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CHAPTER ONE

BACKGROUND AND PROCEDURES

The Content Area Reading Project was fundéd by the Division of Adult
and Community Education, Bureau of Vocational Education, Pennsylvania De-
partment of Education to investigate ways of providing inservice instruc-
tion in reading methods to teachers in junior high schools and Adult Basic
Education/General Educational Development (ABE/GED) classes. Funding sup-
ported a planning phase (Janua'ry 1 - June 30, 1976), an instructional de-
velopment phase (July.1 - August 31, 1976), and a instructional phase
(September 1, 1976 - June 30, 1977).

The dual clientele was chosen to see whether teachers with similar
needs but different teaching situations could profit from joint inservice
programs. The junior high emphasis was preventive in nature, aimed at‘pre-
venting dropouts and, thus, future students in ABE/GED classes. The
Project also agreed to test its inservice program in sufficiently different
sites to determine whether it would be equally useful in the widely varying

schools and communities in Pennsylvania.

Content Area Reading

The Content Area Reading Project has been based on the premise that
teachers of content subjects in junior high School and Adult Basic Educa-
tion/General Educational Development can become competent and confiuent in
teaching reading skills as an intearai part of thefr content teaching. The
integration of content objectives with those of reading necessitates long

range planning for instruction and careful assessment of student ability by
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the classroom teacher. The Project also asserts that teather sensitivity
to students' individual differences can be developed so that teachers Qill'
appreciate the necessity for providinc individual and small group expe-
riences for all students. These are the general premises on which the
Project's workshops, teaching materials, and techniques were based. The
caal of the first year of this Project was to improve teachers' attitudes
toward the importance of teaching reading, their feelina of confidence in
taeir own ability to do it, and their command of some techniques .for daina
it qeared to each one's subject area.

The probiém of reading instruction, and its place in cont?nt area
teaching, has long been and continues to be a subject of debate amonq-—
educators. Kinaston (1964) points out that while interest in the reading
problems of students beyond the elementary level has resulted in increased
concern for the reading tasks faced by these studer.ts in masterina the con-
tent in subject areas such as Enqlish, social studies, science and math,
not much quidance or assistance has been generated by research for the
secondary teacher who must cope with these problems. Early (1973) sua-
éests that the status of reading instruction in secondary schools has
changed very 1ittle in the past thirty years, pointing out that the cur-
rent demands for the whole faculty to teach reading in the content areas
are the same as those noted in the literature as far back as 1942. She
notes that only 1imited progress has been made in extending reading in-
struction beyond the elementary grades. A chapter in the 26th National
Sodifty for the Study of Education Yearbook (1937) is entitled “Reading in
the Various Fields of the Curriculum.” 1In this chapter, Snedaker and Horﬁ
rropose to discuss the "responsibil!ties of all teachers for the effective

direction of the readina pertinent to their curriculum fields" and further,

10
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‘ ”tk;preseht "methods and means for developino (these) reading habits" ‘
\ (page 133). ' 0
A review of the literature’ﬁ?fzgz“past fifteen years suaqests that
:four issues underl}ing the problem of reading instruction in the content
areas csn be {dentified. First, secondary teachers are in general inade-
‘quately, if at all, prepared to deal with reading instruction. Second,
theég teachers ?ppear to be unaware of the reading skills associated with
their-content aEgas and in fact may not’be competent themselves in those
skills; Third, the attitude of secondary teachers toward the integration
éf reading instruction in the content sreas is freguently neaative. Fi-
nally, the 1§§ue ofistudent achievement can be related to the problem of
1nadequaie reading instruction in the content area classrooms.
Issue One: Preparation of Secondary Teachers. MgGinnis (1961)
reports the results of a questionnaire mailed to a random sample of
Michfgan secondary teachers to determine huw well ﬁrepared they were to
develop reading skills among their students. Less than 107 of the teach-
ers réSﬁondinq reboﬁzed receiving any pre or inservice instruction in how
' to teicp reading to high school students; Jﬁfshpproximately one-third of
the respondents reported that they interpreted one of their teachina re-
sponsibilities to be the nroviéion of instruction in readinq. The same
year the McGinnis report appeared, Mary Austin, et al, (19§1) published
Fheir réqommendations for improving teacher education which included the

stronq.suégestioh'that a course in basic readina instruction be reaquired

of all prospective secondary teachers.

Estes and Piercy (1973) present the results of a natiorai survey
conducted to determine various state certification requirements in the
area of reading. At that time onlv four states and the District of

Columbia required any training in reading educatidn for certification at
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the secondary level. Four other states required such trainina for Enalish
teachers only. And, cnly einht states reported that such a requirement

was "under consideration.” In other words, thirty-five of tha fifty states
neither reauired nor were considering requiring‘training in reading in-
struction as a prereauisite for secondary certification as of 1973.

Deta from a later survey, that of Roeder and Poader in 1974, pro-
vides information regarding graduation requirements for secondary aducation
majors from 972 colleges and universities in the United States. Approx-
\1mate?; 75% of these institutions reported that prospective secondary
teachers were not required to enroll fn any readinc methods courses.
Poeder and Poeder sugdests that in view of the results of this and other
surveys, it s impossible to expect secondary teachers to provide reading
fnstruction and that students can expect little, if any, help from these
teachers in the skills they need in order to succeed i& reading increas-
inaly more demanding content area materials.

Issue Two: Teachers' Awareness of Reading Skills and Competence in
These Skills. The second issue underlyina the problem of reading instruc-
tio. in the cdntent areas is that of secondary teachers' awareress of the
skills associated‘with reading content area materials. Sincer (1972) sua-
gests that for the most nart students are exfected to transfer the skills
acquired in the elementary school developmental readina program to all the
content aréas.‘ Hhile cetta1n of these skills parallel fkills'students
need for maferials used at the secondary ]ev;l and beyond, Singer believes
there are specific differences {such as the readina and internretation of
maps and chart$, the awareness ,f varfous patterns of writing, and the
adjustmenfs of rate and technique according tc purpose) that can and

should be taught at the secondary level.
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Few studies have focused on assessing inservice teachers' aware-
ness of the skills associated with content area readina materials
p premise that knowledne of the skills necessary for successful rea.. . Of
subject matter material is a prerenuisite for teachinn such material,
Braam and Roehm (1964) conducte& a survey to determine the extent to vhich
a qroup of secondary teachers were aware of those skills. The responses ~
of these teachers were compared to those of several "experts” in the field
b of reading instruction. Rraam and Roehm conclude that there is a consid-
erable diference between the responses of the teachers samnled and those
of "exnerts".as to the extent and snecification of skills needed in the
content areas. This conclusion leads them to suagest that the ideas and
findings of these "experts" afe/hot being effectively traﬁsmitted to
teachers. -

In a replication of the Braam and Roehm study, Braam and Walker
(1973)report similar findinas. In general, teachers annear to be unaware
of the majority of reading skills needed by students for readino success-
fully content area materials.

Another aspect of the issue of teachers' awareness of content area
reading skills is that of their own competence in utilizina these skills.
¥nit® a number of resear~hers have fo.used on teacher comnetency 1n the
area of basic word attack strateaies (Ilika, 1970, for example, reviews
seven studies conducted between 1959 and 1963 to assess teachers' skills
in phorics), fow have attempted to test teachers' mastery of snecific—
reading-stu?y skills. Askov, Kamm, and Klumb (1976) used the upper level
cf the critérion referenced study skills tests developed as part of the
Wisconsin Desirn for Reading Ski11 Devolopment in assessina a qroup of
sixty-five elementary teachers' mastery of many of the skills their stu-

dents are expected to learn. The qenerally low scores attained by the

13
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teachers sugoest the need for increased attention to assessina the skills
of pre and inservice teachers with an eye toward designing teacher educa-
tion proqrams which focus on the development of skills -known to be inade-
uate.

Issue Three: Teachers' Attitudes Toward Content Area Peading In-
struction. A third issue underlyinq the problem is that of teachers’
attitudes toward the integration of reading instruction in the content
areas. McGinnis (1961), Qs another part of the survey previously cited,
asked respondents whether oF not secondary students need reading instruc-
tion and, if needed, on whom the responsibility for this instruction
should fall. Many teachers responded that reading instruction is neces-
sary at the secondary level but that the responsibility for this instruc-
tion should be assigned only to trainsd reading teachers:' Schleich (1971)
reports that on an opinion survey completed by content aréa teachers as
part of an inservice proaram, the majority of teachers responded that
students should be taught how to read prior to entering secondary school
and that any reading instruction at the secondary level should be conducted
outside the regular classroom by special teachers. On the other hand,

Otto (1968) administered an attitude inventory to eighty-seven secqndary
teachers and reports that in general the teachers sampled reflected posi-
tive attitudes toward teaching reading within the content area classroom.
Most tewchers indicated a willingness to accept the responsibility for
teaching skills specific to their subject areas. Significantly, ﬁowever,
mdst of these same teachers indicated 3 need for more training if they
were to do an adequate job of 1ncorpor::}ng reading instruction in the
content areas. Hudson (1975) reports similar results from a survey con-
chfed among sncial studies teachers. Most of the teachers in this sur-

vey recognized the necessity for incorporatina reading skills instruction




in their classes but felt inadequate to the task. Hoﬁever, perhaps of
greatest sianificance is the finding that the part of the sample which

had the services of a trained reading consultant indicated a more positive
attitude toward taking the responsibility of teaching reading skills si-
,nultaueously with content rather than turning this job over to the person
specially trained in readinqg.

Issue Four: Student/Readinq Achievement. Finally, a fourth issue
underlying the content area readina problem is that of student achievement
and is therefore the most critical. vhile it is of course important to be
concerned about the fact that secondary teachers are in aeneral poorly
prepared to deal with reading problems, that they are generally not aware
of content area readina skills, and that they have aenerally neqative atti-
tudes toward taking responsibility for reading instruction, what is most
important is to consider what effect all of this fas on student achieve-
ment.

Schleich (1971) notes that in a school-wide testina proaram con-
ducted prior to an inservice project in reading instruction, mean scores
on a standardized reading te t at each successive arade from nine to twelve
showed a significant downward trend for the same group of students, sua-
aesting that these students did nct continue to develor adequately hiagher
level skills as they moved throuah hiah school. Rubin (1974) has sugaested
¢that one of the most salient factors leadina students to drop out of high
school is lack of the readinu skiils necessary for success in the content
areas. Sinaer {1972) reports that particularly amona minority students,
reading deficiencies can create sufficient frustration in secondary stu-
dents of average intelligence that many drop out rather than face the em-

barrassina conseouences of continued failure or low achievement in the

15




content areas.

It is of interest to consider what happens to some of these high
school drop-outs who at some later time enroll in ABE/GED proqrams in or-
der to oualify for hiah school eauivalency status. It wouvld be qratifying
to note that these students would firally be under the direction of teach-
ers adequately trained to deal with their reading problems. However, the
evidence indicates that this is not the case. Bailey (1973) reports the
results of a survey of one thousand Adult Basic Education teachers in a
thirteen state area that reveals that 66% of the respondents reported that
they had never had formal preparation in the teaching of reading. Hall and
Coley (1975) point out that one of the reasons for this lack of preparation
on the part of Adult Basic Education teacherc {s the fact that freauently
such teachers are volunteers who have no formal educational training at all.
It 1s therefore“unlikely that such personnel would be trained to teach

reading.

Inservice Training Model

The Project further proposed that the inservice traininqg qiver serve
as a model for further training throughout the state. Therefore, the in-
service moedel was important for Project evaluation. In order to assess the
model's state-wide implications, sites were chosen to reflect school dis-
tricts across the state. The proposal suagested seeking sites as identi-
ffed in Table 1.

The Project directors visited and talked with administrators and
teachers 'in several districts in order to select three sites. After re-
ceiving administrative and teacher approval, the urban, suburban and rural
sites were chosen and became the three sites of the Content Area Reading

Project for 1976-77. Table 2 includes the school site, its st "2nt and
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Table 1
The Proposed Sites
- - Estimated Student Estimated Teacher
Site . Population Population

Type 1: Junior High
Schools

1. Inner-city, hiahly
urban junior hiah
school 500 50

2, Rural, consolidated
area junior high
school 200 20

3. Suburban junfior
-hiah school 300 30

Type 11: ABE/GED Programs

1. Urban ABE/GED Program 100 10

2. Rural ABE/GED Program 100 10

teacher population, and the number of workshop teachers enrolled at each
site.

The total teacher population at each site was invited to participate
in the Project. Voluntary participation and commitment were important be-
cause the Project required 15 three-hour workshops, plus working with staff
members and on their own assianments between workshops. There was some
attrition in the junior hiah teacher population and a high attrition rate
among teachers of adults. Reasons for this attritfon will be discussed in
detail in Chapter Six.

In order to conduct Project evaluation, a comparison aroup at each

ERIC 7 17
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Table 2

Teacher Participants

Workshop
Student Total Teacher Teacher
Site Population Population Poputation

Type I: Junior High Schools

Urban Harrisburg Middle Schooi
Harrisburg, Pennsylvania 2554 138 21

Rural Penns Valley
Junior-Senior High School
Spring Mills, Pennsylvania 510 66 17

Suburban  Park Forest and
Westerly Parkway
Junior High Schools
State College, Pennsylvania 1927 113 20

. Type 11: ABE/GED Programs

Urban Adult Learning Center
and Standard Evening
High School
Harrisburg City School
District
Harrisburg, Pennsylvania 1415 59 7

Rural State College Area
Adult Education Program
State College, Pennsylvania 303 11 ]
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site was selected and tested, although they did not receive any Project
treatment. All members of the comparison groups were regular teachers at .
each site who had chosen not to become participants in the Project.

Tables 3 and 4 provide the number and percent of participants in
each site in each subject area. Table 3 shows junior high participants;
Table 4, teachers of adults. As expected, a large nercentage of junior
high participants teach Enqlish or reading, but the total workshon group
includes representation from every majot segment of the junior high school
faculty. The spread of teachers of adults is less broad, with representa-
tion clustering around major subject areas. The corparison aroups were
selected to match as far as possible the workshop groups in all demographic
areas, especially in content area representation. Tables 3 and 4 illustrate
that the Prcject was successful in matching by content area, with only one
category being significantly different in number (junior hiah sgience).

Further demographic data on participants inciuded their sex, teach-
ing experience, level of education, and previous readina instruction.
Tables 5 and 6 detail their response by frequency and percent. The attempt
to match comparison groups with workshop qroups was successful. The most
notable exceptiéh is in years of teaching experience. The workshop partic-
ipants were significantly ]ess experienced than the comparison aroupns.

However, all teachers, workshop and comparison, are relatively inexperienced.

Workshop Schedule. Workshons were scheduled to meet every two weeks at

mSg;h site. The oriainal schedulina called for the following meetings by

site:
Harrisburg - 2nd & 4th Tuesday 2:45-5:45 p. m.
Penns Valley I1st & 3rd Wednesday 7-10 p. .
State College I1st & 3rd Monday 7-10 p, .




Table 3

Junifor High Participants by Content Area and Site

Harrisburg

Sta‘e College

Penns Valley

Total

I. feaching,Area
English
Social Studies
Science
Math
Health education
Home .economics
Vocational ed.
Business ed.
Special ed.
Consumer ed.
Reading
Music
Art
Foreign Language
Bilingual ed.
Librarian

Non-teaching
personnel

Workshop

(N =
f

6
4
4
2
0
2
1
0
0
2
4
2
0
3
0
0
1

]Significance levels reported in this column are for difference between

Comparison
21) (N = 21)
T f 2

4.8

23.8

10.0 5.0

9.5 14.3

0 4.8

9.5 4.8

4.8 4.8

0 4.8

0 14.3

4.8

38.1

4.8

4.8

4.8

0 4.8
0 0

4.8 4.8

28.6
19.0

Worksho Comparison
(N =20 (N = 29)
f 2 f 3

1.2
24.1
6.9
20.7
0
0
6.9
3.4
3.4
6.9
3.4
3.4
0
3.4
0
3.8
20.7

_— =N = N O WW N O N W= NN W

Workshop
(N = 16)
f % f

O — O O — O & O —= N &6 — — & W b o

Comparison and Workshop Teachers, using Chi Square.

Comparison
(N = 22)

z

Workshop
(N = 57)

f

— et —)
N O O
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%

Comparison]
(N = 72)
f 3

26.
17.
21.
14.
3.
10.
12.
3.
5.
17.
19.
3.

5
7.
3.
3
3

n
14
4

—

-
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- N N = 0N W OV OV WO

—~ O 0O O B W DN YW W

—




13

Table 4

Teachers of Adults by Content Area

Workshop Comparison
(N = 8) (N=9)
I. Teaching Area f % T 13
English 2 25.C 5 55.6
Social Studies 3 37.5 4 44.4
Science 2 25.0 5 55.6
Math 2 25.0 7 77.8*%
Health Education 0 2 22.2
Home Economics 0 3 33.3
Vocational Education 0 2 22.2
Business Education 0 3 333
Special Education 0 5 55.6*
Consumer Education 1 175 5 55.6
Reading 2 25.0 4 44.4
Music 0 0
Art 0 0
Foreign Language 1 12.5 0
Bilingual Education 2 25.0 1 11.1
Librarian 0 0
Non-teaching 1 12.5 9 11.1
personnel
*p < .05
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Iv.

vi.
VII.

Table 5
Demographic Data on Junior High Participants by Site

Harrisburg State College Penns Valley Total
s . Workshop Comparison Workshop Ccomparison Workshop Comparison workshop Com arison
(N = 21) (N = 21) (N = 20) (N = 29) (N = 16} (N = 22) (N = 57) N = 72)
f 3 f ] f 2 f ] f 3 f 3 f 3 f 13
Years teaching experience
in primary content area

0-3 8 38.1 10 47.6 9 45.0 7 25.0* 5 31.3 1 4.5* 22 38.6 18 25.4"™

4-7 10 47.6 7 33.3 8 40.0 5 17.9 7 43.8 3 13. 25 43.9 15 1

3N 1 4.8 1 4.8 3 15.0 2 7. 3 18.8 4 18. 7 12.3 7 9.9
12-15 0 0 0 0 0 0 2 7.1 1 6.3 5 22. 1 1.8 . 17 9.9
more than 15 2 9.5 3 14.3 0 0 12 42.9 0 0 9 40.9 2 3.5 24 33.8

Total years teaching experience

0-3 8 38. 5 23.8 5 25.0 6 20.7%* 5 31.3 1 4.5 13 31.6 12 16.7*%

4-7 9 42.9 10 47.6 10 50.0 4 13.8 7 43.8 3 13.6 26 45.6 17 23.6

8-1 0 0 2 9.5 4 20.0 2 6.9 1 6.3 3 13.6 5 8.8 7 9.7
12-15 1 4.8 0 0 0 0 P 10.3 1 6.3 4 18.2 2 3.5 7 . 9.7
more than 15 3 143 4 9.0 1 5.0 14 48.3 2 12.5 1 50.0 ¢ 10.5 29 40.3°

Level of education

high school grad 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0*
some college 0 0 1 4.8 0 0 0 1 4.5 0 0 2 2.8
undergrad degree 18 85.7 14 66.7 9 45.0 9 31.0 12 75.0 8 365.4 39 68.4 21 43.1
master's degree 3 143 6 28.6 11 55.0 18 62.1 4 25.0 12 54.5 18 31.6 36 50.0
doctorate 0 0 0 0 0 0 2 6.9 0 1 4.5 0 0 3 4.2

College credits beyond undergrad. .

0-10 2 9.5 - 19.0 1 5.0 2 6.9 5 31.3 0 0 3 14.0 6 8.3
11-20 11 52.4 5 23.8 4 26.0 3 16.3 3 18.8 3 13.6 18 31.6 n 15.3
21-30 4 19.0 5 23.8 3 15.0 3 10.3 1 6.3 7 31.8 8 14.0 1% 20.8
31-50 4 19.0 5 23.8 8 40.0 n 31.9 2 12.5 6 27.3 14 24.6 22 30.6
more than 50 0 0 2 9.5 4 20.0 10 34.5 5 31.3 6 271.3 »# 9 15.8 18 25.0

Reading instruction coyses

0-6 credits S 15 71.4 10 477% 18 90.0 18 62.1 11 68.8 14 63.6 4 77.2 42 58.3

7-12 5 23.8 6 28.6 1 5.0 5 17.2 4 25.0 7 31.8 10 17.5 18 25.0
13-18 1 4.8 1 4.8 0 4 13.8 0 0 1 4.5 17 1.8 6 8.3
19-24 0 0 2 9.5 0 1 3.4 0 o . 0 0 0 3 4.2
more than 24 n 0 2 9.5 1 5.0 1 3.4 1 6.3 0 2 3.5 3 4.2

Certified reading specialist? 0 G 0 0 1 5.0 3 10.3 3 6.3 0 2 3.5 3 4.2
Sex b
mzle 9 42.9 6 28.6 3 15.0 14 48.2* 9 56.2 14 63.6 21 36.8 34 47.2
female 12 871 15 71.4 17 85.0 15 51.7 7 238 8 36.4 36 63.2 38 52.8

NOTE: Significance levels related to Chi Square tests comparing Workshop and Comparison within each site. In some cases 1t was necessary to combine

adjacent categnries.

*p< .05
st p .0
1 24 p < .00

1A
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Workshop
(N = 8)
| 4 £
Years. teachirg
experiaice ir primary
conterd. arc.
0-3 2 25.
4-7 2 25.
8-11 2 25.
12-15 2 25.
more than 15 0
Total years teaching
experience
0-3 2 25.
&7 2 25.
8-1t 1 12.
12-15 2 25.
more than 15 1 12.
Level of education
high school graduate 0
some college 0
undergraduate degree 4 50.
master's degree ~-4—_ 50.
doctorate 0
College credits beyond
undergraduate
0-10 1 12.
11-20 1 12.
21-31 1 12.
31-50 2 25.
more than 50 3 37.
Reading instruction courses
0-6 credits 5 62.
7-12 2 25.
13-18 1 12.
19-24 0
more than 24 0
Certified reading
specialist? Yes. 0
Sex
male 2 25.
female 6 75.

Demographic Data for Teachers of Adults

Comparison
(N=9)
f 2
1 il.
5 55.
1 11
2 22.
0
1 11
3 33
2 22
3 33
0
0
0
4 44,
5 55.
0
1 11.
1 11.
3 33.
2 22
2 22
6 66
2 22
1 11
0
0
0
3 33.
6 66.
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The co-direc;ors serving as workshop instructors olanned to alter-
nate workshons at each site, so that one would be present at each workshop
and conduct half the workshops at each site. The reasoninc behind this
procedure was that both directors would become familiar with the teachers
and schools at each site and, in addition, the instructor variable would
be controlled for in the research design. By the fifth workshop, it be-
came clear that the teachers at each site did not like the alternation.
The teachers felt that they were not able to aet to know the instructors
well enough and that there was some lack of coherence in workshop presen-
tations. The Project staff met over fhe Christmas break and aareed that
the teachers' vigy be accerted. Therefore, co-director skov viorked with
Penns Valley teachers for workshops €-15; co-director Dupuis yorked with
Harrisburg teachers for workshops 6-15. They worked with State Collece
teachers ir clusters: Askov conducted workshons €-10 and Duruis con-
ducted workshops 11-15. Roth co-directors attended the final workshon at
each site, as they had attended the openina one, in order to provide a
sense of closure to the experience.

Several workshop dates were changed to avoid conferences and holi-

t%ays. One workshop in State Colleae was canceled hbecause of weather

(Workshop 7, January 24) and held the followina week. Ctherwise, the dif-
ficult winter weather did not affect workshop schedulina. The schedulina
of workshops in Harrisburo was adversely affected by the teacher strike
which closed school in October. The first two workshops, scheduled for
October 12 and 26, were not held. Instead, the first five workshocs were
held in shortened time, on November 9, 16, 23, December 7 and 14.

The actual workshop dates and the instructor at each is aiven in

Table 7.




