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AN OVERVIEW -

This 1ssue of the Journal addresses i itseif to
concerns in reading instruction and more specificatty,
mmmmpmmmg—readmgﬂwr—

The purpose 1s npt fo eport the status of reading

— ~— research but rather 1o generalize from research hnd-

~
« o7
¥

Using the camera to aid ianguage arts skilt

__ings and then to draw vmg catigns for practical appl -

cation at the classroom level, Delwyn Schubert pro-
vides an overview of classroom practices which ténd
to aggravate reading problems Carl Wallen outlines
a logical system which should enable any classroom
teacher to “plug-in" at ghy point atong the vast elusiye

, Tontinuum between a total traditional program and the ideal
* individualized program. Staniey Deno and Plyhis Mirkin's

arucie providaes practical suggestions for r;nf)nrtOnng pupil
achigvement as one measure for prevention o! con-
tnued failure, Elizabeth-Thorn examines the need for
integratron of the tanguage arts as the only basis

for successmf programming The articie by Grace
Walby*and Marje McLean serves to identify a key .
component, that of child interest. to be taken into
account irrespective of the formal structwse of the
school program Mariene Brayne's compéndium
resource materials provides the final compleme
prevasive theme — while programming with ,

a preventative focus is essental, the nged 10r judlClOuS
selection of resources cannot be overiooked
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reading-condltmns ;~?
.,\dnel practlees :

-, - Undesirable Classr’oom'

~. s Reading Conditions
c ,'/ - and Practices
A Delwyn G. Schubert

Through the years manyJsesearch studies and artictés
have been devoted to the how-did-they-get-that- wey aspect
of reading disability Those which centered atten-

HOTF Off Single causative factors have faliert intS disre-
pute since expens‘m the fgald have concluded that read-
MMWMMML
factor§ One of the most thorough_research ‘studies cor- _
roborating this principle was dqne b H en Robmson-m .
The eafly 1940°s "™~ T e T

" While very much cognizant of the foregomg. Kott-
meyer? has said that "“The plain fact of the matter
is that poor teaching and poor learning conditions are
probably responsible for more reading disability than.
all the other investigated causes’put together '

Although no one has préved Kottmeyer's contention,
thereis no doubt that there are a numbar of unwholesome
and inefficient instructional practices «n use today that
are contributing to children's redding probiems as Well .
as problems i1n other learning areas Since these a'?&\
practices over which teachers have direct or indirect con- ~
trol, there 1s every reason to believe that a modicum of
teacher concern could result in tremendous fearning '
dividends for the children involved A discussion of some
ofAhese praciices follows.? .

Failing to recognize the basic nature of
word perception skills -

.

Some teachers put the cart before the horse by stress-

ing comprehension skills rather than word perception
skills These teachers fail {o reahze that an adequate
sight yocabulary is fundamental to all reading skilis.
Brown and Loper concur in this belief when they state *

. Although comprenhension of reading materal is .
the ultimate purpose of reading, there can be little hope . .
that a student will ever be abie to understand a passage *
unless he has sufficient word recognition skills to identify
the printed words which make up the passage It is not
a question of whethenword recognition ot comprehen-
sion i1s more important, it 1s simply an understanding
that written words cannot convey meaning to a smdent
< unless he 1s able to decipher them

Since beir:?»g readmg instruction 1s so fargely *

.

concerned with kills of word identification, it is not
at all peculiar o find that most students who experience

.
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difficutty in readm; In the first three grades do so be-
cause of poor_ abiltiies 1n the area of word recognmon
rather than comprehens-on
Lhildren who come from- culturally. deprwecLaem&e -
may have meager backgrounds which make it dsthicuit
or %poss:ﬁle for them {o bring proper meaning to the

teaching of balsoc skiil 1s suggests that, if the pupil
had been approached dropert, concerning reading from
- fhe beginping, hgwould not have become a dis-

L Y

Faﬂlngiohalpcblidrqn-deﬁuop— :

before they are ready for reading But the average chijd

prifiied page Such children need enriching experience

- -comes to schoo! with a wide speakmg vocavylary with— -
* this In mind, it 1s=evident that the job of the primary A
teacher 1s one of helping the child learn how to-matc
“those Iittle scratches on paper” with therr familiar
auditory counterpart Psychologlcally. there 1s great simi-
tarit een speech and reading. As Buswell states
ence, being mamnly in the sense ave-
nues through which the verbal stimuli are received
he essential difference between knowing how to read and
how to understand oral speech 1s the substitution of
visual perception of printed verbal symbols for the audi-
tory impression of the same symbols-wher! spoken The
thoughts expressed are the same, the vocabuiary is the
same, and the word order 1s the same The new problem
* in reading 1s to learn to recognize the visual symbols
with accurafy and reasonable speed *

Failing to eliminate Individual difficulties
when they first appear ./

¢ A stitch in ime saves nine.' " And so it s m:’h y
reading problems The teacher who overlooks smail dif- *
ficulties or convinces hersgif that time will automatically
take care of everything ::231? the scene for future
farlure and frustraton The tima for correotion 1s when
difficulties first arise and are few In number. Harold has
tfouble with his initial consonants, Mary coqfusbs certain
short vowel sounds, and Jimmy reads haltingly, one word
at a ime .Instead of moving on to more complex skiils,
the wise teacher corrects these kmds of problems ymme-
diately

The golden age of preventlon coincides with the prf-
mary grades No structure is stronger than its foundatidn
Therefore primary teachers shodld have as their goal,
mastety of reading skills taught at each level. Sherk?
states "Evghty five percent of the clinic casésrreferred
1o us are cured of their reading problems by simple re-

.
\

——— ——strong-self~-concepts—-- s —

o — -——— -—._’u * - ——— -

4 A numberof resea:ch studies have shom !hat a
positive, relationship exists between the qualify ota
* child's self-concept and his readmg\abuwfi Any
teacher who wishes to havesher pupils improve tn their
reading abrhty should do all she can to help
their self-image. Some suggestnons are” |
1 Have confidence in pupils’ abiity to adhleve Teach-
er expectation 1s a powerful force in pupil achlevement 4
2. Provnde a classroom .atmosphere that 1s warm ‘and
acceptmg . .
3 Cultivate humor i the classroom Remember.
tQo. that the teacher who can laugh at herself s likely to
have a warm telationship with her pupils.'®
4 Foster pupiis’ individuahty by
a addressing each child by his own name
b supplying material that coincides with pupils’
interest and reading levels.
¢ encouraging chiidren to keep individual pro-
gress charts that are designed to foster self-compet:-
tion and not group competition
d showing children who have been absent from
school that the ciass missed them./
praising pupils when praise i1s deserved
. Derdgatory remarks that can negate self-esteem
- should be avoided

. ) ‘

Employing a round-robin method of
teaching reading

t}wem enhance -

*

Traditionat round-robin reading with a heterogen-

* eous group 15 as outdated pedagogically as the dodo.
Surpnsmgly, there still are.classrooms where this archarc
procedure” of teaching reading persists.

Who benefits from round- rebin reading? Very few
chnld!en When d slow reader s called upon to read, he
. mumbies and stumbles as he attempts the activity. THe
more proficient readers in the class are bored to death

. s T
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and read ahead on their own to finish tite selection Shouid f Chixren can provide general’information re-
the iatter,attempt to foliow the siow and haiting reader, . a topic or subject under consideration by
itis con{ewable that they rmght-ac Rl

. e-the-group or-¢lass - .
= _ g _Chidren cap read_poetry Or_poetic prose in -
unison or in groups or by parts Choral reading of this -

habits to which they arerﬂgosed*And when a_proficiant
reader is called upon to read aloud, he does so with suth
fluency that the deficient readers are unable to follow
what is taking place - \ -
v Does s MMeali That oral reading is 10 be avoidegt?

- - -Quite to the contrary. Oral reading definitely has an .m- \W_ - — - -{2} tteaches cooperation hecause the chifdren __
~ portant place,in the total reading program Some of

) participating must wogk together if the speak-
the values of oral reading are. (1) oral reading is heipful \ ing choir 1s to-produce results that are '

In removing speech defects that may be the r.'esult of pleasyng.
another Ianguage in the home or from a culturally de- (3) it motivates children to |
prived background (2) oral reading in a group setting , | of their speech.

rove the quality

*‘may help a shy child gain self-confidence and poise, \ (4) it enhances children’s apprexation of
(3) oral reading provides needed practice in orat com- poetry.’ A
munication which may improve conversationai sk, \ 4." Don't overiook the tape recorder Childgen love

- {4) orai reading provides the teacher with diagnostic op- to hear themselves and are motivated by'yts use In

portunities and can be used to evaluate reading progress,
, ang (5) oral reading I1s enjoyed by most chiidren and \\
results 1n increased motivation. \
Teachers who wish to improve oral reading |n§truct|on ! P

will find suggestions such as the following helpful.' A 3
1. Provide chiidren with & modei of good orai reading ”‘1 Requiring readers to use matéilal on a
This can be done Ry having them listen to radio and t trustration levei of ditﬂculty

i v programs, co mercial or teacher-made recordmgs )

of exemplary readers, or to the teacher's reading.

for self-analygis of oral read)ng’errors, .
~u .

v

\

You can't increase your strength by aﬂemp’ting to lift

2. Give chidren opportunmes to read material silent- ‘L weights that are too heavy to manipulate. By the same v }
: ' ly beforé reading it aloud. | token, a child can't improve in his reading skill when |
- » 3. Minimize round-robin reading activity and substi- he is given books that are too difficult. ’ |
tute meaningful reading before an audaence. This can It is widely recognized that éxtensive independent |
be accomplished in § number of ways reading 15, basic to improvement. One of the things t‘hat ‘\ , . |
a. Cnildren can turn a story into & piay by reading can be done to encourage wide reading is to strengthen ’
aloud suitable parts, an interest in reading for pleasure. But, pupils will not \ j
b Children can read aloud sections from a read for pleasure if they are exposed to material that 1s 5 |
' story as others act out what they have heard too difficult. As a mgner of tact, reading on a frustration \K
¢. Children can simulate a radio or TV program level is likely to result ‘in anntense dislike of reading and |
{the latter can be done by having children illustrate ' an increased avoidance of it : . /1
. Y parts of a story or play with pictures or slides) by Finding the nght book for the right cmld in te;‘ms of /
Y. ¥ readmg before a microphone over station READ difficuity can be accomplished intormally by navmg a . s

d Children can read, n proper sequence. AuM-
bered parfs of a story that has been cut and divided.
It is advisablie to mount the story on oaktag before
cutting it into parts.
. e. Chidren can read aloud announcements,
- directions or instructions before the group or class.

child read aldud short selectlons’_f;om a well-graded series . |
‘of basal readers Although recently challenged by Powell'2,
widely held critena for détermining a child’s indepen-
dent, instructional, and frustration level$ are as follows: .

Independent Reading Level. This is the highest read- '
ing ltevel at which a child can read egsily and fluently,

’
At

\
|
|
|
|
!
r
|
|
|
' ‘ ‘ VAP , g . .‘
|
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without help, with few word recogniyion errors_and very -
good comprehension and retention Word recognition
errors do not exceedd more than one per 100 words of
running text and comprehension scores based on both

B

orandes, grapefruits, and lemons" are employed NeedIeSS‘
to say, such labels are likely to stigmatize children and
- dampen theur enthusiasm for teading #-labels-for abihty

grouping are to ba-apphed. it might.be desirable to choose v

—*— ——tactuat-and-mferenttat-typeguestions are ninety percant — — =g o tha chilaren's names o purposes of desngnétlon

or higher The indépendent reading level 1s the level of

at which a chid can rgad satisfactorily, provvded he re-
ceives teacher preparation and supervision Word recogni-
‘tion errors do not exceed more than five per 100 words
of running text, and comprehension scores based on both
factual and inferential type questions are seventy-five*
percent or more The instructional reading level istHe
fevel of optimum dithiculty for textbook reading. .
Frustration Readiig Level sThis Is the lowest level at
* which a child" 's reading skills break down. Fluency disap-
pears, word_ recogmtlon errors are cdmmgon, comprehen-
# sion is defecuye retention is poor and evidence of
emotiohal tension and discomtort manifest itself Word-
recognition errors exceed ten per 100 words of ruaning
text and comprehension scores based on both factual and
inferential questions are fifty percent or less The frustra-
ton reading level 1s the level that usually reflects the .
difficulty of textbooks used by retarded readers *° .
Standardized test scores sometimes lead teachers to
erroneous corclusions regarding 3 child's dptimum raad-
Ing level If, 40r example, Jimmy has a silent read_lng test
score of 4 2, a teacher might assume that an easy fourth-
grade book would be just right for hm Quite to the
contrary It is very probable that an easy fourth-grade
book would prove far too difficuit The reason’7 A55ummg
Jimmy put forth his best efforts when takmg "the tes] on
which he scored 4 2, the score 1s*very likely indicative of
his frustration-level Tperefore a third-grade book might
be a better choice for Jimmy's instructional level And
optimum difficulty for Jimmy's mdegendent readmg, mlght
bé on the second-grade level .

