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The traditional apgroach to'read‘ng in the content
areas has been to teach reading skills only in reading class, usually
Jusing llﬁerature or narrative selections and expecting transfer of
those skills tc content texts or other expository materials. The
transfer of those reading skills has teen such a dlsapp01nt1ng
experlence that even students who are competent in the traditional
reading skills have dlfflculty coping with the particular skills
necessaryyln the content areas. Reading ¢pec*allsts have been trying
to convince ccntent teachers that. preraring and gquiding students in
the reading c¢f their texthooks will help students learn and.remember
more of the content, kut a poll of seccndary students from a variety
of subject areas shows that teachers dc not stress the importance of
reading assignments. Rather than waitirg for reading in-the content °
areas to be taught, reading teache€Ts can do it themselves. A
sucfessful program in & suburktan Chicago, Illineis, school uses
content materials tc teach reading, such as a science text for
cemparison and contrastt format or a history text for cause and
effect. The units are based on the srecific skill involved rather
than literary themes. The upproach wcrks well as long as each
component is integratgd into a whcle prodess. (HTH)
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The:trnditional avbproach to reading in the-: content arcas
fas been to teach reading skills only in the reading Class, usually
using, litcrature or ‘narrative soloctlons and c¢xpecting, txdnefor
of those skills to content texts ‘or other cxposirional materials.
The transfer of Lcadnng qk]llS has been such a disappointing

experience Lhatvloadlng Ln the content arcas is one of the most

(dlSCUQSOd toplcs in reading, circles today. Evcn students hho

are conpetent in Lhe traditional rcading skills are having
difficulty coping wnth the particular skills and habits ﬂCCCS%dIy
for sucdess in the content arcas. The traditional dpplOﬂCh has

been found lacking. -

A second school of thought has been, "Every teacher a
reading tcacher". - Rcadlng specialists have been trying for yecars
to convince Content teachers that preparing and puiding students
in the reading of theip'textbookds will help the students learn
and remember more pf the cohrent, as well as decvelop thelr re adlng
skills. Many distfict readlnp spcecialists will tell of the
stubborn resistance to’ tth idea and many content teachers will
tell that they want EO teach con’ mt and not process. However,
some progress;, is being made. Several states are mandating at
least one 1o;élng course for Junlor and senior high school teacher
ceryification. Texts are being Chhsen fer readability as well
as content[ DlLeCth rea dlng activities, structured overviews,
and SQ3R are showing up 1n 'the vocabulary of content teachers, but
the resistance still continues. A readlng specialist got teacher

participanrts’ for a reading-in-the-content-areas inservice only

'by relieving them from outdoor pat:ol duty. ' T

’

. 1 ‘
A devastating article by Dr. Billie Jo. Rieck polled sec-
. L]
ondary students of math, English, art, science, social studics,
physical education and home cconomics. Prior to the studénts being

polled, the teachers had been asked to 1espond to these questions:

1Blllle Jo Rieck, "How Content Tecachers Telepgraph Negsages

Against Reading," Journal of Pcadlng 20, (May 1977) : 646-064%.
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1. Dc you require reading in‘your course? 33 Yes 1 No
2. Do most of your studechts read Lhelr assignments?
. 20 Yes 14 No.
3. Do your students have any noticeable reading probloms?
" 10 Yes 24 No -

Then 300 students of the 14 tcachers ‘wWho answered "no" to
question 2 gave the following 1esponses.

1. Do you liKe to recad SZA Yes, 38% No, 10% No rcsponse -
2. Do you read your assignments in this class?
15% Yes, 81% No, 4% No response
. 3. Do your tests malnly cover lecture-and dlSCuq810n, or
reading assignments? 98% Lecture and discussion
4. Are you required to discuss your readlng assignments?
23% Yes, 70% No, 7% No response.
5. Does your teacher give you purpose for reading or are
you only given the number .of pages to read7
95% Pages, 5% Purpose G
a 6. Does your teacher bring in outside material for you
to read and recommend books of interest, for you to read?
5% Yes, 95% No .
7. Does your teacher like to read?
© 20% Yes, 33% No, 47% Don't know\ \
Rieck summarizes. "Out loud, these teachers are saying: I require
reading in this course. All students are to read the assignments.