Table 7
Dates For Workshops Held By Site

4

darrisburg Penns Valley
égg_& 4th Tuesday 1st & 3rd Wednesday
Noyember 9 Dupuis/Askov October 6 Askov/Dupuis
November 16  Askov October 20 Askov
November 23 Dupuis November 3 Askov
December 7  Askov Noveq?er 17  Askov
4 December 14  Dupuis Decéﬁge% 8 Dupuis
January 11 Dupuis January 12 Askov
January 25 Dupuis January 26 Askov ‘
" February 8  Dupuis February 9 ﬁ) Askov s
February 22 Dupuis February 23’ Askov
March 8 | Dupuis March 9 ‘ hskov
March 22 Dupuis March 23 Askov
April 12 Dupuis April 6 Askov
April 26 Dupuis April 20 Askov -
May 10 Dupuis April 27 Askov
May 24 Dupuis/Askov May 18 Askov/Dupuis

q)
-3

t

17

State Co]{egg

1st & 3rd Monday

October 4
October 18
‘ﬂovember 1
November 15
December 6
January 10
January 31
Febryary 7

Dupuis/Askov
Askov

Dupuis

Askov

Dupuis

Askov

Pskov

Askov

February‘él??fhskov'

March 7
March 21
April 4
April 18
April 25
May 16

Askdv

éDupui s

4,

Dupuis
Dupu1§
Dupuis\~ )
DJbuis/A;kov

o~
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Project Staff Assistance in Schools. Project staff members were

chosen for their familiarity with particular types of schools and their

exper ;ence as secondary teachers and teachers of adults and in supervisory

experience viith teachers. The schedule of their work with each site was

as follows:

Ji1l Craig

Andrea Lee

Joyce Lee

Pat Marra

George Towle

Harrisburg Middle School 1 day/week
Harrisburq ABE/GED 1 day/week
Harrisburg Middle School 2 days/week
Harrisburg Middle School 1 day/week
State College ABE/GED 1/2 day/week
Penns Valley 1 day/weeck
State College 1 day/week

A brief description of backqreund and related experience for each staff

member is included here to 1llustrate his/her suitability for the assign-

ment aiven.

Jill Craiqg,

Andrea Lee,

Joyce Lee,

Doctoral Candidate in Curriculum and Instruction. Staff mem-
ber for Harrisburg PBE/GED proqrams and Harrisburg Middle
School.

Experience: supervision of student teachers (1 year); instruc-
tor in Enalish education methods; secondary ESL teachina

(3 years) nartly in urban settinrs. -

Present position: Staff member, Penn State Teacher Corps Pro-
ject, Penovo, Fennsylvania.

Doctoral Candidate in Educational Administration. Staff mem-
ber for Harrisburg Middle School.

Experience: supervision of student teachers (2 years); ele-
mentary and junior high school teaching (5 years) - 3 years
in urban setting, 2 years as Peading coordinator.

Present position: Subervisor of Elementary Language Arts and
Reading Practicum, State Colleae Area Schools (Penn State
University program).

D.Ed. Curriculum and Instruction, 1977. Staff member for
Harrisburg Miadle School and State Colleqe ARE/GED proqrams.
Also taouah L.Ed. 400, Teachinq Peadina in the Flementary
School, to provide released time for co-director Askov.
Fxperience: Instructor in Reading methods; iunfor high school
Enalish teaching (6 years).

Present position: Instructor in Readino, Penn State.
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Patsy Marra, Doctoral Candidate in Curriculum and Instruction. Staff
member for Penn Valley Junior High School.
Experience: Reading supervisor (K-12) (3 years); Elementary
teacher (6 years).
Present position: Language Arts courdinator and Director,
Title I11 Project, Lewisburg, Pennsylvania.

Sandra Snyder, Doctoral Candidate in Curriculum and Instruction. Materi-
als Coordinator. Also taucht DRR 442 Reaiing Probiems in
Sacondary Schools, to provide released time for co-director
Dupuis.
Experience: Library acquisitions (3 years); secondary teach-
ing ( 1 1/2 years).
Present position: Graduate teaching assistant in Measure- .
ment and Evaluation, Penn State.

1 éiorge Towle, M.Ed. Curriculum and Instruction, 1977. Staff member for

N Park Forest and Westerly Parkway Junior High Schools, State
College. Also taught DRR 442, Reading Problems in Secondary
Schools to provide released time for co-director Dupuis.
Experience: Developmental Reading teacher (10 years).
Present position: Department Chairperson and reading teacn-
er, Greensburg, Pennsylvania.

These staff members were the key to teacher implementation of materi-
al discussed in workshops. Staff members observed teachers, at teacher re-
quest, trying out techniques and materials derived from the workshops.

They assisted teachers in developing teaching materials, like uni®s and
learning centers, with which teachers were unfamiliar. They counseled
teachers and generally helped them develop a sense of confidence in their
own ability to teach reading and a positive attitude toward the integration
of reading and content material. More specific discussion of this staff
work will be found under the discussion of the Inservice Model in Chapter
Six.

Liafson Teachers in Schools. A liaison teacher was designated at

each school after consultation with the principal and, sometimes, the
assistant superintendent. These liaison teachers scheduled roors and
audio-visual equipment, disseminated information on workshop and staff

schedules, and disseminated materials from the workshops, professional

ERIC - 29
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library, and published materials on loan from the Project library. “ork-

shop participants in each school who served as liaison teacher include:

Carolyn Carter (September-Necem- Harrisbura Middle School
~ ber 1976)
Eva Tucker {January-dune 1977) Harrisburg Middie School
Car? Gaffron Penns Valley Junior-Senior High
School
Drucila Connor Weirauch Park Forest Junior High School |

State Collene, Pa.

Dorothy Delafield Westerly Parkway Junior Hich
School, State Colleae, Pa.

Professional Library and Teaching Materials. A professional library

was developed for each site. Appendix 1.1 lists the contents of that 1i-
brary.' A single copy of each title Qas available at Penns Valley Junior-
Senfor High School and at each junior high school in State College. Two
L copies of each title were available at the Harrisbura Middle School. The
libraries were housed with the regular professional libraries at each
L school, on loan to project teachers as needed to complete reading assign-
ments and to use as models for teachine materials. The liaison teachers
supervised the lending of library materials.

The professional library is made up of references for professional
information on topics discussed in the workshops. Most of these sources
L could be used as texts for reqular college courses. Teachers received
the benefit of several points of view on given topics rather than being
restrizted to a single view, as they midht have been if a single text had
I been required. Some workshop participants bought copies of texts th~y ;
parti;ularly preferred. One school bought copies of several for retention
‘ in their permanent collection. If the follow-up study currently being

planned occurs in each school, the professional library will remain there
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for use during the 1977-78 school year.

A second part of the Project 1ibrary is a collection of Model
Professional Materials collected throuchout the Project. Its major purpose
is to provide teachers with samples of new materials which intearate read-
ing skills and content objectives. Teachers were encouraged to search for
published materiais to fit their needs or, {f none were available, to de-
velop their own, using these as models. Special emphasis was nlaced on
practical materials for adult and junior high readers, materials with hiah
interest and low reading levels, materials covering Adult Performance

Levels (APL) breakdown into content areas, and materials that stress the

application of concepts. Some of these are listed in Adult Basic Educa-
»

tion Instructional Material, An Annotated Biblfography by Eunice N. Askov
and Joyce W. Lee, distributed by the Division of Continuina Education,
Bureau of Vocational Education, Pennsylvania Department of Education. A
complete 1isting of the junior high school materials is given in Annotated
Bibliography of Junfor High School Materials for Reading Development in

the Content Areas by Sandra L. Snyder; which appears as Appendix 1.2 of

this report.

Additional materials were duplicated for use in workshops. These
{ncluded backaround material, sample teachina materials and other reading
related material. These materials will be described when each topic is
discussed in Chapter Four.

Workshop Objectives and Graduate Course Offering. Craduate credit

was available to all workshop participants through Continuing Education at
the Pennsylvania State University. Workshop objectives were oraanized by
courses, permitting reachers to choose one or two courses for credit after

determining what each course required. In accordance with University

* 31
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requirements, one objective was reauired from teachers takina each course

for credit in addition to the ohjectives required of all workshop teach-

ers.

The following objectives were handed out to all teachers at the

first workshop:

].

Each teacher will demonstrate his understanding of informal diaonosis
by creating two informal diagnostic procedures: an IRI, a cloze pro-
cedure or another precedure described in class.

Evaluation: Diagnostic procedures followed formats aiven in workshop.

Each teacher will use -the results of his diagnostic procedures (In-

formal Readina Iaventory, cloze, other) to develop arouping patterns

or other classroom management plans.

Evaluation: 1. Teacher will present at least one plan for qrouping
students fn a class by reading skill needs based on
diagnostic information.

2. Teacher will present at least one plan for arouping
students #m a class on a basis other than reading diac-
nostic information.

Each teacher will develop three alternative instructional procedures,
as follows:

a. a unit (3-6 weeks long) followina format given (to be done in
groups . or by using an existing unit and extending it).

b. a Learning Activity Package or Learning Center teaching a readinag
skill included in unit.

c. a lesson or longer instruction involvina a medium besides readina.

Evaluation: 1. Each segment follows procedures outlined in workshop.
2. Relationship between three types of instruction
clearly identified.

As part of a content area qroup, each teacher will develop an annotated
bibl{ography of teaching materials in his content area and/or reading.
Minimum: 50 entries per group.

Each teacher will demonstrate understanding of linquistically and
culturally different students by:

a. outlining the major language problems faced by black and Appa-
lachian students. :

b. describing in essay form one dialect or linguistic problem and
suggesting three ways to work with it in his classroom.

Each teacher will develop five exercises to teach 2 readina skill in
his content area. At least one exercise will teach a skill in each
major skili area: vocabulary, comprehension and study skills.

(%)
V)



Evaluation: 1. Follows format and time frame yiven in class.

2. Reading skill clearly identified.
3. Context in content material is appropriate.

Each teacher will demonstrate his o ility to write comprehension

questions at differing levels by writing at least six questions on one

piece of reading, using at least two levels of questioning.

Evaluation: 1. A minimum of six questions on readina materiea}
appropriate for grade and subject

2. Questions labeled correctly as to level.

3. Answers are included and support level identified by
teacher.

Each teacher will identify paragraph functions for each paraaraph in

a piece of reading in his subject area. .

Evaluation: 1. Functions correctly identified, according to list
of functions given in workshop.

Each teacher wiil demonstrate his understandina of the concept of
readability by:

a. applying at least two readability formulas to three texts
currently in use in his classes.

5. writing a critical evaluation of the effectiveness of readabilit
measurements in his content area.

Evaluation: 1. Formulas accurately applied to texts.

2. A two-page paper attached tp readability data.

Each teacher vi11 develop a case study vhich follows one or more stu-
dents over the length of the workshops, accordina to one of the fol-
Towing options:

a. aqiven the results of an IPI on a class, chnose two or three stu-
dents who need heln on a specific skill and follov them all vear
on that skill;

afven the resuits of an IP! on a class, set up, nive and Score
follow-up IRI's or tests each two to three months to see if these
skills are improved,

if a student or gioup of students has more than one project
teacher, those teachers may follow the same Students throuah
diagnostic/prescriptive activities similar to those in a cr bh;

Reading teachers may use diaqnostic tests, includina miscue anal-
ysis, on two to three students and develop a thorouah case studv
on them, focusina on their readina needs in different content

areas.
Evaluation: Information clearly presented, lonically oraanized;
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analysis of data sunaests what the student needs at the
end of the study. -

11. Each teacher will demonstrate his ability to anoly content area
reading principles by teaching at least three lessons including
content area reading skills, observed by a project staff member
and discussed in a follow-up session. These observations will
be scheduled at the teacher's and staff member's mutual conven-
fence and will be evaluated by the form provided.

12. Each teacher will keep a weekly logbook of activities and lessons
invelving content area reading, in at least one class. This book
will be evaluated at the end of the prcject (May, 1977) and must
contain at least one entry per week to be acceptable.

Teachers taking L.Ed. 470 for graduate credit will complete the following
objective, in addition to objectives 11 and 12 given above.

13. Each teacher will present to his workshop class a report on one of
h*s teaching experfences usina a content area reading practice (10 -
30 minutes lono). He wil} schedule this presentation with the in-
structor and prepare all materials needed by other workshop partici-
pants. Suggestions for materials to share in this presentatfon in-
clude: .

1. A diagnostic tool and data from its use in one class;
or
2. A lesson plan and data from its use in one class;
or
3. A medfa presentation (videotape, audiotape, etc.) develoned by the
teacher and used in conjunction with a lesson or unit plan;
or
4. Data on linquistically different students in one class and the
teacher's work with them on a specific skill or lesson;
or
5. Other related activities approved by the instructor.

Objectives 3a, 3b, 3c, 5, 10 and 13 can be awarded an A (outstandina),
S (satisfactory) and I (incomplete) grade.
A1l other Objectives can be awarded only a S or 1 agrade.

The two courses offered for credit were:

1. DRR 450, Content Area Reading.'thre redits. This course vas
}géght in a similar manner as on the main campus and in other Continuing
‘Education offerings. Objectives 1-10 were required for DRPR 450 as the
Content Component of the Project.

2. L.Ed. 470, Workshop in Content Area Reading, three credits.

Ve
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This course was designed specifically for this Project. Ntiectives 11-13
were required for this course, the Demonstration Component of the Project.

Teachers who chose not to take the course for credit were required
to complete Objectives -9 and Cbjectiv:s 11 and 12 to receive a certificate
of completion of the Content Area Peading Project (a sample certificate is
attached as Appendix 1.3).

Two major emphases of this Project were the Inservice Model{(dis-
cussed in Chapter Two)and the Diagnostic Teachina Model(discussed in Chap-
ter Three). The‘objectives relating Lo each emphasis a;e discussed in the
appropriate chapter. The Content Components are also discussed in Chanter

Four in which smecific strands are descrited in detail.

Teacher Attitude and Skills

The Project has operated on the premise that chanaing teachers'
attitude toward teaching reading in confent classes is a key factor in de-
velooino their skills in readinoiinstruction. Teachers' attitude toward
teaching reading has been reported in the literature usually to be neaa-
tive. Yet most secondary teachers, when pressed, admit that their stu-
dents have difficulty reading the assiqned material. Further, in each of the
school districts involved in this study, secondary teacher< had listed
"Reading 1n the Content Areas" as a high priority for inservice work. Af-
ter considerable study of teacher attitude in general and toward reading in
particular, the Project staff hypothesized that attitude toward teaching
reading was not a monolithic entity but a combination of several elements:

1. The teachers's attitude toward the importance of readina and the
teaching of readina in his/her classroom.

2. The teacher's attitude toward the feasibility (or loosely stated,

the practicality) of teachina reading in his/her classroom.
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3. The teachers's perception of his/her skill in teachina reading
in his/her own subject area.
4. The teachér's general attitude toward teaching and the teach-
ing situation.
S. The teacher's mastery of knowledge about readina skills.
Teacher Attitude Toward Readina. Elements 1, 2, and 3 of the list

above were assessed by two attitude instruments developed by Project staff
and geared specifically to content area teachers and readina:

1. Statements Survey: Teaching Reading in Content Areas uses the
Likert technique to assess element 1 in some depth.

2. Situations Survey: Teaching Repding in the Content Areas uses
the semantic differential technioue to assess elements 1, 2 and 3.

The Statements Survey is a twenty-item test resulting in a score
ranging from 20-100. Each statement is responded to on a five-ooint scale
from "agree” to "disagree.” Data on the development, validation and relia-
Uility study of the Statements Survey, alona with a cory of it, is included
in Appendix A.1.

The Situations Survey uses the semantic differential technique to
assess elements 1, 2, and 3 on the 1ist. For each item, a classroom sit-
uation relating to readina was preseied and a plan of action for teachers
to consider. Teachers then rated the situation and teachina plan on a
series of bipolar adjectives. The first five sets of adjactives assessed
their attitude toward the plan. The sixth set asked them to consider the
plan's feasibs1ity in the classroom, and the seventh set asked them to
assess their skill at carrying through a plan like the one described. Ten

items made up the survey, resulting in three scores: an attitude score,

a feasibility score, and a perceived skill score. Data on the development,
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validation and reliability study of the Situations Survey is included in
Appendix A.2, as 1s a copy of the instrument.

»
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Both of these attitude surveys were administered before and after

the workshons to all Project.participants and comparison teéchers.

€,

General Teacher Attitude. FElement 4 appeared td involve aeneral

teacher moirale. Vhile improving teacher morale was not the objective of
this Project, teacher morale unquestionably affects the rerformance of
teachers and .their willinaness to undertake a project like this and com-
plete it successfully. The Project propnsed to each teacher a systiem of
teaching, the Decision Model for Niagnostic Teaching by Gyouqing, which
asked them to examine critf;allf and, in many ways to change their teach-
ing organization and practice. Such a‘change in teacher behavior might
have seemed to be too great an effort for teachers whose aeneral morale

was Tow. ,
In addition, teagher morale is arfected hy forces external to this

project, such as salary disputes, administrative behavior and community
pressure. It seemed reasonable that over an academic year, forces like
this could affect the morale of teacher particioants in ways that would
confuse the Project's findings but were beyond its control.

Therefore, teacher morale was ascessed, nre and post, with the
Purdue Teacher Opinionaire, an established, standardized scale for meas-

uring teacher att!.ude toward administrators, teachinq orcanization,

curriculum change, salary, community support of schools, and other factors.

This measure was included to alert the staff to changes in teacher morale
not directly due to this Project. It was administered pre and post to
both workshop and comparison groups. A copy of the Purdue Teacher

npinionaire is included in Appendix A.3.

27
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Reading Skills Test. Further;testina seemed necessary to assess

teachers' cogqnitive knowledge of readina skilfs. Project staff develoned
a criterion-referenced test to measure change in teachers' skill levels
during the workshop proaram. A 23;item muliinle-choice test was developed
and field tested.” The test was referenced to the workshop objectives and
mastery level was set at 80%. Field-testing and validation of the skills

test are discussed in Appcndix'ifh. A copy of the test is included.

Dissemination

The Project began dissemination procedures with the development of
a brochure describing the Project (Appendix 1.8). Materials have been and
continue to be disseminated at cost.

o Professional dissemination has included participation in the follow-

ing conferences:

-National Reading Conference
Atlanta, Georgia; December 1-2, 1976
Papers Presented:

Inservice Training Model of the Content Area Reading Project. Eunice
Askov and Mary Dupuis. .
Diagnostic Teaching in Content Area Reading. Mary Dupuis ard Eunice
Askov. R

The Development of Two Instruments for Measuring Teachers' Attitudes
Yoward Reading in the Content Areas. Joyce Lee and Carlotta Youna.

Attended by Mary Dupuis, Eunice Askov and Joyce Lee.
-Pennsylvania Association for Adult Education Mid-Winter Conference,

Harrisburg, Pennsylvania; February 18-19, 1977.

Distributed brochures.

Attended by Funice Askov, Mary Dupuic, Andrea Lee and Jill Craia.
-Conference on Black Basic Education

.Harrisburq, Pennsylvania; February 4-5, 1977.




Attended by Andrea Lee and Jill Craig
-Keysto;e State Reading Assocfation
p Bloomsburg, Pennsylvania; March 31-April 2, 1977. ..
Distributed brochures.
Attended by Eunice éskov. Mary Dupuis, Joyce Lee, and Sandra Snyder.
-International Readinq Association Annual Convention ¢

Miami Beach, Florida; May 2-4, 1977.

Paper presented:

*  Content Area Reading Project: Incorporating Reading Skills in
ntent SubJects by Mary Dupuis, Eunice Askov and Joyce Lee, in the
symposium, leaching -Peading to Adults: Everything You Ever Hanted

to Know But Were Afraid to Ask. -

Attended by Eunic2 Askov, Mary Dupuis and Joyce Lee.

Current plans call for Project results to be discussed further at
the following professioné1 conferences ir 1977-78.
-Keystone State Readina Association

Pittsburgh, Pennsylvania; November 10-12, 1977.

Proposed:

a full session on the Content Area Readina Projact describina how
to orqanize and conduct an inservice program in content area reading.

-Natfonal Council of Teachers of Enqlish Annual National Convention
New York City; November 24-26, 1977.
Accepted:

Training Resource Teachers for Content Area Readino.

-National Reading Conference
New Orleans, Louisiana; December 1-3, 1977.
Accepted:

o

Evaluation of a CBTE Reading Insarvice Program for Junior High
School and ABE leachers. (follow-un to the symposium presented at
NatTonal Reading Conference, December, 1976).

o ——
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-Eastern Reading International Peading Association Conference

Hartford, Connecticut; March 2-4, 1978.
Accepted:

Content Area Teachers and Middie School Readina.

-International Readﬁng Association Annual Convention
Houston, Texas; May 1-5, 1978

Proposed: /

A symposium entitled Alternative Models for Inservice Education in
Content Area Peading chaired by Eunice Askov who will aive an over-
view and moderate the discussion: a paper by Mary Dupuis, Combinine
University and School-based Inservice Education in Content Area

Reading.

Further inservice teacher education programs are planned with

Intermed:ate Units and schonl districts within the state.

This final report and its apoendices will be distributed to partic-
ipating school districts and interested memters of the University Advisory
Board. Other nrofessional recuests will be filled at cost. This report

will be submitted to ERIC and other data retrieval systems.

Overview of the Report

The remainder of this report is organized to describe in areater
detail the concepts underlying Project activities, and the content of
actual workshop sessions, as vell as evaluation of the Project.

Chapter Two describes the Inservice Training Model used and eval-
uated in the Project.

Chapter Three describes the Diaanostic Teaching Model, as the cen-
tral organizina principle for implementation by workshop participants. .

Chapter Four describes the seven content strands which made up the
cognitive component of the workshops: Diaanosis, Linguistic Differences,

Motivation, Organization for Instruction, Peadina Skills, Selection of



!
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-

- Chapter Five reports tﬁe Proje’ct'é results in terms of changes in
attitude and skills in 'experimer:ltal and compa“rison qrotms )
Chapter Six includes an overall summary of the Pro1ect concluswns

..
and recommendations for future vork-Witirinservice content area readmn
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CHAPTER THO

. THe INSERVICE EDUCA:ION MDDEL OF THE
CONTENT AREA READING PROJECT

vice teacher education proarama\}ake many forms. A typical

orm of inservice involves a visiting consultant who is invited f; the
school for an hour cr two to soeak on his/her area of expertise.Teach- A
ers listen dutifully; some even take notes. But no serious change in their
practices and attitudes is either expected or achieV;d.

The Content Area R2adina Project $avolved an inservice effort for
junior high school teachers and teachers of adults. The Project's aoal was,
first, to cnange attitude; positively toward teachina readinq as part of
content area subjects and, second, to effect change in that diristion in

) claséroom practices. The Projeci strff realized that as outsiders or "vis-
iting experts,"they might in fact have very little impact on teachers'
\\\\SIassroom practices and attitudes (Otto and Erickson, ]973);‘ Therefore,-
fﬁay chose a mode! for inservice educe*ion which micht be used more often
by ;\hqpsultant reaularly/emplqyed 'y a school district (e.a., curriculum
directo;l\{?ading consultant) in wﬁich a series of sessiors could be sched-
uled over a\ang period of time with follow-un in the classrooms.

Followiﬁa‘gecommendations made by others (Campbell, 1973; Parker
and Campbell, 1973$}uphe Project staff develoned a year-lona program for
volunteer teachers, b&ksjstina of fifteen bimonthly segsions, each lasting
three hours. Three or \srh‘(\Qours of University credit were available as an
ontion for teachers who wished\to pay for the credits. C(ontent teachers

who might be well versed in thei¥ subject areas frequently have difficulty

1
N
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individualizing instruction for different reading atilities due to large,
chanaing content classes (Burnett and Schnell, 1975), or they resist teach-
ing reading skills "by rafionalizing that 'reading isn't my subject'"
(Axelrod, 1975). Therefore, changing attitudes was considered of primary

1
importance. Since affective objectives are attained primarily through

activities with high experience impact and two-way comT,yication (otto and

Erickson, 1973), follow-up between inservice sessions seemed essential to
observe and provide feedback on progress toward integratina reading skills
fn the content subject, to discuss ;ssigned projects, and to provide dew-
onstration teaching as requested.