Adhering slavishly to ability grouping _

Are teachers.gropmg or grouping? In any event, many c
adhere slavishly to one type of groyp — abifity or achieve-
ment grouping Invatiably, children are divided, according
to their reading level, into three groups Oftan group
designations such as “biuebigds, robins, and sparrows,

|
!
|
i . -

cpumum_d&ﬂlcumj.iot_:eczeauoaal-mdmgr— et — feorthe 9roups may-wshrto-se

' be better met in the new group. Children differ in their

Thus, it may be Harry's group or Marys group. Perhaps,

___indian, they may wish to be called by the name of.an_ . _
. lndlan trlbe
Another factor of concern IS the teacher S attitude
toward reading groups. She is likely fo consider the
number one group as "bright”, the number two group as
“normal”, and the,number three groups as “dull” and ~
rather hopeless. Unfortunately, when working with these
groups, her demeanor often mirrors her attitudes. She
is spirited when working with number one group, some-
what somber with the middie group. and downright de- -
pressed with number thrée group Since childron are good
detectives, even the smallest behavtoral «clue may be P
spotted by them. According to Ernic Berne, author of
What Do You Say After You Say Hellp,'s very minor _
facial expressions of which an individual may be com-
pletely unaware, often are perceptible to others and
Jdnfluence therr reactions profoundly.
"Once intha stow group, always in the slbw group "
This is another danger of ability grouping of which the
téacher must be aware it is very important that &
_ teacher maintain fiexibitiy in grouping. in this regard,
Harris states.'4 . '
Children should be moved from ong group to another
whenever it becomes evident that their reading neads can-
rates of progress, some outgrow a slow group, while
others are unable to keep up with a faster group Some-
times a child who has been floundering as the poorest
reader in a grdup takes on new iease of ife when he
finds that he is one of the best readers in his new
group. Similarly, a child who glides through his group
assignments WIth ‘aminimum of effort may respond with
redoubled energy to the challenge of working at a higher
level of difficuity. .
Successtul teachers do not stop with ability grouping .
in therr attempts to provide for individual differences.
They may empley special needs grouping,’interest and
research grouping, &rid t{;am and tutorial grouping.

tectthenr—owm names~For———" "

— Instructional-Reading-LevekThis—is-the-highest iovel ————example. it the-class—s-studying-about-the-American— ~ ——————
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These are strongly recommended because they free chil-
dren ffom the stigma usually associated with grouping
’Spécml Needs Grouping. An alert teacher frequently
s.in. her classyoom wh

several children are confused by the short vowel sounds

- - iems. For example, a third-grade {eacher finds that _ _._. . _

‘

T

®
.

important A child shouid not be given a workboﬁx or an
exercise because "if worked with Jimmy last year" or
Because “it's ime {o make use of those extra book-

—__.lets. Remedes fof reading.ilis should be chosen with

—_.gare.— as much gare as a mediGal doctor exercises. .

when he prescrijes remedies for physical itis.

[al

of the ietters “e” and "I" As a result, she brings the
T 7 children togethér and provides appropriate instructional
’ material When they have overcome their deficiency, the
group is disbanded This kind of grouping is a valuable
corrective reading technique that can reduce the need
for remedial reading by prevefiting small probiems from
growing into large ones. ~.

Interest and Research Grouping. When children have
interests in common or are interested in finding answers
to a specific problem, a teacher can introduce interest or
research grouping. For examplé}everal sixth-grade boys
may be interested in Indian weapons while another
group would hkgdo research ‘differences in the hunting
practices of Eskimos and American indians Poor, av-
erage, and 'good readers may join-the groups ‘since
the teacher, with the assistance of the school iibranan,
can provide appropriate reading materials on varying
levefs of difficulty A tape recorder may be used for a
few of the choicest selections to piay to the class as a ’
whole . ,

Team and Tutorial GroOping. Betause two children
share a common interest or need, they may wish to

‘ combine therr talents and work together Since each may
know more about certain aspects of the subject than th9
other, the team activity is mutuglly beneficial As the .
saying goes, "two heads are better than one " If the
difference in reading ability between the two cmld\rez/ls
very great, a tutorlal refationship deveiops Teachefé who
want to employ feam or tutorial grouping may wish to

~ use sociometric techniques to minimize personality ’
-clashes that can result when two children work togethef
1

_ Fatling to utilize adequate and ,
appropriate corrective material

Iy -

A teacher needs an array of corrective material in her
classroom to meet the varying reading problems of her
pupils Selection of the proper corregtive material to
help a eupll overcome a weakness or problem is very

" Jatter, children

/

Teachers may use commerciai or teachér-made ma-
terials for readifig correction.” AhY in the case of the — ~ ~
ay participate in their construction.

This is often tfue when games are being made. Needléss
to say, readirjg games, if carefully selected in terms of
content, diffiCuity, and pupil interest, make ideal
individualiz¢d corrective material '*

When designing cogrective material, siecnal attention
should beg/ given To making it self-directive, With poor
readers, group instruction is not 'always feasible and
individugi tutoring 1s impractical The use of seli-directive
materidis enabies tach pupil to correct his difficulties at
his own rate with a minimum of teacher supervision . ,

Falling to promote wholesome
t¢acher-pupil relationships

D

/
When questioned as to how she managed to earn.
a grade of "A" in a sciencé course 1n which she seemed
destined to fail, a high sghool sophomore said, "Well,
we got a new teacher argd | liked him.”

Perhaps no condition for leal‘nmg at any level is more
important than a wholesome teacher-pupii relationship.
The pupil who likes his teacher is the pupil who likes to
learn in the beginning the pupil may work to please
the teacher becauge he wants recognition and praise from
someone he hikes Later, however, this extrinsic form
of motivation is likely to turn into an interest in the
subject being taught. And in the final analysis, this is
what results in excellence. THe best kind of motivation
comes from within rather than being imposed from
without / -

Some teachers employ {he finest methods and use the
best materiais, but, If thel/exﬁlblt traits of unfarr-
ness, sarcasm, or ridicule, pupfis will resis{iearning.

Soon learning is replacgd by loss of interest, emotionai
tensions, and disciplinary problems

!
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the basic teacher qualities that give rise to a mentally - .
hygienic classroom atmosphere that can have a magical
effect on chitdren and learning. .

D

AN

v
h<d

PR~ ~ - - - - .',..,./_ - - -

FOOTNOTES .
'H Robinson, Why Puplils Fall in Reading {Chicago University of *
Chicago Press, 1946) ?

*W Kottmeyer, Teacher's Quide for Remedisl Reading (St Louis ‘,
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5, SRR . o oA [ndividual Differences and Inddvidualization
. el '}, \,,t; aak . -.«;i) ot IV in Teaching. Reading
' Carl J. Wallen:

/ . /

Most teachers believe that Indlvldugl/dmerences
should be provnded for, and feel gunty,, for not doing
enough -about them- Yet, they-are oftgn.less effectivé in

_ accomphshing’th thi‘s than they could Ye because of'a
cor
phéhed. The misunderstanding s, s characterized by com-

c T mmssuc‘rras,*‘Mywﬁncrpafsays that mdividuatizatror
1§ too exyensi "or | would {l(e to. mdlvddual&ze but
y_principat gets very upset. w_hen‘ chﬂdren arg out of

their seats Tot " Teachers makmg the former commerit

/ seem to be ndividuallzlng with a method commonly
called individualized readmg children read trade books
of their own choosing teachers hold individual con-
ferences of seven to, {en minufes dyration with each
chiid once or twice, a week, and conference records are.
kept by both the teacher and children. Teachers
making the Iatter comment seem to be con-
fusing Indwnduallzatlon with a social setting that is otten
referred to as the open classroom. .

A much more useful notion of dlvldualizatnon, and
one suggésted by mos,t gducationatl psychologlsts is the
adaptation of instryction/ to individual differences. The
adaptation can occur A or fail to’ occur — with dif-

grammed or basal, nd in different soclal settings rang-
ig from those whére children spend most+of the day -
/ sitting at their d¢Sks to those where they are spldom at
their desks Bgéic to this psychological notion of indivi-
dualizatfon is/the recognition that individual differences
exist in learners, whether or ng the teacher is either
willing or able to prodee the appfoprlate ditferentiated

. n¢ i'hleldualh!aﬁ(‘mo' R instfuction. Vlewe/d from the psychological point of view,

5’
q individualizatior is not a dmhotom}us s1tuat|on that

F"ﬁn e either has or has not attained Rather, It is a pro-
%eaﬁhlm Iea(‘“ng / ess of adaptnon that exists along a continuum, from

47 '
¢ y i ’, + little provision of differentiated instfuction to much
.f_ i Carj J w’ﬂon 1___ 7 ", provision. . -
;\}-,‘ . ;,_ — ’j"= : \"‘ . o ) ‘ The confusion about individualization on the part of
M * Lo ‘7 il - teachers, and their feelings of gyilt about not doing
enough of it, is probably a reflection”of the way educa-
. ) tional psychologists typlcally deal-with the topic of .
’e"x:?"" e ) '; " T .- _ individual differences. As early as 1914, the
Ty T e Wl L) ; " eminent educational psychologist E. L. Thorndike recog-
: = p i - ' nized that differences do,exist bétween learners and that,
; e g ';“ i cantrary to common belief, equal learning bpporiunity
’ , . : appears to increase differences in learner performance
“. PP ’ .
ra, ’
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rather than equalize them Cronbach is chagrined by
the way schogls have fesponded to individual differences
He stated thiat “most tactics the school used are intended
to minimizé the nuisance of individual differences so

ihat 1t'can go onTe‘acﬁ'ng the same una‘tered course.
This is 'also trug of remedral instruction, Which adds

&,

___ the same instruction The teacher might have ail chii- .+
'dren regd a story from & basal text and answer the

Examples. A teacher might be giving a certgin les-
son from a phgnics text or basal téxt to the entirs class.
Ail children in the ¢lass are invoived, and all receive

comprehension questions.

moen-program-rather than redesignmng
—<-it(Crofibach, 1967,-p.-27)-But after-the-educational— -
. psychologists point-to the existence of-individual-difs -

/
v

.. .\

rences and express a teelmg of guilt about the way
schoSls provide for those dlfterences they then seem to
L try solving the probtem by simply avoldmg it.

-The notion of indvidualization as betng adapting in-
sfruction to individual differgnces can \ be approached
0 a useful way by synthesizing the efforts.of both
psychologists and educationalists. The model of indivi-

» duahzation presented here represents my synthesis of
ideas presented by the psychoiogist Cronbach (1967, 24),

» who refers to thém as “Patterns’ of Educational Adap-
tion to Individual Differences,” and the educationalist
Betts (1957, 713f), who refers to them as “Levels of
Differentiation.” The mode) Betts suggested 1s now out-
dated as 1t tefers only to a basal reading series.

 Cronbach ptovides an orientation for updating Betts'
modet

-The model here is'based on the assumption that
individualization in reading is achieved through the .
interaction of three var/lables (1) the provision of .in-
st;}tcttonal opttons. (2) the appropriateness of specific
instructional items (léssons) tor each learner at that

.

7
particular time |n S development and (3) the iritegra- J/
tion of reading “‘with other instructional activities, such as .
occurs in naturgl settings outside the classroom. The N/

greater the degree to which the three variabies are -
preeent the more mdnvrdualtzatuo-n is probabty present, /

" Levels of individuallzation
L‘év’el one*’

Charactenistics. The same lesson is provided for .
all ¢fiildren in a given class. There Is no grouping The
lesson may be from a published series or a program
developed by the teacher Any records that are kept
deal with lesgons completed by children, for example.

“Slizyshas completed books 1.1, 1.2, 2.1 arld' 22"

10 |
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~ -~ Leveltwo-

-
'

-

¥

Charactenst/cs Allchlldren use the same series of
instructional materials but they receive instruction in
two or more groups. Each group is at a different place
in the series’ The teacher spends.mpst of thereading
period instructing groups. Any records that-af& kept deal
with the Iessons completed by children‘ as with Level
One.
. Examples. The teacher might have a basal series,
with one group at some grade level and the other groups '
above or below that level. All children in one group
do the’same lesson Children will occasionaliy be moved
from one group to another when their reading per-
formance indicatgs that another group“might be more
aopropriate for their present leve! of development.

Level three

. - N~ .
Charactaristics. All children have the same series of
instructional materials, buf it is organized so that thdy

- proceed through the series at their own pace If pub-

-

»

hshed, the program is self-instructional and may even
be programmed. Teackgrs devg ost of their time to
‘managing the program; doing such as getting
a child into the appropriate book, overseeing the occa-
sional tests, answering questions about confusing items.
They devote little time to téaching. individual childgen
dtrectly Records deal with the bpoks or units a child
ompletes much as in Level O

*

- Examples. The teacher migh%ge using a pro-
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expenences.' writing stories about the experlen?:es.. dnd

reagding the stories' written by others But at this level .

ittle emphasis Is Placed on the specific reading skills
e ———attained by.a-cmld_and.’lhe.??y records maintained

-~ deal with the books the chitd has read. . N
N M B e
-y - Level.four' T .

- . - L2 -

Charactensﬂcs Ali/children have the $ame series
of instructional mate%ls and it 1s orgaMzéd $o that
t at thélr own pace The program
The maternals 1dentify a sequence
ach child should attain, provide a ~
. test for ggch objective, and provide or identify a specmc [
e lesson that I1s
maintain a record of ther attarnment of specmc object-
tives, possibly with some teacher help. Teachers Spend
most of-thejftime managing the program; doing things _
such as heiping children take and score the tests, v
i identify and Iocate the app?opnate lessons-for objegtives,
/ " and recgrd dbjectives attained. Théy devote httle time
to teaching indwidual children directly. ]
Examples. The teacher might be using a cnterion- |
referenced reading system. The program could be pub- ,
lished or could be developed by teachers. The distinguish-
u}g characteristic, of the program, whefher pubhished or
/ ot, 18" an idedtified list of objectived and prepared .
tests and lessons for each Objective A child does' the
lesson for the objective only Is he performs inadequate- ' *
ly. on the test for the objective. The recordg deat with
the objective the child has attained as mdrcated by his
passing the test for the objecﬁve for xamp1e “Suzy
has attained Objectives 21,12, 21.13, 21.14, 21.15, 21 21,”
etc Tﬁ records are generally kept on a chart, each -
child having his own. . '

-
they proceed throu

1 self-instructional

o . 4

L

Levgl five .
Charagteristics. A numb&r of publlshed and unpub-

lished sgnes of materials are used; some may be self-

instructional, Some of the materigls mgy be organlzed

[ into learning centers. Each child Is usually assignad 5 =
one set of'materlals the other materials are used as -

’ supplemenls The teacher spends youghly half the time 9

o

instructing children Indivldually erin groups and the

~

> otfier haf of the time’ managmg the program Chlldren

propriate for each objective Chuldren . t .

