diréctor of Reading
Clinic:at Baylor University at ﬁaco, Texas. From.1951-53 he served as
Assistant Professor of Elementary Education at Kent State University. Tennessee

was honored with his presence at the University of Chattanooga from 1955-60 as

Associate Professor of Education and Director of the Reading Center. While at

University of Chattanooga he wrote a book entitled Educator's Guide to Person-

alized Reading Instruction. This book is available at the John W. Brister
Library. The purpose of the book is to acquaint the readers with another method

of teaching reading called Personalized Reading Program.

He is the author of many books, including Educating Children with Learning

/98

Disabilities, The Exceptional Child, One in a Thousand, Psychology and Fducation '

of the Gifted: Selccted Readings and Teaching Reading: Selected Materials.
From 1960-64 he served as Head Professor of the Department of Special
Education at Kent State University. 1In 1964 Barbe became editor of ajpopulérff: 

children's magazine - Highlights.

He became a licensed psychologist in the state of Tennessee;.a member of ..t

the Board of Directors of International Council fdr‘Ihprovement bf,Readihg: )

Instruction; a member of American Psychology Association-aﬁd'NEE.A; :
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Profile of S. Allen Cohen

by

Mariec A. Milam

Bachelor of Science - Suffolk University, 1953

Educational Masters - Harvard, 1956

Educational Doctorate - Boston University, 1965

He was an assistant professor of Psychology at New Jersey City State College. -
He has been a lecturer-educator at Boston University.

He is now Associate Professor of Reading at the Ferkauf Graduate School of
Humanities and Social Science at Yeshiva University and is the Director of

the Reading Center. The university is located in New York.

" He has been a consultant for the Job Corps, the U.S. 0ffice of Education,
and he is the Education Editor for Randcm House Publishers,

He is a member of Phi Delta Kappa.
His main interest is in teaching the disadvantaged to read.
His published books on this subject are numerous. Below is a partial listing:

Teach Them All To Read - theory, methods, and materials for teaching
the disadvantaged.

Teaching Reading to Urban Disadvantaged High Schoolers - methods for
teaching.

His address is: 172 Everett Place
Englewood, New Jersey 07631
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CARL HENRY DELACOTA

Carl lienry Delicota was born $eptember 10, 1923 in Pottstown, Pennsylvaaia.
He is married and three children. de £eccivcd his B.S. from West Chester State
Teacher Colluge in 1945, le received his M.S, in 1948 and his Ed. D. in 1952
from the University of Pennsylvania,

He was assistant hecadmaster at Chestnut Hill Academy in Philadeclphia from‘“
1945 to 1965, Ille was associate director at Institutes for the Achievement of
Human Potential in Philadelphia from 1955-1973. He was chairman of Department
of Hum&n Devcelopment at the University of Plano in Plano, Texas from 1965-1973;

Delacota .has traveled extensively to study thg primitive children of
Brazil, the Kalahari Desert and around the equator as weil as Eskimos and the

American Indians of Texas and Arizona.

He has written four books: The Treatment and Prevention of Reading

Problems, The Diagnosis and Treatment of Speech and Reading Problems, Neuro-

logical Organization and Reading, and New Start for the Child with Reading

Problems: A Manual for Parents. 1In his books, he expresses his belief that the

util%zation of neuropsychological training seems to be far greater value in
helping retarded readers than reading remediafion. He believes that man evolves
in a set pattern, and if there is any deviation, or skipped steps, then he must
be taken back to learn those steps. In ﬁis programs, children are taken back
through the crawling, creeping, and walking deveIOpmental pattern before any

work is done on the talking, reading, and writing development.




de/

BIOGRAPHICAL SKETCH OF DR. JO M, STANCHFIELD ‘
by Penny Nielsen Hawkins

Dr. Jo M. Staunchfield is currently professor of education at Occidental
College and consultant to the California Reading Institute. Dr. Stanchficld
earned both her Masters and Doctoral degrees at the Univérsity of California
at Los Angeles. . She has professionally taught high school, adult education
and all levels of elementary school. 1In 1969-70 Dr. Stanchfield was president
of the California Reading Association. In 1964 she was president of Southern
California Council of the International Readiﬁg Association. Since 1960,
Dr. Stanchfield has presented a .paper e;ch year at the annual Council of the
International Reading Association on such research topics as sex differences -

in reading interest, motivation and individualized reading. Dr. Stanchfield

has written articles for many educational journals.