A competency-based format was selected since the Project staff
anticipated differences among the teachers in entry levels and progress in
both skills and attitudes. It was also hoped that modeling a diagnostic-
prescriptive approach in the workshops would influence teachers toward
diagnostic-oreééaiptive teaching. Objectives were written at three
levels -- cognitive, simulatfon, and application. The skills lezrned in
the workshops were applied and observed in the classroom during the dem-
onstration phase,'in which the teacher integrated in the classiroom the

skills previously mastered at lower levels.

Procedures

The target group for the study consisted of’lzo teachers of junior
high and ABE/GED students at three sites. Since readinq instruction for
teachers of adults has been generally lacking (Hall and Coley, 1975), they
were included with junior high school teachers who teach notential or
future members of ABE/GED classes (if students drop out in hioh school).
Peading specialists we-s also included so that they might become more sen-

sitive to the demands of the content area classroom and provide help to

/-
>
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content teachers as they deal with students of all reading abilities. The
actual number and percent of teachers representing each content area is

listed in Tables 3 and 4, pp. 12-13.

-

Incentives for Teachers

’

Because change<in teaching behavior is a long-term process and one
in which teachers feel uncomfortable and insecure, the Project soucht to
provide incentives for teachers to join ana become coqmitted to this pro-
cess. It was reasoned that such a commitment would supprort teachers
through difficult periods in the change process. At the three Project
sites representino rural, urban and‘!ﬁﬁurban settings, teachers vere of-
fered the option of released time durina the school day with substitutes
hired by the project, or to receive extra comnen;;tion for attending the
training sessions in the evening or after school. At each Site, they
chose to have the sessions after school hours and receive the extra com-
pensation \{$25 per workshop for attendance). The project had originally
intended - offer University credits as an additional incemtive. However,
the Pennsylvania Departmenf of Education decided that provisicon of creait
at no cost to participants was not appropriate and might establish an un-
desirable precedent. Therefore, teachers were allowed to choose to take

three or six credits or no credit as described in Chapter Cne.

Professional Support Procedures

Other professional support procedures were developed t~ aid the
teachers in the change process. An Advisory Board was established con-
sistina of professors at The Pennsylvania State University from the
various content areas which are typically taught in junior hiah scheols

and ABE/GED programs. Each Advisory Board member identified sample

SN

<
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materials from his/her content field thst mith be used in junior hinh
school and ABE/GED programs as well as professional books relatina reading
skills to the content area subject. A list of the Adviscry Poard is qiven
in Appendix 2.1.

A professional library, consisting of books suqgaested by Advisory
Béard members nlus many other resources dealing v:ith content area readinc,
was developed for each site (See Anpendix 1.1). The rrofessional library
was provided so that teachers could complete the assigned readings with-
out having access to a university library and use the references as
sources of model techniques for teaching reading.

In addition to the professional library, the Project nurchased many
student materials for secondarv and adult content readina. These materi-
als served as commercial models of student materials to be used by teach-
ers during workshops or to te sianed out to a teacher for a short time
after they were used in workshops in order to ccmplete vorkshop assion-
ments.

Model materials were also created by Project staff to demonstrate
how teachers might construct similar materials and develop these technicues
in their classrooms. The Project staff encouraged the use of media by
modeling their use in the workshops with staff-created materials. For
example, a videotape was created on how to make a videotape concernino the
teaching of vocabulary in a social studies unit. Listerinn centers per-
tatning to note-taking vere set up to aive teachers experience in listenina
comprehension and to encourage the use of such centers in their classrooms.
particular use of media will be described as nart of Chanter Four.

A staff of five araduate students (See Chapter One, p. 18) was
hired to serve as coordinators. Each was assianed to teachers in a partic-

ular school to provide follow-up in the classrooms between workshop

17
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sessions. They not only attended the workshops at their particular sites,
assisting the two university instructors, but also observed classes, held

conferences with teachers, and did demonstration teachina as reguested.

In addition, a wo-kshop participant was identified at each school to serve

as a liaison teacher in scheduling classroom visits for the coordinators,
velaying questions to staff members from other teachers, and arranaing for
equirment needed for each workshop session.

Finally, since the workshop objectives called for arplication in
the teaching of reading skills in the content area classroor, an observa-
tion form was needed. (See Appendix 2.2). *hen a teacher wanted to dem-
onstrate classroom aoplication of an objective, he/she reauested a vigit
from the coordinator who completed the observation form and i1rdicated
wbether or not the demonstration of the objective was satisfactorv. A
fo]low-up conference between teacher and observer was also held to provide
feedback or each classroom observation. Project staff helped develop the
observation form and received training in usina it during the rlanninc

reriod before the workshops beqan.

Evaluation of the Inservice Model

An evaluation desian was planned to determine the effectiveness of
the inservice education model. Not only was mastery of each workshop ob-
Jective assessed as recommended by Otto and Ericksor (1973); the effec-
tiveness of the inservice model was also evaluated. Since results can not
be expected to be observable amona junior high and ARF <“udents immediate-
1v, only teacher variables were considered durina this year.

The overall evaluation of this inservice model is contained in
Chapter Five and Six of this report. Major considerations are:

1. Change in attitude of workshor participants.

18
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2. Adequacy of competency-based objectives and processes for
inservice nrograms.

3. Adequacy of modejing procedures {. workshops as a means for
encouraging chanae in teaching behavior.

4. Adequacy of teacher incentives in encouraacing lona-term teacher
cormitment.

5. Adequacy of on-site Project staff aad liaison teachers in
providing support for teacher change.

These considerations will be further discusse. in Chanter Five and
Six, In addition to implementing the inservice model durinc the workshops
and follow-upr sessions, the staff presented a model for diagnostic teach-

ing as a tool desiared to assist teachers in planning for instruction.

This model will be iLhe subject for discussion in Chapter Three.




RPeferences

Axelrod, J. A few recommendations on how to conduct irservice readina
astmction for content area teachers. English Journal, 1975,
_D 8]-820

Beegle, Charles H. and Edelfelt, Poy A. Staff Development: Staff Liber-
atfon. Washington, D. C.: Association jor Supervision anc
Curriculum Development, 1977.

Bentley, R. R., and Pempel, A. M. Purdue Teacher Opinionaire. Lafayette,
Indfana: Purdue Research Foundation, 1973.

Burnett, R. W., and Schrell, T. R. (BTE and secondary reading: A
philosophy and ratfonale. Journal of Peading, 1975, 18, 544-54¢.

Campbell, J. J. A field-centered, competency-based inservice reading pro-
gram at an finner city school. InP. L. Nacke (Fd.j, Interaction:
Research and Practices in College - Adult Peading. Nat onal
Readinq Conference 23rd yearbook. Filwvaukee, The Conference, 1973.

m’ . 299- 303 .

Ganeles, D. Competence-based n'."e'paration proaorams for teachers of adults.
Adult Leadership, 1975, 23, 187-189. :

L4

Hail, “. and Coley, J. D. Needs in readina instruction in adult basic
education. Adult Leadership, 1975, 24, 103-104.

Lee, J. H., and Young, C. J. The develorment of two instruments for
measuring teachers' attitudes toward reading in the content areas.
Paper presented at the Mational Peading Conference, Atianta, 1976.

Ntte, H., and Erickson, L. Inservice education to improve readina
fnstructfon. Newark, Delawarc: International Peadinn Pssociation,
973.

parker, 8., and Campbell, A. B. A new approach to graduate educaticn in
adult basfc and GED education. Adult Leadership, 1973, 22, 208-209.




N

CHAPTER THREE

DIAGNOSTIC TEACHING IN CORTENT AREA READING*

Plagnosis is not a concept which is discussed frequently with con- °
tent teachers, junior high or adult. When diagnosis enters, it usually is
construed as diagnosis of students' coanitive level or their mastery of
content material. Diagnosis of reading level has been presd&ed to be the
responsibility of the reading teacher, or for secondary teachers, the oft-
maligned elementary teachers. The Content Area Reading Project pﬁg;ise is
two-fold:

1. Informal diaonosis of readinn levels is the responsibility of
the content teacher, and that content teachers can develop, administer,
and evaluate informal diagnostic instruments.

2. Content teachers can use diaanostic information, teach the

necessary reading skills, and not nealect their content responsibilities.

Needed Diagnostic Information

Content teachers need to know a areat deal about the readina skill
levels of their studerts (Shepherd, 1973). First, teachers must analyze
the objectives and materials on which their courses are based to determine
which skills students must be able to use in order to be successful. Then
they must determine from earlier teachers, curriculum quides, etc., to
which skills the students have already been exnosed. Ouestions tc be an-
swered ipclude: Which of these skills have the students mastered? Can
students transfer skills learned in readino class (or any other class) to

the content material in this class?

* This paper will appear in The Yearbook of the Mational Peadina Conferdnce,
in oress.




42

A great many skiils are introduced’ in the elementary grades in the
context of reading class; e.q., word attack skills using'roots and affixes
to find the meaning of unfamiliar words. The task of the secondary con-
tent teacher and the teacher of adults is to teach consciously for the
necessary transfer of this’ggsic word:attack skill, reinforcing and ex-
panding the skjll.fbr particular use in the given content area.

For example, with regard to roots and affixes, students enter
seventh grade having some familiarity with inflectional affixes and some
basic derivational affixes; The junior high science t;;;Rér must begin
using specifically scientific affixes and the Greek and Latin roots so
common in scientific language. Diagnostic questions include:

1. Can students identify and apply inflectional affixes in non-
scientific words?

2. Can students take basic scientific terms apart into component
parts?

3. Can students build new words from groups of routs and affixes
and ?%entify probable meanings?

After the basic skill is transferred and reinforced, the science

teacher can introduce more elaborate root and affix work, combining basic
sound pattern rules (again, familiar from elementary school) and the word-

building process (consider the movement from microscope to microscopic to

microscopy). The complexity of the process of vocabulgry building is
easy for reading teachers to see, but content teséher;‘are often unaware
of it. The same procedure applies to teachers of adults as they approach
content materials.

This latter set of word attack skilis, synthesizing several basic

skills in the approach to unfamiliar words, represents the second major |
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diagnostic problem for content teachers. Once students' mastery of skills
taught earlier is ascertained, content teachers must assess their mastery

" of developing skills, ones not assumed to'haxg\?een mastered earlier. On
such skills as these, students will need direct struction, not merely
transfer and reinforcement. These skills will need sequential work, care-
fully planned and systematically introduced. Examples of deveiopiné skills
include higher level problem-solving and searching skills; drawing ab-
stract conclusions, like determining the "theme" of literatyre; appreci-
atina figurative languaqé.

A third diagnostic problem for content teachers at ali grade levels
is to match the reading level of texts and other pieces of reading to the
reading abilities of the students. This requires that content teachers be-
able to assess the difficulty of texts. It .also requires that they be
able to assess the reading levels of theirpstudents. With this informa-
tion, teachers can find reading materials appropriate for the students or,
if that is nof possible, they can adjust their teaching and the students’
uses cf the material to ac;ount for differencés. Most content teachers
are not train‘gseither to assess materials or to assess student reading ‘

levels. Nor are they trained in adjusting their teaching or their stu-

b dents' reading materials. MNor are they familiar with alternative and sup-

plemental materials.

Using Diagnostic Information

The Content Area Reqping Project proposed to help junior high csn-
tent teachers develop the skills necessary to answer these and other ques-
tions and problems in incorporating the teaching of reading in their Spe-
cial content. The project aimed to have its teacher participants learn

about reading techniques, develop usable models, and evaluate their use in

oge)
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the classroom.

The long-range goal is the synthesis of necessary reading skill
instruction with reqular content instruction. Selection of content goals
is the primary consideration, with the students' mastery of these content
goals the critical outcome. However, since such mastery w%ll not 3ccur
without adequate reading skills, these content goals must be coupled with
reading skill instruction for those students who need it. This Fequires
both the applicatign of diagnostic infoimaticn and integqration of reading

objectives with those in the content area.

The Decision Model for Diagnostic Teaching

The key concept in the Project's approach to content teachers is
the Decision Model for Diagnostic Teaching (Cartwright, Cartwright &
Yssledyke, 1973). This model, based on analysis of each student's poten-
tial, requirgs profeksional decisions at séécific points in the teaching
situation. The original decision model was designed for teachers of spe-
cial education students in reqular elementary classes. The model works
well in any class in whiéh individualized attention can be given to a
student, or in the individualized aﬁmosphere of an adult learning center.

Realistically, individual attention to each student is not possible
for secondary content teachérs. faced with 150 or so students each day,
for discrete perifods of time, with little flexibility in space. A more
reasonable model for such teachers is an adaptation of the Decision Model
given in Figure 1. The adapted model also assists teachers of adults in
forming groups for social as well as coqnitive reasons. This adapted
model differs from the original in several important ways. However, it is
based on the same principle: a step-by-step plannina seauence for a

teacher to follow throuanhout the teachina-learning process.

c4




Figure 1

The Decision M~del for Diagnostic Teaching

Identify Relevant
Choaracteristics af -—
Each Student

]

Specify Teaching Goals
For Each Student

-

'

Group by interest
Need, Ability, etc.

; NO

Select Instructional
Strategy and Manage-

“rouping

Choracteristics
Identified 7

Appropriate?

Grouping
Appropriate?

ment Proceduie for
Each Group | NO

I ]

Select Instructional
Materials for Eoch

rot o

trategy
Appropriate?

Moterials

'

Try Out Strategy ond
Materiols with Each

Group
b

Evaluate Each
Student’s Performance
and Approprioteness
of Goals

!

Di4 NO

Appropriate ?

YES X

Try again with student

If shill nat successful,
seek help

Student Reac
Gooal?

‘ YES

(adapted from Cartwriaht,
Cartwright, and Yssledyke, 1973)
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i
Step one is a careful assessment of each student to identify rele-

vant ctaracteristics, in this case of his/her readina ability. The pro-
ject focused on informal assessment(df’;;;;rtant readino skills by con-
tent teachers using their own mater @ls. Teachers developed qroup infor- -
mal reading inventories (Shepherd, 1573; Thelen, 1976; Carle, 1976) and
cloze techniques (Dupuis, 1976; Riley, 1973) and used classroom observa-
tion techniguer They assessed students' self-direction level, to see
which students could best assumé independent activities. Case studies of
individual students focused on background inf rmation and student atti-
tudes and interests. Many teachers have done this, but for too many, this
valuable diagnostic information is gathered, then never used. The rest of
the model forces teachers to act on this information. (For more detail,
see Chapter Four, Diagnosis and Lingquistic Differences Strands).

Step two asks teachers to specify teaching goals for each - tudent.

This will require writing objectives which speak to student learning, both
in content area and in reading skills {Dupuis, 1973). The objective pre-
scribed for each'student may differ in which reading skill is beino
learned, or in what medium is the source of content information (e.q., book,
videotape, microfilm, magazine article, audiotape, etc.). The objective
may allow cihoice 1n the method of demonstratina knowledae (e.q., oral or
written, creative project or research paper), or in the route to gqaining
the skili ar information (e.g., class work, learrning centers or learning
packets). (For more detail, see Chapter Four, Organization for Instruc-
tion Strand).

It seems reasonable that these student objectives be considered in
groups or clusters rather than individually. That is, ~bjectives can be
arouped together in clusters of three or four which are somehow similar:

the reading skill is the same, or the topic is the same, or the process is
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the same, etc. These clusters are found to be useful for several students,
hence a group of studgnts working on the same cluster of objectives.

Step three of %he model is the process of grouping. The teacher
makes the professional deéifion that certain objectives for certain stu-
dents can be achieved in a group. These qroups can be based on skill
strengths or weaknesses, interééts, special abilfties; or a group of stu-
dents can be matched to particulaf alternative reading materials. Such
groups differ from t;pical homogeneous groupings because they are reeval-
vated after each sequence. They car be chanaed at any time; either when
weaknesses have been corrected or interests have chanaged.

The Project staff quided teachers in forming different kinds of
groups. The demonstration phase asked teachers to apply this procedure in
a class and to evaluate its wsefulness. Staff members observed these
classes and discussed thz results with the teachers. In addition, Project
workshops demonstrated different grduping patterns within workshop ses-
sions. (For more detail, see Chapter Four, Diaanosis Strand).

Step four of the model directs the teacher, perhaps with the stu-
dents, to choose which instructional strategy to use - e. a., lecture,
guided discovery, inquiry, small group discussion, independent lab work,
research in the library, learning packages. Each of those strateaies uses
different skills, requires different kinds and amounts of readina. Each
allows the teacher to direct stucdents to use their stronq skills and/or
to build up their weaknesses. The classroom management procedure is dic-
tated by the instructional choices. Will the ciass be in one large oroup?.
Small groups? Independent study in thr classroom? Somewhere else? The

teacher remains responsible for knowing what each student or qroup is

doing. The teacher must direct or auide students carefully, allowing
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appropriate degrees of decision-making by students. DUrin;\this project,
content teachers began to move into grouping patterns other than the
single large group. The Project's hypothesis is that this change can only
happen slowly and in small increments. Beginning with teachers' present
grouping plans, other patterns can be introduced one at a time, for short
periods of time. As teachers become comfortable in different situations,
as they know they can manage the class, they are encouraged to try addi-
tional patterns. (For more detail, see Chapter Four, Organization for
Instruction, Mdiivation, Evaluation, and Reading Skills Strands).

Step five is the one which seems out of place - selecting instruc-
tional materials. The prevailing wisdom is that this is the first step -
the adopted textbook is the material. The Decision Model suqgests that

f teachers put the horse and cart in the proper or&er, and make the materi-
als cerve the goals and procedures which the teacher has selected. The
text may still be the appropriate material. However, vast numbers of

| alternative materials are available. The Project demanded that teachers

become familiar with many different materials in their content area,

[ assassing each in terms of its suitability in reading level, skills, and

content material. An additional component at this step is learning to

adgpt texts for use by students who can not otherwise use them by devel-
oping study quides (Thomas % PRobinson, 1973), reasoning quides (Herber,

1970), and even by rewriting the critical parts of the content material.

i (For more detail, see Chapter Four, Selection of Materials Strand).

Step six directs the teacher to try out these plans with each
group. Each teacher in the Project tried out the techniques discussed in
workshops in at least one of their classes. Their feedback is step sevenm-

evaluation. At this point, the model shifts its emphasis from the groups

]
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formed after <tep two back to the individual student. FEach student's
individual performance must be assessed to determine whether he/she met
the designated objectives. This means, of course, that students in the
same class may be reaching different objectives. While the content ob-
jectives may be the same for all of them, the readina skill objectives
may well differ. (For more detail, see Chapter Four, Evaluation Strand).

The decisions to be made durina the evaluation are included in
dtamond shape on the modél. If the student reached the ooal set, then the
sequence can be repeated. If he/she did nct reach the aoal, the teacher
looks for the reason why. At which step did the teachers's planninq qo
awry? Suitable revision should allow the student to succeed on the next
attempt. It is at this noint that the arouning changes if the needs of
the group have chanced. Indeed, hased on a new set of aoals for each stu-
dent, the qrouping patterns vill necessarily change frequently. Thus, the
instructional pattern described here will not lock a student into a
"track" or any kind of continuing qroup. The teacher's rrofessional
judgment will be used after each instructional sequence to be sure that the
aroups are serving the best interests of each student.

The Decision Model is based on a diacnostic-prescriptive rationale,
useful for content teachers despite *he larae number o€ students they
teach. However, the Project predicted that teachers would have difficulty
adopting this model and makina it operational. Hence the Project staff
provided a full year of work, in workshops and in teachers' classrooms, in

an attempt to change teacher behavior.

$} |
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CHAPTEP FRUP

THE CONTENT COMPONENT OF THE CONTENT
AREA READING PPOJECT

The content component of the Content Area Peading Project {g the
operational content of the theoretical process described in Chapters One
and Three. It translates the theory into recoanizable concepts concerned
with reading instruction and methodoloqy for usina these concepts in the
classroom Each of them could be supported with detailed research, but
the staff has chosen to concentrate on the a.tual concepts and procedures
used, keepina references to a minimum. Selected professional references,
especially to the materials in the Project's orofessional library, are
included at the end of each section.

Strands were chosen as the means of presenting the content compo-
nent, rather than 1istina the content of each workshop in order, so that
tie full coveraae given each strand topic could be described coherently.
Because each strand was dealt with in more than one workshon, Fiaure 3
near the end of the chapter will show qraphically at which workshops each
strand was treated. Figure 4 relates the strands to the ten objectives
of the content component. The sequence of workshop topics was decided
for several reasons:

1. certain topics precede others for logical development of
concepts;

2. certain assianments require longer to compleie and must there-
fore be introduced earlier;

3. topics were introduced in accordance with the Diaanostic
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M can be seen from the Diagnostic Teaching Mode! presented in
Chapter Three o necessary prelimivdrf step to prescribing appropriate in-
struction is diagnosis of Students’ abilities to handle reading demands
as wel| as centent requirements. One might ask hew a content teacher who
teaches 1n a departmentalized situation can take time to grouwp Students
and provide differential instruction. Many workshop participants ini-
tially felt that they had neither tue time nor the resources tc implemert
Project suggestions. The workshop staff, however, were in the schools to
provide the knowledge and resources, the teachers were expected to pro-
vide the time and effort in implementing the Diagnostic Teaching Model.

In all content areas - socfal studies, scierce, home economics,
music, as examples - the need to individualize instruction was apparent.
Differences in the atility to handle content demands were obvicus for the
teachers. One student might have background in a particular content area,
such as industrial arts, through the influence of a family member. An-
other might excel in socfal studies due to extensive traveling and an
interest in history.

Just as the teacher cannot assume that students have equal back-
grounds in the content field, they also cannot assume that the reading
abilities of thetli studentes 2we eowal  Somc StUdints, ovin thost whe may
have been adecuate readers in elementary school using a basal reader,
have difficulty reading junior high school textbooks. The need for diag-
rostic information is perhaps even areater among the teachers of adults.

Adult students, by virtue of more extensive and varied life experierce,

may have acquired some competencies, but not others, making diagnosis




essential.

Trerefore, diaanosis of abilities, in relation to both content

requirements and readina derands, is a necessary preliminary ster before

instruction. The focus in this strand is -on the readina skill recuirements
made in most content area studies.

Sources of Diagrostic Information

Information about students' reading abilities is available from a
variety of sources. Previous teachers may pass on information about par-
ticular students' reading abilities. The librarian mey also be able to
provide information about student use of library resources, if library use
is reguired in the content studv. A auastionnaire mav be aiven to the
student to determine self-perception of readinq abilities. In the case
of the adult student, his/her employer (with the student's consent) or
family might be able to provide helpful information about "is/ner abil-

ities.

Cumulative record folders usually contain reports of testina in
readina done throughout the schoal career. These scores represent the
results of the survey level of testinqg which is conducted primarily for
the nurpose of screenina. Norms are provided so that individual and
qroup scores may be compared to those obtained by students of the same age/
grade placement. However, a simnle score in readino - or even a separate
score for vocabulary and comnrehension - doesn't provide diaanostic in-
formation about the student's strenoths and weaknesses in readinn. These
scores do, however, indicate a general level of functionina although they
often represent the frustration rather than the instructional level of
performance. Workshop participants were, therefore, made avare of the
limitations of informal tests. Standardized norm-referenced tests, while

not diaqgnostic in nature, do have the virtue of usually teipra valid and
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reliable, With teacher-made informal tests, however, one does not always
know whethier students miss an item because they have not grasped what it
{s measuring or because 1t is a poorly written {tem.

Workshop teachers were encouraged to consider all sources in qath-
ering diagnostic information. Indeed, the intent of Nbjective 10 (see
Objective 10 in Chapter One and Appendix 4.1) making a case study of one
or more students, was to make teachers aware of various types of diaa-
nostic information. They were to consider not only reading abilities but
also other factors such as linquistic differences and motivation. Since
other types of diagnostic information are discussed later in the chapter,
the focus here remains on the diagnosis of reading abilities. fne of the
major means of diagnosing students' reading abilities was not through
formal reading tests but through infoimal teacher-made devices which are
more useful in quiding instructional planning.