“little.time managing the program. -

AN
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usually malntain whatever records are kept, with some -
teacher drrect|0n The records deal wih lessons or

units the child has ﬁompjeted as with Levels One and
TWO N - %

Examples. Methods are cOmbined For example, an * ' N
~individualizg d’rmg method s uged Jas the
approach, dhd-the*children also spend part of eved’
reading period doing programmed r#aders. A language- o PR
experience method might be used fith a criterion- .

basic ™ T )

»

" referenced reading syst.'em. If a sutjicient varlety of
materials exists, the teacher mayiry a child.out on - .

3

different Sets of*materials and themselect the one that
seems most suitable for the child. Record kegping. tends e
to be focused on thesmethod selected. Little emphasis is

usually placed on maintaining other records.

Level six e . o

. " , ) y
Charactsaristics. Qne published series of materials is v

used and all chifdren follow the same Instructional se- = °.

quence. Children are instrutted in groups; each group
is at a different’ place in the sequencé. There are three
or more groups ,The major difference between this * o

level and Level Two is that the' teacher uses diggnostic

teaching in adapting lessons to each group's reading

performance. The teacher maintains-records ot each |
child's attainment of each specific reading objective, as * - ° |
with Level Four. The teacher devotés most of the read- -
ing period to directly instructing chitdren, and“spends

a

Examples, Teachers might use a basal reading ~ *
series, with one group at grade leve! and others scat-
tered above and below that level Prior to doing a lessdn
with a qertam group, the tweacher tests the children on - L
the lesson’s objéctives to determine which children in -

‘me group:actually néed that lesson. The teacher then \/

provrdes the lesson orily for those children who showed
they needed it by performing inadequately on the test.
The other chuldren do |ndependent agtivittes. Instruc-

tion.for the lesson confiues until th; children recelving N
it have attained the lesson's objectlve . .

) Lo ™~
.Level Seven v //'/\ e ) ,

CHaractbristics. One/pu/bllshed series is used The '
8 /

.

N o
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senies 1s self-instructional Al chilgren have the same L Level nine

s

squence of instruction. but each s at a ditferent place

in the sequence The teachér utilizes diagnostic teaching

in determining childreM's attainment of the reaging
objectwes on a hst identihed by teacher, and then in

provrding any appropriate supplementary instruction .

‘in effect. the teacher runs a diagnostic teaching program.

that 1s independent. but complementary, of the program

provided m the published series The teacher maintains

records of childref's attainment of the specific objectives
1n the st identified by the teacher The teacher spends

most of the time directly instructing individual and

small groups of chidren

. Examples The teacher fught use a certain pub-
lished programmed redder series ar criterion-referenced
reading system.. The teacher carries out a supplemen-

. tary program of testing for objectives and then teaching
for those objectives not ettained The teacher spends
mdst of the reading period carrying out this-diagnostc
teathing program with individuals and small groups
The Ghidren spend mest of the period doing indepen-

, dently activities that involve using such things as the
self-instructional program. doing recreatdnal reading. *
completing projects for social studies. science. or mathe-
matcs and painting drawing or sculpting'

Leved eight '
[ R . . .
Charactenistics A number of published and unpub-
hshed sets of materials are used. sgme may be{e?f-
nstructional Some of the materials may be orgaszed :
nto learning centers The teacher utihizes diagnostic
teathing in determining gkch child's attainmeht of each
objective in a list of objectives ideatified by the teacher.
and then in providing the appropriate instruction The ©
teacher maintaingrecords of children's attainment of
the specific ob;e('mves on the teacher's list The teacher
spends most of the time directly instructing mdwadua'lsﬁ
&

- and sma!l groups.,

Examples The teacher probably has two or more
fearning centers and activity cenfers such as reading
and language games. science experiments. and aH
* “projects Childrer may be assfgned to spepid part of.
each day dong a gel¥ uctional reading program The
teacher cameé_out d::;%a{me teaching program that
» g separate fro tearningj centers and activities. .o
1]
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Charactenstics The reading anrd language arts
pgograms are partially integrated with programs
social studies. science. mathematics, and art The inte-
gration is achieved by initiating activittes ‘during one of
the other programs and then continuing it during the
reading period, usually as an independent acuivity A
time for reading instruction i1s scheduled each day,
During this period the thacher devotes most of the timee
to carrying out a diagnostic teaching prog'lam that 1s
based on_a hst of objectives, identified by the teacher
The teacher maintains records of children’s attainment
of the specitic objechves on the 18entfied list Published
reading materiais might be utiized. but onty incidentai-
ly to the umit activities '

Examples Thé teacher might (nitiate a social
studigs unit on Mexico As a part df-this/unitdhe children
do research on Mexico, make maps sfiowing the mayor
features of Mexico, and prepare costumes and sets for
a play During the scheduied reading period the children )
can work on these activites after they finish their read- . ,
Ing assignments The teacher instructs individuals and

"smail groups df children while the others complete a
reading assignment given by the teacher or carry out
the social studies activities

Levelten -

Charactenistics The total schoo! program is inte-
grated so that chiidren sgend-most of the day carrying
out meaningtul and intéresting activities they haye
helped plan No specific period during the day 1s sche-
culed for reading instegd, the teacher utlizes diagnostic
taaghing and rqlates all testing and teaching n &
meaningful way to the activities the childrén are doing:
Pubiistred reading materiais might be utiiized but onty
incidentally to the umt activities The teacher marntains
records of chilren’s attainment of the specific reading _
objectives given on the fist used by the,teacher

Examples A umt on Mexico might.be inltiated, as
was described for Level Nine But ali reading Instruc-
stion wouid be related to the unit For example, the

™ teacher notices that some children are having difficulty
dealing with gontlicting information derived from dif-
ferent sources~and determines that they coutd benagfit

P
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from some direct instruction in critical reading The
teacher explains the children's ditficulty to them:
such & way that they agree that they need, heip i criti
cal reading if they are to successfully complete an
activity in the unit on Mexico The teacher might
utilize basal readers in praviding lessons on critical
reading. A teacher in the first grade might use the
same general approach with children having ditficuity
with phonic word attack The instruction mighf be pro-
vided as a supplementary unit, or it might be provided
in the context of helping a chiid with the soc.al studies
unit by writing a story or reading someéone eise s story

K ’
Achleving greater individualization

Children’s motivation is a critical determiner of their
Tearning. Likewse, the teacher's motivation is impor-
tant if greater individualization 1s to be attempted.
Teachers should attempt to achieve greater individualiza-
{ion of reading instruction only if they really care to
provide more adequately for children’s individual dif-
ferences

Assuming the teacher 1§ motivated to achieve greater
individualization, the first step is to identify the level
of individualization that 1s occurring In the classroom at
present Read the description of the ten levels carefully
and-then-identity the level in your room.

The secondistep 13 to plan strategies for achieving
greater individualization The strategies could be of
three-types;, (1) providing more.instructicnal options;

(2) diagnostic teaching, and. (3) integrating reading
with other school subjects The mode! should suggest
how these strategies might be planned. Perhaps some
examples will be heipful

Providing instructional options :
If the cldssroom is presently at Level One — the

teacher might be using one published reading series
with all children doing the same lesson at the same
time — the teacher can move to Level Two by creating
three or more reading groups, each of which will be

at a ditferent place In the published series. The teacher
will need to determine eaeh_chiid’s reading fevel,by
means of standardized achievement tests or informal

P

v
reading inventories Ail chiidren within a range of ones
half to one and one-half are then probably assigned to
one group, and the appropriate l'evel text in the series
1S used for instruction

It the classroom 1S presently at Level Four — the
teacher might be using one of the currently popular
criterion-referenced reading systems — the tgacher can
move to Leyel Five by utilizing another reading method
sz:h as language experience. To accompiish this move,
the teacher wouid need to learn about how the language
experience method operates, giving particular attention
to materiais, procedures, and unique ciagsrcom man-
agement arrangerhents The teacher would need to
develop the children’s proficiency in doing the criterion-
referenced system sndependgntly, so that the teacher
can spand most of the time helping individuals and
small groups carry out language experience. ,

Diagnostic teaching . -

Diagnostic teaching meang the ability to identify and
provide for children’s specifig readiilg skill needs. The
diagnostic teacher is cyt‘npe nt in using forma! and
informal instruments to det rmine a child’s functional _
reading fevels. The diagnostic teacher is competent ln
designing exercises appropriate for specified reading
skill objectives. For exdgple, they can design a test
suitable for a recognitii‘}?bnmwe like “phonic word
attack-initial consonant t” and a comprehensiofn objec-
tive like “interpretation-conctusion-fifth levei-social
science.” It is not important which particutar,fist of
read:‘ng skill objectives is used, only that the teacher is
able to design and conduct testing and teaching ex
cises for whatever list 1s selected.

Thf teacher needs to realize that competency in
diagnostic teaching is not something that can be gained
by purchasing a set of published materials. It can be
gawned only by developing one's understanding of dlag-
noshc procedures and one's ability to design and conduct
exercises suitable for specified objectives. in short, it
can be gained only by active, pamclpatnon in inservice
training programs.

1 ¢ .

Integrating reading with other subjects

Strategies related to developing integrated school

13




programs are the most difficult to utihize befause they
involve all schooi subjects tn addition to baing compe-
tent 1n teaching reading, the teacher must a&lso become
competent in designing and conducting units in social
studies and science that unify all other school subjects
A science unit on the -desert or g,soctal studies unit
on community heipers should invoive, along with
science and social studies. subjects such as art, mathe-
maucs\qeema reading, writing histening The teacher
tannot dapend solety on one of the published programs
in social studies or science The published programs
simply serve as one resource among many in a program
that arnises from the Perceived needs of the children, 1s
related to their environments, and evolves through the
joint planning of both teachers and chiidren, '

¢ There i1s a great wealth of iiterature about unit plan-

“ ning, both in professional jexts and in manuals accom-

panying many published pregrams Teachers whq are
already using ynit approaches can serve as a very
useful resource Their rooms can be observed during
s¢hool hours. and thay can describe how they plan,
the maternials and procedures they us$, and the frus-
trations that one can expect in any in ttempts to
develop integrated school programs They can demon-
strate how they carry out units with children

Congclusion . .

This article 1s intended for teachers who believe that

. individuakdifferences are ymportant and should be pro-

vided for, but are not sure-how jndividuatization cah
be achieved in their ciassroom it describes a model
of individualization in reading having ten fevels

Teachers and admtnistrators interested in achteving
greater individuaization should realize the wisdom of
the ancient adage that “Rome was not built in a day ™
Highly individualized programs are not either They
must be accomphshed one step at a time, and in an
atmosphere that appreciates growth and accepts occa-
sional faiture (lus after ait, better to have tried and
tailed then tofhave failed to try at ail

®  REFERENCES :

Beits £ A Foudstions ofHeading Instruction New York Amencan
800 Company. 1957

14 - ®

i

Cronbach L J How Can Instruction be Adapted (0 indwasa:
O Merertes® o~ Lasrning snd Individust Differences (:E¢ R W
Gagre: Columbus On o Charies Merr 1t Publishng

Co 1967 4

Trorncixe E L Educstions] Psychology (Vo' 1t New Yo'
Tescrers Cot'ege-Co'umb g Universty 1914

Travers R M ~Learming Measures and Psychometr ¢ Vansbies”

in Learning and Indlvidusi Differences (Ec R M Gagne) Columbus
O~o Charies £ Me'nl&m' snng Co 1957




Data-Based Instruction: ~

A System for /Improving Staniey L. Deno
Learning and Preventing Phyllis Mirkin
Reading Failure. . :

The Burpose of this paper is 10 cOnsider how INStruc-
\Qrii:;:‘orgamzed to maximize a chid s rate of

¥ . progre learming to read In considering improving

. reading progrdms three questions wiil be examined

First. are there charactersstics of reading instruction

as it 1s "usually organized that contribute to reading

falures? Second, what is data-based instruction and can

it be used fo prevent reading faiure? Third. can a

‘data based nstructional program be impiemented with,n

the confines of the-*egular class setting?

- Current Reading tristruction —

t e We believe that there are two generai character-
¥ oL % istics of curreht reading programs which contribute
a ‘sﬁre"'for lmra" ng 1 directly and jrdirectly to reading faiiures They are
/? » i ,J N M%Mw;on and program unrespon-
mnlnq and p' even -c'sf h siveness Lets each of these charactensucs/ /
Vg separately. .

v

v
Reading programs, generaily, are organized
around the basic assumption that students are most )
o .~ . appropriately viewed as high, middle, and low in thei
2 &c: %s'???bi’.@ . capacities for learning to read and, therefore, that in-

: SRR struction should be organized to accommodate these
differing caie;c‘/ues/ This' view of the student and its
logical instryetional outcomes results in programs which
anticipate. expect. and accept being behind {(i.e, not
develeping minimal reading competence during the first R
e years of instruction) as 8 common, ' naturaily '
occurring phenomenon Given this assumption. faiure’
to develop even functionat literacy is viewed as a fau-
ure inherent within the child and not as a tailure of the
instructional program

Asecond assumption which creates a norm-referenced
regding program 1§ that deveiopmental differences in
readiness for reading instruction exist This meffns we
can expect that whatever 1s specified as the age/grade
beginning of reading nstruction (for our school) wiil be
inappropriate for some children who are not yet ready
and their inmal difficulty in learning to-read. again,
should be accepted as "natural,” albeit temporgary -
Frequently. such an assumption leads to the aotion that

T

N3rm-referenced instruction
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we*shouid provide more "readingss” activities *rather
than direct instruction in reading for such youngsters
thus further deiaying their progress and ability to
“catch up” to their pears.

Taken together, these two hO{matlve assumptions
(1.e. “differing capacities” and “developmaental rgads-
ness”) promote instructionai tracking (high, middie, and
low groups) where failure, or at least reading retarda-
tion, is acceptable. Woe to the chiid who finds his niche
in the retarded reader, group. His world expects him
to fail
Program unresponsiveness

Asec d charactensnc of many current reading
program lrequently contributes to faiure is the
unresponsw gs of instruction to the daily learning
needs of indlwdual children This unresponsiveness Is
particularly evident when one anealyzes the 'infrequency
with which instructional programs change as a function
of the progress of |nd|vlduals -rather than groups While
teachers often bellevd that a days teaching may have

“reached.,” or besen appropriate e for only some (if any)
of the individuals n a group the next day’s geading
lesson will usually vary only slightty (if at allkfrom
what is the next prepared lesson in the teach
Even when attempts, to~Change the néxt day's<é

are made, such changes are baseg.’ on the
teacher’s intuitive impressions of *; ost of/the
group ne8ds now,” rather ding the

eftectiveness of instruction for individual chiidren within
in the Yroup.