Srudents.are to read X rumber of pages :rom the textbook. However,

4
their nonverballattltude said to the students: 'You really don't

have to read the assignnents hecause you aren't tested on them and’
probably won't have to discuss them. ‘You should read X number.of

: pages, but there is no real reason tc do so. Reading really isn't

N,
hY

 important.” So every teacher isn't a reading teacher.
The third approach is entitled, “What should the recading

teacher do while waiting for reading to be taught in the content °

areas?\; Don't hold your breath. Do.it yourself. The mqsthcommon

~.__Mmeans has been to use commercial materials that imitate content

textbooks. Reading for Concepts publisied by “ebster McGraw Hil1l,
Go: Reading in ithe Content Areas by Scholgstic, ‘and the basal

Bookmark by Harcourt Brace are all ‘excellent materials.- The new
basals are including some depree of 1nformatlonal -articles at

almost alkl grade levels.,

/’ .
The variation used at River Grove School in River Grove,

Il1linois, a suburb‘of»Chicagéﬁ is, I belicve, more effective and

.4"
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. by far cheaper. That is, uvse the students' actual content books N
used in their science and social studies classes as the basis
for reading lessons in the reading classroom. Neither the student
nor the tcacher has to rely on transfer of rcadihg skills‘bocause

those skills are bciﬁ% applied’directly.

Transfer research tells us that the more like the original
task, the prcater the transfer of ygarning will be, The impli-
cation for thgg;eading tcacher is to presont a topic or skill’

¢ and to practice and apply it in its various forms, each closecly
rcsembling/whe way students are expected Fo\hse their recading
skills inftheir content classrooms. It is important for students
to see and practice the variations of reading, to understand the

. *similarities in skills but the di{ferences 1in appligation.

) ﬁeadihg :kills have never been taught effectively in iso-
]atipn. What is=taught is most effective W1tH1n th context that

Y it iSIU3£d. In other words, if Summarlzlng the main idea is only
taught from a wo:kbook or a ditto page, some students think that
main ideas are only found in skills lessons. Others at least gen-
eralize that main ideas are -ouqd in allhleadnng c]ass materials.
1’mt a surpr171ng1y large number never generalize that main ideas

are also ‘found in science and social studies books, and ncwspapers.

Anﬂ‘they may never makKe that generallzatlon by themselves.

-n“"& .

When students practice basic “rédading skills and apply those
skflls to textbooks in rcading Class; they shou]d*transfer those .
skllls to their content classes becquse the tasks will be- 51m11ar

“

enough to gcnerall7e.

Joseph Camp10ne2 explains it this way. "When qomethlng 1s
learmed, it is-5tored.along with SOWC contextual 1nformat10n, or
gﬁhtext markers. When on succeeding tasks, the context is 1esLor¢d,
that 1nformat10n s used. When, hovéver, the context is markedly

Changed, that 1nformat10n is at least unlikecly to be usecd.
‘ 4

2Joseph C. Caﬁpione, "Tlie Generality of Transfer,” Jou1na1
~ of Experimental Child Psvcholopy 15 (1973) : 417. ' :
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- . Sometimes teachers should worry about what students do

R, . ‘. . : Lo : . .
~transfer. Many stulents transfer-the approach. they use in recading !

a story ‘to reading a textbook. They "study" the samc way that
they read a novel., But content reading reqoires_a'differcnt mind”.
set., In addition to the sRills fequirod‘for reading fiction, it
includes heavier vocabulary;and concept loads, previewing,

purpose setting, grouping of ideas, and revicwing for mastery.

//

Students may have these skills but probably lavk the praotice‘of \

appiying them Lobet}er as a cohesive unit. They can havé that
practice by studﬁing content textbooks in thé reading class.
Carl Eernﬁrd:Smlth3 reiterates, "Reading skills are not inde-
penoent of the purpose for which the material is read, nor can

those purposes be independent of the‘reading skills."

The River:Grove curriculum requived that skills be taught,
practiced, and applied. The application of skills in cach unit)
included flctlonal narrative selectlonb as well as material from .

the Content areas. Some examplecs follow.

Ve organized the eurriculum around units of reading skills
rather than arvound:literary themes, and chose stories that
examplified 'thosc skills. The student practiced and applied the

skills he learned and saw'the purpose for skills study,

{

Content materials were choscn that cxmmpllfled the skills
unit also. Why stop with the kenw01thy prefix-suffix flip

"cards when your-students can practice decoding this ‘week's

science vocabulary” . Take a passage from the new history chapter
and plcpare a. cloze type exercise, leav1nr out osp001all) the
difficult words.. \hen enCOonterlng the real chapter, they will
already nave good synonyms« ‘help your. studcnts find context clues
1n their texts, A student once asked, "Do hl%to1y books have

context clues too?"

A1l students study'reo?}ﬂg.grﬁphs' and charts somewhere in
<

P

-

3Carl B. Smith and L. Harris, Reading Instruction, 2nd edition.