Assessing Reading Ability Through Informal Measures

Diaagnosis of readina ability is twofold. First, diagnosis of aen-
eral readinc abilities must be carried out to determine whether students
can use content curriculum materials. It s not at all unusual in a sev-
enth grade social studies classroom, for exarple, for some students to
function in reading ability at a third qgrade level while others are
functioninc at upper high school levels.

Likewise, proficiency in specific reading/study skills may vary
widely depending on past esperiences {esp.cfally among adult students),
prior instruction, an+ ceneral ability level. Althounh proficiency in
specific study skilis is certainly related to general readine ability, it
is possible for roor readers to have achieved mastery of some reading

study/skills throuah cpportunities outside the classroom.

61




56

Roth general readingzability in content materials and the ability
to apply specific reading/study skills should be assessed by the content
teacher. Accordinaly, the technique presented to Project teachers for
obtaining these types of inforration was the arour reading inventory
(Shepherd, 1973). An adaptation of the Informal Readingolnventory, which
is an individual assessment used/;xtensively by elementary teachers and
reading specialists, the aroup reading inventory may be administered to a
large group. Insteqd of orally reading a series of paragraphs qraded in
difficult,, studerts are asked to read silently a selection from the con-
tent toxtbook to determine their readina level in relation to-the textbook
itseif. If several textbooks of varyina difficulty levels are available,
then a selection should be taken from each tordetermine which is most ao-
propriate for each student.

Guides to constructing group reading fn#entories in varfous content
areas are provided in the Model Materials, Section 7. In constructing a
group reading inventory as part of Objective 1, workshoo teachers first
selected a representative complete section of the teitbook, several paqes
in length. This section formed the basis for diaanosis of comprehension
skills and reading rate. As part of the aroup readina inventory, teachers
also assessed students' abilities to apply ‘certain reading/study skills in
relation to the cuntent textbook. Some teache:s also went beyond the
textbook to include assessment of reading/study skills as related to the
use of the library. The important first step was for the teachers to
determine which skills are necessarv in order for students to qrasp con-
tent materials. As can be seen in the samples *hat are included in Appen-
dix 4.2, the skills assessed may vary considerably wit:. the content area.

Shepherd {identifies some common skills, reaardless of content

N
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area, that should be assessed, such as use of the table of contents, index
and glossary. Vocabulary skills, such as identifyina word meanings in
context, dividing words into syllables, and nickina out freouently used

roots and affixes can also be included in all content area assessments.

Comprehension skills, as discussed above, are assessed throuah reading a

particular selection from the textbook. Scanning to locate specific -in-
formation and skimming to aet a general overview may be assessed in addi-
tion to reading rate.

Workshop teachers also considered the graphic skills that may be
unique to their content areas. For examnle, social studies teachers might
include assessment of map readina skills while science teachers might
access the interpretation of tables and granhs. Home economics teachers,

on the other hand, miaht focus on students' abilities to read charts and

diagrams.

After constructina qroup readina inventories and administering them
to students, workshop teachers were instructed to create charts displaying
the results of the assessment. Inspection of the chart could inform the
teacher of which students had not mastered the skills ;;cessary in usina
the content textpook. Sample grouping plans are found in Apnendix 4.3.

In addition to determining the level of pfgficiency in each skill -
both for individuals and the aroup - the teacher may also draw conclusions
about the sultability of the texthonk for individual ctudents. Shepherd
advises that scores above 90% correct indicate that the reading materials
may be too easy, that scores between 70-90% correct indicate an annro-
priate instructional range, and that scores below 65% correct indicate

that the reading material is at the frustration level, too difficult for

bse in instruction.
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Another informal teacher-made technique for determining students'
reading level is the cloze procedure. As-part of Nbjective 1, teachers
selected a passaqge of approximately 250-words taken from tge content text-
book or other required reading materials. After leaving the first sen-
tence intact, every fifth word was deleted from the passage so that a
total of fifty deletions was attained. The students were instruc::j/ko
fi11 in the deleted words in the passage. The assiqnment quides afid
sample cloze tests created by teachers may be found in the Model Materials
(see Model Materials, sections 7 and 1 or Appendix 4.18).

In scorina a cloze test, the teacher must decide whether only the
exact work that was deleted is to be accepted as correct or whether a
synonym is also acceptable. If tHe student must supply the exact words,
then the instructional range ‘is usually considered to be 44-65% correct
(Burron and Claybaugh, 1972). Scores below that range may indicate that
the material is too difficult. If the teacher chooses to accept synonyms
for the deleted word, then scores of 50-70% correct would indicate suit-
ability of the material for 1ﬁ§truction. Acceptance of synonyms makes
scoring more difficult, since each choice must be conéidered for accepta-
bility. Acceptance of only the exact word speeds up the trocess of scoring;
anyone (for example, an aide) may check to see if the correct word has been
inserted. ¢

Although diagnostic information about skill attaimment is not
obtainéd by use of the cloze procecure, an observant contept teachet tan
draw some conclusions about students'‘ianauaae skills. If, for example,
a student inserts a verb where a noun belunas, or if the sentence no
longer makes sense, then the student probably is not derivina meaning

from the reading selection.
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Since a cloze test is so easily constructeq'and scored, teachers
were urged to create them for all reading materials to insure that stu-
“dents are using appropriate materials. For example, if several resources
were avaiiable on the same topic,‘a cloze test using a passage from each
resource could indicate which,students should be readiné which resource.

Thus, reacing level in relation-to content materials may be deter-
mined by both the group reading inventory and the cloze procedure. Skill
;ttainment, however, is best measured by the group readinq inventory since
the student is required to use content materials in application of skills.

Plans devised by teachers for using the results from the group
readingﬁinventory and the cloze test are presented in the Model Materials,
section 2. Thrquh diagnosis of reading aSilities groups c¢an be formed
to make cortent learning more effective. The Diagnostic Teaching Model
- was implemented as teachers fdentified skill deficiencies for each stu-
dent, g;ouped students together wifh common needs, and posttested for
mastery after instruction.

As mentioned above, in the Content Area Peading Project diagnosis

included more than diagnosis of reading abilities. In the next section

diagnosis of linguistic differences among students is considered.
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Linquistic Differences Strand

One of the major strands of the Project was that of diagnosis of
students' strengths and weakna2sses in reading. A significant sart of that
diagnosis, aside €rom particular skills in comprehension, vscii:lary and
~tudy skills, was a sensitivity to language differences and 2n awareness of
the lanouace the student brings to school. The need to be aware of the
dialects and registers'(language style) used by students, teachers, and in
teachina materials underscored the study of linauistic differences.

Goodman's (1970) definition of reading inciudes the use of syntac-
tic and semantic information. Reading is a selective process. It in-
volves partial use of available minimal Janquage cues selected from percep-
tual input on the basis of the reader's expectation. As this partial in-
formation is prccessed, the reader makes tentative decisions to be con-
firmed, rejected or refined as reading proaresses.

What G;odman is pointing out is that it is not enough to consider
reading as decoding or word identification and comprehension. A student
weeds to be able to use language efficertly to read well. The closer the
match between his/her language and the lanquage on the printed page, the
simpler he/she will find the task of reading. How close is this ma*ch?
What sort of lanquage du students use? 1Is there a differenc - in-
schooi and out-of-school language, or formal and informal lanquage: “ha*
cultura! variables affect the lanquaoce of students in Pennsvlvaria class-
rooms? What sort of lanqguage models are teachers providira? What cort
of opportunities are teachers providing to extend the lanquage of their
students? How much do teachers know about the language of their siudents

and what influence it may have on the students' ability to read? These
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were some of the Project's concerns.

In order to sensitize teachers to these questions, to the fact that
their students may speak a casual non-standard English but be expected to
read a formal standard English, two videotanes were produced. One video-

tape was made in Harrisburg, entitled Growing Up Black: A Study of Black

Lanquage_and Black Culture, the other in Penns Valley entitled Growing Up

in Rural Pennsylvania: A Study of Lanquage and Culture. The tapes were

made in schools where teachers in the Project taught, so that the tanes
would reflect conditions in these schools and teachers cculd develop an
awareness of the language in the specific locality it i< used today.
The tapes were designed to arouse discussion of the .. .es involved. Both
tapes used a similar format: a short introduction set the scéne with re-
gard to culture and the possible influences on language; then each tape
went upward from Kindergarten to Grade 12, shnwing the development of the
language and how students switch registers in in-schoo! and out-of-schoul
situations; each concluded vith some specific questions for teachers to
discuss:

What developmental changes did you hear as speakers arew clder?

What elements of black/rural culture are shown? How do they affect
the child's language?

Is black/rural English a dialect? Vhat registers are used >y
stuients?

What characteristics of lanquage models see™ most important? Are
teachers gooc ianquage modelc?

In addition, each tape was accompaniea by a study quide summarizing
selected research in the area of lanquage and culture, and lanauage and
reading (See Aprendix 4.4 and 4.5). Following the showing of the video-

tapes at_each site, the implications of the students’' language usaze both

poy
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in and out of the classroom were discussed. One of the workshop objectives
(Objective 5) required the demonstration of an understanding of linguisti-
cally and culturally different students. Teachers outlined the lanauage
differences between standard and non-standard speakers and described spe-
cific ways to help non-standard speakers in reading in their respective

content areas.
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Motivation Strand

jhe need for students to be motivated to iearn is obvious in all
branches of education. A student who is unwilling to learn will probably
not learn.‘tﬁough all other conditions may be optimum. A student who is
motivated to ;éarn will do so in spite of conditicrs. The teacher's first
job, then, is to motivate students to want to learn.

The Project tackled the question of motivation from two standpoints-
the general overall motivation to learn, and the more specific motivation
to read. Because of time ~nstraints, the workshops could deal only
briefly with the subject, but it appears central to the whole education
process. Workina on developing reading skills is not sufficient if stu-
dents have no desire to use .he sk%?ls. Developing a positive attitude to
learning in general and reading ... particular is the reading teacher's and
content teacher's job alike.

Motivation is expressed alona a continuum from extrinsic to intrinsic,
Kohlberg (1971) has described how, in moral develapmeat, tne motivat m of
doing something can range from an inborn Jesire to act because it aives
pleasure to the participant to a desire to act to avoid punishment, an act
performed in fear. Students can read a book bhecause they enjoy reading it or
because they are afraid of failing the test. The Project's initial concern
was withlwhat motivates students intrinsically - what they like or gislike,
what their value system is - on the premise that motivation rrom within can
be stronger and have fewer adverse repercussions than external mntivation.
The need to know what motivates a student, whether a junior hiah school or
s adult student, .-as stressed throuahout the workshops. . N

One way of identifyina the interests of students is the case study

g
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(objective 10) which, while dealina with only one student and providing a
quanti‘y of other data, will provide information on a students's interests,
the kind of books he reads, TV programs he watches, etc. The data from
one student may provide a guide to the interests of the class.

A second assessment of the values of studentsig the values quesction-

naire, of the tvpe used in values clarification exercises (Simon, Howe and
Kirschenbaum, 1972) to find out what students enjoy doing, in school and
cut of school, how closely they are influenced by their peers or family,
whether they operate more as individuals or members of a aroup ancd so on.
A prelude to this type of assessmeni of students was a discussion about
whether or not values should be chanaed, how much students' values differ
from the values of school or society, whether the value system of adult
education students differs to any great degree form the junior high stu-
dents, and afven a different value system batween students and teachers
what implications there are for teaching. The ’iscussion on how culture
and language affect values, which was part of the strand on Linguistic
Differences, tied in here. As part of this discussion in the urban site,

An Open Letter to Black Parents: Send Your Children to the Library (Ashe,

1977) was distributed. Finding out what students value out of school and
the availability of these activitiec within the school should allow teach-

ers opportunities to better motivate their students.

A further concern of the Project was how teacners help students in
their interactions with them, whether they stimulate students through the
use of open ended questions and comments which drav the students to think
further and expand on their ideas, or whether they cut them off or deflate

them. A discussion or Enabling and Inhibiting Statements (“Science for

the Seventies," 1975) (Cee Appendix 4.6) .y teacher: was part of the work-
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shop structure.

Recognizing that being held back or pushed ahead too fast in a class
can lead to problems for students and cause them to become disenchanted
with school, the Project emphasized the 1dqa of individualizing. Before
rushing ahead into a completely individualized program, it seemed wise to
point out to teachers that not all students work most efficiently in an

individual setting. A self-directed behavior rating scale (See Appendix

4.7) was given to the teachers to try themselves and also to administer to
their students. Students who can work by themselves, who are sufficiently
organized and motivated, can manage far better in an individualized sit-
uation than students who need the support and control of a traditional
classroom setting.

Within the area of motivation for reading, several techniques were
demonstrated and discussed.

1. Individualized Reading. A slide/tape presentation was made

stressing self selection, sustainea silent reading, coordinated writing
assignments, contracts for self pacing, self directing and self evaluating,
adjustment to individual needs. The main advantaye of an individualized
program 1S the involverent an ' irteraction of students, because they are
doing something they want, something to do at their own speed. The use-
fulness of this approach for adult students was emphasized.

2. Learning Centers. The construction of Learnina Centers is

discussed further in the section on Oraanization for Instruction. The
advantages of using a learning center to motivate students are numerous.
They can be worked on individually at the student's own pace, and if a

variety is offered, students can find a means of learnina a skill or

concept which corresponds o their particular learning style. Because
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centers provide a more visual or tactile arproach to learging, students
can be motivated to learn at a center, when they are unmotivated to learn
ifn a traditional classroom setting.

3. Languaae Experience Approach. This techniaue is commonly used

in beainnino reading classes, but the Project introduced the concept of
using it with older students who ;re poor readers. (See Appendix 4.8).

In the Language Experience Approach (LEA) students write to be read. Their
reading is of materials that they have either dictated to the teacher or
written themselves. This simplifies their reading because the content of
the materia! is known, only the skills of reading need to be developed.
Using LEA with clde; students provides for two very important considera-
tions.' Reading materfal for older *reluctant readers” must be of hiah in-
terest to them, and secondly, reading material for older "reluctant
readers” must contain vocabulary appropriate to their cogiitive levels.
Reading materfals are thus tailo=-made to match the landuice development,
cognitive levels and interests of students.

4, Localized Texthooks. This concept of producing textbooks for

content areas on local topics nd local places as a means of motivating
students to read and write s a direct practical application of the
Language Experience Approach. The Localized Textbook Guide produced by

the Lewisburg Area School District was used as an examnle of how students
can take or draw the pictures, write the stories and then become involved
in the production of the finished textbook.

attitudes toward and valuina of reading will

have an influence on how and what he/she reads. Eauipped with this knowl-

edge a teacher has a areater chance of motivating students to read.
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Organization for Instruction Strand

The Content Area Reading Project staff developed a strand on Organ-
{zation for Instruction as the primary example for development of the in;
tegration concept during the workshops. Assumina that teachers had a
working knowledae of basic principles of instructional desiqn, the staff
reviewed the relationships between larger and smaller instructional com-
ponents and the specific character of the various levels. The overall
design was based on the classical mode! outlined in Fiqure 2. It was rec-
ognized that, due to time and other restrictions, the belief system as well

as social and system constraints and the overall curriculum was accepted

as given, and attention focused on five or six week fnstructional themes

i (termed Units) as the larcest segments to be considered during the Project.
A1l of the instructional components smaller than the Unit (e.a., single
lessons, clusters of lessons in a Learnino Activity Package or Learnina

L Center, as well as activities or exercises) were viewed as components of
the Unit, and therefore, also deseiving of attention. Staff members were

I careful to point out that principles of Oraanization for Instruction which
vere developed during the workshops are equally applicable in the develoo-
ment of larger instructional components (e.a., curriculur), but the !nit
and smaller components were choser. because they offered areater noential
for successful results, aiven the Project's time constraints.

s The emphasis in the workshops was to review briefly the de<ian and

structure of a Unit, Learning Activity Package (LAP), Learnina Center, and

other mediated instructional cnmponents within the framework of the Decision

Mode1 for Diagnostic Teachina by Grouning (discussed in Chaoter Three).

The staff devoted the majority of energy and time to deronstrating the
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principle of integration by:

1. describing graphically how the instructional components "fit"
together;

2. describing how they function as subsidiaries of a larger in-
structional component (e.q., ccurse of study, curriculum, etc.);

3. focusing on the speci®ic incorporation of reading skill in-
struction as an integral part of the Unit, LAP, Learnina Center, etc.
(i.e., as a means for attaining content objectives).

A specific focus in the Organization for Instruction stcand was or
quiding teachers toward a more systematic approach to planning instruction
as presented fn the Diaanostic Mode) (Chapter Three). This model permits
a careful diagnosis of needs, specific statement of objectives, appropriate
grouping and selection of 1nstrdctional strategies and materials, as well
as an evaluation of each student's performance and the apnropriateness of
the planning itself. The seven steps in this model were used by wo;kshon
participants as they desioned larger and s%aller instructional components.

Teachers were encouraged to select a Unit of instruction which they
had already developed or taugh* and to expand it by including perfn;gance
objectives deaMng with reading skills necessary for mastering the con- h
tent. Teachers who had not previously used the Unit method in oraaniiing
for instruction, or who wished to design an antirely new Unit, were pro-
vided with assistance in planning the overall instructional sequence as
well as specific activities for readina skill develooment. Staff members
enccuraaed team or group Plgnninq of the Unit, as well as the LAP o;.
Learning Center sections o% the Unit. The Content Area Peading Project

objective which dealt with long-range instructional planning (fbjective 3)

was structured to encourage group or team plannina. Teachers vho chose to

Y
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work in groups were required to submit one Umit , and one LAP or Leaminé»
Center, as well one lesson using some form of media other than reading
'Teachers‘&eve16p22? Units on an individual basis were required to SUng
one Unit, and one LAP, Learning Cenfer or lessor using media. The L
Learning Center and_lesson “incorporating media were presented as sma] er
parts of “the Unit g .e., these smaller components were viewed as ins ruc-
tional strategies®d sigped toward attainment’gf <ome performance objectives
 <“which were part of the Umt. * )
Stsff members pointed out that a well-desianed Unit would not only
fnclude the smaller UAP, Learnina Center or media seoments (Objective 3
requirements), but ﬁbu]d provide a me%nianu] framework for fulfilling
other Project objeétives (Informal‘;éadihg Inventory and cloze test -
Otjective 1; GFbuping Procedures -~ Objective 2; Pnnotated Bibliograrhy -
Objective 4; Skiil Deyelopment Exercises - Objective .6; Level of Compre-
hension Questions - Objective 7; Paragraph Functions - Objective 8; Pead-
ability Formulas and Materials Selection - Objective’Q; Classroom Demon-
stration - Objective 11; Loq éook - Objective 12; and Workshop Presenta-
tiop - Objective 13). ¥orkshop objectives dealina with multiculturalism
\s and lingqutstic differences (Nbjective 5) could well be understood as part
of the diagnostic process, as could Objective 10 which was the individual
case study assianment. i
- Teachers wh? chose this approach toward fulfillment of Proiect
objectives achieved the most comprehensive understanding of theKDrinciole
of inteqration. Harrisbura Middle School music teachers, Deborah Paterson
and William Pobbins, team-designed a nine-week Unit on Playina the
Reccrder for their qeneral music classes. Having written an accompanyinn i

text as well as having designad the Unit, Paterson and Rohbins developed -

(o
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materials for an Informal Readina Inventory, cloze test, aroupina p]ans,.
Learning Activity Package, Listenina Center, annotated bibliography of
teacher and student materials, vocabulary, study skilis and comprenension
exercises, paraaraph furction exercise and détenmininn readability and
materia;s selection based on the Unit itseif. The final rroduct served
as an entirely oriainal example of the intearation of reading skills in a
content linit, as well as tvina tocether in a meéninnful way at least ten
of the workshop objectives, The Paterson and Robbins linit was also based
directlv on the Diagnostic Teaching Model.

With a strong emphasis on inteqration of readino skills into the
fabric of the content Unit itself, as well as among the various course

objectivess Objective 3 (long-ranae Organization for Instruction) emerced

as a- centra: task for most workshoo participants. Staff members nrovided

ongoing assistance to teachers requestina help as they completed Objective

3 requirements. Many teachers took advantage of the opportunity to check
in and recycle parts of the Unit, LAP, Learning Center or media lesson
before the final submission for credit.

Despite the fact that Organization for Instruction is a many-fac-
eted strand, selection of the Unit as the largest instructional comnonent
and presentation of the LAP, ‘Learning Center and media lessons as strateay
altfrnatives for attaining Unit objectives was not without definitive nur-
nose. It is clearly recoanized that topics concernino “otivation, Diaa-
nosis, Materials Selection, Skills D%velopment, Evaluation and Cultural/
Linguistic Dirference(awarenesq may be properly subsumed under Lraaniza-
tion for Instruction, They weyé,regarded as having sufficient importance,
however, to merit discussion in separate sections of this chapter. Dis-

cussion of the Organizatfon for Instruction strand will continue with

*N 9 e . .~
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brief outlines of workshop presentations on the Urit, LAP, Learning Center
and media comporents.
Unit

As stated in the overview of this strand, the Unit was the largest
instructiona! component handled in workshop sessions and the taraet for
long-range plannina activities within the Project boundariés. A11 teachers
participatina in the Content Area Reading workshops were reauired to sub-
mit a three to six week Unit plan, either individually or as a qroun. The
primary objective of the Unit-plannina aciivity was the systematic inte-
Jration of reading skill instruction within a content unit. Cbjectives
aeared toward development of reading skills were viewed simultaneously as
means and ends; i.e., they both served as facilitators in the attainment
of content ob, _tives and possessed intrinsic functional worth at the

same time.

Content Area Peading Project staff members presented the concept

of the inteqrated Unit by distrituting a staff-develone. nit, Neiahbors
to the South. This model Unit was desinned as a specific example of a
socia! studies Unit which relied heavily upon reading skill develonrment in

the attainm.nt of content objectives. Neighbors to the Scuth also in-

cluded explicit examples of each nart of the Unit-plan.ina activity re-
quired for completion of Proiect Objective 3a. (See Unit Plan Guide Sheet,

frpendix 4.9 and Nefghbors to the South, Appendix 4.10. Mumbers on the

Unit indicate wkere examples nf the various components may be found).
Emphasis in the workshkos sessions dealina with Unit plannina was on havina
teachers see the relationshins between Unit theme, aeneral and soerific
obiectives, teacher strategies, student activities, materials selection and

evaiuition. The Neighbors te the Snuth sam a Unit ac_orrnlished thic by
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demonstrating relationships among the various Unit components usina a

number and letter system (See Aprandix £.10)

Once a Unit theme or tnpic was selected, staff memhe?s provided
assistance as teachers clarified a small number of general ob,.ctives for
the Unit, and the larger number of specific objectives directed at attain-
ment of the aeneral goais. Once the specific objectives were stated be-
haviorally, teachers were anle to create an evaluvation desian for each
objective. Evaluation vrecedures matched specific objectives in depth,
variety and imaainaiion. (The concept of evaluation will be mcre fully
discussed as a separate strand in another section of this chapter). As
teachers were able to perceive relationships among various Unit components,
it bacame apparent that selection of appropriate teacher strateaies, stu-
dent activities and instructional materials would denend, at least in nart,
upen the actual objective. Again, the focus was on integration and appro-
priateness based on 1inks between objectives, stratenies, activities,
materials and evaluation. Motivational and culminating activities aave
the Unit a well-defined identity as well as setting the attitudinal stace
for learning and providing a sense o.” closure. An obvious emphasis in the
entire Unit design was on the systemat:- intearation of readina skill
instruction, practice and application into the content Unit. Examples

were providea in the Neighbors to the South tinit, and consideratle workshop

time was devoted to developing readinqg activities and ex.rcises which
could be adapted for inclusion in the Unit.