Reading performance data for individual childken
when it is obtained, Is infrequent and irregular :; is
almost never systematically related to specific iNstruc-
tional changes ntended to improve individual students’
performance. Usually given in the form of-achievement
tests. these measures are administerdd once each year,
less for the purpose of improving (tailoring) the instruc-
tion for individugls that for. (a) certitying which indivi-
duals are succeeding or failing..(b) determining general
effecﬂveness of instruction for*groups, and (c) admin-
istrative accountabﬂny Periodic achievement test re-
sults have no formative eftect on the instructional
programs of individual children and are often used to
sanction plaé8nent of an individual in a “high,”

16 -

“Middle, ' or "low" group The net effect of this norm- [
referenced instruction is that the discrepancy between
acceptable performance and the performance of a sub-
stantial number of low group chiidren widens rather than
Narrows

Data based Instruction

What are the necessary elements for program suc-
cess? From the standpoint of systematic instructional
design, the essential elements of a reading program
which will maximize success and thereby reduce failure
are as follows.

1 A clear index of the individual's development

of reading proficiency
2. Regular and frequent reporting of this profi-
ciency Index for each individual in the program.
3. A program adjustment mechanism which
Insures frequent and systematic changes in instruction
when an individual's proficiency index indicate a change

* i3 necessary.

A reading program which contains these three ele-
ments 13 orgamized around individual student perfor-
mance, s responsive to the progréss o(lndnvidua! stu-
dents, and evolves in such a way that individual
student progress 1s maximized despite prior assumptions
regarding “capacity for learning to read ” In.such a
program, assessment of student progress and evaluation
of instruction is ongoing and provides objectives and
quantitative data on how best to teach a particular child.
Various curricular, instructional, and motivational I
changes In program are monitored in‘relation to Iearn-
ing and the resuits are used in making systematic
decisions among_alternative instructional préscriptions.
An insfructional program containing these elements is
data-based and for present purposes is referred to as
data-based instruction ! “

~

' -

An example of data-based reading
instruction

We have been working in an elementary school who
;eadln'g pregram is part of a large federally funded
project for culturally ditferent (disadvantaged) chil-
dren. The schod's Involved In this project use the same

»
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commercially produced basal reading series Desired

rates of children’s progress through the basal serits are
designated and significant amounts of human and ma-

terial resources are supplied to individual teachers and ‘
schools In an effort to achieve the designated rates of .
progress with children. While there are some yearly im-
provements in the project achievement test scores, re-
markably high proportions of children fall behind the
desired rate of progress. In an effort to develop more _ °
effective programs for those handicapped children who
were failing and to train resource teachers to help these
children we have been involved in a program which

as it evolved has as its components the three essential
elements for reducing reading failure presented earlier

In this paper. :

A clear index. The index of progress i1s “rate of
progress through the curriculum” which is defined as the
relationship between “current leve! of proficiency” (or
mastery) and “time in instructional program.” The
defining equation 1s, simply: . ,

&

curreng level of ‘proficiency
time in instructional program
o

rate of progreés through =
the curricdlum

This relationship is represented graphicaily in Figure 1.

-

graph represents what | mmonly referred to as

“grade level" in years and months. The aiphabetic se-

quence represents the sequence of basal readerss through .
which children progress and in which it is hoped they

will be proficient. A child who can read proﬂcleﬁuy in

Books A. B. C. and D would be described as having
progressed one year through the curriculum, Whether or ,
not that chyld's progress is satistactory, however, de- -
pends on the duration of his instruction, If he has

received reading instruction for one schoo/ year-(nine

months) his rate of progress is ‘satistactory since *

%1
- The nu’merical seqn\ei;:; on the vertical axis of the

\ ' < "
rate of progress = 1 year (levei of proficiency) =1 grade level/year
1 year (time in program)

a

Of course, should his time In the program have bedh
two years, then his index would be unsatistactory.

~

18 | :

\
rate of progcess = 1year =

N Z years 0

.5 grade levels/year

N

\

Other examples of satisfactory progress are:
N N\

rate of progress = .24 months = 1.33 grade
18 months fevels per ‘ .
year
rate of progress = 12 months = 2.0 grade levels per year
6 months

e

And other examples of unsatisfactory progress are:

rate of progress = 24 months = .67 grade levels
- 36 months per year '
rat;a rogredés = 9 months = .75 grade,levels per year
12 months

\4\8( becomes obvious from these examples is that
satistactory progress rate indices.are.always.aqual to, or
greater than one (1.0), while unsatisfactory progress rate
indices are always less than (1.0). This satistactory
progress rate is shown on the graph as the heavy dia-
gonal line Students falling, beiow the line are not pro-
gressing satisfactc;rgy and are our major concqry.

A final word nebds to bq sald abput “level o ,\proﬂ—
ciency.” Describing a child as “proficient through Book
D" requires turther definition in tegms of the measures
used to ascertain that proficiency. In our data-bas
Instruction system, proficiency Iis defined in terms of the
student’s oral reading rate and his accuracy in ans‘ T-
ing comprehension questions. For Grades One and Twd, a -
child is considered proficient it he can read orally at
the rate of 50 words per minute with two or fewer . .
errors from the Grade One or Two reader (Starlin, 1972
and Haughton, 2) and can answer eighty percent ‘\
of the comprehension questions which are directed to
him. Proficiency in Grade Three and beyond require
oral reading at one hundred words per minute with
two or fewer errors z:rwo):tlnued accuracy of 80 AN
percent of better in rehension. ’ -

v \

N
. \
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Regular and Ir:q{%f reporting. Given the numer- program as we think of them, in data-based In-
ical rate/of progress index varying around one (10) as struction "effectiveness” is always defined by our
the. clear index, data-based instruction requires that index of progress, which should not be computed
this index be ghown grap.hncally at the beginning of each for a program intervai of less than 5 days and is
month A graph with at least monthly plotting of pro- more reliable the donger the program interval
" gress, Is maintained for each child The Progress Grapfﬁ" Since we need to know which changes in the in-
, becomes a public record which contains regular reports ' structional program are effective in order to build
r of an individual child’'s index of development in reading ‘ a program which acgglerates a child s progress we
The plotted progress entered in Figure 1 jllustrates such i cannot afford to careidgsly drop out.or add instruc-
a graph for one student. L. tional changes until the Mglative effectiveness of
Program adjustment mechanism. While reguiar and each change is known ) . < ,
frequent public recording of progress may itself be ' 4 Minimum frequency of program changes A min-
Iinteresting to teachers, parents and administrators, in imum of one consistently implemented change in '
data-based instruction the value of the progress data is instruction’should be evaiuated for each unsatis- .
maximized when it is used to fashion a program of y factorily progressing child every two weeks,
\ instruction which s increasingly effective for the indivi- Figure 2 lllustrates a serles of changes in mstruc- )
dual child To ensure the continued adjustment of in- N tion designed to increase the progress rate for an’ -
struction relative to the individual child’s rep rted : ‘l individual child.
progress index.a set of operating procedur'es*tie the v .
progress Index to program adjustment in a kind of con- ’ ’ -
tinuous Cybernetic (feedback and adjustment) loop. These The teardrop number for the interval before ¢
i oparating procédyres are as follows. X* “Change 1" shows the unsatisfactory progress
T, Monthly progress graph sharing. Progress 4+ * index which led to daily progress recording.
graphs should be shared at legst once a month “ The effectiveness of each change can be determined
with colleaguessfor professional feedback. ' . by comparing the numbers (average progress index) _
. 2. Shift to daily progress fecording. As soon as 1n each successive teardrop on the graph.
) an individual chiid’s graph shows a drop below the C A 1abel for the type of change is written at the top
desired progress rate (below the diagonal iine on 8 the graph above the-progress data for the inter-
. the graph) a shift should be made to daily re- val during which thechange wis consistently
.. cording of the individuals level of prohiciency. implemented. As can be seen from the example in
+  Daily progress recording increases the sensitivity Figurg 2, not all Changes are edually effective, A
of measurement to variations in the chid's pro- compgrison of the progress rates in the successive ’ 4
gress rdte, establishes the gonditions for evaluating teardrdps shows that “Change 1" produced a
the eHectiveness of successive changes in instruc- - doubling in rate of progress, "Change 2" préduced
. tion, and thereby increases the probability that an 5 no increase in rate (over Change 1), and “Change
individualized program will be fashiened which ) 3" brought a small increase (over Change 2) &
will improve the child’s rate of progress ) ’ - P Y .
- 3 Consistently implemepted and evaluated changes ‘ Does data-based Instruction work? R S
Daily progress reé¢ording establishes the conditions . ¥
for evaluatigg instructional program changes, how- Over a period of approximately two years teachersm . -
ever, changes designed to improve a program training as Special Educati ~)F(eysaource Teachers have
(i e, increase the child’s rate of progress) can learned to use the data based uction system for
only be evaluated if they are implemented consis- tedching as descnbed above, W ing with children
tently and held constant over a period of from | ordinarily called mentaljy retarded and learning dis- . A
1 5-10 days of instruction (While it is tantalizing to abled each trainee hasft;een able to effect an improve- ’
N make "more effective” changes in the instructional ment in the child's rate of progress in reading at least

)19
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two times (on@’hundred percent) or greater over what
had been the child’s rate of progress prior to entering
the data-based instruction system In some instances
the increase in progress rate has |ncreased between
five and eight tim >

in a study by Anderson (1973) the eftects of data-
based instruction were revealed by contrasting the
developrrignt of reading vocabulary In two groups of
children. A reliable difference in the acquisition of read-
Ing vocabulary occurred in favor of those children
receiving instruction from resource teachers using daily
recording and graphing as opposed to children whose
teachers were not daily recording and graphing pro-
gress. In a study by Langer (1973) the same general
results were obtained. Three interesting varlations oc-
curred in tanger's study, however. First, the “resource
teachers” in the study were cross-aged tutors, and
second, reading achievement was measured by oral - )
reading performange Third, the contrast was obtained
by contrasting thef oral reading performance of the
~same child under\conditions of daily recording and )
graphing as opposded to conditions where his oral read-
ing performance was not recorded and graphed. Further
support for the effectiv. sed instruction 1s
reported by Jenkins and otferg (1973). \n their study a,
single adult resource teacher taught tWo setg ot reeding
vacabulary words to her students. Progres Ppe set
of vocabulary words was recorded and gr.
day while progress on the other set was
and graphed. The students In each insty]
more of the words on which their progr
and graphed each day.

The argument made here ig not fh
obtained under data-based lnstruc;t
plained by the use of daily recordll
Surely each teacher and his studa
marized above constitutes a un‘lque ,
and ‘the actual changes made by ed eacher were not
rigidly prescribed for all tng .feachars Yo any one of
the studies. What we do J;#‘r}}g)l{gj;g that in each case
the instructional programs./ J yded the t
elements of data-based l Y ;
régular and frequerit re
justment mechanism, whii

Hrovements
ply ex-

¢ graphing.

}'r;e studies sum-
-gf relationships,

ense, guaranteed
8s and decreased read-

.

o
Program implementation:

.are there problems in implementation?

- While the studies cited above support the efficacy
of data-based instruction as a problem solving toof for
teachers attempting to improve the quality of sourte to -
handicapped children within the regutar, education set-
ting, the'question remains as to whether  data-based
instruction program can be implemented by ong teacher .
for larger groups of chitdren. While these procedures
have not as yet been specifically utiized with regular _ -
classroom grBups. it is the considered judgment of the
authors that data-based instruction procedures can be -
adapted to regular education programs and should Serve
to enhance both effucnency and effectweness in program
implementation.

What is required is some Initial program organization

which, if done on a schoolwide basis, requires minimum
time to be expended by each individua) teacher. -

1] 4

The procedures for Implementation are as follows.

1) Determine the “expected” rate of progress
through the Basal Reading Series for your school.
This represents the minimum rate at which you
calculate a child in"your school can progres§ in
reading and still be considered “progressing satis-
tactorily.” ;! Y
List the letter name, or numerical designatlon f r
each book in the reading series next to the | g—

2

-~

responding month and year in which the progr ggc} .

ing at the minimum acceptable ratg is expecte 0,
begin this book. These numbers af designatd al kg
the vertical axis of the graph. 3
Draw a solid diagonalline throug
intersection points on the graph t
maily acceptable” progress i.g.,
index of 1.0 per year.

Set schoolwide criteria for determining a stu-
dent’s proficiency level. This again will vary and
should be "Internally valld” for each Individual
school.2.

During the first week of school administer a pro-

3

-~

the yearly i,
indicate "minj«
proficiency

Y
~

5

-

ficiency test to each of your student's at the expect- '

ed reading level for his grade.

S

-




6) ! the child does nof succeed at his expected level
continue to sample hlé'readlng at succeedingly
lower levels until “proficlency” as defined by your
school is achieved.

Conversely, if the child does succeed at his grade

level continué sampllng at successively higher levels. ‘

7) Compute the proficiency index for each indi-
vidual ¢ Id In your class. As'you will recall the
formul "

rate of progress = #.of years of progress
. (as determined by present
proficiency level)
#.of years in school -

or

# of months of = grade
progress levels

#of monthsin "~ - of pro-
' : school - gress .

8) Represent this number graphically for each Indi-/
. vidual child. (see F?gure 2)

At this point, the major task is completed for the
majority of children In the class. Subsequent monthly
plomngs of progress can be readlly included as part of
th&regular reading program as it is only necessary to
note the, student's pregent placement and proficiency
rate and record this data using, the same formula as i
above. For Grades Four and above the students them- .
selves may become proficient in this procedure.?

For ‘those students who do not achieve proficlency .
commensurate with expected progress, daily progress
recording should be instituted. Here again, students can
be taught to record their prograss rates.