Dr. Stanchfield developed a series of nine reading books for the first

three grades. She developed a program to teach reading readiness skills in

kindergarten. In 1970, she co-authored a secondary reading prdgram of 8 books

entitled The Action Series. She completed the Holiday Series. A supplemental
series for individualized reading in grades‘3-6. Dr. Stanchfield is a dynamic

conference speaker.
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Ra mone. Hoo e

Dr. Arthur I. Gates v Lorn on Dophexbhar 22, 1L6G0.
Ile died in August of 1972. By, Giues wal bown in wed Wing
Minnesota but moved‘to Tortuna, Califounds iw 10914,

Di. CGates married Georgina Husdeklond in 1020, Thay
had two children. Robert Gayiami .was Durn A 1929 and

2,

Tabhnering Blair was born in 5834,

Dra Gates attended clzpamntary and high schocd ot Foribuns,
Califormia. e attended tha Univeroilty of Coliformis ot
Berkalsy and earned his 2.L. fgrec in 1514, K ﬁﬂ:ﬁﬁz his
maabora from the same university in 1835.. Dr. Gutesn weceived
hig Ph.D. in Psychology in 1917 fiom Columbis University.

Dr. Gates occupational hicitory is a long one of Ssrvice

to Columbia University in ew York. He lzzgon ag g tagchin

- e .

fellow in 1015 and then hecama Tull profeossor sonetime beitwsen

1217 2ad 1958, Dr. Gaves bsceme the nsad of dbe Uzparteent
iunertional Research of sechicn D in 10zL. He kald that
positicon until 1930. In 1933 ng baeeme the Doid ¢f tha
DCIBT'mUﬂt of Educaticnal Réssarcg in the fivenc:¢ Schesl and
keld that position until 1942. ITx. Gates was tho director

s

o the Division of Toundaiions of

.‘
=

1956, Dr. Gates bocame professor eneritus in 19956. In 1256
ha '‘also became the sugpervisor of th
The obituary in the Hazw York Times spolé of Dr. Gates

pany wiitings. On that date in Auoust oF ‘“79 the Tines

notad ‘that Dr. Gates had had over 3CC publications publiﬁhedgv

Dz, Gates recczveﬂ n c-atwon ;rmn fn ornational Readi

o]
0\1

A pocLletion LOW dis xznguqlbcd serv1ce
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PROFESSTONAL ACTTVITIES (Cont.)

Co-Editor: Journal of Reading, Tnternational Reading Association,
1968-1971.,
Member: IRA;  NCTE; PDK; NCRFE; AAUP; AERA.

" SELECTED PUBLICATIONS

Teaching Reading in Content Arcas, a college text published by Prentice
Hall (1970)

Success With Words, developing a basic vocabulary in the English, Social
Studies, Science, and Math for junior high students, published
by Scholastic Dook Services (1964)

Learning Your Language, an English series for low achievers, published by
Follett Educational Corporation (1965, 1967)

GO, a series for teaching reading in Social Studies, Science, Literature,
and Math, -Grades 4 through 8, published by Scholastic Book
Services, 1973

Articles on reading instruction: for example, 'Inservice Education: On
Whose Time?' The Journal of Reading, November, 1968; ''Reading
~in Content Areas: A District Develops Its Own Personnel,"
Journal of Reading, May, 1970. '

Contributor and editor: Developing Study Skills, International Reading
. Association, 1966; Research in Teaching Reading in Content
Areas: First Year Report, Syracuse Univeérsity Piess; "1969;~""""
Research in Teaching Reading in Content Areas: Second Year
Report, Syracuse University Press, 1973.