A heavy emphasis was placed on incorporatina anrronriate media in
selected lessons of the Unit. and development of Learnino Activity Pack-
ages and Learnina Centers as smaller but intearal parts of the Unit (LAPs

and Learnina Centers as well as media selection will he discussed

D
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separately). Teachers made use of skills acauired in judaina appropri-
ateness of readina materials by applying the readability formulas to texts
chosen for the Unit, as well as selected alternative readina materials, to
assure the inclusion of materials at varicus readina levels.

The Unit was the most comprehensive assionment compieted by work-
shop particinants. Those who understood the rationale hehind the heavy
emphasis on integration as a central concenrt (hoth in terms of synthesizing
reading and content objectives, and in terms of pullinn tnaether assion-
ments completed for various workston objectives) found tre long-range
planning activity mos. productive,.

Learning Activitv Package

Having developed an overall Unit desian, wcikshep participants were
encouraged to select a small aqroup of related objectives which might best
be attained by means of alternative instructional strategies. In addition
to exploring thiifpossibility, further analysis of diagnostic information
on students in terms of iterests, or skill strengths and weaknesses in
specific areas, could lead to development of more narrowly- focused instruc-
tional components. These learning capsules may deal with a selected ~roup
of Unit objectives; be directed toward more specialized treatment of in-
dividual or small group skill deficiencies; exnand upon skill achieverent,
or explore interest in a particular area.

Project staff presented a LAP as one alternate method for learning
a specific skill, idea or concept. This is a method which allows students
to progress at v ~ir own rate through a carefully sequenced set of activ-
ities geared toward attainment ot selected objectives. fttention was fo-

cused on the fact that a LAP =may be a narticularly appropriate means of

teachinn necessary readina skilis within a content Uinit. Ffor vhile all
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students in a particular class may need to master content, they may differ
widely in their reading levels and ski'’ development. Teachers might con-
struct several LAPs which cover the same content ccrcept but differ mark-
edly in the readiag skills which are to be emphasized (See Mclel Materials,
section 5).

Teachers in the workshops were aiven a LAP on LAPs (Appendix £ 11)
as a model for construction of their own LAP as part of the Unit plan. The
LAP on LAPs provided teachers simultaneouslv with an experience in com-
pleting a LAP, which most of them had not done before, and co:niete direc-
tions and sequencing for developing their own LAP. Thus, their own LAP,
fulfilling part of Objective 3, was the result of their successful com-
pletion of the Project's LAP on LAPs.

Reauirements for teachers who chose to develop a LAP zre included
here as Appendix 4.12. The LAP was desianed -0 teach specific skills
to a specific aroup of students. Objectives are stated clearly. activ-
jtfes sequenced and accomnanied by clear directions to facilitate inde-
pendent progressfon through the LAP. Checkpoints at various stages of the
LAP help teachers to maintain accurate records and monitor student proaress.
M though many LAPs contain onlvy paner and nencil activities, ctaff members
encouraged teachers to explore creative options as they selected activities
for the LAP. Provision for some oroupr activities was also demonstrated as
an option with some worth, Designing an e«nlanatory flowchart was an
important requirement ‘or workshop particirants. It served as a check for
teachers as to coherence, conqgruence and contiquity of activities, and for
students, as a graphic portrayal of the LAP sequencing.

Lezrning Cen* v«

Projert staff nombers devoted a sianificant nortion of workshon
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time to instruction in, experierce with, and development of Learning Centers

as an alternative means of attaining both .-adina and content objectives.
A rationale explaining the effectiveness of the Learninqg Center anproach
was offered to workshop participants and is included here.

It was pointed out that learnina centers provide a means of handling
the diverse learning styles of students, and offer an expecially attractive
alternative for those needing a more visual or tactile apnrcach to learnina.
From an orgarizational standpoint, a c1assr60n utilizing a variety of
Learning Centers maximizes chances that stulents will find a means of
learning a skill or concept which corresponds to their particular learning
style. Learning Centers allow students to progress at individual rates
through carefully sequenced activities. Centers may offer a broad soec-
trum of optional activities addressing as diverse a spectrum of needs or
interests. An important feature of Learning Centers is the emphasis on
helning students become responsiblc and self-directed. A Learning Center
may be instructional, i.e., teach a new skill or concert, or serve to
reinforce already learned skills, particularly those recently acquired. A
Learning Certer is a well-planned, orderly set of experiences where stu-
dents may work independently or in small aroups toward acauisition or
reinforcement of skills. Structurally, a Learnina Center approach in a
classroom makes optimum use of space. Centers may be nortable or perma-
ment; eleborate or simple; address one or many concepts; and contain tasks
or activities representing one or several levels. Choices are made in
the 1ight of professional knowledge and with re.,erence to external con-
straints, sucr: as space, time, cost, etc.

There ar< two basic types of centers - skill and interest centers.

Centers which focus on acquirina necescary skill. or knowledae are called
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skill centers; those exploring ideas, concepts or topics tanaential to the
core content are termed interest centers. When teachers beain to introcuce
Learning Centers into their classrooms, students usually require much di-
rection as to the type of center selected and amount of time spent on
various activities. As they become more familiar with the center anproach,
students may be guided toward responsible selection of centers and pro-
.ductive use of them.

During the wcrkshops, the teachers had the opportunity to work
through five staff-developed centerss. This was the initial experience in
the use of Learning Centers for many of the junior high teachers ind teach-
ers of adults. The first of the five centers was introduced in conjunc-

tion with the Neichbors tc the South Unit (See 0bjective "P" in Meighbors

to the South, Appendix 4.10). The colorful center, called Lost Cities,
developed structural analysis skills in using vocabulary chosen from the
Unit content itself, and was a prime example of a Learninn Center as a
smaller component of a Unit pla., or as a means of attainina some Unit
objectives.

Other staff-developed Learning Centers included one on comprehensicn

and critical reading skills (That's News to Me); one developina library

ard reference skills; a center reinforcina man-readina skills (MPerrific)
and two audio-tape centers on listenina, reading and notetaking. Al1l
teachers participated in the listeninn, reading and notetakino centers,
and were able to choose two of the three other centers, in order % - qain
first hand experience of Learning Centers in operation.

The purpose of providing teachers with actual Learnina Centers

desiqgned for older students was, of course, to encourage teacners to trv

creating centers of their own. Proiect staff members assisted teachers
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who chose this option (in place of a LAP), botk in identifying a reading

skiil or concept to be developed, and in the actual desiqgn of the center,
Teachers were provided with concrete ideas for orgqanizing centers in their
classrooms, and in designing portatle, durable and visually attractive cen-
ters. At the urban site, sixteen junior high school teachers from a total
workshop population of 24 designed Learning Centers to fulfill part of
Objective 3 (lona-range instructional planning). For all but two of these
tecachers, this was a new experience. Th{s was viewed as a nositive out-
come since the staff spent a significant amount of time providina a ration-
ale for the use of centers, and dispeiiina the frequentiy necative reac-
tions of secondary teacters to such alternative methods of irstruction as
LAPs and Learning Centars. A description cf the staff-created Learning
Centers is included here.

That's News to Me. A skill reinfor-ement center for ccmprehension

development. This center is based on the format anc content of the daily
newsnaper. Participants begin the center by listenino to taped instruc-
tions, picking up teacher-desianed quidebooks and examining a wide varie;;;g’
of local, national and international newspapers. Major sections of the
newspaper (news, features, sports, editorials, etc.) are briefly presented,
and coded task cards involve students in answering cuestions and completing
activities based on actual newspaper articles. There are more than 100
articles and cerresponding task cards based upor skill needs in compre-
hension levels (discussed in detail in the section on Comprehension Skills)
with a major focus on the development of critical readinc skills. Because
this center is based on the newsraper and draws i*s content frorm many sources,

it may be easilv adapted for use in several cont:it a =3s (See Appendix

4.13).
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Library-Reference Center. A media approach to library and reference

study skills. A short LAP guides students throuah this center. A pre and
posttest allows the instructor to diagnose student needs, prescribe sec-
tions of, or the entire center, as weil as monitor students’ proaress as
they work throiah the center. The cente~ utilizes a series of short tape-
filmstrips to aid students in gaining skill in the use of the card catalog,
reference materials and general library skills. Samples of actual refer-
ence materials are available for student perusal, and a sequence of prac-
tice exercises allows students to strengthen skills in areas where they
have specific needs, BRecause inctruction in, or reinforcement of library
and reference skills is best accomplished within the framework of actual
research assfagnments in the content areas, it is sugaeste:. that this cen-

ter may be used most effectively as part of a content unit (e.q., to ac-

complish objectives £ and H - Neighbors to the South Unit. See Appendix

4.14).

|
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MAPerrific. A multi-faceted media aorroach toward reinforcement of

map-reading skills. The center is bised on certain assumed 2antry condi-

tions, i.e., students have received instruction in basic map-readino skills.

Another approach to using the center would be to leave the center up for a

Tong pei fod of ti.e. aliowing students to work through small sections as

they receive  instruction in the various map-reading skills ccovered in the

center. The center is self-instruc ional and makes use of a teach-r-made

tape and set of transparencies corresponding to a fifteer. page workbnok

in map-reading skills. Individuals or groups of studerts follow the

explicit taped instructions, examinina the transparencies and completinn

worksheets as directfons are given., Th’s is a long-term center reauiring

several weeks of student work in srall rericds of time. {(Tared instructions
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are “"speeded-up" in the sample center to give workshor particinants an
opportunity to work through the entire center in a shcrt period of time
during the workshops). The skill-building media module is fcllowed up by
a series of skills application activities. Students may choose one or

several Magnificent Map exercises which are araded in difficulty. and of

high interest to junfor high school and older students. They provide a
crcative option for students who have demonstrated adequate skill develop-
ment during the media module (See Appendix 4.15).

Listening and Notetakina Center. This center is desianed as a skill

development center for listening 2nd notetaking skills. The center is
based on an audiotape which quides participants throuah a series of exer-
rises to be worked throuch as a aroun. The concept of notetakine is in-
troduced as well ac its purposes as a readiness or motivatior. technique.
Teachers are then directed to devise their own list of quidelines, and
these are discusseﬂ in the aroup before the tape is turned on. Technigues
for notetaking are introcuced, such as ed.ting notes to make them oraanized
and meaninagful for the student, recitation and notetakina from memory using
the Dfagnostic-Instructionai Pattern (DIP) format, and a revies -f notes.
Participants apply these technioues in a skill practice when they are di-
rected tu take notes on a lecture and then compare their DIPs, The tape
concludes with a review of notetakina procedures. The center is desianed
specifically for teachers but the concents and techniques are, of course,
useful to all studorts.

Reading and Notetakina Center. This skill develorment center com-

prises an audiotape and a number o€ activities desianed to fariliarize
teachers with the purpose and nrocedures of readina and notetakina. The

tar- leads teachers to discuss the nurposes of notetakina and then directs

do)
b
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+hem through te skills hierarchy. The section on skills used in nrepara-
tion for notetakinu, i.e., identifying specific tasks, locating informa-
tion and judging relevance, is the subject of the participants' own note-
takina practice - they are required to fill in a sumrary sheet recording
the main idea and the supporting ideas. This kind of recitation or recall
from memory was introduced in the Listening and Notetaking Center. A
similar kind of summary sheet is completed by participants after the second
section or the tape which deals with skills used during the process of”
notetaking. The final assionment is to create a summary of the ehtire

tape - stating the author's message in shorter fashion in one's own words.
The tape fs a theory and practice example desianed especially for teachers,
but the skille are those reouired by students also and the skill develop-
ment exercises are equally applicable to high schsol students. F practice
packet for skills hierarchy (See Appendix 4.16) and a model for notetakina
accompany the tape.

Media.

The workshops placed a heavy emphasis on the appropriate use of
media as a tool in meeting learninn objectives. HNot only did the Project
staff stronaly encourage workshop participants to explore new possibilities
for incnrporating media in instruction, but the workshops themselves
modeled the same behavior for narticipants. Workshop sessions frequently
made use of media in order to more efficiently .nd effoctively attain pro-
ject objectives. Media presentations included staff-develsced videotapes
on lanquage cevelopment in urban and rural environments, a videotare on
making instructional videotanes, a slide-tape on motivation and creatinn
classrmom climate, and overhzad transparencies for ararhically demonstrat-

ina models used durina the workshops. A description of the media produced




by Project staff follows.

Growing up Black: A Study of Black Language and Black Culture.
This videotape developed by Content Area Peadina Project gtaff members and
the University Division of Instructional Services (UDIS) was desianed to
give an overview of the lanauaae of btlack urban students. Attention is
drewn to 1agquaqe develarment as the tape proceedsby precontine audio
recordings and slides of children in an early childhood center in Harris-
burg, several classes in a primary school, the middle school and in
John Harris High School. The concept of black dialect is presented as

is register, and note made of the difference exhibited by students in

their choice of in-school and out-of-school lanquage. Ouestions for fur-
ther discussion on the role of models in languiaae develorment and dialect
versus regicter are posed. This 30 minute tape is accomnanied by a work-

book entitled Biack Enqlish in the School which is discussed further in the

section on Linguistic Differences (See Anpendix 4.4).

Growing Up in Rural Pennsylvania: A Study of Lanquage and Culture.

This 30 minute v¥deotape is the sister to Growing Up Black and was desianed

to draw attention to the lanauage and culture of rural Pennsylvania. Usina

audiotape and slides of students in the Penns Valley School District from
grades one to twelve, it shows the develormental trends in lanauaqe arowth
and poses questions as to the extent of cultural influence in language

choice. Aqain the distinction between dialect and reaister is raised.

The tape §s accompanied by a workbook entitled Lanquage and Culture which
is diigzssed further in the section on Linquistic Differences (See

Appendix 4.5).
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Usina Videotapes to Teach Peadina in the Content Areas. This tape,

produced with assistance from UDIS, is desianed to intearate content and
reading skills, and aive instruction in the making of videotapes for such

a purpose. Part 1 deals with the content (Mexico) and integrates the read-

Using words that are introduced as part of

ing skill (roots and affixes).

the content (archaeclogist, monolith, inscrirtion), students manipulate

blocks to make the learning of roots and affixes both visual and tactile.

A Learnina Center providina practice in 5 seqﬁents of this vocabulary skill

follows student use of the videotape, (see the vocabulary section of the
Reading Skflls strand). Part 2 of the videotape discusses the plannina that
occurred before the implementation of the lesson. Part 3 is a aeneral dis-
cussion about the use of videotapes in the classroom, their appropriateness
and how a teacher aoes about making one.

Creating the Atmosphere. A slide-tape presentation introducina the

need to motivate students to want to learn and want to read. Teachers view
slides of a school workina with individualizing a reading program and hear

a tape renroducina in part the views of students involved in the nrooram. It
also offers a number of other suagestions to tcachers for enticing junior
high students to want to read. It is accompanied by a racket of follow up

activities, Makina the Impossible Possible Through Creatino the Atmosphere,

jncludina contracts, directed reading/listeninqg activities,diaanostic-in
structional patterns, self-directed readina activities and various follow
up activities with self-evaluation (See Ppnendix 4.17).

Transparencies. Where a visual representation of a concent would

make that concept more readily understood, the Project made use of overhead
transparencies. The diagnostic model was introduced in staces usina over-
lay transparencies. The araphs used in the nrouping plans were also present-

e. visually usina multi-colored transnarencies to show various aroupino
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strategies. This(use of media was modeled in the workshoos to show teach}“’ﬁ*\3

ers the potential that media has for enriching and clarifying instruction.
e

-—.‘4/

There was also a strcna emphasis on the effgptivé use of media in
the designino of Learning Centers (discussed earlier in this section). In
all cases, after a workshop, participants were encouraned to exrlore ways
in which use of media might be creatively adapted for use in their class-

JR—

rooms.

» Staff members provided assistance in developina the teachers' skills
in the appropriate selection of media for units or lessons. In answering the
guestions, 'What strategies, materials, etc., will be most effective and effi-

R cienf in attaining this specific objective?” teachers examined criteria such

/ s the following for media selection: "cost, availability, ease of use, es-

\\\ i\ﬁimated effectiveness ror the purpose, practicality for use and storadge,

AN } ;gmiliarity with the kinds of media available, anticipated maintenance rro-

\“:fSTEﬁs and probable acceptability to the learners.” {Gaane and Briqas, 1974,

p. 150)

Project staff membars embraced a rationale similar to Nale's (1969)
"Cone of Experience” in selectina media for workshop sessions, and'in
assisting teachers to do the same in _heir own 1nstruct19na1 planning. Dale
lists twelve cateqories of media and suggests that an approor?iféirule of
thumb is to go as low on the scale as is necessary to ensure learnina, but
as high as you are able to go for the most efficient learnina. Dale's cate-
gories range from "hands-on" experience to verbal symbolism and are listed
below:

12. verbal symbols

11. visual symbols - siuns; stick fiqures

10. radio and recordinas




still pictures

motion pictures

educational television

exhibits

study trips

demonstrations

dramatized experiences (plays, puppets; role-playinc)
contrived experiences (mondels; simulations)

direct purposeful experience

By considering factors of "slow but virtually quaranteed" to “fast

butrisky," workshop p1ann;rs selected media in direct relation to both ob-
jectives and diagnosed abilities of workshop participants, and encouraged
teachers to do the same in their own instructional plannina. !any teach-
ers iﬁ:the workshops investiqated the media and eouipment available in
their school districts and experimented successfully with incorporaticn of
media into instructional design.

A11 the components explained in the Orocanization for Instruction

strand (Unit, LAP, Learnina Center and media incornoratinon) were nresented
as structured enough to facilitate orderly, sequential learnina, yvet flex-
ible enouah to allow maximum creative innut from teachers in pianning in-
struction. The Content Area Peadinc Project objective of Inteqratina
reading and Content Objectives found its clearest expression in the Craan-
ization for Instruction strand, where teachers could readily see how and
where skills learned during the workshops might be purnosefully ircorre-

_-""rated into their professional plannina.
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Reading Skills

During Content Area Reading Project vorkshops, readino skills were
introduced as havina two components for teachers:

1. identifying the skills needed to master the readino material.

2. developing teaching plans (lessons and skill exercises) to
teach the use of the skill in the context of specific content material.

The skills needed to read successfully have been listed in many
reading textbooks. The Project developed its own list, a shorter one than
most, to emphasize the skills needed for content readine vhich will renuire
attention from content teachers.
Vocabulary

1. Context clues

2. Poot words and affixes
3. Syllabication
4. Conceot labelina and symbol {dentification
5. Words with multiple meaning
6. Phonics, sound patterns
Comprehension

1. Developing interest, motivation
. Providing purpose for reading
. Reading for significant detail

2
3
4, Reading to locate information
5. Understanding the main idea

6

. Recognizina sequence and relationshius in time, rlace, ideas,
events or steps

7. Drawing inferences




Understanding character and setting

9, Anticipating outcomes

10. PRecognizing the author's tone, mood and intent

11. Understanding and drawing comparisons and contrasts

12. Drawina conclusions or making aencralizations

13. Making evaluations

14, Developing the reader's aprreciative reaction
Study Skills

1. Skimminarand scannina and rate flexibility

2. Notetaking

3. Problem solving

4, Graph, chart, table and map reading

5. Searching skills (1ibrary, reterence, outside search, dictfonary)

6. Followina directicns

7. Book skills (paris cf books).

The 1ist was designed to focus teachers' attention and suncest areas
to work with, It was not intended to be an exhaustive list or a complete
1ist of all possible reading skills.

In order to make reading skills manageable for content teachers with_
minimal knodledqe of readina, they were divided into the conventional vo-
cabulary, comprehensfion and study skills set{QOns and handled separately.
Vocabulary

Developing vocabulary skills in content area readina is pritarily a
conceptual problem for students. New vocabulary is iaraely terminology,
concept labels for the new information which the reader must absorb in this
context,for vocabulary is a tool for <omprehension. The ultimate noal is

for the reader to understand (comnrehend) the concepts and relationshios
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between concepts which are the content of the readinqg, Viewina vocabulary
as concept-oriented presents teachers with some specific problers and
approaches toward solvina them.

Concept formation and the learnino theory related to concept develop-
ment was discussed briefly during workshop sessions. Peadina assianments
giving basic information on concept formation wer~ provided for those teach-
ers needinq a»review. Reading as concept development was discussed ex-
tensively in workshoos. |

Concept labels and related words or phrases which mioht be unfamiliar
to students must first be identified bv the teacher. »#s content materials
become more complex, the lanouane used to describe them 1ikewise becomes
comlex. Vocabularv becomes multisyllabic, more rooted in Greek and Latin,
more abstract and less commonly used. Typical text materials are also
written in a dense style, with many of these longer, less familiar, more
abstract words per paragraph. The combination makes reading a painfully
slow process for a student who does not have good word attack skills.

Concept 1a*21s are taucht as concenrts, rather than as vords alone.
Comprehension of the concept is necessary, rather than mere memorization of
the word. This suagests learnina the ccacept label in context, rather than
in isolated word lists. The cloze procedure was presented as a technique
to provide practice with concent labels in context. The model provided
was on advertisfng terms, taken from a social studies Unit. * special
model was provided for math, in which both the concept label and its sym-
bol were deleted. Both these models are appended to this report. In
addition, a cloze exercise on nutrition from a Project home economics
teacher was distributed to workshop participants (See Aprendix 4.18).

Nther tvpes of context-laden exercises included fillinn in labels on
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fiaures and other pictures. Success with tords, in each professional 1i-

brary, cave examples of vocabulary exercises for concent-related raterial
which emphaéize the relationship between words as well as clarification of
words with multinle meaninas.

The structured overview was introduced as a potentially valuable
technique to assist in concept develorment (See Appendix 4:19). Based on
the work of Ausubel and Barron, the structured overview servés as a nre-
reading technique and an advance organizer (Ausubel, 1960; Ba;ron, 1969,)
while it introduces students to tne major concents and concept Hgbels of a
lesson. A structured overview of an upcoming workshop session oﬁ.mOtiva-
tion served as a model for workshon teachers. Teachers at each workshor
then developed a structured overv{ew for one of their students' readina
assignments. A structured overview first asks teachers to identify the
concepts and concept labels critical to the understanding of a particélar
topic. Then the teacher develcos a araphic representation of the rela-
tionship between the concepts. In presenting this araphic overview o .
students, the teacher introduces them to both the concerts and the rela-
tionships between them. This provides a student vith the basic conceptual
oraanization of the material to use as he reads carefullv for details,
detinftions, examples, etc. in the assignment.

Word attack skillc were the second imporiant set of vocabulary skills
developed durino workshop sessions. These skills will have been taucht and
used extensively by most students at the elementary level, tut the students
will not automatically transfer these skills to the more comnlex content
material. For these skills, content teachers must diagnese students' skill
levels and provide instruction for students deficient in each skill. A1

content teacners must teach for transfer at all times.
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Diaonostic fnformation was qathered from the Informal Peadina Inven-
tory and the cloze procedu;e (see Diaanosis strand). The word attack skills
dealt with specifically include the use of ccntext clues, structural anal-
ysis (roots and affixes), and searching skills (use of dictionaries and
glossaries). Handsuts and reading assianments which orovided teachers with
basic information on each of these skills are found in Appendix 4.19. Teach-
e s were encouraged to qroup students s0 that practice in woerd attack skills
could be provided for those who need it. In each case, such practice was on
content materials being used in class at that time. This intearation of
skill teaching with content vas difficult to accom 11sh, but with the assist-
ance of the Project staff, teachers were able to impl=2ment this vocabulary
comronent.

To provide teachers with models for exercises and teaching technicues,

published materials were circulated at each site. Success with Words also

provided examples of many types of word attack exercises. Teachers shareo
vocabulary exercises during and tetween workshop sessions. Examples of
teacher-made vocabulary exercises can be found in section 3 of the 'odel
Materials.