In addition, ottfer more able students, aides or cross-
age tutors can be trained t'o assist in these procedures
(See Langer, 1973). .

Daily performance recordlngs should be the same as
those which have been decided upon as measures of
proficiency for your school. When the stlident achieves
at the accepted proficlency level, this signals a move to
the next instructional level in your program. Failure to
achleve proficiéncy signals another instructional program_
adjustment. Thus instructional decisions are data-based

L 4
. . P

as program adjustments respond to changes in perfor-

mance rates for individuals. Efficiency and effectiveness

increases as the teacher is at all times aware of the

degree to which each of her students are succeeding -

as well as being knowledgeable about “what works or

doesn’t work" for individuals who are having difficulty. ~ -
I summary then, the salient features of a data-based

instruction program In reading may be characterized as

follows: .

1) The child's rate of progress is calcu'latec{?nonthly
in order to develop a clear index of progress.

2) This progress index is represented graphically- L.
on a monthly progress graph in order to provide
regular and frequent reporting of progress. . .

3) Changes in the index beléw 1.0 signal the teacher

to institute. dally progress recordlng for purposes

of instituting systematic program adfustments. .

Dally progress recordings, are summarized a min- .

iMmum of every two weeks and further program

adjustments are responsive to changes in perfor-
mance as expressed by this data.

Continued evaluation of student progress on the

monthly proficiency index makes It pgssible to

determine if the program adjustment is more
successful than the regular program in maximizing + -
the student’s rate of progress.

4

—~—

5
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FOOTNOTES ‘ /

' We wish to lcknowledq'i! that the term "data-based instruction” as F
far as we are concérned originated with M Stephen Lilly of the Univer- N
sny of Minnesota at Duluth who passed it along to us in personal

,communication

t See references by, Starlin and Haughton for further discussion on
this point.

# Starlin (1972) and Bates (1971) have aucc‘iuully trained first
grade youngsters 1o use charting procedures
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} 9%@‘&‘5 "W?"‘ B S ,g"“ v E Ny /ntegration of the Language
g s Arts and the Prevention of
/5 'ntegration‘ Of !hﬁe 5 , Disability in Beginning Reading
{, Iangyagerarts, =, ; f E}igapeth A."Thorn
L Language is a “method of communicating ideas, emotions,
and thé preventlo : : and'desires by means of a system of voluntafily produced
_J | ’ symbols” (Sapir, 1921, 8); Ianguage Is a “vehicle of
diSlblllty ln s ) thought” (Early, 1960, 307}, Ianguage is “mansablllty to
communicate by using arbitrary, self-initiated symbols”

beglnnll’lg I'eadll‘lg .‘ ‘ ' (Molyneux, 1972, 20), language is “a vast pattern system

. by which the personality not only communicates, but

A 1

N . Lilzaheth A. Thorn - . also analyzes nature, notices or negiects types of relation-
*?;‘ w0 A% - . . ships and phenomena, channels his reasoning.and builds
L 28 #M" P i ' the house of this consciousness” (Whorf, 1956 252), lan-— . .
, guage is . - L.

AR R S W R Definitions of Janguage are as numerous asthe * -
L ot B, }f?v"g:'_.,f e ,  Peoplé who write about it but the reader must be impressed

. . i, .‘;':“':‘,‘ A T a ‘ by the 'degree of commopalty among them. Language is

= LN

concf’rned with the prdduction and symbohzatnon of ideas,

its primary function 1s communication, whether inter-

personal or intra-personal. It has strong social functions as ,
* well, linking the user with family, peers and community,

yet it is mtlmat‘GIy related to the user's personal_ develop-

ment. N

L”anguage and personal development

Language is an lntensely personal matter,
It has a role in establishing an individual and $ocial iden-
tity and it functions in terms of the feelings, ideas and the
experiencea of the individual. indeed it wduld appear that
language Is both the produtt of idgas and the vehicie for
generating them. As the young #ild has repeated en-
counters with certain experlences he finds names for
things, thus bringing order to his epﬁronm,ant For example,
the word bird represents for the child vagys ex- ¥
Periences that have a common quality.
This is classification. Grouping and classification
lead to generalising or abstracting that which hotds these )
experlences together as aclass The name doesn't necessari- "
ly stand for any single idea but rather for the idea of all
similar ideas When using it the child has pooled a number
of sense impressions. His sense impressions have grown
into clear ideas The quality of @se ideas dpends on the
intensity and varlpty of the experiences whigh preceded
them and with which they will continue to be assocmted
(Yardley, 1970, 13)
Thus language is seen to grow in relatlon to expgrlence
and at the same time to clarify and consolidate experjence.



The pnma}y'chUd playing alone at the sandtable talks

to himself — “a.road herq ... no ... here .. .-up the
hilt . . higher and higher . . . that's better . .”. where's *
mycar?...up...up. up . there! . . . now down-

down- down fast, Wow!" At a Iater stage he will fikely

be abie'to visualize a design that will call for the Jabored uphill
«limb and swift descent, and act on it without overt verbalization,

but at this stage he uses oral language to help him under-~
stand and infernalize experience. (And ail too often he is
reminded to “play quietly” and his learning is minimized.)
Chnd:en.tal'klng together about an experiehce shate and’
‘extend individuai impygessions. Emerging ideas can be
questioned, enlarged, defined, as the child relates his
perception of a situation to that of other people.
The development of thought is seen by Piaget and his co-
sworkers as the result of confinuous interaction between the
chird and his environment The chiid endeavors on the
one hard to fit information he gains tfrom experience in-
to the developing world within himself, and on the other
- hand to modity his behaviour so that he fits'into the dev-
eloping world outside himseif
Itis through the use of language and in his relation-
ships with other peopie that the child comes to realize
that his is not the only point of view, that ail he finds in
the,world. is not only related to him but to other people
. dsWell. .
As these developme
learning how to store-his extern

.

ake place. the child is also
xperfences in the form

, use prevlous experience in existing citcum-
and even deal with hijpothetical situations This
process provides the loundatlon for intellectual growth.

, {Yardley, 1970, 38-9) )

For the young child then, Khe development of langu-

age and the development of thinking seem to be inter-
woven inextricably

, By the time the chitd beglns school, he uses langudage
to organize his experiences and to share them with others.
He has built his language on the immediate, the personal,
and the concrete. He has mastered an extensive vocabulary
firmly based on immediate experience and developed a

more tentative | ocabulary based on second-hand exgerience,

he has iearned the grammar of'the language and generates
sentence patterns suited to his communication needs,
he seems aware that expressing what he thinks and feels

“

.

N
through language helps him to understand himselt and
is environment, he has Jearned to.share the ideas of
\others when these are expressed through Ianguage
» Seemingly unmindtul of the tremendous achievement
his represents, a iiferdte soclety is not coatent with 7
the child's growingd oracy — its languege has a written
dimension and so %o the dev,eloplng'ab\llvltles of listening
and speaking must bp added reading and writing. Tradi-
tionally schools have been assigned tha task of Intro-
ducing the cblkd to the written form of his language and
it has been decreed that this intrdduction take place dur-
ing his firstpost-kinde¥garten year. At this point in language
developn)ent a paraﬁox becomes apparent — a soclety
}ﬁat in actual practice'is orally orlented, takes for granted

he developing oracy of its children and places a priority ’

on reading achlevement. Iideed many primary teachers
consider teaching their pupllis to read to, be their main |
concern. ~ ’
Theoretically, learning to read should not be difficuit
for the vast majority of children. They have already dev-
eloped a degree of efficiency in listening and speaking,
language skills that are surely as complex as reading an
already familiar language. Furthermore, if reading Is

considered in a broad sense as “interpreting ydeas repre-,

sented In visual symbols,” they are already “readers”
whose proficiency must be recognized: they wait until

the red traffic signal turns green before crossing the street,

with unerring accuracy they choose the preferred cereal
from the grocery sheit. they know whether they want to

go up or down and préss the appropriate elevator button.
That the symbols to be interpreted now are words should
not impede their effigiency.

-

Language experiences and thc school 6

>

"Perhaps a major cause of f reading difficulties
and dlsabllltles (these. should both be considered, since
mqny children who do not have a readlng disability
nevertheless spend an undue amount of time and effort
learnirig to read) can be found In school practices that
attempt to teach reading in a program cut off from the
children’s own experiences end id8as and separated
from the totality of language itself. For the first time,
/chlldren meet language that does not commuhlcate ina
meaningful way and that is not a natural part of thelr
attempts to interpret and organize thelr environment. For
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the first ime they see language as something that 1s arti-
ficial and 1/mposed and as something that causes uncer-
tainty and brings in its wake disapproval This should not.
and need not, be so If wntten language 1s introduced as a
natural extension o( oral language, an dren from the
beginning recognize 1t as a toof for o&mg-the»r own
reahity, serving therr needs as surely a8%&ral language.
Reading, whether performed by the beginner or the
tature reader, 1s the interpretation of and reaction to
1deas rdpresented n print Itis a commumcation between
the author and the reader during which the reader refiects
on his own past experience in the hight of what the author
has said, and reflects.on what the author has said
in the ﬁght of tns own experience Success in reading re-
Guirds that the reader have an adequate experiential base
to which he can relate,the author's ideas and that he be
famdiar with the orat Iénguage that the pym represents
Since meaning resideg oniginally in the oral wordk it rs
pointless to introduce reading without the requisite dral
development. - ’
The wise primary teacher accepts thatghiidren need to
tatk to prowde a conceptual foundation for language and
SO encourages much discussion of pupil experiences. in

-a progra| designed to reduce resding dsability she wil
i

base iniGAl instruction on the resultant language
In a recently abserved classroom incident a group of

children tatked about a picture of two boys fighting on the
playground' After several comments about the picture,
the following conversafvon took place

“I saw that at recgss.”

“That?"

“Not that but just like it~ - >

“Roy and that big guy "

“You mean Martin?"

" “Yeah, him. He was really pounding at Roy "
“Roy could have taken him,"
“Why didn't he then?”

"The téacher broke it up -
h)Q" (teaghes question)
“Its agalnst the rules to fight.”
+_"Someone might have got hurt.”
“Not My friend and | beat ‘(? on each other all the
hme and 1t doeSn't hurt.”

-t

each other?” (teacher question)
As the conversafion continued thQﬂldren

20 -

problems causing and resulting from fighting on the play-
ground. Then they commented on the rules it was obvious -
that. as they did so, opinions were shifting and snap judg-
ments were being replaced by more considered ones
Language was growing in a sociai context and bemg ex-
ercised as a tool for thinking .
Over and over again Piaget indicated that it 15 in 1
the context of social mteraction as a member of & ~
tearning group that a ehild forced to take cognizance of
. the ideas of others and forced to become increasingly cog-
mzant of his own thoughts and then rehability and validity
emerges as a sociocentric, objective schotar (Stauffer, 1970, 10)
As childrep shared ideas. they used in the ‘amiliar oral '
form, words and language patterns that they would later
use 1n writing. , .
Writing demands that 1deas be assembied and recorded
in an organized form Under the {eacher’s direction the
children dictated. -
We saw a good fight at recess Two boys were
pounding each other. They were really angry and not
Just “Teymg.-We wanted to v¥tch but the teacher stopped
it 80 no orig got-kurt. Maybe the “no fighting” rule is a
good thing when kids get angry But we still like to play-
. fight.
They watched their ideas being recorded in written
language — ang-asthe teacher-then the pupils, read the
cémpieted composition they recognized the relationship be-
tween ora} and written language, between wrmng and
reading. They recognized that what they could say could .
be written; and that what was written could be read. For
thes® children_ the sequence in each experience with written
language is from experience {through the medium of oral *
Janguage) to iddas, to print; and then through the reading
act, from print to ideas or experience. They are fully aware
of the sodrce of the printed word; they know that it re-
presents ideas; and they recognize the reader’s task as
interpreting those ideas The materkal they are*asked to
read is at their present leve! of development in language,
because they have produced'it — and s0 thelr level of

_ language.and their reading growhang An-hand. The buiit-

in success that accompanias the reading of such raterial
prevents the frustration telt/by%n;ny beginning readers
whdse material is not as well aghpted to their language
fevel — a frustration that often results in a disijke of read- < e
ing that interferes with progress. 4
As childrn have daily experiences in reading Wilir own

~
<
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compositions they buid up a store of sight words’\e function
words of Enghish are iearned readity because of their
frequent use 1n the normal patterns of language, qther
words are learned because of an immed.ate appeai to a
child s personai experience or ;&rests. Because of the
strong meaning the written mateliai has for the readers.
context becomes a key to word «dentificabon from the earnest
stages. under the teacher s direction usetul principies of
phonics and word structure are iearned as the need arises.
In this way the mechanics of word recognition become an
integral part of the reading activity without vioiating the
supremacy of meaning 0 the reading act.
it 18 crucial that the children meset written words or-
ganized in the patterns made famihar through orai language
Perception in language use cannot be viewed as a
+ SIMpIe seres ot sound perceptions or word perceptions It
must be understood in reiation to the grammatical structure
of the ianguage and the structure of the meaning which s
being communicated. {Goodman 1970, 14)
Expecting the young reader to cope with words in is0-
lation or to read ianguage that differs from naturai speech
patterns inevitabiy 1eads to difficuify and frustration. Good-
man (1970, 25) points out that
vocabuiary deveiopment outside of the context of
new ideas and preexisting ianguage is not possibie
And Yardiey (1970, 82) stresses that -
the mbst meaningfui words to the child are his own
that he has seiected .. as beng of interest and of use to
him . .. When we help to make his own reading materai
. we are fitting his use of the printed word into the
pattern of individual isaming. Yet some teachers are
guiity ot introducing words in print which bear no relation-
ship to the chiid s experience as the first step .n recognizing
printed words.
While the chiildren can be taught to make an
automatic response to the words on the page — to say
the words — this onty becomes reading when the deas
represented by those words are reiated to the chiid s Ser-
sonal experience and become important to him.
In contrast to an integrated language approach that
maintains the unity of language by having the pupils
speak and usten, write and read about a topic and h«ghiights
both the sociai function of language and its role \n organiz-
ing_experience, an approach that begins with prepared
pnnted materiais frequentiy iSoiates reading from the naturai
development of language. The child without experience in

-

_ _ .. Neverhelsss one learns to read In ofder to commufl-

. ‘i

composiion may not recognizg the relationship between

wrmen language and oral, faoqd with a page of print, he

sees words rather tham an"idea represented in

print, he seas his task as identifying the words rather than

anaiysing the «deas Words frequently become a problem

for hum bacause they are embedded in unfamiliar language

patterns in an etfort to simplify the learning problems,

by reducing the word count and shortening sentences, some

authors remove the chiid's most powerful support in learning

to read — his well developmvnedge of the oral patterns

Picture his quandary. He that Bob and Joe are

dashing down the street to catch a walting bus. He reads,

predicting on the basis of hig knowledge of language, “ 'Come

on, Joe, said Bob” But that is nét right. the words are

* Come, come Joe' said Bob. ‘Gome come’.” (How much

more naturai, and how much easier to read was one child's

dictated version. “Come on Jos,” sald Bob “Let’s go!”)
As words become a probtem, all too often teachers re-

act by isolating them for study, by providing artificlal drills.