Contributed to and supervised the production .of the Syracuse University =
Jamesville-Dewitt film series, ''Reading Instruction in Secondary
Schools,” an inservice education course for secondary school

teachers, funded by a grant from the U.S, Office of Education.
(1963-7) : '

Authored and produced 10 films and manuals, “Teachlng Reading in Content Areas"
a series comprising an inservice education course dlstrlbuted by
Norfolk, Virginia School System. (1970}
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Roy Alfred Kress

This noted University Dean was born in Elmira, New York, October 4,
1916. He is the son of Roy Alfred Kress and Alice Elaine (Wnitaker) Kress.

He received his B.,S, in Education at Rock Haven State College in.l§39;
his M,A. in Education at Tcmplé University in 1949, and his Ph.D, in 1956.

He married Doris thel Parker March 29, 1940 (deceased July, 1969).
Three children were born from this marriage. He remarried.Eleanor Murphy
Ladd, December &4, 1969.

Dr, Kress is known for being an outstanding tgacher, supervisor,
lecturer, professor of psychology, chai;man of the psychology of reading
department, and dean of a graduate school, He\zas a member of the board of
the International Reading Association 1964-67, Naticnal Council of Research -
in English 1966-69 and College Reading Association 1971-74,

Dr. Kress is the co-author of several books including A Place To Start

(with Mzrjorie S. Johnson, 1963), Informal Reading Inventories (with M.S.

Johnson and J. McNiel; 1965), and is the author of The Read System, revised

edition, 1971.

He was on the editorial advisory board of the Reading Research”Quarteriy;
1965-70; Journal of Learning Disability, 1968- ; The Reading Researcher, -
1971 - . Dr. Kress was also on the Advisbry'Boérd of ERIC/GRIIZ;‘1969-71;,

Dr. Kress is now living at 290 Moreden Road, Meadowbrook, PA 19046, .

Source - Who's Who in America

By Wanda Huttcnﬁ
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MORTON JEROME (JERRY) WELSS

From: Who's Who in American Education. Vol. ¥XT1, 1965-66

e was born in Oxfoxd, MHorth Carolina, April 16, 1926 to Max and Fannic
(Cohen). * He received his B.A. degree from the University of North Carolina
in 1949, M.A. and Ed.D. degrees from Teachers College, Columbia University
in 1951 and. 1952. lle married Helen Schwartzbard of Highland Park New Jersey,
October 21, 1950. Five childrén were born named Sharon, Ellen, Frann Lynne,
Eilecn Beth, and Michael Samuel.

His experiences include being an English Teacher at Chase City High
School in Chése City, Virginia from:i949-50; Research Assistant in the Guidance
Division of New York City Board of Education from 1951-52; Director of Reme-
dial Reading at Rhodés Preparator& échool in New York City from 1952-56;
Associate Professor of English and Director of Reading Improvement at Defiance
College from 1956-58; Associate Professor of Secondary Education at Pennsyl-
vania State University from 1958-61; Professor of English, Chairman of Départf
~ment._of Special Education and Director of A. Harry Moore Center for Special
Education at Jersey Ciﬁy State College from 1961~ ; and the summer session
of i951 had an honorary position as a visiting proféssor at the University of
Toledo.

He belongs to many organizations in which a few are Internationaleeading
Association, Commission on Lifetime Reading Association, Internatibnél Reading,
Nafional Educational Asséciation, Phi,Délta Kaﬁpa, Kapéa Délta Phi; Phi‘Lambdg;"

Phi, and Lionmns.

He wrote several books which are Reading in the Secondary School,:An'EngiiShrfz

Teacher's Reader, Man and War, Ten Short Plays, Studies in the Mass\Media,_,i;x

Guidance through Drama, The Use of Papcrback Books, and co-authored A Guide to

Play Selection.