The Project also provided one model of systematic word attack skill
development in the videotape lesson and Learning Center related to the Unit,

‘Neighbors to the South (discussed in Organizaticn for Instruction strand,

section on media). The videotape lesson introduced roots and affixes (pre-
fixes and suffixes) and double root words. The seguence of skills vas:

1. root and suffix

2. root and prefix

3. root and prefix and suffix

4, double root words
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Each word in the videotape lesson was taken from the le-son on

Lost Citfes of Mexico which is mart of the Unit. Follovina the videotape,
students move to the Learning Center, where a packace of practice materials
reinforces each of these structura) analysis skills. The students could
also build words with color-coded cubes and larae poster hoard word parts
organized on the flannel board. Practice materials for building nonsense
werds from prefixes, roots and suffixes provide a creative outlet, as vell.
This model series of vocabulary lessons is found in Appendix 4.20. It was
desiqneddto demonstrate acain that systematic reading skill instruction can
be inteqrated into content teaching.

Comprehension

Although research has not yet provided definitive answers abecut the
best teaching technique to encourace comprehension of reading material, it
seemed to the Project staff that some comtination of work on levels of
questioning and reading skills would be most useful to content teachers.

It has been adequately demonstrated (Guszak, 1967) that teachers
tend to ask most questions about reading material at the literal level. Ir
other words, the answers to their questions can be found in the reading
material itself rather than requirina student$ to think beyond the material. .
L, f students are not required by their teachers' auestions to go beyond re-
calling or recognizing what is in the reading material, it is unlikely that
they will perform at other levels of comprehension (for example, inferen-
tial or critical) on their orn (Srache, 19763wme~

To encourage students' thinking about re o material at various

Tlevels, Barrett's Taxonomy of Peadina Comprehension (Barrett, 1976) was

selected for teachers' auidance in formulating questions. Barrett's
taxonomy is an adapted version of Bloom's taxonemy (Bloom, 1956) specifi-

cally for reading comprehension. Instead of Bloom's seven levels, Barrett
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ifncludes four as applied to readina comprehension - literal recoanition or
recall, inference, evaluation, and appreciation. Similar to Bloom's
taxonomy, all four levels are divided into subsecticns. For examnle,
literal recognition or recall includes recoanition or recall of details,
mafn {ideas, sequence, comparisons, cause and effect relationships, and
character traits. The categories under inference are the same as at the
literal level (with two additional categories); however, the student is
required to infer beyond the reading material in order to answer the cues-
tions. At the evaluation level the student is required to make critical
Judgments about the readinn material, and at the appreciation level en-
couraged to fdentify emotionally with characters and events or teo apply
what he/she is reading to his/her own life.

To become thoroughly familfar with Barrett's taxonomy, the workshop
participants were asked to write auestions at different levels on their
content readina material and to label the anuestions as to level. They
were also given a 11§£,of comprehension skills derived from surveying
various séppe and senuence statements for comprehension. They were asked
to try to incornorite the 1ist of skills in the taxonomy specifically into
thefr content areas. In other words, they were to determine which skills
might be best taﬁght and applied at each level of auestionina. Some dif-
ferences occurred in the content groups as teachers of certain content
area (for examﬂe,?::ience) felt that a qive;i level of nuestionina (the
aopreciation level, for example) played little role in their content Aues-
tionina. '

The taxonomy and the list of skills were alsc used to evaluate
commercial materials nurportino to teach corprehension skiils in content

reading and oublished readinn tests. Fven in these materials teachers
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noted a preponderance of questions at the literal level. Hext the taxonnmy

and the list of skills were used as teachers studied the comprehension aues-

tions provided in their own textbooks.
s .

- Tedchers were then asked to devise at least one activity for teach-

ing a comprehension skill-.in their content area. The activity was also to
reflect an awareness of its anprcpriaténess in terms of Rarrett's taxonomy.
Sample activities are included in the Model Materials, section 3. Teachers
also had the option of worki;g throuah the Learning Center on the newspaper
(See Orecanization for Instruction strand) in which comprehension questions
were providggqto assess varfous skills at the four levels of Rarrett's
taxonomy.

Techninues to promote comorehension were also presented. They are
discussed below as. teacher-directed techniques ;nd “ndenendent study tech-
niques.

Teache}-oirected Techniques. The directed reading ac ity was rre-

sented to workshop particinants'as,ag i=portant technique for increasino
students’' comprehension of reading material. It has been adeoaately dem-
onstrated /Spache, 1976) that teachers's auestions and auidance before
reading can significantly increase students' comprehefisfon after reading.
A directed reading activity usually consists of the following prereading
activities: creating interest in the topic of the readinag selection to
motivate students to read, fntroducing new vocabularv words (perhaps
through a structJred overview) and a relatég vocabulary skill, building
background concepts, and asking ouide quest;ons to be answered durinc or
after reading the material. (The latter may take the form of a study
quide which is discussed below).

After students have read the maierial, answers to the quide ques-

tions should be considered. Other questions at the four levels of Barrett's
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taxonomy can also provoke discussion of the reading material. Finally,
ski11 instruction - vocabulary, comprehension, or study skit¥ls - miaht
follow, perhaps accompanied by enrichment work in the content area. For
example, a social studies teacher might oifer instruction in a library skill
as & prelude to doina library research on various forms of transqgrtation
used dur'nq nioneer days.

As a supplement to the directed reading activity, paraaraph functions
were also considered by workshon participants. Using the functions identi-
fied in Shepherd (1973), teachers were asked to study their own textbook to
consider the function of each pa-agraph (in£;6ductory, cause-effect etc.).
Not only were they asked to identify the function of each ggraqranh in a
given selection as part of Objective 8, but they were also uroed to auide
their students in identifying paraaraph furctions as part of the prereading
activities. Some teachers went a gsep further by havina their students
independently determine the function or purpose of each parasaraph. They
were surprised to discover that students nenerally did not realize the
structure that could be found. By identifying paragraph functions students
realized that often main ideas, for example, may be found in the openinq
and concludina paragraphs. They realized that not all paraqrarhs needed a

careful indepth readina.

Independent Study Techniques. One theme of the workshop was en-

couragement of siudents' independent learnina. Use of readinq/study gquides
is a technique for fostering students' independent learning which is still
directed by the teachers. Conceivably, readina/study auides could also be
student-directed 1f students created tﬁe quides for other students' use,
after reading the material.

Various examples of stady quides for students' independent use were

105




97
studied (as found in Thomas and Pobinson, 1976; Thelen, 197€; Earle, 1976;
and Herber, 1970). While speci;ic aspects of the studv quides may vary,
they all gquide students' comprehension of reading material as in the di-

rected reading activity; however, students work on their own, freeino the

teacher, to work with indixidua’s or small groups.

Study Skills

Study skills were prasented to workshop particinants as those skills
that pertain to locating and interpreting information. They are the im-
portant skills which enable students to become independent learners. In
addition to teaching students to use study skills, suchk as reading and
inte/preting a map, it is also important to promote positive attitudes
toward skill application. For example, when a student is confronted with
a map in his textbook or other readine material, he should not skip over
it but fnstead study it to derive useful information.

Some evidence (Askov, Kamm and Klumb, 1977) exists that teachers
themselves have not mastered all the gtudy skills. It is unlikely, more-
over, that teachers will teach skills that they themselves have not mas-
tered. Therefore, a list of study skills (Xarlin, 1972) was distributed
to teachers to clarify the nature of the skills. On this list the skills
are grouped into five categories - selection and evaluation, orcanization,
location of information, followina directions, and sqgcia]ized skills
(such as reading and interpreting maps, graohs, tab]és, cartoons, etc.).

Teachers were asked to consider the study skills on the list as
process skills which could help their students better arasp the content of
their subject field. In content groups, then, they were to consider which
skills might be most applicable in their content areas. For examprle.

socfal studies teachers miaht choose skills from all cateqories while
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industrial arts teachers might find most useful those skills in following
directions and specialized skills (such as readine and interpreting picto-
rial aids, graphs, tablés, charts, and diagrams),

In addition to the list of study skills, teachers had access to the

scope and scouence stat;ment of study skills from the Wisconsin Design for

Reading Skill Development (Chester, Askov & Otto, 1973) and to the Teacher’s

)
Resource File (Askov, Kamm, & Klumb, 1973) which includes teaching activ-

™

ities for each study skill. 7

Usina these rescurces, plus other commercial materials, teachers
were asked to design at least one activity for teaching a study skill re-
lated to their content area, Sample activities are included in the Modeli
Materials, sect}nn 3. |

Teachers were also given the option of working throuah the Learning
Centers related to study skills. (See Nraanization for Instruction strand).
The centers on reference and map skills demonstrate how Learnina Centers
may be used to promote students' independent acauisition of necessary s tudy
skills. A1l teachers also worked through the listenina/notetaking and
readina/notetaking centers (also described in Nrqanization for Instruction

strand) since these skills are so crucial in all content study.

c
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Selection of Materials

The selection of instructional materials was presented in the Pro-
ject in the context of the diagnostic teaching model. The model begins
with the assessment of learner characteristics and proceeds to the speci-

ficatfon of goals and the selection of instructional strategies. Havina.

accomplished these three steps, participants in the Project were presented

with several useful technioues for select1no ‘materials through which their

goals and strateqies could best be 1molemented .

Throughout the sessions on materials selection, emphasis was given
to the idea that selections need not be limited to the traditional method
of selecting one common text to be used by all students. The Froject
staff attempted to encourade teachers to consider choosina materials of
various levels of reading difficulty in the attainment of qoals for stu-
dents of varying ability levels. The point was made that in using a sin-
ale text for an entire classroom the teacher would find that, while sore
students would be comfortable with that particular text, others would
find 1t to be efther too difficult ordnot challenainqg.

The first step in determining what materials to use is to assess
the approximate reading levels of the learners. Since most materfals are

. selected before the teacher has met h1s/her students, the Project nartic-
1pants were macde aware of the fact that most Junior hiair classes, even
when they are homogeneously grouped, are made up of students whose read-
ing abilitieg span at least a six-year ranae. A teacher vith an averace
8th grade class, for instance, can expect an ability rance of at least
5th to 11th aorade reading levels. Therefore, a variety of materials

should be made available in order to provide each learner with access to
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information sources he/she can uncerstand. Thece materials need not all
be in the form of textbooks. Other forms of sunplementary raterials are
just as valuable for learnina.

Each teacher in the Project was asked to evaluate 2 text in his/her
" content area. Given a checklist as a guide, the teachers analyzed the
texts for various components. These included looking at: the wechanical
elements of the text, study aids orovided, methods of presentation, author-
ship and readability. Upon completion of the analysis, each teacher com-
posed a subjective statement concerrina the desirability of using a civen
text in a specified learning sitsation and grade level. The text evalu-
ation checklist is included as Appendix 4.21.

In the Project, readability was discussed as a factor in text se-
lection and in selection of other kinds of reading material. Peadability,
o~ the difficulty level of the material, is a functicn of four majer com-
ponents::

1. Linguistic factors

2. Reader's backqround information on the subject ,

3. Reader's interest in the subject

4. Aids to reading found in the text

Linquistic factors are the most often discussed in readina jour-
\nals. Reiter (1973) suggests that readability involves:

1. Vocabulary - how long are the vords? How familiar are they to
the reader?

2. Sentence structure - the longer and more syntactically complex
the writing, the harder it is to read.

3. Relationships - connections between words, sentences or parts of

sentences; these usually mean relations between concents, ideas, etc. The
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more relationships required, the harder the reading.

4. Levels of abstraction - content reading becomes increasingly
abstract; the reader must connect the real with the abstract; the more
abstract the readina, the harder it is to read.

Readability is often handled by the use of formulas to measur~ dif-
ficulty level. Such formulas usually take into account only the first and
second concepts mentioned above as linauistic factors and none of the
other components. However, such formulas do give a rough estimate of read-
ing level.

Evaluation of readability was accomplished, in part, by utilizing
two of several available formulas. The formulas are based on prescribed

measures of rcading difficulty. The Fry Readability Graph was used by all

participants as one of the two measures because of the facility of its use.
For the Fry Graph, readability is based on the number of syllables in
words as well 2s sentence length. Several formulas were recommended for
specific types of texts, such as literature and mathematics texts. 2
complete 1ist of formulas suagested is included in the Text Evaluation
Checklist (Appendix 8.21).

Certain diagnostic techniques recuire the matching of student read-
ing ability level with the mnst appronriate ﬁateria]s. ‘Two srecific
methods were presented for this purpose: the Informal Peading Inventcry
and the cloze technique (See Diagnosis strand). Both methods allow the
teacher to determine which students find a afven text to be abnropriate
for their reading levels. Both methods determine which of three levels a
st&dent falls into when using a selected text: frustration level, in-
structional Tevel or inderendent level. For those students readina at

the frustration level, an alternate text or simo.ified supnlementary.

materials are recommended. Those at the instruc’ onal or inderendent
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level will probably find the text appropriate, with more Eﬁa?lenginq sup-
plementary materials recommended for independent level students.

The Infornnal Readina Inventory is a series of auestions suhdivided
according to the specific reading skills they are desioned to evaluate.
Scores obtained cn the inventory facilitate arouping fer instruction in
specific reading skills. They also allow teachers to make further selec-
tion of suprierer.tary materials based on student needs in readinc develon-
ment.

The cloze orocedure is a method whereby teachers assess students'
abilities to comprehend a specific text by matching the author's writing
style and vocabulary to that of the student. This is aghieved by sys tem-

atically deleting every fifth word in a passace and askinc the student to

\ g

fill in the deleticns with words that make sense to him/her. Students
scuring at the frustration level of this task cannot be expected to com-
prehend the content as it is nresented in that particular text, so that
teachers must have alternative materials available.

The culminating activity in materials selection was the task of
s compiling a bibliography of materials. Teachers were expected to assem-
ble a 1ist of materialc pertainina to their content areas that nrovided
for different needs, learnina styles and readability levels. Peadability
formulas were applied to all materials included in the biblioqraphies.
Annotation accompanying the entries described the content and instruc-
! tional afds included in the matc.rials. The biblioaraphies included a
selection of textbooks as well as materials to supplement textbooks.

These bibliographies were similar in format to the Biblioaraphy of Junior

High Materials which appears as Aprendix 1.2.
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fvaluation Strand

Evaluation of teacher effectiveness and student learninc is a broad
spectrum concept with nearly as many variances in meanina as persons ex-
plaining it. While not claiming evaluation of student learnino to he an
exact science, the Content Area Readinq Proiject staff attempted to ex-
plore some of the current work technoloqy regarding evaluation, in both
systematizing procedures and examining creative altarnatives for assessing
student learning. Time constraints durina the Project precluded an in-
depth examination of Evaluation design. However, what follows is an ex-
planation of the underlying philosophy and practice of evaluation as it
took place during the Project. Project staff members worked closely with
teachers as they prepared the Evaluat{on component of their Unit plan,
applying the principles discussed here.

The evaluation strand was presented as oart of the Decision Model

for Diagnostic Teachina (discussed in Chanter Three) and lonically re-

lated to the Bfagnosis and Oraanization for Instruction strands (discussed
earlier in this chapter). In line with the model, evaluation is seen as

a process variable, occurring continuously throughout the teachina/learn-
ing process, as well as a culminatino experience where a teacher may make
a well-informed professional decision as to whether a student has attained
a specific goal. The Project staff stressed methods of desianing an
evaluation component in an instructional unit which will increase cer-
tainty that a well-informed professional decision has, in fact, been made.
Therefore, the Evaluation strand was develooed as a partner to both the
Diacnosis and Organization for Instruction strands, and rightfully under-

stood as an integral part of the plannina process. Workshop narticipants
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were encouraged to design evaluation procedures to match each performance

objective in the Unit plan (See MNeighbors to the South tnit, section on

evaluation). Teachers were able to see readily that well-defined ner-
formance objectives dictate at least a framework within which evaluation
procedures may be desianed. Besides giving clues as to the deqree and
quality of student learning, a complete evaluation comnonent within a
content Unit will include a systematic process for examinina the teacher-
desigred goals and objectives, instructional strategies, activities and
materials in terms of their appropriateness. Evaluation is viewed as more
than simply determinina whether an objective has been met. Understood in
its most positive and rroductive sense, evaluation procedures are de-
sianed for the purnrose of makino corrective and adaptive decisions regard-
ing subsequent learning.

Whether an evaluation desion is directed toward assessing the
quality of teacher planning or the dearece and depth of student learnina,
its effectiveness is directly contingent upon the ability of the evalua-
tion prccedure to obtain relevant and valued information which will facil-
jtate the decision-makina process. ‘hile there is some place for "gut-
level” or intuitive decisions as to what type and decree of learninn has
occurred, the emphasis in the Project was on assisting teachers in
planning evaluation procedures which were systematic and valid and, as
far as possible, based on authenticated data. It was nointed out to work-
shop teachers that the goal of evaluation design is achievina better de-
cisfons, not necessarily perfect ones. Increased nroficiency in desian-
ing evaluation should, therefore, result in an improvement in the quality
of decisfons.

In assisting Project teachers as they desianed evaluation rro-

cedures to accompany their unit nlans, the staff focused first on the
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specific behavioral objectives which had been desicned earlier. O0Once the
objectives were examined for content and direction, it became the teach-
ers's job to select indicators which would be assumed to nrovide data as

to whether learning had taken place, and the daree and direction of that
learning. Choosing indicators requires a professional decis{on as to which
might be the most useful, the least encumbered, and the most efficient

criteria for assessing learning. It was pointed out ‘here that the indi-

cators chosen should be the most useful ones, not necessarily the most
easily observed. The evaluation process was presented as encompassina far
more than measurement; in its best form, it was shown to include diverse
strateafes for making particular behavioral phenomena more observable.
Teachers were encouraged to desian evaluation procedures which would pro-
vide for an examination of the relationships between objectives, strate-
gies and learner outcomes on one hand, and between what is planned by the
teacher and what actually cccurs, or is ohserved, on the other nand. fnce
the effectiveness of a teacher's nlanning has been determined by an ex-
amination of the logical congruence between stated objectives, instruc-
tional strategies and expected outcomes, it becomes possible to assess
student learning by examining how closely the outcome behavicrs of learn-
ers match the expected outcomes initiaiiy predicted by the teacher.

It 1s true that the Project's emphasis was on Systematic evaluation,
and tkerefore, the staff encouraged application of quasi-scientific tech-
niques in designing evaluation procedures. However, inherent in the entire
evaluation design process, and at the root of the Project §taff's telfefs,
was the notion that any evaluatfon desion is only as effective as a teach-
ers's ability to make professional decisions recardino which indicators
are1;;;t appropriaég. These indicators determine whether or not an in-

structional objective has been met, as well as the adequacy of the -overall
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planning. Without a useful set of indicators, examination of a vast array
of information which is generated in any classroom situation is likely to
lead to inadequate or incorrect decisions on the part of the teacher. The
indicators may take on great variety of form, and therefore rreclude that
the evaluation design will always, or even most of the time, involve paper
and pencil tests. Project teachers were encouraged to explore a variety
of different Strateqies in designing evaluation procedures, thus refining
their ability to select appropriate indicators for assessing student learn-
ing and effectiveness of nlanning.

Returning to the original Decision Model for Diagnostic Teaching by

Grouping (Chap*er Three, Figure 1), in the context of which the Evaluation
“strand was developed, it is possible to see that step seven of the model,
"Evaluate each student's performance and appropriateness of qoals,” in-
volves much more than a sinqle yes/no answer or a test score. These, of
course, are part of it. The Project's emphasis, however, was to explore
further refinement and development of the evaluation process in the light

of the Diagnostic Teaching Model. I{ was constant referral to this model

which allowed workshop participants to see the intearation of evaluation
desian within the instructional planninc process. Evaluation design,
understood in its most comprehensive sense, is a complex set of profes-
sional decisions regardinqg plannine effectiveness, the observed outcomes
of the teaching/learnina process, and the indicators selected to judae
these first two factors. Developing teacher skill in these areas was the
goal of the Evaluation strand of the Content Area Readina Project.
Although it is necessary to present the seven strands of the Pr-
ject's Content Component in a linear fashion, it may be pointed out that ~

the process most clearly resembles a circle - an effective evaluation

design will be the most useful tool in structuring new diaanostic tools to
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guide further instructfonal planning for inteqrating readinq in the con-

tent areas.

Reference

U. S. Office of Education, National Special Media Institute. Evaluation.
Washington, D. C.: U. S. Office of Education, 1973.

Conclusion

The strands have been cdefined individually thus far. To give an
overall picture of when the workshop sessions dealt with the different
strands, Figure 3 is included. This shows, for example, that the Diac-
nosis strand was dealt with at Workshops 1, 2, 3, 4, 5, 7, 11, 14, and
15.

Figufé 4 indicates which objectives required the use of which
strand. For example Nbjective 3, the Unit plan, incorporates motivation,
organization for instruction, materials selecticn and evaluation.

This chapter has pre.ented an overview of the content comnonents
_ of the Content Area Reading Project, their selection, rationale and im-
plementatfon, and the way they fit together in the framework of fifteen

three-hour workshops.

~
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\ Figure 3
\\\\rvv Workshop Presentation of Content Strands
Strand Workshop
41 57 6] 7] 8O To] W1 127 Y3774 15
Diagnosis sl | . s] = 2| =
Linguistic Differences * x| x| =
Motivation * * x| % *
Organization for Instruction LA N I I * * *
Skill Development Ll B B B O B * * *
Materials Selection * * *
valuation x| x| *
Figure 4
Objectives Implementing Content Strands
. Strand - Objective
- T 2] 3] 4] 5] 6] 7] 8] 9] 10
Diagnosis * | ox ] *
Linguistic Differences *
Motivation * *
Organization for Instruction * )
Skills Development * | & | %
“ Materials Selection o *
Evaluation *
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CHAPTER FIVE
EVALUATION OF THE PROJECT

Evaluation of the Project was of two kinds. A formative evaluation
in the form of an assessment of how the Project was meetinc the needs and
exgzctations of marticipants was made after the fifth workshop, a third of
the way through the Project. At this time all nqrticipants were asked to
articulate their feelinds as to the strenaths and weaknesses of the work-
shops’ As a result of this feedback, some changes were made in the work- a*
shop fermat, including maintainina the same workshop instructor at each
sife,'and ensurinn that at least some workshop time be snent directly in
completing objectives to allé;'for greater parttcipation cf teachers.

A second formative evaluaéﬁon was carried out after week ten when
the Project staff discussed their perceptions of the é?fzctiveness of
workshaps and teachers'’ 1mpleﬁentation of readinﬁ concepts in their class-
rooms. Again, some éhanqes of workshop format, procedure and emphasis
were made as needed. .

The summative evaluation of the Project will be reperted under
five separaie headings: |

1. teacher attitude change towards the inteqration of reading
instruction in content area classrooms;

2. change in skill levels among participatina teachers;

3. participants'qreaction to the project objectives and their
usefulness in the classroom;

4. staff members' analysis of the arowth shown by narticipants in

understanding and inteqratina readino instruction in content area
7
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classrooms;
5. teachers' completion of workshop objectives.
) pesults for junior high teachers and teachers of adults will te renorted

separately.

Pesults for Junior High Teachers

Change in Attitude Toward Reading. Chapter One proposed that teach-

ers' attitudes toward teaching reading in content classes and their own
skill in implementina reading instruction in their classrooms vere the
keys to success in the Project. To assess attitudes towards reading,
Situations Survey and Statements Survey were given to both workshon and
comparison arouos pre and post the workshops. These instruments are

i found in Appendix A.1 and A.2 of this report.

The attitude measures were of three kinds. From the Situations -
. Survey come two scores:

1. The Situations Survey Score which refers to the set of five
bipolar adjectives to which teachers respond for each of twelve hypcthet- -
fcal instructional "plans.” This score represents a somewhat indirect’
measure of attitude towards the integration of reading instruction in
s content areas.

2. The Feasibility Score, an additional but separately scored part
of the Situations Survey to which teachers respond as to the feasibility
of implementing the varfous hypothetical plans. This Feasibility Score

is another dimensicn of attitude to differentiate between how teachers
might evaluate a plan and how feasible they really think that plan is.
The Statements Survey yields the Statements Survey Score, a direct

measure (Likert scale) of ceneral attitude towards the intearation of
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reading instruction in content areas.