(New York: Holt, Rinehart and Winston, - 1976), p. 316.
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the reading CmrlculumP bat wmany . studcnts skip over them (ntllcly
in th011 chtbooks. norrow the scicnce teach01 s books and t cach

part of your unit’ right out of the scésnce bc . ks

hen. studying cause and cffect, choose a story that is
. organized by cause and effect or choose a selection from the
TTTRTSToTy book” such‘as~ihe civil War and.help them rake notes in a
causce and cffect format. When “01k1ng on comparison and contrast,
find their science texts an” . 2ad the veins and artesies.scction.
Piographics are terrific - :nding time“clucs, and so are history
bools. Be sure to use a s! that uscs flashbdcﬁs when 1oach1ng

sequencing. .

Use common housﬁhold items as the Sears Catalopue i Ths
Yellow Pages. They are unbeatqble for practical usage of
alphabetizihg and tOplCTSuthplc work. The students pet to use
their chart andfgraph skills to find the appropriate parcel posﬁ
. rate and the right tax Ldblos and realize that the same proccedore
they learned for multiplying d001mals in math class 1s dlso C<

apploprlate for flndlng salecs rax. , » . . =

Why study about using an atlas o*-alﬁanac when the class
can use an atlas or almanac in. the 11b*ary. Forget the foolish
dittoes about tables of contents and 1ndexos and use the rcal- ones
.in the English books. Apply the skills that studenL learned-in-  °
» the resource aﬁd‘reference unit to a research paper, prefsrably
one asslgned by a content tcacher and take‘reading class time to -
_help them organize their pap01s "and work 1in the 1ibrary. Teach '

library skills in .the 1ibfary, not out of a \orkbook
) . "
Let students ®find the maln idea of a dally nowspaper

—Qrticle and have them compale %t to the clipped off headline. .
Outline the science "chapter that they're Currenfly studying.

Show them that thelr content text "has ‘main ideas and supporting
details and that bc;ng able to find them will help then remember
the sallent content of that cheptel. Good reading sk111s will

.

aid good science grades.

Real opportunities for uising critical reading skills are
abundant. Find a columnlst in the newspaper, 'glve 1hc stvdcnts

backglound, and let them seperate fact from opinion. Rcad letters |

to the editor, for bias. Pick open ended sto11es that 1Lau1re

v . -
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students to make their own moral judgements. Richard Wrisht
stories are devastating and folk takes are good also. LXamine
current advertiscments for propaganda techniques. -  Travel f{olders
. . > »,

~are a marvelous® source for lbaded words, bias and propaganda, e
and travel agencics are more than willing to un]oud last scason's

_brochnres.

Use mystery stories when studying inferential reading.
let vour students ndLCh witswith the hest lnfercncc maker of

v all leos, Sherlock llolmes. .

Teach .them flexibility in rate, “One doesn't read a science
text at the same rate one reads a vovel if content is going to

" e mastered. .7

: The River Grove curriculum also included direct text book
- ~stay skllls procecedures such as SQ3R, study habits, notetaking,
and outllnlng. Skills were applied and Content also had to be

mastered,

Each bf-the'ange suggestions is an application of reading
skills., Skills taught;in isolation are just that, isolated
pieces of knowledge. Assuning that many studcnts will by them-
selves transfer the redd1ng skills that. have been arduously taupht
to-them to the11 cochtent Lewts and to 1oad1ng matellals in their
cveryday Llfe is.aliost wishful thinking. The more clos<ly :the
exercises inireading class resemble the tasﬁs of content reading,

the greater the transfer will be. Kl

- M
» / [

) The junior high program at Rlver Grove 'was desipgned to be
taught around units based on skills rather than literary themes
or following the sequence of a basal. By having one topic for
the entire class, it was‘easy to have whole group lessons, small
grogpn§essions based upon the students' competency in that par-
ticulafvgkilL or individual assignments. Grouping was [lexible
and materials muiti-level. Intermediate and junior hipgh students
need to analyze and apply specific skills at a greateq\?opth, not
just on a hit or miss»bas}s or a random approach as the skills come

ERIC : | 8
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up in stories, The educational research of Rosenthal and

1

. 4 - :
Zlmmerman has shown that the more organized and structured
tho teaching situation, the better the vaU1Slt10n results and the

transfer also tends to be higher.. ~ : < -

There has been criticism of skills based programs but there
_is nothing wrong with breaking reading down into its components as
long as it is put back together as a whole process apain. That
pucting back together or application was done in River Grove on
cvoryvpossible cccasion. A skill was first studied intensively
and then selections were 1cad where that skill was useﬁ.' This
approach yielded results. At thé end of the third year of the
program, the mean scores on the Metropolitan Achievement Tests in
reading comprehension were 8.0 at the end of 6th grade, 9.5 at

the end of 7th grade and 10.2 at the end of 8th-grade.