Acknowledging the duliness of the task they impose they

devise games to iend interest to word drill — and the pupils .

believe that reading has no intrinsic excitement. Such pro-

cedures fall to recognize that the excitement of language

ites not in the words but in the ideas they represent, much

morte satistying Is the seif-imposed “word drill” that takes

place when children return agaln and agaln to read composi-

tions they have written. And gradually, just as they earlier

mastered speaking vocabularies from frequent encounters |

with orat ianguage, they develop individual sight vocabu- f'\

laries. ‘_/
Moreover. an mtroduction to reading that Is word-

oriented and based solely on books is often destructive

of the thinking aspects of readlng Children not sufficiently

aware ‘of the source of the writtén words do not recognize

the geader’s task as thinking about the ideas represented,

and often they do not have the appropriate background |

in language or experience to cope with them. There sesms |

to be everything to gain and nothing to lose by introducing

children to reading using thelr own compositions.

cate with others, afd children’s reading material must be
extended to include ks as well as their own compositions
It 1s suggested that this does not In any way reduce the
importance of the integrated approach. It does not In any
way reduce the importance of an adequate oral and experi-
ential base for the reading.




Numerous studies have demonstrated that our
past experiences form a basis for our new experiences
Thus the one who takes the most to the printed page gains
the most (Smith, 1961, 22) ¢ h /
One teacher of beginning reading identified the theme
of the story? that was to be read as "“we should
be responsible for our own things * She took her group on
a tour of ¢he cloakroom where they coliected abandoned
balls, singie mitts, a scarf and various -other items They
recalled an instance when a clagssmatéVost her lunch and
it was found where she had been sitting watchng a ball
game One pupil mentioned the lost-and-found box, then
they wrote about their “lost-and found” experiences
The next day they read a story in which three chiidren’
claimed “somebody” was responsible for their iost rhitts,
hat and boot whlle thewr mother, as mothers will, insisted
"You™had your mitts, not. somebody!” One
of the first comments from the group was, “They're just
hke us! Bet they left those things at $chool!” And a
sympathetic but critical discussion”df the children s behavior
folowed ’
The teacher contrasted this group's reaction, with that
ot another group which she had asked to read the story
without any preparation “They finished and their attitude
was, ‘S0 what?" and ‘What's wrong with them, always
"tosing things? " (Any teacher who has ever tried to find
someone to admit ownership of “lost-and-found" articles
knows that children don't easily identity with losing things )
It teachers want children to relate an author’s ideas to
their own experlence it 1s sometimes necessary to raise
that experience 1o a fevel of consciousness so that it is
readily available to them as they read
in reading the critical eiement is not what 18 seen
on the page but rather what is signified by the written
symbol (Smith, 1961. 23)
And what js signified depends on the prior organization
of the reader’s relevant experience and his familianty
with the language in which the author expresses his ideas
At this point children are beginning to engage in a
“total i#nguage expsrience.” They discuss a theme, growing
speaking and listening skill as well as
bulilding the language and conceptual background for thelr
reading, they deveéiop a composition, further refining ther
ideas and learning to write ettectively; they read
someone elsa’s views extending their own ideas reiated to
the theme by recognizing those of the author. Then as they
/ - o
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discuss the aufhor'sTdeas. reiating them to their own,
they usb oral language or organize the new experience
with the old From the very beginning of instruction the

. reading-to-learn phase takes precedence over the iearning-
to-read phase” (Stautfer, 1969, 294). Given reading matenals
that offer a high pay-off_in terms of ideas and given the
opportunity to taik and listen and write in rejation to those
ideas chiidren accept reading as a full partner with other
language skilis. It is introduced and maintained 2s a vital
part of language, contributing to thinking and conceptual
growth .

Such an integratéd approach would seem to contribute
to the prevention of reading disabiities in several ways.
Children understand the function of reading and its relation-
ship to language and iearning, and 30 work purposefully,
Steps are,taken to insure that cixidren have an adequate
oral base for reading development. Command-of oral and
written language develops together. Reading materiais are

" atthe appropriate language and interest level for individuai
chiidren. Initiai success in reading promotes a confidence .
and enthusiasm that facilitates Jearning.
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%p'tallzujg on ff‘hlldren’ To increase reading skill, promote the reading habit

and produce a generation of book [overs there 1s no factor

%"‘ihferest and expeﬂence so powerful as interest ” .

] . George W Norvell®

- 1Y \ %Marjor;e McLearrand que Walby ”‘5?": interest is an active and dynamic force which provides
Rt _ oD — T a strong impetus for iearning. One has only to observe the
“S-‘ 93 '. B - T.’ L P T e . B tremendous efidrt put forth by a lad intent on becoming a
et YOI S & T I - SR U a good hockey player or the patient persistent etforts of a
™ - =z £ NI A child’engrossed in observing the antics of an ant coiony to

be convinced of the powerful impact of interest upon activity.

How can we capitalize on the specific interests of the chil- |

dren we teach in such a way as to nurture each chid's

Interests and at the same time provide opportunities for TR
Jearning the skills of reading? et

As teachers we are concerned with two aspects of in-
terest — using children’s interests to motivate reading and
developing interests in reading As Huck? has said.

“4t we teach a chiid to read, yet not develop a taste for
reading all our teaching is for naught. We shall have pro-
duced a nation of illiterates — those who know how to read
but do not read.” .

Every teacher knows that the chiidren who come to her
classroom are different, not only in size and appearance
but in experience, hopes, fears and interests She aiso

nows that one of the most important maxims in teach-
ing i1s “know each child " One activity that can provide
insight and at the same time build upon individual
interest is to ask each child tg bring a snapshot
of himself to school These pictures can be mounted and
used i ensuing days for the deveiopment of individual
stories which were posted about the room, shared and
talked about with the other children. A story such as Dal-
gleish’'s Bears on Hemlock Mountain read by the teacher
at this point can expand the children's world to
other children who may be met in books .

A teacher who really listens to children will aiso fintd
_many clues to their interests. Perhaps one of the children
hés received a new pet}An announcement about this can
evoke much discussion and comment about other pets.

Children live In a real world and are affected-by the

kvents of their community. A discussion of some of the
roblems encountered by the children in one class lead

to this story. "The policeman comes to Relp us. If we have
no food he brings us some. When boys steal money he
comes to pick up the boys to take them to a foster home.
He comes to pick up drunkards. When & man shqots another



%

man he takes the gun The policeman is our friend ' Surely
there are concerns here that a perceptive teacher couid
use to promote compassion for and understanding of
problems faced by many in our world Informal sessions
with community workers can provide opportunities for

c ren to explore the options open to them Biographies
and myths as well as hiction such as Gates Little Vic
{Viking) 1n which a boy copes with racial prejudice can
lead to understanding of how others have dealt with probiems.

It may be only when we have tapped an interest vital
to a child that we can help hum see reéding as a valuable
activity, one in which he is willing to expend the energy
necessary to learn When we have achieved this commitment
we are on the way\to preventing reading failure As he
grows in reading and hn%s satisfaction in books, reading
as an actiity may become an interes! in itself. According
to Smith and Dechant? “A child learns to read because he
15, motivated by bdsic personal needs. But gradually, as -
R becomes skilied in reading, reading becomesia motivat-
ing force of its own

Implicg,infihese comments is the need for teachers to
be constantly tuned in to thd feelings and interests of the
child This sensitivity aids the teacher in monitoring clues
not only regarding substantive interests of children, but
also heips in receiving signals regarding “Readingss” of
the chifd for specific learnings For example, she will be
aware of signs that a particufar child i§ beginning to
associate ideas with printed symbols or.that the cmld,is
displaying curiosity about signs and iabels in the room.
This same sensitivity will facilitate knowledge of what
is appropriate for the individual child at any given time
both with respect to materials and methodology‘

Much has been written relating materials to the needs
of ch;k;ren% Usually these needs are identified through Ii§ts
such as those of Masiow* and relate to secuirty, acceptance,
and the conocept of selt. 1s.it that learning materials meet
or satisfy these various needs In the traditional sense, or
is that the writer through some universal or particular
experience has linked up or connected v¥&th some aspect
of the material because of the common elements of the

erience? Perhaps the basic need has to do with the
interaction of the mind and heart of learner and writer
This point is crucial to capitalizing on the interest and ex-
perience of children. There may be only one connecting -
thread. but this Is sufficient to involve the child as a fluent
reader in venturing forth with the writer Perhaps it 1s

.

-

not enough to find materials "about” this subject or that,
but books by certain writers who not only have some-

thing to say about a particular subject, but who speak with
conviction, with feeling, with integrity, and who have the
power to leave their realler somewhat enriched because of
their meeting The magic lies in something that happens
to the child as a result of a iearning experience. Each

activity enjoyed shouid strengthen his desire to read further.

It he becomes really interested nothing can stop him.
This focus bg capitalizing on the child s experience and
things he is interested in can be transiated into ciassroom
action in a variety of ways The papers by Stevenson and
Hoehn suggest only two possibiiities for such transiation
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Many children in begnm"nng reading mouth words in
response to the squiggies on the bage. attaching httie or
no meaning to these words While they may be deveiop-
ing isolated skills that may or may not have utility,
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this dnfortunate\g:er&ence leaves the chiid with at
1east two vital defidiencies. First, he fails to deveiop the
concept that reading i5 in a very real sense a means
of commumcation Further, such a meanmgless exer-
cise'can only stifle rather than stimulate interest in -
reading. The position taken in this paper is that en-,
couraging child authorship provides orie means by which
many reading difficuities could be circumvented as it
18 1n this role that the child is in a prime position to
capitalize fully on his interests and his experiences.

The complementary relationship between reading and
writing is well documented. Heilman & Holmes (1972)
defend the position that encouraging early writing is
beneficial as a basis for reading success since learners
soon discover that their writing actually becomes read-
ing and they can improve their reading ability by
reading what they and their friends have written. Van
Allen (1970) author of Language Experiences in Read-
ingt explains it inthis way. “Children who wrlte
read! They have to!"2

Further, in an explanation of how children’s writing

creates within them a desire to read more and to become

more involved in their language, James Moffett says
‘,'Thtzy get caught up in cycles of giving and taking words
that gather momentum and accelerate prdgress in both
reading and writing."? Finally, Mary-Anne Hall
speaks of this same interremions'hip between language,
reading and writingswhen she says:
“As children transform their thoughts into writing
form through the encoding, of their speech, and as
they read their stories they are integrating ali of
their communication skills."*

Scope of the term ‘child authorship’

When is a child considered an author? Early writing
expenences may be as simplistic as completing the sen-
tence: my name is —. The sgope of the term Is in-
tended to be very broad It includes one-word or one-
phrase picture-stories printed in manuscript letters by
the teacher It also includes a collection of pictures
below which there appears a complete sentence describ-
ing each And it includes the more mature work of a _
deries of drawings picturesquely described by well-

,formed complex sentences produced by an lndepenaent
writer or dictated by a child to another irtdependent
writer. '

Hopetully, within his scgpe, ¢ hild shoufd be
able toput forth his feelmg"s and ideas 4nto print. This

encourage the feeling within a child that 'he’ can
produce language and 'he’,can create Atori@s. And it will
help provide an early awareness githe natural link
between written and spoken™Words.

Suggestions to encourzga chlﬁ{honhlp
Stimuiation 7

~

Expose children to various and assorted kinds of
writing. They should listen to and or read a variety of
materials (rhymes, jingles and alliteration (Monroe,
1971) )-andudthls often. For example, poetry for chil-
dren such as that prapared by Dorothy Aldis* and
A. A. Milne* should -be readily accessibie. Stories
suitabie for reading-along or for dramatization, for
example “those by Bili Martin Jr.” should be bursting
the seams of the classroom library.

Foster creative work by providing a variety of work-
ing matenals. Make readily availabie different kinds of
paper for writing, materials for making attractive

covers, pictures for Illufatlons, pencils, markers, .

paints, crayons plus many other delightful things which

will help the child realize the success of his endeavor.

The necessity af provndlng sHimuli was once expressed

in this way: -
“Inventing is difficult for children if they are merely
told to ‘make up a story’. They need definite stipulants
and frameworks that prorgpt the imagination.

Individuality

Encourage individuality in creatity by helping chii-
dren focus-in on their own interests. Guide them in the
apprecmtion of their own thoughts,.feelings and ideas
and kindlfe their willingriess to be unique.
rage children to write using the naturainess

notably humorous in conversation, help him to show this
in his written work. That is, their writing should be

own mannerisms as opposed to being
of adult writings. Encourage eac id

L}
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i i ! Joy Hebert, Consultant Language Ads Depariment From Cover
PUbhcatlons to Cover, unpublished paper Encyciopedia Briannica Educa.
ions! Corporation, Chicago, Ittinols, 1974
The term ‘publication’ used here imples all levels of " Arthur W Heuman and Enzabeth Ann Holmes, Smuggling Lan-

displaying or sharing completed writing 1t mcludcs the . guage into the Teaching of Reading. Charies E Merrill Pubhshing Com.
posting of stories or, poems, the stapiing together of a pany Columbus Ohio 1972 p 69 \
series of stories, the editing of a cTass new'spaper. “he
oral sharing of written 1deas and more. Publication N
provides an immediate reward for the author and at the ) ,
same time creates ideas and models for readers.