Table 8 presents the findinac of an énalysis of the attitude scores
amonq junior hiah teachers showing the observed or actual mean scores on
the three attitude measures for all sites combined, for the urban site,
for the suburban site and for the rural site. A three way analysis of
variance of mean scores adiusted for groups of unequal size was conducted
to determine the effects of site difference, treatment aroup difference
and pre to posttest difference. A sianificant time main offect was found,
with posttest scores for teachers in all treatment aroups and at all sités
combined higher than pretest scores {p <.05 on Statemeits Survey score
and p .001 on Sftuations Survey score and Feasibility Scores). Gains
made by the experimental aroup were significantly areater than those by
the comparison aroups. In otker words, sionificant aains were made by
all experimental teachers reqardless of where the treatment (the inservice
proaram)took place.

These findings would suaqest that the Content Area Peading Project
made a significant chanqge in the attitude of teachers towards teaching
reading and that by the end of the Project teachers had more positive
attitudes towards teaching reading in thair classrooms and in their abil-
ity to help their students overcome readina problems.

The total score “or the Purdue Teacher Opinionaire, which can be
considered a measure of general teacher mnrale, was used because it was
anticipated that teachers' attitude toward the intearation of readinn
ifnstruction in content area classrooms miaht be siqnificant]y affected bty
their morale as measured by the Purdue Teacher Qpinionaire. If this vere
the case, teacher morale could be used as a covariate for thc effects of

the experimental treatment.
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) Table 8

Pre and Posttest Observed Mean Scores on Attitude Measures

A1l Sites Combined

Urban Site Only

Suburban Site Only

Rural Site Only

Treatment Groups Combined: Pre Post Pre Post Pre Post Pre Post
Statements Survey Scores 85.40 87.28 a3.78 86.2y 88.29 88.59 83.49 86.67
(n=129) (n=-129) (n=41) (n=41) (n=49) (n=49) (n=39) (n=39)
Situations Survey Scores 348.17 366.68 349.76 358.40 - | 354.69 373.69 338.44 366.77
(n=129) (n=130) (n=42) (n=42) (n=48) (n=491\ (n=39) (n=39)
Feasibility Scores 65.10 71.30 63.57 69.36 67.25 72.71 64.10 71.62
(n=129) (n=130) (n=42) (n=42) (n=48) (n=49) (n=39) (n=39)
Experimental Groups Only:
Statements Survey Scores 86.06 90.78 84.62 91.81 88.90 92.05 84.53 88.00
(n=58) (n=58) (n=21) (n=21) (n=20) —_(n=20) (n=17) (n=17)
Situations Survey Scores 346.96 374.90 347.43 368.95 351.68 377.00 341.12 379.88
(n=57) (n=57) (n=2Y) (n=21) | ~ (n=19) (n=19) (n=17) (n=17)
Feasibility Scores 63.63 73.14 62.24 72.19 66.00 74.05~ 62.71 73.29
(n=57) (n=57) (n=21) (n=21) (n=19) (n=19) Hn=17) (n=17)
Comparison Groups Cnly:
Statements Survey Scores 84.86 84.10 82.90 79.57 87.86 86.21 82.68 85.64
(n=71) (n=72) (n=20) (n=21) (n=29) (m=29) (n=22) (n=22)
Situations Survey Scores 349.13 360.25 352.10 347.86 356.66 371.97 336.36 356.64
~ (n=72) (n=72) (n=21) (n=21) (n=29) (n=29) (n=22) (n=22)
Feasibility Scores 66.26 69.79 64.90 66.52 68.07 71.76 65.18 70.32
(n=72) (n=72) (n=21) (n=21) (n=29) (n=29) (n=22) (n=22)
Note numbers in parentheses indicate total for that.mean score.
P}
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Table 9 presents the pre and posttest observed mean scores for
both treatment groups at the three sites combined and for each site
separately, for the experimental aroups only (combined and by site) and
for the comparison aroups only (combined and by site). A three way anal-
ysfs of variance using mean scores adjusted for unequal arouns was con-
ducted to detemine the effects of site, treatment group and time on teach-
er morale. Although at only one site (urban) morale level between the two
treatment groups differed significantly, across sites the two treatment
groups were not signiffcantly dffferent when the investiaation beaan. No
significant time effects (pre to posttest difference) was found for Purdue
Teacher Opinfonaire scores overall (time main effect) or within sites
(site x time interaction) or within treatment (treatment x time 1nte;action)
groups (See Table 10). Morale, as measured by the Pu.due Teacher Opin-
fonafre, held constant across time for all teachers and all sites.

Tables 11, 12 and 13 present the correlations between scores on the
Purdue Teacher Opinfonaire and the three attitude measures. Asterisks
denote correlatfons that are sianificant. A close examination of these
tables suggests that teacher responses on the attitude measures were not
sfgnificantly affected by their response on the Pardue Teacher Opinionaire.
Morale, as measured by the Purdue Teacher Npinionaire, annears not to have
been a significant factor in determining teachers' attitudes towards the
inteqratfon of reading instruction in the content areas as measured by the
three attitude measures used in this investiaation. It therefore was con-
sidered unnecessary to analyze the data using Purdue Teacher Opinionaire
morale scores as a covariate to minimize the effect of morale on attitude.

Change in SKill Level in Junior High Teachers. To measure whether

workshop participants developed reading skills in the course of the Pro-

. ject, the Content Area Reading Skills Instrument was used. (See Appendix A.4).

Q 1~2'

1

4




Treatment Groups Combined

Experimental Groups Only

Comparison Groups Only

Table 9

Observed Mean Scores on Purdue Teacher Opinionaire

A1) Sites Combined

Pre Post

288.11
(n=127)

288.930

284.38 284.33
(n=55)

293.50 292.93

(n=70)

Urban Site Only

Pre Post

235.08 231.95
(n=40)

245.21 239.68
(n=19)

223.15 225.11
(n=19)

Suburban Site Only

Pre Post

323.57
(n=49)

324.06

315.00
(n=20)

317.70

329.48 328.45

(n=29)

. Rural Site Only

Pre Post

300.84
(n=38)

300.86

292.63 295.63
(n=16)

306.82 304.68
(n=22)
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Table 10
Site x Treatment x Time Analysis
of Variance on PTO Scores

Source df Mean Square F
Site 2 14,802.00 7.00 .01
Treatment 1 44.08 <] .05
Site x Treatment 2 220.08 <1 .05
Error (between Ss) 19 2,114.80
Time ] 1.85 <1 .05
Site x Time 2 40.03 <1 .05
Treatment x Time 1 3.28 <1 .05
Site x Treatment x Time 2 231.40 <] .05
Error (within Ss) 19
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Table 11

Correlaticns Between PTO Scores and Three Attitude
Measures for Treatment Groups Combined

Statements Statements Situations Situations Feasibility Feasibility

Survey Survey Survey Survey -
Pretest Posttest Pretest Posttest Pretest Posttest
Al1 Sites Combined
PTO pretest scores .16 .20 -.00 17 A7 .18
PTO posttest scores .16 .21 -.02 .16 .14 .18
Urban Site Only
PTO pretest scores -.05 .40* -.09 .23 -.04 .28
PTO posttest scores -.06 .38 -.04 .13 -.03 .19
Suburban Site Only
PTO pretest scores .14 -.02 .08 .09 L31* .09
PTO posttest scores .20 .01 .04 .08 .25 .07
¢
Rural Site Only
PTO pretest scores .16 .18 .06 -.03 .13 -.08\\\\
PTO posttest scores .09 .29 -.09 .09 -.05 .09 .
)
_ | )

7/
Note because of incomplete data, n's range from 126 - 130 for all sites combined, 38 - 42 for the Urbap Site,
48 - 49 for the Suburban Site, and 38 - 39 for the Rural Site. ///9

*p < .05
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All Sites Combined

PTO prétest scores

PTO posttest scores

Urban Site Only

PTO pretest scores
PTO posttest scores

Suburban Site Only

PTO pretest scores
PTO posttest scores

Rural Site Only

PTO pretest scores
PTO posttest scores

Table 12

Correlations Between PTO Scores and Three Attitude
Measures for Comparison Groups Only

Statements Statements Situations Situations Feasibility Feasibility

Survey Survey Survey Survey :

Pretest Posttest Pretest Posttest Pretest Posttest
.15 .26* -.04 .21 A0 .24+
.14 .28* -.08 .23 - .09 .23

-.18 .43 -.20 .01 -.32 .10
-.20 .44 -.06 .03 -.z7 .05
.01 -.08 -.03 .09 21 13
.02 -.09 -.05 .15 A7 .15
.e2 .27 .10 .14 .16 .07
.23 .34 -1 .26 .15 .19

»

Note because of incomplete data, n's range from 69 - 72 for A1l Sites combined, and 19 - 21 for the Urban Site.
For the Suburban ard Rural Sites, n's remain constant at 29 and 22, respectively.

*n < .05
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"Table 13

t\ . Correlations Between PTO Scores and Three Attitude
’ Measures for Experimen;a] Groups Only Cot

/ - j )

Statements Statements Situations Situations Feasibility Feasibility

-

Survey Survey Survey Survey .
Pretest Posttest Pretest posttest Pretest Posttest
—
- A1l Sites Combined
" PTO pretest scores .18 A7 .05 a4 | .2 14
PTO posttest scores .20 .19 .04 .10 .18 A7
. Urban Site Only
PTO pretest scores -.01 .30 -.0 .34 ) .22 .43
PTO posttest scores .06 .25 .02 . .19 .22 R |-
Suburban Site Only
PTO pretest scores .35 .35 .19 13 . .38 .14
PT0 posttest scores 50 .49* 13 .02 Ky .05
Rural Site Only
PTO pretest scores 12 12 16 . -.15 -.05 .22
PTO posttest scores -.10 .27 -.04 =13 -.42 -.02

Note because of incomplete data, n's range from 54 - 58 for al!l sites combined, 19 - 21 for the urban site,
17 - 20 for the suburban site, and 15 - 17 for the rural site.

6LL

*p < .05
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This instrument was administered to participants before the Project beoan
.and again at the end of the Project. Its intent vas to measure knowledae
of basic materials and methods for teaching readina in variogf content
areas.
Table 14 presents the numbers of teachers who reached an aqreed-upon
mastery level of 80% on pre and nosttest at all sites corhined and for
each site separately. Of the 56 experimental qroup teachers who took the
test at the first workshop session, only 3 scored 80% or better. nf these
came 56 teachers, sianificantly more teachers, 22, reached rastery level
of 80Y on the posttest aiven at the final workshop session. In addition,
in a site x time analysis of variance of actual pre and nost Skills Test
scores, significant gains (p <.001) were found. This would indicate that
workshop participants sianificantly increased their knovledge of basic
metheds for teaching readinec in content areas.

Pnother dimension of skill is reflected in teachers' resnonse to
the final question included as part of the Situations Survey. For each
plan described in this instrument, the teacher is asked to rate his/her
perceived degree of skili at executing the plan rresented. Table 15
presents the observed mean Perceived Skill scores of subjects across sites
and for each site considered separately. / three way amalvsis of variance
using mean scores adjusted for uneoual arouns vas conducted to determine
the effects of site x treatment and time. This Qould indicate that bv the
end of the Project particinants felt far more able to coce with situatiens
recuirina some expertise in reading and their confidence in their own
abilities had increased.

Junior Hioh Teachers' Reaction to the Project Objectives and Their

Usefulness in the Classroom. At the end of the Project, participants were
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Table 14

Frequency of Experimental Teachers in each Combination
of Pre and Posttest Mastery Status on Skills Test

Posttest
Nonmastery Mastery Total
A1l Sites Combined
Pretest: Mastery ] 2 3
Nonmas tery 33 20 53
Total 34 22 56
Urban Site
Pretest: Mastery 1 0 1
Nonmastery 18 2 20
Total 19 2 21
Suburban Site
Pretest: Mastery 0 0 0
Nonmas tery 8 12 20
Total 8 12 20
Rural Site
Pretest: Mastery 0 2 2
Nonmastery 7 6 13
Total 7 8 15
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K Table 15
' Observed Mean Perceived Skill Scores : [
A1l Sites Combined Urban Site Only Suburban Site Only Rural Site Only
’ Pre Post Pre - Post Pree ~ Post Pre Post
- ' . ’
Treatment Groups Combined 61.60 69.96 61.76 71.55 62.79 68.71 59.95 , 69.82
- ' {n = 129) -(n = 42) . (n=1488) ° (n = 39)
Experimental Groups Only 59.46 34,91 60.52 75.48 58.11 '73.21 59.65 76.12
(n"= 57) (n=21) (n = 19) (n =17)
Comparison Groups Only 63.29 66.06 63.00 67.62 65.86 65.76 60.18 64.95
(n =72) (n = 21) (n = 29) (n = 22)
\ R
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asked to complete a questionnaire on which elements of the Project they
had used and which they found valuahkle. This data is found in Tahle 16.
It seems wirthwhile stressinn that the two maior thrusts of the Proicct,
diaanosis and ornanizatiqp for instruction, vere not oniv used hy partic-
ipants, aside from comnleting workshon objectives, but laraelv considered
valuable. This appears to be further indication that not onlv did the
Project give participants skills in teachinqg content area readimq but it
also gave them the desire to use these skills,

Staff Analysis of Junior High Teachers. A final way to look at

chanaes in skiil level among teachers participatina in the experimental
treatment is to consider evaluatiors made ty the on-site consultants whe
observed the teachers at work in their classrooms between workshop ses-
sjons. At_the end of the treatment period, each consultant was asked to
assian an entry rating to each teacher based on what the consultant be-
lieved to be that teacher's level of skill in relation to the objectives
of the workshop proqgram. In other words, teachers' entrv rat‘nas re-
flected the deqgree to which the consultants believed that the teachers
incorporatea reading instruction in their content area classrooms at the
beginning 6% the experimental treatment. An exi: ratina was also recorded
for each teacher, which reflected the extent to which the consultants
believed that teachers incorporated readina instruction in their class-
rooms at the end of the exrerimental treatment.

Table 17 includes the mean entry and exit ratinas on which a
matched pairs t test was used for comparina ratinas for all sites combined
and for each site separately across all sites and for each site (n .001),

indicating that participants by the end of the workshaps apreared to he

incorporatina more reading instruction in their classrooms than rrior to
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Table 16

Percentage of Participants Using Reading Concepts And
Workshop Techniques and Percentage Considering Them Valuable

% Considered

Concept/Technigue Strand % Used Valuable
Informal Reading Inventory diagnosis 87 94
Cloze Procedure diagnosis 92 88
Grouping Plans diagnosis 88 92
Case Study (for DRR 450) diagnosis 50 57
Concept of Linguistic Differences linguistic 47 63

differences

Concepts of Students Self-

Direction motivation 7 79
Unit organization 87 89
LAP organization 54 75
Learning Center organization 55 n
Non-Print Media organization 85 90

Vocabulary Exercises skills 97 99

prehension Questioning

; . Strategies at Different Le els skills 92 97
[ 13. Study Skills Exercises skills 85 93
N
14. Reading ahq\Study Guides skills 85 92
.15. Concept of REadability selection of
" material 90 88
16. Alternative Reading Materials selection of
~ at Various Levels < material : 80 86
17. Concept of Paragraph Functions selection of
. material 55 66
18. Weekly Logbook . inservice 73 64
19. Making Presentation (for LEd 470) inservice 50 58
20. Observing Teaching Presentation inservice 79 85
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Table 17

Mean Consultant Ratings

of Skill Levels

for Experimental Teachers
A1l Sites Combined Urban Site Only Suburban Site Only Rural Site Onl
Entry Rating 2.20 1.48 2.80 2.4
(n = 58) (n =21) (n = 20) (n=17)
Exit Rating 3.54 2.81 3.85 4.06 ;
F
(n = 58) . (n = 21) (n = 20) (n =17)

/

-

Note: Ratings ranged from

141

1 to 5 with 5 being the highest positive rating.
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the Project.

Teachers' Completion of Yorkshop Objectives. A summary of this data

can be found in Table 18. Data were analyzed in various cateqqries.

-~ J
Column 5 indicates which teachers takino the course for credit comnleted

objectives 1 through 9, desicnated the Skill Level Nbjectives. Column 7
indicates which teachers regi%tered for credit comnleted ntjectives 11 and
12, desianated the Application Level Objectives. Column 2 refers to teach-
ers registered for credit who siuccessfully completed a sufficient number of
objectives to receive araduate credit. No distinction is dravm in this
table between teachers reqistered for three or six qraduate credits.

Elaboration of this table raises the following peints:

1. Amona the exnerimental teachers vho reaistered for credit, 91"
completed all skill level objectives, (objective 1.through 9),683% at the
urban site, 100¥ at the suburban and rural sites. Amono those not reais-
tering for credit, 13% completed these objectives, 337 at the urban s%i;:‘
14% at the suburban gite and 7 at the rural site.

2. Among the experimental teachers who reagistered for credit, 947
completed the ctassroom application okiectives, (ohjectives 11 and 12),74%
at the urban site, 83% at the suturban site, and 100" at’ the rural site.
Amona those not registering for credit, 26% comeleted these ctiectives, GG
at the urban site, 29% at the suburlban site, and 77 at the rural sitc.

3. 0f the experimental teachers renistereﬁ for credit, 89% satis-
factorily completed all ohiectives required for araduate credit, 837.at the
urban site, 100% at the suturban and rural sites. (Mo distinction is dravn
here between participants enraTTéd for tiree or six araduate credits). ‘%%
those who did not reqister for credit 137 satisfactorilv corrleted ennuch

thjectives te earn a certificate of comrletion.
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A1l Sites Combined
N = 58

" Urban Site Only
N =21

Suburban Site Only
N =220

Rural Site Only
N=17

O
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Aruitoxt provided by Eric

Table 18

Comparisons Among Experimental Junior High Teachers
On Varfables of Graduate Credft, Completion of
Workshop Objectives, and Workshop Attendance

/
Teachers Teachers Total Teachers Credit’ Non Credit Credit 8- NonCredit Credit{3- NorCredit Mean Num- Mean Number
selecting selecting teachers selecting (3-6) teachers 6) teachers teschers 6) teachers teachers ber of workshops
6 credft 3 credit selecting noncredit teachers completing completing completing completing earning Workshop  Attended of
option option credit opticn campleting Skill Applica- Applica- all re- Certifi- object- possible 15
option Skill Level tion tion quired cate of ives com-
Level object- Level Level object- Comple- pleted of
object- ives obj. obj. ives (1- tfon (obj- possible
ives (1-9) (1-9) (11-12) (1-12) 10 or 1- ectives 13
13) 1-9, 11-
12)
31 Yo "35 23 32 3 33 6 3 3 9.48 13.51
17 1 18 3 15 1 17 2 15 1 11.86 13
5 1 6 14 6 2 5 4 6 2 7.10 13.35
9 2 n 6 A 0 1 0 1N 4] 9.47 i4 138
} 2 3 4 5 6 7 8 9 10 1 12

L2l
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4. Of a possible total of 13 objectives, 9.42 was the mean number
cornleted hv all experimental teachers credit and non credit, 11.8¢ at the
urbar site, 7.10 at the suturban site, and 9.47 at the rural site.
5. 0f a nossible total of 15 wcrkshop sessions, a mean attendance
of 13.51 was obtained for all exnerimental teachers, 13 at the urtan site,

13.35 at the suburban site, and 14.13 at the rural site.

Results for Teachers of Adults

For a variety of reasons, to he discussed in Charter Six, the teach-
ers of adults part of the total sam - used in this investication was con-
siderable smaller than anticipated. Attrition arong those teachers of
ad1ts who began as part of the experimental aroup was a serious nrobler as
was maintainina a comparison qroup for nre and nosttestina. Recause the
teachers of adults treatment arouns eventually maintained were so small,
data collected on these oroups is reoorted separately from that of the
secondary teacher sample. Meaningful comparisors between aroups of such
differina size zre not suaacested. In addition to no?inn the very smali sam-
ple numbers for this part of the investigation, one additional caution
needs to be made. For tre secondary teacher nopulatior, only teachers who
attended at least ten of the fifteen workshops were considered exnerimental
teachers. Because one of the major reasons for the hinh attrition rate a-
mong the teachers of adults in the experimental arcun was the problem of
attending workshop sessions that frequently conflicted with teaching commit-
ments, it was decided to consider as an experimertal teacher any teacher o*
adults who attended at least six of the workshon sessions.

Table 19 presents pre and posttest otserved mean scores on the three
attitude measures and the oerceived skills <cores for the experimentz’

group. It would appear that the attitudes towards teachina readina in the
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Table 192

Observed Mean Scores on Four Measures
for Experimental ABE Group Only (n=8)

Pre Post
Measure:
Statements Survey 86.125 87.375
Situations Survey 338.250 351.625
Feasibility Score 63.750 69.500
Perceived Skill Score 53.125 64.375
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adult sample did improve as a result of the workshop, thouah beca._ > of tke
small sample size caution should be taken in interpreting the data.

Table 20 presents the pre and posttest mean Skills Test score com-
parisons for the teachers of adults experimental aqroup. No experimental

\ teacher reached mastery level of 80% on t%e pretest. Two of the six teach-

ers with complete pre and posttest data reached mastery on the posttest.
Looking at mean scores indicates the extent of actual improvement amonq
these teachers on the Skills Test. Table 20 indicates that for the total
experimental Adult Basic Education aroup, the pretest mean score of 7, out
of a possible 23, increased to a posttest mean of 14.50. This difference
was siqn}ficant. indicating that the teachers of adults significantly in-
creased their knowledge of the basic methods for teaching reading in var-

_ious content areas.

Only two of the.teachers of adults in the experimental population

elected to complete the workshop proqr;m for credit. Of these one teacher
’ completed enough of the workshop objectives to earn a certifitate of com-
»;letion. None of the noncredit teachers of adults completed enough ob-
Jectives to earn a certificate.

Table 21 presents data on the two other dimensions of skill ana-
lyzed in the investigation. Mean nre and nosttest Perceived Skill scores
are presented with mean consultant entry and exit ratinas. Differences
between pre and posttest Perceived Skill scores were not statistically
significant. Differences between entry and exit consultant ratinas were
also not statistically significant.

A mora complete analysis of the data is included in Appendix A.5.
The interpretation of these data is presented in Chanter Six.

: Q 147




Table 20

Teachers of Adults Experimental Subjects'
Skills Test Results

Subjects electing credit option

(n =2)
Subjects electing ?on cr§dit option
n=14

Total Teachers of Adults
(n =6)

Mastery Level
Pre Post
.0 0

0 2

Total Reading 80%

Mean Score of Possible .
23 points

Pre . - bost
3 1.5
9 6.0 *

7 14.50
(SD=4.09)  (SD=3.94)

Table 21

Experimental Teachers of Adults Mean Perceived
Skills Scores and Mean Consultant Ratings

Subjects electing credit option
(n=2)

Subjects electing ?on credit option
n==6)

Total Teachers of Adults
(n = 8)

Mean Perceived Skills
Scores

Pre 3ost

53.5 62.5

53 65

53.12 64.38
(SD=11.37) (SD=10.76)

Mean Consultant Ratings

Entry Exit
1 1.5
1.83 2.33
1.625 2.125
(SD=.74)  (SD=.83)




CHAPTER SIX

SﬁMMARY. CONCLUSIONS, AND RECOMMENDATIONS
FOR FUTURE RESEARCH

Summary |
The literature suggests that most S;qudary and adult education
teachers lack background ifn and have a somewhat néggtive attitude ‘toward
the integration ‘of reading instruction in content area classgooms where
large numbers of students have di fficulty reading thé materials assigned
-to them., The primary purpose of this Project was to determine whether or
not a competency-based inservice education program in reading instruction
would have an effect on the attitudes and skills of a aqroup of junifor
high and adult education teachers at three differina geoqraphical sites in
Pennsylvania.
Funded under a grant from the Pennsylvania Department of Education,
the program consisted of a series of 15 inservice workshops covering var-
- {ous precedures for incorporating reading instruction in content area
classrooms. These workshops were held bimonthly during the school year
and were supplemented by the services of on-site readina consultants who
spent one to two days per week in the schools helping part{cipating teach-

ers implement workshop {deas.
and had the option of reqistering for araduate credit through the

Pennsylvania State University. A1l participants in the workshops were

Teachers received a small honorarium for attending each workshop
expected to complete a number of specified objectives which required them
|

to apply in written form or in their classrooms the procedures described
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in the workshops. These objectives, some considered "skill level" and

others "classroom application level”, could be resubmitted to the con-
suitants any number of times until they were consi&ered to meet pre-estab-
_ lished criteria.