FBecausé the staff wanted to be able to pull the entire class
toge .her to apply a skill te students' content texts; it\necess—
itated following a skills curriculum with flexible grouping. In
flexible grouping there are multiple’instructional groups and 2
child is not permanently assigned into any one group. A specific
group may meet to practice a skill for a day or a monti, and that
particular set of children may never méet again. There will be
a regrouping. Approximatély seventy percent of the River Grove

-

students changed groups’ at least once during the year.

It is not realistic td gxpect an even profile in the
development of readins skills at any age, and espébiatly at the
. junior high level. Even students whio are excellent at literal
meéaning and research skills may not have yet devcloped infercitial
and critical reading ékills. This is an ordindary oc:urance.
Similarly, there are many critical thinkers who still can®t pro-

nounce a four syllable word:.

aTed L. Rosenthal and B.J. Zimmerman, "Organization and
Ttability of Transfer in Vicarious Concept Attainment," Child
Development 47 (Narch\1976) 116. : .

2 B |
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llowvever, the main reason flexible grouping was uscd héd Lo
do with scl1f esteem. Every child knew that he was part of the
“unit, an integral part of the group. lle was seldom intolerant
of the group nceding the mos t practice because he might prcﬁest
imto that group in the next unit. Children who have been con-
tinually placed in the slow gioups begin to sce themsclves in
‘nepative terms. Especially as students pet older, these neg-
ative images are reinforced, motivational levels drop, less
effort is given to 1Cdrn]ng and it becomes a vicious cycle. When
a student knows hlS p]accﬁent is not, permnanent, it helps to bureak

:\
"

the Cycl?.

Because the tcacher does not have to re1§ on a basal,
raterials pertaining to the curwiculum topic can be pulled from
a variety of sources, enough to tegch, reteach, o~ enrich with
something suitable for ‘every student in every unit., Content texts
then become just another tool. A student moving faster or slower
than his group Gan move to .another without loss of cceatinuity.
The freedom to pick and choose materials gives flexibility to
the teacher but does require planning time to locate all the
applicable pages and chapters and, .of course, a variety of mat-

erials at multiple levels is nacessary.

A similesr approach was used in Warren Township, Indianapolis,
. 5 . . . .
Indiana. Groups having multiple materials based on a curriculum
made preater progress ithan groups following one basal serics in

I

prades four and up. »

For those rcaders intefested in the dav-to-day organi-
zational plan, the following details are provided. At the begin-
ning of each unit, there was a plctest. It might have been part
of a readlng serics manaﬁﬂman Systom, a test {rom another book,
or a reacher made test. There was always one day return time .on

pretest/grading. The studeat knew that Lhc pretest he took

SRoger L. PRouch, Joyce Frink Chandler, lLloyd C. Fleetwood,
"Teaching .Fooks or Teaching Children," Languape ArtSs 52 (September
1975) : 790-792,
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vesterday «determined his placenment today. Once the cut- of f- points
on the pretest were determined, there were no cxceptions. It
.liminated the student who cxcused his perlformance by saying,"f
could do better but the teacher ncver gives me a.chance to be in
the higher group”. There were ncver complaints about grouping from
.students or parents because in effect the grouping was student
determined. Pretesting was done just before cach unit rathef than
one large diagnostic test at.the beginning of the year, because
the/reSults were current cach time, and students understood the
immediacy df*brgtest determined grouping. Students put forth their
best efforts., ' ' ‘

-
Grouping was carried on within fhe classroom, or between
classrooms when two Leachers had ‘back-to-back classes. Skills vere
then tau ht,‘applled and tested at the applopr'ate levels. . Those

doing poorly on the post test Knew thny would be in for several

days of intensive pJaCtlce, while those who had dono well would
work on an enrlchment project, usually rclated to a story celection.
The cycle began again with the next unit and ran continucusly

through grades six, seven and eight.

The three major gbjectives of the reading program were to
reach skills in depth, to insure transfer of those skills to
conterit area reading, and to build feelings of success and self
esteem. It was-felt that these things were accomplished through
a skills based curriculum, rather than following a leveled basal
,proéram, direct application and teaching from content area text-
books, and a system of flexible grouping. With Suffigiént teacher
planning anﬁ Cataioguing of materials, this proceedure can work
at yourxéchool with materials vyou now have at hand.

. Vd
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