These publiéations may becéme part of the school \ R
hbrary so that children have an opportunity to enjoy v )
the varied contributions. The importance of such pubh-

cation 1s described here: . USil‘lg the Camel‘a tO

“Children whose writing 1s published see themselves as *

creators of ideas, as producers of ianguage and as , a|d language al‘ts

* functioning members of the language community
- They want to master technical language skills, to Sklll development
modify form and style, and to read bgoks by other

authors to become acquainted with therr language Ruth E. Hoahn
and ideas "*

Conclusion g \g
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A crucial task of the primary teach
of a|d|ng the child in translating concrgéte experiences in-

to thought and meaningful symbolic ¢xperience. There is
Ing reading interest it segms reaspnable to suggest perhaps no better way to accomplisy this than to bridge

that such gctivity can then “lead t reading the more this gap by judicious use of pictureg. Capturing children's
conventional materials that'the schbol chenshes SO experiences with a camera providds a source of pictures
highly "¢ . " which can help to achieve the trafisition. This is so par-
ticularly since photographs ofte provide the additional
dimension of personalism and jhterest.

,R“ch van Rien and Giaryce Aten, Languege ences In “. This article illustrates how £ teacher can capitalize on
“ Reading. Encyciopedia Britannica Press Toronto, 1970 an experience with children t¢ devetop any nu;nber of

Ifthe importance of child authorship is established
in terms of increasing reading pr ficlency and improv-

.

FOOTNOTES

langua skill R
tibid, Level 1. p 20 - . guage arts 5 S
* James Motfett, A Student-Centersd Language Arts Currip e — v
Houghton Mifflin Co, Boston 1973 9—125 T
{ »r
* Mary-Anne Halt, ’I‘uchthg ﬂud[ng ‘a8 #°Language Experience. ing.

Chértes E Moerrtll, Columbus, Ohio 1970 p 39
* Dorothy Aldis, All Together. G P Putnam's Sons, 1925

SA A Miine When We Were v.ry Young. E P Dutton & co
Inc 1924, menl 1952,

’ Bill Martin Jr Sounds Series. Holt, Rinehart and Winston of
Canada Ltd 1985 N

' 0p Cit, Moftett, p 118 - «

.
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the amount of input and gpportunity for "practice” is below the pictures should be encouraged to rely lass on

limited during the activity. Pictures of the stages of pro- the picture for main idea and more on the words. The in-
cess (in this case butter making) provide this kind of # tenthereis to develop main idea skilis first through listen-
additional input. For example, a.picture of Janice ing and speaking and then transfer the skill to reading bear-
shaking the jar 1S exposed. "How is Janice shaking ing in mind that the essentially the same thinking com- .
the jar?" Words like “vigourously” "energetically” ponent is common and crucial to ail three language arts
could be introduced or reviewed here. “How did the strands.
consistency of the cream change from picture one to "
picture three?” An activity like this can provide an .
ideal opportunity to elicit and provide descriptive and  ~ Ou‘tllnlng skills
picturesque vocabulary. For example, “the butter tastes . '
HKE “veenne , It Is as smooth as .......... , 8s Soft as ......... " Again using content of Immediate interest and based .
etc. Again a wide choice of words can be elicited or on pertinent experience provides a more reatistic starting .
introduced. There is no reason to hmit vocabulary to point for teaching a skill commonly recognized as
listentng and speaking dimensions. Once the photographs difficult. Once children kave identified the main idea or
are mounted space can be left so that children can dictate * “whatit's all about” the teacher can take sub-sets of )

’ descriptive sentences far the teacher to record underneath pictures from the total set and probe for ideas Juggested
the picture. by the sub-set, for example, the first three photos may

s detail with “preparing for butter making.” This becomes ' g

the first main heading and the content of- each of the three
individual pictures become the supporting details.

Sequence skills ) - , -
Itis one thing to talk about the sequence of a process in

. Left to right progression
retrospect but quite another to have pictorial reference e ght prog

available to aid,' recall anfj S:Iarlfy thinking. In this case Phoiographs can be employed to develop a wide range
the teacher can jumble the pictures and ask children to of pre-readiig skills. One of these Is the development of
arrange them in order on the clesk‘ or chalkboaro’ledgg This left-to-right progression. This can be done by arranging the e
Erovndes a good opportunity for concomitant oral”dlsc.usswn. pictuzes in logical order and roving glong from Ight-to-
Why must picture four come before picture five?” This right as the pictures are being discussed. At a later stage,
further provides an excellent avenue for development of . the dictated stories can be used to extend the same skill

connectives that are important first in thaught — thérdn’ incorporating words rather than pictures.
speech and writing.-For example,~“First we poured the ,
v ¢ream ..., then we ... after that ... soon ... before long ’

\

- ete.” , Conclusion . |

’ |

- 7 The suggestions above by no means exhaust the possi- . }

Main idea ' ,  bilities for language arts skills devélopment through photo- R |

graphs — the suggestions provide a mere sampling. The |

After children have taiked about the sequence of pictures \ possibilities for the pncturgs to be used for sight vocabuiary ‘

they taik about ‘what are all these pictures about. ' ' Let's development, contextual clue development (listening or A
put them into the correct order and make a book out of reading), visual and auditory discrimination, etc, are limit- *
them. “What is a good name for the book? ' Then discuss why less. Further, only one activity has been cited for illustration.

- the titie 1s appropriate and why perhaps certain suggested The everyday lite of the ciassroom and of the indlvidual |
tities were not appropnate because they related only to child provides “content” and scope that can be captured ‘
specific pictures rather than subsumed the tptal sequence. with a camera and capitalized upon as a vital source for |
Again, children who are able to read the recorded statements interesting skill development. . R l

| . 33 :
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When a grade one chitd 1s asked what he is going to
Iearr) in school, he usually states that he is going, to
learn to read He has learned from parental and other
sources that one key to success in school is based upon
his ability to read

The philosophy of the teaching of reading, especially
at the primary. level, should be oriented to success in
reading and the prevention of reading failure it is easier
to correct reading problems as they appear than to wait
until the cliyld reaches a frustration level that transforms
a reading groblem into an emotional probiem. The
appropriateltuse of a variety of matghials can play an
important rdle in the prevention of feading failute Chil-
dren require work not only in the basal reader and
workbooks, but also with library books, newspapers,
commercially made and teacher made games, diction-

.aries, thesauruses In addition, children should have

access to a multiplicity of media, including, fiimstrips,
slides, records and films Moreover, children require a
scope of readlfg experiences to become independent
readers An enriching program of recreational rea.gmg.
using easy to fead books, paperback books and library
books, jsiessential A teacher needs instructional ma-
fertal, such as reading games, books and exercises dif-
fering in difficulty and content, in order to meet the
varied needs and interests of the child Generally, each
child has his own unigue skili area difficulty, self-direct-
ed instructional materials should be empioyed to reme-
diate weak skill areas Consequently, a school with
adequate supplies of supplementary materials is ne of
the prerequistes for over coming reading failure. Ajso
teachers should know when to employ these matefials at
the appropriate time and to the proper children as the
needs of the children are diagnosed.

The basal reading series, alone, 1s not sufficient for
many children For those children who_ require supple-
mentary help, an abundance of resource materials are a
prerequiste to their success These children may require
additional activities, such as, phonic or word drill, motor
and coordination practice, and comprehension practice.
A child’'s Inadequacies in skill areas can be partially
mitigated by supplementary materials One advantage
of utilizing these resource materials is that they are
generally regarded by children as fun Failure is not
usually associated with them. Some children, faiiing to
learn to read, develop feelings of frustration and anxiety

. Ve
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_towards anything which Iooks jike a basal or any blasal
related material. Resource materials can be used to help
alleviate the child's anxieties and to assist the chiid in
regaining confidence in his reading ability For this
problem, easy to read paperbadk books are good They
can be employed to spark an interest in reading. When
the student’s weak areas are remediated and he has
regained confidence in himself, the child can gradually
be brought back into the basal stream.

The following sections will contain annotated bibii-.
ographies of sources in the areas of children's diction-
aries and thesauruses, word and skill lists, short "Easy
to Read" trade books and games lo develop reading and

language skills. - ,

L]
[ ' '
.

Primary dictionaries
V. Olchewacki

4

\ D

In learning to read, children develop an awareness
of the world of words, and a cuniosity to know more
about them. The primary school years ‘seem a natural
time to develop a confidence in using the dictionary so
that children can acquire such attitude, habits and skills
that will encourage life-long use of this reference text
It would seem that judnmou?fselection of appropriate
dictionaries would aid in developing these attitudes and
skills,

The hist below s certainly not complete, but would
meet a variety of needs. N

t Brown, A., Downing, J..‘and Sceats, J., Pyramid

- Primary Dictionary Series. New York, Pyramid Pub-
lications, 1972. Set of four, raded in fuliness of defini-
tion, amount and kind of llfustranon and type slze
Dictionary 1 intended for ages 4-7, Dictionary 2 for

_ *ages, 8-9 Definitions adapted to style of children's talk.

Soft cover, 4 by 7 Handbook and Teacher's Guide.

,

~

Drysdale, Patrick. Words to Use, A Primary

Thesaurus, Toronto, Gage Educational Publishing Lim-
ited, 1971. Words to do with same subject are shown
together. For example, ninety-eight words having to do
with Flowers are further grouped on two facing pages.
Headmgs pictures, page numbers, colour and index help
chitd' locate words Hard cover, 8 by 10, 178 pp.

Monroe, Marion and Greet, W. Cabell. My Little
Dictlonary of Words | Know or Want to Know. Toronto,
W J. Gage Limited, 1970. By lists and illustrations,

1341 words are grouped according to their meanings and
funttions. words for people, words for placés, words that
help tell where, etc. Indented as source book'of words
for children learning to read and write. Primary, type.
Soft cover, 6.5 by 8.5, 83 pp, Lo

.

- -Morg'aﬁ Joyce and Wllbur Beverfey Dent's Primlry
Dictionary, Level I. Toronto, J. M. Dent & Sons '
_{(Canada) Limited, 1959. Word lists, some words iflus-

trated clearly with line drawings, grouped by beginning
letter. Intended as aid to children's story writing. Hard
cover, 6 by 9, 57 pp. Level Il, 1970. Coloured illustra-
tions. Intended as speedy spelling guide to creative
writing. Hard cover, 7.5 by 9, 94} pp.

Reed, Mary and Osswald, Edith] My First Golden Dic-
tionary. New York, Golden Press 1969. Colourfully
illustrated are 243 words for beglnnlng readers. Beneath
each word is a senfence whicll? repeats the object-word
and tells something about it. Hard cover, 9.5 by 13, 16 pp.

Scarry, Richard. Storybook Dictionary. New York,

Golden Press, 1971. Over 700 entries. Each entry, colour-
fully illustrated, tells a separate and complete iittle

story, with setting, cast of delightful animal characters,
and plot. Hard cover, 10 by 12, 125 pp. «

e

Schulz, Charles M. The Charlle Brown Dictionary.

New York, World Publishing, 1973. Contains 2400
entries. The Péanuts Gang’ helps define words through -
colourful illustrations and context, using explanation
further information, synonyms and antonyms, all in the
language of childrbn. Hard cover, 8.5 by 11.5, 399 pp.

Watters, Garnette and Courtis, S. A. The Picture Dic- -

tionary for Children, New York, Grossett and Dunlop,

1970. Contains 2177 basic words and 2902 variants. Word
. / .
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given In context, with definition dnd/or illustration. Hard
cover, 8.5 by 11.5, 383 pp. . A

Whitman, Dorss. WOu? onder Dictionary. New

‘ York, Holt, Rinehart and Winston, inc. 6. “A linguis-
tic approach to vocabulary devetopment.” Meanings -
developed within various contexts. Focuses also on struc-
ture of language and dnctionary skill development, Hids-

nine of the items in the composite. Hard Cover, 8.5 by
11, 40 pp.

Books for children

to read by themselves
at the kindergarten -
to grade three level
Lois C. Séott

. Most children are fascinated by books. They see thewr
parents reading them and often they have had books read
to them Long before they are able to read they have come
to know that books contain all kinds of interesting and in-
formative stories! Thus, as soon as they have mastered a
few very basic reading skills they are very excited about
readmﬁbooks Teachers are frequently at a loss to find
a readily available supp1y of appropriate books at very
easy reading levels to satisfy the varied mtergsts of
their children.'How can children be allowed to read exten-
sively and to develop life-long interests in reading If their

- 3

growth is stunted at the very time of their life whenit | *
S be encouraged? Perhaps, if teachers were given a '
ﬁ?as to publishers, prices, and kinds of books available
int g, area, thq_y would find 1t easier to make wise and
extensive selectidns. The follewing annotated bibliography

of books and sets of books for supplementary reading at
the K-3 level might be helpful.

Adventures in Discovery, WeStern PubliSJS A

.

(Fitzhenry and Whntesme Ltd.) -

+ These books were written under the superv:swn of Paui
A Witty, Ph D, Northwestern University, and comprise .,
part of a developmental language program for children at
the pre-school and grade one levels. The youngsters will
enjoy these self-discovery books that encourage them to
make new observations and acquire new experiences
about everyday things in the world around them. There are
twelve pupi books with titles such as “Adventures With
Color," Understanding Shapes,” and “The Thinking Book "
$49.00/set.

Adventures in Storyland, Grolier of Canada Ltd.

There are forty-five paperback books and records in
this series. The books are suitable for children from K to
lil. The children will enjoy reading these books on their
own and listening to the records that accompany them. .
$37.11/set.

Bambi Readers, Saunders of Toronto, Ltd.