R
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His hobbies include theatre, collecting books and amateur drama,

Home . address:. 131 Cordonhurst Avenue, Upper MonlLcelair, New Jerscy.

Terry Lake




Sartain, Harry Wendell, born Becker County Minnesota, April 7, 1920;
Married 1943; Children 2; B.S. Benidji State Coilegc 1948; M.A. University
of Minnesota 1949{ Ph.D. (Education) 1957. lElgmcntary teacher grades 1-8,
Becker County Schools, Minnesota 1946-47; Elementary Supervisor, Watertown
Schools, South Dakota, 1949-52; Instructor of University Minnesota 1952~54;
Dirgctor of Elementary Education, Roseville District Minnesota, 1954-60;
.Professor of Education and Director Falk School, University of Pittsburgh,
1960- ; Summers Instructor, Macalester College 1956-58; Marquette University,
1959; Member, International Reading Association (Co-Chairman, Commission
Teacher Education); National Council o; Teachers Qf Ehglish Elementary;
National Social Studies Education; Assistant Supervisor and Curriculum Develop-
ment; American Education Association; Phi Délta Kappa; Publish: Language

~ .

A, ‘ S
Arts for Beginners, 1964; Senior Author English is Qur  Language, Organizational

Patterns of Schools and Classrooms for Reading Instruction, Innovation and

- Change in Reading Instruction. The Research base for Individualized Reading
Instruction, Reéding and Realism, International Reading Association Proc. 1969,
Interest: Reéding; Elementary English Research on Reading Vocabulary.

Add: TFalk School, University of Pittsburgh, Pittsburgh, Pa.
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George Danicel Spache

Born: New York, New York, Febrvuary 22, 1909
B.S.: Schoel of Education of Rew York University, 1933
M.A.: N.Y.U., 1934
Ph.D.: N.Y.U., 1937
Taught Elementary, Junior High School, and High School from 1930 to 1936,
in New York. '
School psychologist: 1944~48, Chappaqua, New York
1949-50, Westchester County, New York
Head of the Reading Laborat01y and Clinic of the University of Elorida,
1950 to present.
President of the National Association for Remedial Reading, 1954-55.
President of International Reading Association, 1958-59.
President of National Reading Conference, 1961-64.
President of Reading Research Services, 1962.
Association Membership:
American Psychclogical Association
National Council of Teachers of English
American Educational Research Association
National Conference on Research in English
International Reading Association
American Academy of Optometry
Books authored:
Resources in Teaching Reading, 1955
Good Reading for Poor Reading, 1966
Faster Reading for Business, 1957
Toward Better Reading, 1963
Books Co-Authored: .
Arts of Efficient Reading, 1966
Reading in the Elementary. School, 1969
Published, Diagnostic Reading Scales in 1963.
Apollo Awald for Distinguished Service from the American Academy of Optometry
in 1961. .
Recognitions:
Who's Who in: American Education
: The Southeast
The South
The Southwest
American Men of Science
Dissertation topic: An Experiment in Consumer Educatlon
Hobbies: " Golf, writing .
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Profile: Dr, Rohcrt Mills Wilson

I had the rare pleasure of interviewing Dir. Wilson during
the Reading Conference at Memphis State University the week of June
12, f97h,'thanks to Dr. Miller, my instructor!

Dr. Wilson was born March 20 1929 in ﬁittsburgh Pennsyl -
vania to Mr, and Mrs. C. B. Wilson. He was married to the former
Barbara Stewart of Burnham, Pennsylvania in 1951. They have three
children; Richard, James and Sharon. He received his B.S. at!Ca]ifornia
State College in 1950, M.S. at the University Of Pittsburgh in 1956
and his Ed. Doctorate in reading in 1960,

Dr. Wilson is a‘member.of Phi Delta Kappa and the International
Reading Association..His Education Doctorate Dissertation was written
on ' Scholastic Success of Successful Remedial Reading Students. "

He was an elementary teacher at W. Mifflin School from 1954

to 1959 and a prlvate school teacher at Kiski Preparatory School from

1959 to ]960 He was also a Graduate Assistant at the University Of
Pittsburgh from 1959 to 1960 and a professor at Edinboro State Co]]eged
in 1960, |

Presently, he is the Associate Professor of Education'and,f
the Director of the Reading Center at the University Of Maryland at

College Park, Maryland.