Any teacher attending the workshops and satisfactorily completing
the  required objectives, whether registered for credit or not, was awarded
a certificate of completion at thé end of th; school year. In order to
measure the effects of the year long experimental treatment, a comparison
’between experimental and comparison groups was made. Teachers at the
three geographfcal sites who elected to participate in the workshop pro-
gram were considered experimental subjects while teachers who volunteered
to participate only in pre and posttesting sessfons, for which they re-
ceived a small honorarium, were considered comparison subjects.

Five instruments were used for pre and posttest collection of data.
Two attftude surveys, one using the Likert format and one using the se-
mantic differential technique, were developed by the Project staff mem-
bers. The Purdue Teacher Opinionaire (PTO), a commercially available
instrument, was used as a measure of general teacher morale at each site.
A questionnaire was developed for collecting demographic information for
each teacher. Finally, a Project-desicned criterion-referenced test,
was used as one measure of teacher skill level. Field tests were con-
ducted with each of the instruments in order to determine reliability
estimates and tuv establish procedures for testing during the investiga-
tion.

At the beginning of the 1976-77 school year, all experimental and
comparison teachers at the three sites attended a pretest session durina

which they completed the two attftude surveys, the PTO, and the question-

naire. During the first and final workshop sessfons, the experimental
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teachers completed the criterion-referenced skiils test. At the end of
the school year. all experimental and comparison teachers completed the
two attitude - ..~ s and the PTO for a second time.

Demographic information was analyzed to determine on what factors,
if any, the two treatment group: differed with regard to factors such as
educatior~? ° . - wround, teaching experience, and subjects taught. Atti-
tude scores an2’yzed on the dimensions of site difference, treatment group
difference, and 7" to posttest change. Scores on the PTO were obtained
as a possible covariate for teacher morale level. Skills Test scores,
obtained only for the experimental teachers, were analyzed to determine
whether or not a significantly greater number of teachers rr--hed an 80%
mastery Tevel at the end of the Project than did at the beainning.

The data from these tests were reported in Chapter Five. These
results need to be placed in the perspective of the staff's evaluations
and suggestions for future research. To facilitate this discussion,
analysis and recommendations will be grouped according to their connection
to:

1. The workshop participants and the attitude and skill testing
procedures. (Junior high teachers and teachers of adults)

2. The Diagnostic Teachina Model.

3. The Inservice Training Model.

Junior High Teachers. Analysis of the demographic information ,jathered

for each teacher participating in the investigation indicated that the
comparison and experimental groups differed significantly on the variables
of years of teaching experience and level of education, the comparison
group reporting signiffcantly more years of teaching experience and a

higher level of education. This is not a surnrising findina in that one
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would expect that'those teachers with fewer years of teaching experience
and fewer post graduate credits would be more likely to participate in an
inservice workshop program offering an opportunity to earn graduate credit.
Many of these teachers would be those needing to acquire graduate credit
in order to obtain permanent teaching certificates. Additionally, be-
cause salary increases in the school districts represented by teachers in
the investigation are dependent upon both years of teaching experience and
number of post graduate credits earned, it is understandable why teachers
with fewer years of experience and fewer credits would be the ones most
likely to participate in an inservice program offering a credit ontion.

Those experimental teachers who registered for credit were the ones
most 1ikely to complete both the skill level and classroom application
level objectives. This finding suggests that if completion of the spec-
ified objectives of a competency-based inservice p saram is deemed im-
portant, participants are more likely to complete them if they reqister
for credit. One of the major questions the Project staff wished to in-
vestigatelﬁas whether or not teachers needed to complete the objectives
in order to change their attitudes and increase thei: skill levels. The
finding that significant change in attitude and significant increase in
skill level were not related to whether or not teachers were reqistered
TSU IrTUTL Sugyesis> Lnau compieTion ot objectives is not necessary to
effect attitude and skill level changes as measured by the instruments
used in this investigation.

Another question of interest to the Project staff was that of
whether similar experimental effects could be obtained at different geo-
graphical sites. Because the inservice ~vogram was conducted at three

sites which differed considerably with regard to size of faculty, type
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AN
and siie\of student population, and type and size of community repre-
sented, {f was possible that factors related to these differences, partic-
ularly mOra{;; could make a difference 1n-whéther or not teacher attitude
chinqed signiffEantly.

The PTO was used to obtain a measure of general teacher morale
which could be used as\a covariate to control for the effect of morale on
attitude. The finding that PTO scores held constant across time at all
three sites suggests that generai teacher morale did not change signif-
icantly during the treatment period for teachers in either treatment group
or within any site. While morale was generally lower for all teachers at
the urban site, and significantly lower for experimental teachers than for
comparison teachers at that site, morale dig not change significantly from
pre to posttest. Lower morale at the urban site was of most interest to
the Project staff because it seemed likely that generally low morale among
the experimenta] teachers might have a detrimental effect on attitude.

Several factors appeared to contribute to the low morale Tevel at
the urban site, primarily a prolonged strike at the beginning of the school
year which ended in what most teachers described as an unsatisfactory com-
promise. Bitterness toward the administration and the community at large
appeared‘to increase rather than decrease during the school year. At thi-
£4%s, tw, Lne rroject starr reported receiving less administrative sup-
port for the Project than at the other sites. It was surprising, then,
that morale at the urban site, as measured by the PT(, did not chance <iq-
nificantly from pre to posttest, and even more surprisina that responses
on the three attitude measures were not significantly related to how

teachers responded on the PT0. Attitude chanae, as measured in this in-

vestigation, appeared not to have been affected by morale, even at the
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urban site where morale was much lower than elsewﬁkre. PTO scores were
therefore not used as a covariate in analyzing attitude scores in the in-
vestication. >

Chanae in attitude, as measured by the instruments used in this in-
vestination, was sianificantly areater for exnerimental teachers than for
comparison teachers and was not related to site or whether or not teachers
registered for credit. These findings are of considerable interest to
‘éducators planning inservice education in readina instruction. The
Project staff anticipated that attitude chanae minht only he obtained
amona teachers at the two sites with generally hiqgh morale scores and only
among these who would be workino toward earnina credit for workshop partic-
ipation.

On all three dimensions of skill level measured, sionificant time
effects were obtained for the experimental teachers. These effects were
not significantly related to where the treatment took place or to whether
or not the teachers registered for credit. Skill level channe, as defined
in this investiaation, appears to be an obtainable effect renardless of
geographical site or credit status of participants.

Teachers of Adults. As noted in Chapter Five, all findinas based on the

uata for the teachers of adults must he considered with a nreat deal of
caution because of very smail sampie sizes. A substantial number of
teachers of adults were expected to participate in the workshop proqgram
from adult centers located in the urban and suburban sites. For several
reasons, very few teachers of adults beaan the inservice proaram and even
fewer remained for the entire school year.

The primary problem in maintainino a population of teachers of

adults was that of schedulina. The teachers at each site had a voice in

deciding when the workshops would be held, with the majority selectino the




day and time as long as this choice did not conflict with the workshops at

the other sites. Unfortunately, once the workshop dates were established
' and the program underway, it was discovered that at both the urba~ and
suburban sites, iadult education classes were scheduled in conflict with
workshop sessions, and it became impossible for many of the teachers of
adults who had planned t» attend the workshops to remain in the program.

Another problem in maintaining a ponulation of teachers of adults
was the -apparent conflict in combining junior high school teachers and
teachers of adults. While these populations had been selected for com-
bined inservice education because both appeared to lack background training
in reading instruction, in practice the two grouns proved generally in-
compatible. Because the largest number of participants in each workshop
session were junior high school teachers, the sessions usually were dom-
inated by their concerns and precedures most appropriate for them. The
teachers of adults frequenily reported that they fourd the sessions irrel-
evant to their needs and this most likely contributed to an already high
attrition rate among these teachers.

A thirc problem in maintaining an adult education ponulation was
that of defining which teachers actually cualified as teachers of adults.
Many of the teacherc who considered themselves Adult Basic Education.

teacners were involiveu in proGrams wiicn o

ot et fodera) or ctate

(4%

guidelines for Adult Basic Education but did involve teaching adults. For
purposes of analyzina the data in this investigation, any teacher who

reported teaching adults in any setting in which basic skills such as lan-
quage, reading, writina, and math were emphasized was considered under the

category of Adult Basic Education.
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Recommendat{ons

The time required for prc »nd nosttesting sessions in such an in-
vestigation needs to be reduced. Completion of the two attitude surveys,

the PT0, and the aquestionnaire required about one hour and was a serious

scheduling problem for the Project staff, especially for comparison teach-

ers. Many faculties no longer schedule reqular staff meetings at which
attendance is reauired and thus teachers were expected to volunteer to
devote an hour to pre and posttest sessions. It is doubtful that pretest
comparison teachers wouid have reappeared for posttesting if a small
honorarium had not been offered.

The PTO is of questionable value for teachers of adulis as several
categories are not appropriate to their teaching situations. For example,
the category "Teacher Rapport with Principal” was not filled in by several
of tnese teachers because they did not characterize their immediate supe-
riors as principals. If a measure of morale is desirable for teachers of

adults, another instrument needs to be considered.

The Skills Test used in this investigation needs to be revised to
reflect more accurately the objectives of the inservice mndel used in the
workshon program. The test was developed to reflect the objectives as set
forth before the program beaan. As the workshop proaram qot underway, a
number nof chanaes in focus had to be made as teacher needs were identified
and clarified. Thus, the Ski'ls Test as given does not accurately reflect
the various emphases which evolved as the workshop proaram oroqréssed

through the school year.
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Diaanostic Teaching Model

The evaluation of this model (described in Chapter Three) occurred
on two separate bases - the first from the standpoint of which techniques
teachers used, and tne second from the Project staff's perceptions of the
effectiveness of the model.

At the end of the Project, the teachers were asked to indicate which
of the techniques they had used, fully or in part, and whether they felt
each techniaue was valuable or not. Sixty teachers at the three sites of
the Projec. responded. Their evaluation is given in Tabie 16.

Step one (identifyina relevant characteristics of each student)
became operational as diagnostic techniques, (Nbjectives 1 and M. Each
teacher developed an informa® Group Reading Inventory and a cloze test,
based on reading in his/her own content area. Each one also worked with
identifying students' self-direction, as a means of determinina which
students needed teacher direction and which students could work more in-
dependently.

The case study (Objective 10) was introduced/;s a means of diaq-
nosing the backgrounds and interests of an individual student. It was
designed to be a part of each workshop participant's assianments. Vhen
it became necessary to identify one objective to be required for credit
in DRR 450 and not required for non-credit teachers, the case study
objective was selected. The staff's evaluation is that this objective
should be required of 211 teachers, but not in the form here. The most
appropriate type of case studv would be a mirror of the Niaanostic Teach-
ing Model and a way to demonstrate the intearation of readina and content
by focusing on one or two students in depth. It is recommended by the
Project staff that a2 case study of this tvre be included in future incer-

vice proarams.

a0
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The concept of linauistic differences was introduced to add diag-
nos*ic information (see Objective 5 in Chapter One anu Chapter Four strand
on Linquistic Differences). Videctapes showing lanouace developrent and
culture in the black urban setting of one workshon school and in the rural
white setting of another workshop school were used to stimulate a discus-
sfon of linguistic differences and how they might affect reading. This
concept was hotly debated in the urtar school, where most teachers were
already familiar with it and concerned about it, althougn they did not
agree on how it should be handled. Teachers in the rural and suburban
schools were generally not familiar with the concept, nor did they beccme
very involved with it. The relatively lower percentagec for this technique
(47% used it; 63% thought it was valuable) demonstrate that it did not
make as much impact as the other diagnostic tools.

Step two (specifyina teachina aoals for each student) and seven
(evaluatiab each student's performance and appropriateness of goals) were
approached- as parts of long-term nlanning (0bjective 3). Teachers were
asked to develop a unit or use one that they had alreadv developed; each
unit followed the seven stens in the model. A prime component of each
unit was a set of objectives related to reading skills necessary to master
the content objectives. Each objective was followed through to step seven,
so that the grouping, 1nstructioqal strategies, materials and evaluation
were clearly planngd:f‘ihggiiousfproblem with the Project's planning wds
an erroneous assumption aﬁﬁat inservice teachers' preparation in organi-
zation for instruction. ‘Te§chérs in the workshop were largely unfamiliar
with the unit as a way of orqa;:zing ingtruction and thus experienced
difficulty in completing Objective 3. The staff concluded that the unit

should be the focal point of the orqanization for instruction precedures.




142
Then many other objectives should be developed as part of the unit and re-
lated to it. The LAP and the learnina center were received as interesting
and potentially useful techniques. However, both take a lot of plannina
and they seem more valuable to those teachers who saw them in the context
of the unit planning. |

Step three (groupina by interest, nead, ability, etc.) was evaluated
also by the development of a set of grouping plans (Obiective 2). Each
teacher develoned two grouning plans, one based on readina skill data from
the informal inventory or cloze, and one based on other data, usually con-
tent-oriented.

At step four (selecting instructional strateay and management pro-
cedure for each group) teachers were encouraged to use non-print media
(852 reported using it), comprehension questioning strategies at different
levels (92% reported using it), skill exercises in vecabulary and study
skills, and reading and study quides to aid comprehension (85% or more re-
ported using each of the skill exercises). These exercises formed the
body of the assignments fc- Objectives 6, 7, and 8.

Step five concerned selection of materials. The concent of reada-
bility was studied and applied tc the teachers' own texts. Mirety percent
used readability formulas in selecting materials during this year and in
planning for next year. Fighty percent of the teachers used alternative
reading materiais at ditterent ievels (Upjectives & ana Yj.

Step six (trying out of strategies and materials with each groun)
presented a problem for the teachers this year. They tried out many of
the techniques the Project introduced but there was not enough time to
use them in the proper order or with sufficient organizaticn this year.

A follow-up study has been planned for next year in which the teachers
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will systematically implement the materials they developed this year.

Step seven (evaluation of students' performance) was an integral
part of each instructional plan. Evaluation ranged from standard tests
(multipie choice, true-false, essay), to creative writing and videotapes,
projects and papers, and artistic responses to reading. Some teachers
encouraged students to develop test items and practice exercises for other
students *o use. Although a variety of forms of evaluation were used, the
Project staff felt that more emphasis on evaluation would be useful.
Therefore, one component of next years's follow-up will be the study cf
additional evaluation techniques.

It is reasonable to ask whether these reported percentages repre-
sent actual use or an exaggeration by the teachers. There is no absolute
proof that the techniques were used. However, Project Staff members, in
each school at least one day a week, rerorted observing teachers using the
plans. Staff responded to auestions on implementation and revieved stu-
dent papers and assignments afterwards. Teachers' logbooks reflected the
use of many techniques; they enclosed dittos, lesson plans, tests, student
papers, and other evidence that they had in fact implemented the techniques
singly or in sequence. The directors are satisfied that the majority of
teachers had conscientiously attempted to implement their plans. This
problem with implementation represents another goal of the follovw-up study -
a Sy>tematic anad recoraed altempt (0 veriiy Liie USeruiness 01 Lne tecnniyues
and the entire Diagnostic Teaching Model.

The prediction that teachers would have difficulty implementing
the model was borne out by the work of the sixty teachers who evaluated
the Content Area Reading Project. However, their evaluation is positive:

the model provides a reasonyble framework within which a teacher can
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synthesize the teaching of conteét material and readina skills. An impor-
tant part of the proposed 1977-78 follow-up study is the systematic use of
the Diagnostic Teaching Model and the materials developed durina the Pro--
ject. This will provide an evaluation of the model and also enable teach-
ers to assess students' change in reading skil! and content levels after

systematic reading and content instruction.

The Inservice Model

The inservice model described in Chapter Two has worked well in the
current Project. Teachers and administrators at all three sites emphasized
the value of the Project staff members working in the schools with teachers
on an individual basis. While the workshops were evaluated positively for
offering well-planned instruction in needed areas, teachers feel that they
would not have been able to implement thec ideas nor would they have de-
veloped as much confidence in their own ability to teach readina if they
had not had the encouragement and assistance of Project staff members be-
tween workshops. The teachers were not as concerned as Project staff,
quite naturally, that they had not fully implemented their new teachina.
plans. The general feeling was that they had gained enouah to be able to
put them into operation at a later time. The proposed 1977-78 follow-up
will explore this in part, to see whether in fact the teachers are able to
im lement these suggestions.

Several changes in the supervision segments of the model are sug-
gested for future use. Foremost, the directors and other Project staff
agree that the directors should be more involved with teachers between
workshops, observing in classrooms and assisting teachers. Both directors
personally prefer this involvement over the "visiting expert" role which

they unintentionally assumed by not visitino schools between workshops.
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This would require a significantly areater time investment for them in

future work.

Tne modelina by Project staff of both techniques and materials which
were being described as desirable in the workshops was evaluated positively.
Project teaching strategy was planned to follow the Diaanostic Teaching
Model, and to use the strategies discussed in the workshops. For instance,
to model grouping patterns, teachers were grouped in five different ways
during workshops. Media was used frequently and intearated into instruc-
tion (for example, a videotape was desianed to introduce teachers to the
use of videotapes in the classroom, see Chapter Four section on Media).

The instruction on constructing LAPs was presented as a LAP for teachers
to complete. 7

Some aspects of the model were not visible to teachers, however, in
workshop activities and should be more carefully incorporated in the future.
The most often cited problem was diagnosis and individualization of re-
quirements. The Project erroneously assumed a higher entry level in sev-
eral areas than was evident in workshop participants. Diagnosis of entry
level should become a more highly sophisticated process and one vhich re-
sults in differentiated sets of objectives for teachers.

Anothar major concern in this inservice model is its competency-

based format. Generally the teachers responded vell to the format, al-

though very few had vorked within its constraints before, There was a

period of adjustment to the idea of comnetencies which should have- been
built into the time frame. Thé mastery model, and recycling until magtery
was achieved, were difficult concepts for'PrOjects teachers to understand.
The syndrome of "hand it in and forget it" dies hard. €o the first few
assignments returned for revision were met with amazement, hostility, in-

difference and combinations of the three. Most teachers reached the point,
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near the Project's end, of appreciating this process and achieved sat?s-
faction from finally "doing things right." Much of the arowth noted by
Project staff in individual teachers' confidence and ability seemed to
come from this realization that they could try some new things, work -
through several incomplete attempts, and finally produce a product they |
could be proud of. The in-school Project staff made its most valuable
contribution in this process.

As a result, the staff feel that competency-based instruction of

inservice teachers can work. Further research should attempt to elim-

. ! v -
inate some of the nagqing problems with it. Teachers need instruction in /ﬁ”ﬁi
the competency-based process. The objectives must be very clear, including \)
a variety of ways to demonstrate mastery of them. The current Project had \

AN

some trouble with objectives not clearly stated and those with too\ re- ‘ o

strictive demands for mastery. Competencies need to be individualized to

accomodate various levels and needs. The staff especia{ly recommends more .
oppoftunities for teachers to write and speak to open-ended questions re-
vealing their understanding of basic concepts. If the course is to be
graded, as is necessary not only for college cradijt but also for inseryice
credit for permanent certification, the grading should be on a satisfac;ony/
unsatisfactory basis. Including the excellent or "A" grade, as this Pro-
Ject did, introduced a kind of competition and grade-cpnsciousness which
detracted trom tne mastery process. ’

The examples provided with objectives nd auidelines for satisfying
them need to be clear but flexible. Staff memberc need to be able to judge
adequacy of teachers' work and the appropriate flexibility in requirements.

This seems to require both prior work with teachers in supervisory nosi-

tions and a deep understanding of instructional procedures and reading.
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Such people may not always be availaofe. and_the lack of one or more of
these Qackground components could jeopardize the sucéess qf the model.

Hbaqber response to the workshops, in both formative and summative
evaluations, showed clearly the horns of the dilemma fo&nd in inservice
education. Teachers resented the workload of the Project, even though'they
found the coﬁcepts‘and techniques valuable and useful. Thei sugqestions -

‘Strongly favored having all assignments completedlduring workshop ‘sessions.

However, the long-term planning and searching required for many objectives
,/5 found in the Project simply could not be completed“?n three hours' time,

every two weeks. Although many teachers wanted six héurs of graddate

credit for the Project's actfvities. they did nof expect to work as hard

as they would have for six hours of on-campus work. Thué. they resented

the Project's insistence that their work be of the same riacr as the

identical course offered on campus. '

_ Several more specific recommendations relate to the workload and

ieq;her satisfaction. Project staff agree that workshops shbuld have been

during the school day rather than after hours. Teachers wer&\fired during

workshops, always held after a full day of work. If this recommendation

were carried through, teacher support money would be used to pay substi-

!

, futes rather than as honoraria for teachers.

If, on the other hand, teacher honoraria are continued, the staff

recommends that they be given for work completed rather than for mere
attendance at workshops. Preferably, a combination could be worE;d out,
e with some reward for attendance but a greater percentage of the honorarium
\\Biven when teachers complete specific objectives or groups of objectives
during the year.

Additionally, Project staff recommend that long-term workshops like
184
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these ~lways give credit, inservice or university, rather than providing
the totally no-credit option. Most of the no-credit teachers did not have
enouth commitment to stick with the Project until they could see dividends,
nor did they complete all the objectives.

Administrative support of this kind of " 2ject is essential. The
co-directors are investicating potential diffe >nces between schcols based
on the principal's attitude. A1l of the schools were overtly supportive
of the Project, both at the central administrative level and in the
principal's office. However, Project staff noted differences in attitude
on their weexly visits over a year's time. More detailed information on
this is expected in the near future.

Specific recommendations for the teachers of adults at whom this
Project was aimed center on two areas: the time frame and their entry
levels. The time problems have been covered earlier in this chapter. It
became ¢lear to Project staff quite early that the present organization
and size of Adult Education programs makes it highly unlikely that a work-
shop group of 15 or 20 teachers can be gathered at a sinqle time and place
for this long a period of time. The instability of Adult Education fund-
ing and staffing also makes a long-term commitment unlikely. The staff
recommends a new plan for inservice education of teachers of adults, aimed
at small aroups (six to eight) for a short set n¥ 'sed workshops (three
to five), usina videotape and other media to p 1c instruction. A pro-
posal dealina with this problem is under discussior ac this time.

The second problem for teachers of adults is that they have the same
lack of training in reading as their junior hiah school counterparts, but
they are expected to do serfous teaching of basic reading skills. The con-

tent of adult educators' reading courses needs to contain more instructicn
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in basic reading technidﬁés for non-readers or beginnina readers. Thus the
propos»1 ment.oned above will cecommend many of the same objectives as
tound in this Project but it will also include a significant amount of work
on beginning reading.

Two areas of follow-up study are planned for the current Project:

1. to assess the extent to which teacher behaviors change next
year vecause of their work durinq the Project.

2. to assess student achievement in reading in the classes of
volunteer workshop teachers.

Sc e of these volunteers, all of whom = from the junior high groups, will
also be serving as chanade aaents in their schools, working with one or two
other teachers to assist them in working with reading skills in their class-
rooms. These follow-up activities have teen received positively by the
administrators involved, but there is no financial support available. Also,
the number of teachers who will volunteer t> qgo on with this <tudy is not
complete at this time. The Project directors are determined that the posi-
tive results of this Project should not be lost bacause of a lack ~f finan-
cial support. They plan to work with as many teachers as will volunteer
for the 1977-78 school year.

Sienificant change nften cannot te achieved within a fiscal year,
and what a project of this nature r=-uires to achieve its ends of preparing
teachers to cope effectively with readina instruction in the classroom is-
strong conmitment from teachers and .dmirnistrators and financial support

-

to facilitate this‘ongoinu change process.
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