This is a set of six very Ittle books. Th?/é)ntain real
fe photographs of a Ittle boy and a pet f named
Bamb| The printis easy to read for chtjdren at the grade
one level. $1.50/set,

The Best in Children’s Paporbackc, Groller of Canada,
Ltd.

There are thirty-seven bo l(é in this series of well
known, well loved children’s’books. A few of the tc}les in
this series are “Andy ang’the Lion,” "th/' “Madeline,”
and “Winnie the Pooh,” $28. 85/set
Carousel Books, J M. Dent and Sons (Canada) Ltd.

Thesen/bo/oks ay be used as an individuahzed reagding
instructioh prodgram in the primary grades or as supple-

ment bogks at the K-3 tevel. They deal with realit .
fa?tgy, try, and science The books are well illusttated
)y h caftéons, real life photographs, and otherwattra;twe,
Vi col illustrations. There are two sets — one at the grade -
14 evel and one at the grade two level. $40.00/set (Approx.)
Indlnn Legends, Ginn and Company i
" There are ten books In this series all about the ad- ¢

|

9

r




( i
s . . ]
ventures of Nanabush, and indjan spirit. The oid indian thirty pages in lengtlly suitable for primary level children, T o T
legends ate retold and iliustrated by Daphne Beavongwttose The illustrations are coiorful and the storiegegre about -
Indian naXpe is Odjig. Children in grades two and three ~ . \ English cthren in the-city, 1n°thé'country d at the sea-
could be fascinated by both the stories and accompar\vmg o Side. 40 cents/ Book (approx.) .
~ pictures. $6 85/set, The Read it Yourselt Books, Set A and Set B < .
The | Wonder Why Books, Holt, Rmehart and Winston, ’ Methuen Publications
~ " " nc. v These might be the first books that kindergarten and
This set of twenty-four books has been written for child- grade one children could “read themselves.” The child-
ren at the primary ievel. The stories, which are related to ren will be abie to discover words by Imklng them with ptc\;res
scienge, are sho;t’. varied, and interes®ng,they are written on gach page. Set A consists of seven sets oj\/_ooks each
/’ on a personal ievel where chtldren are talking, wondering, book having eight pages and having titles such as “What is
and thinking about phenomena’in the-world around them. Littte?” Set B consists of six sets of eight-page boolg with p
$80.95/set. » titles such as “What | Like,” and "What Can | Do?" $1.80/set.
Kin/Der owl Bookl, (K-1), Little Owl Books, (K‘2), Young » ¢+ Schotastic Paperbacks, Scholastic Book Services.- .
-~ Owl Books, (2-4) Holt, Rinehart and Wlnston. . Scholastic Bdoks Services putzlft‘ inexpensive paperbacks , )
! ranging in price from 65 cents-85 cents. littte bo . .
Y- These attractive littie books can be rndled easily __ W
by primary children, and as the storids are short they will
photographs and drangs whtch should created interest , appeal even to "the more feluctant readers, They may '
and motivate further reading. They provide interesting, " be purchased as comnpiete sets if desired. $35.00/set (approx.)  »
% thought-provoking topics in afithmetic, language, literature, Story-Go-Round, Grolier of Canada Ltd.
science, and social studies. $62.70/set. Each book 1s accompanied by a record to which the ”
) Methuen Capfion Books, Methuen Publications children may listen before or while reading the story The v
These books are’intended for children at the earliest stories are suitable for children from K-Il. )
\ stages of reading. Vocabulary is.finked to plcture clues, - lerary 1(27 books) Books suchas “Puff the Magic Dragon”
there are many repetltuve sentences; and séme stories / and “The Little Engine that Cquld "
‘ate in_rhyme. Gradually, as the children advance in read- Library |l (Sé books) SJIassw Faify Tales and Storiés.
ing, fewer picture clues are presentéd and there is less * Library i} (30 books) Well known stories, rlddles and .
repetition. There are six sets. 75 cents/set. counttpg rhymes. $24. 03/set
Monster Books Set, J. M. Dent and Sons (Canada) . ) . N .
’ Ltd. . ‘ , ’ o '
This set consists of twelve books and a teacher s manual. ¢ o . .
Prlmary level children will enjoy |mag|nat|ve exciting, ) ' T
; . and humorous stories such as “Monster Comes to the City," y TR e—
' or “Monster at School.” The series.#tempts to use children’s ’
: language pattérns. $14.85/set or $1.05/book ’

Neison Venture Books, credited by John Mcinnes, Graded WOl'd Ilsts S—
Thontas Nelson and Sons Limited.

a . Thesesbooks are graduated in degr‘ee of difficulty with- an annotated

R

in each grade. There 1.2 broad range of interest in the . H H Y .

books. from mystery stories to poems about seasons*and ' bIbIIOg l'a phy ' . )

holidays. There afe twenty books™at the grade 6ne level . . s AR
and twenty at the grade two level. $1.00/book (grade one), Dean B. Berry. ., N

$1.20/book {(grade two) .

Nippers, edited by Leila Berg, The Macmillan Co. * a . . .
A dehghttul little series of"books, each from ten to




,

P SR
N oy ome N e 420 |
ek N T y .
rade level prediction of a pupil as-well as evaluation and to detect errors in word analysis skills The/hst |
of word recogmition and word analysis skjifs. Graded has eleven graded word lists of ten words #ach which
, word lists are quick and easy to give, Z/asset for the increase in difficuity between groyps. The lis ylelds an ~
classtoom teacher. The wardddist may, be useful for the e independent, inistructional and frustration re dmg level. y
“Rarticular, child 1s.capable of*handlifg, the typ® of - K McCracken, R. A., Standard Reading lnvontory,
R - reading ntateriais best suited to edch child, or a way (0/ . Bellmgham Washington: Pioneer Printing Co , 1966.
+ detect the,needs of a child who'ls experiéncing real / * This graded word list is part of the §tandard Reading
. difficuities and shoutd ‘have fufther testing. Teachers,’ // inventory and therefore has an A and B Form. The lists
should be aware that somg/graded word ksts will give - are arranged In increasing order of difficulty beginning A
) only a direct grade placefént while others will give an with preprimer fhrough to grade seven The pupil stops
mstrﬂctlo"él independ&nt and frustration reading fevel. | when Jess than 50 per cent of thawords are known on ) .
Botel, M Hq/sclaw L., aqd Cammarota, G, 'C., any o)ue list. This list gives an independent, instructional
+ * *  Guide to the Bot Rudlng inventory, Chu?éo Folrst, . and frustratign reading level. . ¢
1961 / / Schonell, F.-G, The Psychology and*Teaching of ¢
- This wordAist is for grades one throygh four and " Reading, London: Ofiver ane*Boyd, 1962
~ consists of a twenty item list for each gfade level, The - A graded word reading test m which ten groups of
h @qul must score 93 *00 gercent for a'l'”depe“ld:jA( " ten words are arranged in increasing difficulty. The test .
. reading level, 70-90 percent for an instructional levelafid ields a reading age for word recognition. ' . L. «
0-65 percent for a fru’T‘atuonal fevel. .o y e
. oL Dolch Basic Sight Word Test;;Garrard Press, 1939 . . ' . . ' «
This is a word list of 220 basic sight words which . )
, can be arranged in grade lévels to include prepnmer .
! . URrough to grade three. The test 1s untimed and does not ‘ - " ) - .
h give a particular grade level other than an indication of | ‘ o © ) ° 4 .
where a child might be placed in a |basaf text. Many of ~
the standardized reading tests used|In schools for grade . sources Of ga mes .
placement are based on this word list . - d b k ’ .
Durrell Analysis of Reading Difficulty, - - an game oo s
ta This graded word list 1s designe to indicate the word ' . ,
recogmtlon and word analysis level.of a pupil. There s Wallace R' Bu"on
. a st for each grade from one thrqugh six arranged in . S
. successive difficulty. The grade score 1s obtained when ~ - o
a pupil misses seven successive words on a single list’ , “The purpose of this sectjon is to atternpt to prov'«.ie -
or completes the hardesf list. P ) * teachers and- those assisting feachers with sources for
13 N o
Harris, A. J., How to increase Reading Ability, New , obtaming games and.game books to develop reading
+ York' David McKay, 1961, and language skills. Children seem to Taarn moreeasily - .
) * © . This list has ten words for each grade level begin- . and enjoyably when they have relad);_access to reladmg -,
ning with preprimer and proceeding through to the fith . ., games #nd °ch' prmm materials. It seer:s that in ::e
) grade Once the child misses more than three words on mind of Ithe modern child, no Ionge': is irea ||ng something
? , any list'a grade score is obtained. done on ly (rom a basic reader, rather it includes a host
R i of d,merent materlals thus providing many more possl- !
. LaPray, M., and Ross, . The Graded Word List; bilites for readmg practice and fun. .
- 12, 1969 books, games and speclal education ‘material. They

Here is a list des:gned to determiﬁe a reading level have, in the past, mailed catalogues upon request. -

3
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Publishers

"

2

. ~

The Book Society of Canada Limited
4386 Sheppard Avenue
Agincourt, Ontario

Abingdon Press, 810"
Broadway, Nashville 2, Tenn. U.5.A,

Barnell Loft, Ltd. 958 -
Church 8t., : v

. Baldwin, N.Y. 11518 .
U.S:A.

Bobbs-Merrill Co'mpany. Inc.
724-730 N. MerididafiStreet
- Indianapolis 7, Ind. U.S.A. »
- " ; »
‘Burns & MacEachern Limited
62 Railside Road -,
Don Mills, Ontario ;]
Ciarke, Irwin' & Company lelted
Clarwin House .

- 791 'St. Clair Avenue W ’ Yo

" Toronto, Ontario N
Colhier-MacMillan Canada, Limited-
Exétutivé Offices

- 1125B Leslie Street,
Don Mills, Ontario

Control Development Company
80 Genesee Street
Lake ZuricLh-. lllinois 60647 .

Copp Clark Publishing Company
" 517 Wellington Stxeet W. =
Toronto, Ontario

Creative Playthings
Princetan, New Jerséy 08540
U.S.A

Ny

*

Doubleday & Company, Inc.
575 Madison Avenue

o
New York 22, N.Y! U.SA. , s

Educational Teaching Aids
A. Daigger & Company
159 West Kinzie Street
Chicago, lllinois 60610

Educatigpal-Media — Through —

-, Marvin Melnyk Associates

. Box 3783 Postat Station B
203 Cadomin Building
276 Main Street
Winnlpeg. Maoitoba R3C 1A9

Follet Publlshing Company — Through
The Ryerson Press

299 Queery Street W.

“Toronto, Ontario ~

AY
Gage Educational Publications Ltd. ~—
Box 5000 ¢
164 Pommander Bivd.
_Agincourt; Ontario

General Publishing Company
30 Lesmill Boad

_ Don Mills, ¥ntario . ' g

¥
Ginn and Company
35 Mobile)DrIve . <
_ Toronto, Ontario

Highlights for Chiidren
2300 W. Fifth Avenue
Columbus, Ohio 43216 =hS.A.

Holt, Rinehart & Winston of Canada Ltd:

833 Oxtord Street
Toronto, Ontario

. .
MClellandy& Stewart Limited,
25 Hollinger Road "
Toronto, Ontario, Canada -
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MéGraw-Hlu Ryerson of Canada Lid

330 Progress Avenue
Scarborough, Ontario

Charles E Mernlt Canada Ltd
1300 Alum

81 Curlew Drive N
Don Mllliofxano

Open Gourt Pubhshmg Company
Boex 599 .

La Salle. H:nols 61301 . ” .

Oxlagd University Press :
70 W¥ntord Drive

DondMills, %tano - <

Palm¥®ublishers Limited P e
1949-55th Avenue
Dorval 760, Quebec

Reader’s Digest
Education Division .
215 Redfern Avenue N
Montreal 215, Quebec
\d
TR Services, Ltd.,
287 MacPherson Avenue .
Toronto 7, Ontano

.

’

The Abingdon Press catalogue provides a careful
description of aif their new books, and with an annotated
listing of-earlier publications The description of the new
books includes,even the exact size of the text as well
as the age and grade leVel of the material, its publication
date, binding. number of pages and price. In addition to
therr listing of new books, they also have an excellent
fisting of plcture books: several titles n the read-aloud

Y ) ’

- .

= w

-~ r

. books, easy to read books, recreation books and religious
"books for boys and giris.

Camp Fire Giris, Inc. offers a wide variety of mate-
rials of interest to girls of ages seven and up. The :
matdnal 1s relatively inexpersive, and wil provide the
clagsroom library with hard- to-hnd matenal designed
especially for giris .

The publications of DOUbleday & -Company mclude a
large number of books which the classroom teacher would
find of value. This is highly recommended.

Groller Educational Corporation publishes the “Reading
Attainment System™. This high interest, low vocabulary
series especially designed for the “turned off" student
comes in two kits and takes in practically all grade
levels. Highly recommended.

Holt, Rinehart & Winston, Inc., a combination of threé
well-knowa publishers producing Juvenile 0Kks under N
the combined name, include a “Book to BBE On" series
for ages six to elght the Pogo series for chifdren ages
six to fiine, and a numbaer of other titles.

The publishers of “Highlights for Chifdren™ offer a
wide variety of games and puzzles including the very

popular “Hidden Picture Seri@s.” Highly recommended.

One of the most frightening features of a reading
programm is “Where do | get the materials?” We hope
the fist of publishers given in this section will provide
teachers with enough catalogues to choose good chil-
dren's books and games.

-
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NOTES FOR SUBSCRIBERS ‘

Published twice yearly.
Subscription $3.00 per annum
Subscrniptions to the Journal should be payable to the
Manitoba Educationai Research Councu and should be
addressed to:
The Secretary-Treasurer
MANITOBA EDUCATIONAL RESEARCH COUNGIL
. Faculty of Education Building
University of Manitoba
Fort Garry 19 7
A hmited number of the Report on Post-Secondary

toba Educational Research Gouncii area le at
$3.50 per copy. .

Copies of “Writing the Obiectuve Classroom Test
by P.’A Taylor and L1l Taylor are stil avaitable
at fifty cents per copy. J
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