Dr. Wilson is a very warm and dynamic speaker As a top
authority on Dlagnostlc and Remedial Readlng he has authored many

books, namely, (1) Diagnostic and Remedlal Readxng {OI~CICnSl00m and ;s;

_Clinic, (2) Reading and the Elementary School Child (3)7c6;Auth¢rff?*

dvof Readinns for Diagnostic and Remedial RéadinthQ:and:(#)"Co;Anthorff

. Or‘PqurﬂMNCd\Jold Aliack fOl Toachor"




: A : /3
The basic emphasis on the Second Edition of Diangnostic

and Remedial Reading for Classroom and Clinic iz that diagnostic

teaching is the first essential fTor the teacher who desires to be

considered accountable. | found many cxcellent

" how to do it
examples and an added chapter on " Diagnostic and Remedial Pre-
reading or Readiness Skills o in. his book.

We, as Memphis State students are very fortunate to have
seen and heard such a remarkable spe;ker as Dr. Wilson; and the

'opportunity to read and share his textbooks is wonderful and helpful.

’
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e FrePhis ST USRIV RGITY
freading Contler

Carriculus and Supervisicn in Recding

) BALTO REILIRG SUTLLS

Crade Levels

ELADING TEALTNESS
(Check () where appropriate)
Language Development :

Perceives new concepts and words

Understending longuage

Developing laree stock e¢f words
Py > .

Appreciation of spoken and

written language

Following directian
Visual Discriminatiga

Heading pictures

Seeing likes and differences

in ¢hjects

Seeing like symbzls

Seeing like parts in wards

Auditory Discrimineticn

Hearing gross differences .

Hearing fine differences

Hearing like beginning scunds

, Hearing like ending sounds

" Discriminating similar sounds

Hearing like middle scunds

Visual Metqr Development

Cutting, tracing, drawing, celoring

Drawing letter and word farms

. Q. ‘Left to Right Progression
: [ERJ!: a&ht A _
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HORD RECOCNTTION

Word Icdentificaticn

b S

Picture Clues -

Identiflying ebjeets in pictures
. Devaloping and enriching under-
“standing by picture

Confirurstion Clues

- hnelyzing general shapeos and
notterns of words

Somparing identieal werds
Identilying and matching words

~Context Clues

Using experience clues to identi-
' fy gords '

Using experience clues to

develop underétanding Qf words

Knowledge that pronunciation

and meaniug.depend upon othér

words in sentence or paragraph

Knowledge of word-identity and

meaning by inference

Word Analyasis Clues

Pngnetio.AnalySis
Differentiating sounds
Reoagﬁizing initial con~
sesatt squnds
Recognizing final eon-
-gqnant, 56@n§s'

el
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Grade Levels
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Rocorniving vorionle consonasnt

sounis:  hoerd € Sof
d G

Hecopnizing consoncnt ~Dlends

( nt, cd by, dr, fr, gr, str.
. gl, spe, pe, cl, cr, st)

Hepogmizimg initizl consonant
diagraphs ( ch, th, sh, ph)
Recopnicing variitions in
vowel sounds (o0o) (e&) (ow)
Recognizing vower cumbinations
( ai, 2¢, ei, ew, ow)
Recosrnizing long end short
vowel souncds.

Recopnizing leng vowel in firal
'e! words

izing the varizble vowsl

.
when preceding 'E! or 'L!
Recognizing Y and W as & vowel
- Developing use .af-vowel generali-
sations
1. final 'e! princicle
2. vowel et end ¢f syllable
.. r word principle
3. two vewels together .
principle
Structunel Anzlvsis e
e ot
1
Reeognizing verisd inflection-
al endings: s, ed, ing
O
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Recognizing possessives
Recognizing compound words made of
two familiar words

L1ig contrections

'nt

inflcetisnel endings

s e+

1. drop final 'e' to edd ending

2s drop finel 'e! to add ter! or
Ted!

3. changs F 1q V for cdding 'es!

Understanding the nwsber «f syllables

in a word by counting the sounded
vowals

Recognizing the nurber of syllables

n . i
Recognizing uord roots
Recognizing word root and pre-Iix

Recognizing stress (accent} on meny:

words,

discriminating anditorelly

syllable.

Understanding syllsbication generslizations

1. words usurlly sepsrste into

sylizblcs beotwewn double

consonants : o
2. & single ccnsonant between twa:

vowels ususlly gues
seegnd vowsl

with the

Croce Lovels

b
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\n
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3. 'let (nﬂ'v" on words usually
{4 0] procoedine-cont sonant - to-

T S A
e e Labo

forn the final syllable

L n]rwnu, dizgraphs, pre-fixes
and suffixes napre wsually never

broken

Dicticnaxy

u

Appreciztion of orgenis etion of

neterinls

" Underétand 15 of the value of

_wWords
Knewlodgs of alphébelical erder
of werds

Rnowlecge of index, guide words,

pronunciation, key

Ebility to syllabify and prﬂ-‘
nounce verd cntrie

o
.7
S

Ability to select from wueny.

J
meanings tie proper understanding

Ability to note etymolugy of
word enbry

Vocabulary

Yord Urd r«iwnd:nr

¥nowledge cf word rocts
Understanding of pre-fixcs
Unders taaflnc of suffixes '

COMPREHENSION

Interpretive Comprehension-g-

Phrase comprehension
uCﬁtenoc cqmpr hunulon
‘Gathering factsv

1QPHilfVlng chdr ers

,CUftlna 1dv"l 1n saq ence“
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Reading—fop~immed&aﬁe—meem!1 — - - frore————
i )
Locating significant details L i ’
Hocding to fel 3(4 dirceoions
ﬁxnuﬂu¢ng concupts from words T
Lﬁc;tlng “oris of deseription -7
and words of zction R i )
Locating the speaker in discourse
Criticzl Cowprehencion
Draving an.inference
Reading beyond the printed word )
Understanding relationships
ILocating absurdities '
Developing legical erSOHln
Haking generalizotions
' Interpretifig riddle
Interpreting feelings
Predicting an o LtCOT%
Seeing associations ~
Dcvelopiﬁg sensory imeces
Separating fact frowm opinion
Interpreting suthor's purnose
Rats of Comprehension
Skimsing _
2
Scanning %
Develeping an «ffective silent ‘
rcading rate '
Réading in Content Sub j ¢t Arcas )
:ﬁathcmétics -
Scienee T I
_ Spcial‘Studigs : 1 ” S o L
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'ﬂv*@u-h the contrihitions Ce na-”r regre leaders, the guricr crescnts a
brie ! hiscory of the Negro in frurica,

Durham Philip and Jenes, Everzett L., The _tdvertures of the trevo Doshevs,
Ncw fori:  Todd, 1465, R. 1. 3-&, devted fcow the adule bhoodw, -
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deltor, Yarold W., Jim Bockworth: ‘iegro Mountzin Man. New York: Dodd,
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Craha., Shicley, Pocuer T, Washinpren, New York: Meesner, 1566. R.L. $.9. .
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Wghen, lovgston, The Ficst booh of Yegreos., New York: Vatts, 1932, R.L.
63, in 3 fietional manier, tre avthor provides historical Jdata comcerning
t'e accurptishunents of several fasovs Amcrican Negroes.

Mesdoweroft, Endd L., By Seerct Railvay, New York: Crowell, 1948. R.L.
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