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STATEMENT OF THE PROBLEM

%i . Macomb County Community College has trad+ jonally offered vocational/
0

technical training to CETA funded students prepare them for their
Zraining, MCCC has g1ven CETA students about thirty hours of instruction

*in the form of a short or1entat1on to the co]]eqe and a refresher course
“in bas1c.study skills. .

. However many CETA prospects lack the basic academic and coping skills
essential to success in technical/vocational programs. They are critically
deficient in reading, writing, computational and study skills. Théir Nelson-
Denny "Comprehens1on" score ‘would fall below the tenth-grade level. Further-
more,, their academ1c prob]ems would often be compounded by persona] problems.

A short or1entatJon and study skills rev1ew however beneficial, would
‘not be enough to prepare many. CETA students for SUCCessful exper1ences in
vocational/technical classes. .

Re])ab]e program des1gns to improve pre-vocational training have been
few. A curriculum development effort therefore seemed necessary. It was

felt that the effort shouhjﬁnclude a consideration of the population to be
served, the identification of appropriate dtagnostic instruments, the

'design of a basic skills curriculum, and the development of a teaching
strategy. The hQpe was that such a model could be applied to CETA programs
generally. This model came to be called the "Basic Skills Program” as it i
referred to throughout this repont.

A\

INITIAL ASSUMPTIONS

Some. ph1losoph1ca1 “and pedagog1ca1 assumpt1ons uoder]ay Macomb's Basic
Skills Program.,

A.. A team approach to diagnosis and instruction would insure the
1ntegrat1on of academic and career objectives thereby improving
&  chances for success. .
~ ®
B. The primary components of the team effort would be
deve]oped by a counselor, a reading/stlidy skills instructor,
writing 1nstructor and a mathemat1cs 1nstructor .

C. Continuous monitoring of student progress wou]d provide -immediate
- feedback which wou]d improve 3chievement.'

e .
D. Ind1v1dua11zatloh of student progress within a group ‘activity
\\y would improve ach1evement )

E. Division.af course work into units wou]d create a model which ‘
* could provide multiple entry and ex1t points.
N, -
F. .The program design would provide a systemat1c technique for
fo]]ow1ngg_p student achievement. - .

/

G. The program design wou]d provide a systematic technique for
evaluating its components and for evaluating the total program.

X
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' 1. GENERAL REVIEW OF POST-SECONDARY DEVELOPMENTAL PROGRAMS . . :a‘
e ‘ . e

The pssumptions of the MCCC Basic Skills Program were given some
“encouragenent by a review of pertinent literature and research.

However, as Roueche and -Snow

(1977) noted, compensatory programs havé 4

often "neither specified in @nough detail
nor determined which of the many student,
tributed to their success or failure.” T
that developmental programs, in general,
tation throughout the 1970's, Murphy (197
techniques had not been applied to the pe
for vocational/technical students:

Y ...vocational educators conce

their methods to achieve success

program, or staff factors con-
hough Roueche and Snow observed
had received increasing documen-
4) stated that Stringent research

rformance of basic skills. cdasses .

rned with a postsecondary

setting have said relatively liftle about remedial :
education. .A11 located statements on this topic

deal with thg proposed goals for such a program.
Apparently 'no evaluation studies exist.

. | .
An Eric search by the Projétt Peam during the summer of 1980 discovered
little more. One broad-scale survey of developmental programs for occupational -
, students in New York State (Cornetl Institute forqﬁesearch and Development,
. \ 1976) appeared useful in"severa..lﬂvays;%onetheless, it was based upon sub-

jective responses to a duestionnaire. ' \
v v ‘

' " A, Perceived Needs of Postsecondary Developmental Students in Vocational/ .
: - Technical Programs ' .

/ . ®
The New York survey, Overview of Developmental Studies for Occupational
Students: A Sourcebpok for Post-Secondary Programs, dresm responses from staff
members involved in developmental programs in five agricultural and technical G
‘ colleges, six private colleges, four EOC centers, and twenty community colleges.
The responses were used as criteria to develop a composite college. Within
that mythical composite college, the ngeds of the developmental students
were percetved to be these: =
2 .
.$.reading, communication, and study skills are
the highest priority, closely followed by seif-
,  awareness and motivation. $kill in mathematics, .

¢

personal goal setting, career decision-making

® . < and cultural differences are

jdentified as less

.Y

i pressing needs. -

2

. . r
. . Such perceptions seemed to resemble "those of teachers and administrators &
o throughout the nation, for scores of developmental programs were designed to
respond to the sqpe.needs.
\ . - )
There likewise seemed to be a rough consensus on:who needed the develop-
~mental programs. The extremes of those students who were admitted to the

" programs were far apart. The begimming achievement levels ranged from ’
‘kindergarten to.college. Yet Eric documents describing programs in many .

’
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states--including New York, Ohio, Texas, California, and others--indicated

that the

usual beginning level was from about the sixth to tenth- grade

reading level. . This range was not surprising, for it-included the top
edge of' the Adult Basic Education. (ABE) 1level- -those who had deficiencies

in Titeracy and in basic skills.subjects necessary for a high school

diploma--and the bottom edge of those who could presumably cope with
college courses. . The Macomb Basic Skills course was planned for students
who achieved from the seventh through the ninth grade.level on the Nelson-
Denny "Composite" score. This determination was influenced by a study of
James Smarr, the MCCC program's Reading/Study Skills instructor. Smarr

analyzed

the academic preparedness of CETA students at MCCC from 1977-

1979. He noted the difference between the students' " em§051te grade

level in
texts as

One

the.Nelson-Denny test and he reading level of their occupationé] _

determihed by Gunn1ng s FOG index (Smarr, 1979).

1mportant 1ntent1on of the Basic Skills program was, of course, to

raise the students’ academic capabilities to the point where they could make
use of the texts and other materi#®s of their future classes.

L3

¥ ) " o .
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B. Integration of Courses

- Program designs to improve students' academic and personal skills seemed
to vary almost as much as the histories of the institutions which had created
them.- An examination of Eric reports of developmental programs across the

a

" country revealed these forms:. . \

--isolated academic courses

--a combination of two or more academ1c courses

--a combination of academic courses with forma11zed learning
center support

--a combination of academic courses with forma11zed counseling
support Ty

--a combination of academic courses and at Teast one vocat1ona1
course

--a combination of academic courses, formalized counse11nq support
and at least one vocational course

--vocational courses which systematically employed learning labs to
improve particular "academic skills as needed

Though the most frequent pattern of deve]opmenta] courses still appeared to
be*those of isolated £lasses {as it is at MCCC), many programs seemed to have
followed the advice of Roueche and Snow: "Total integrated programs yield
better results than i olated courses.UQUUECne and Snow, 1977). An integrated
programwas a feature of "Composite College," an institution invented as the con-

sequence

s tudents.

design:

of the Cornell .survey of developmental studies-for occupational
A "composite of a mythical most successful program: followed this

’ .a deve]opmenta] studies program was organized
' us1ng the block scheduling design and supple-
mented by a skills center operation managed by
¢ volunteer fach]ty The block schedule includes
elective course$S in reading, compos1t1on, and

Y
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study skills in a class/lab format. , Counseling
and tutoring assistance are available, and in-

- * addition, course instructors infuse attitudinal ‘

and interpersonal experiences with cognitive/
. basic skills and applied field experiences.... . L
' Most courses meet four hours weekly with an
additional hour in the lab being the norm rather
than the exceptiorn  (Cornell Institute for
Research and Development jn Occupational Edu-
cation, 1976). S

v

. L §
An actual block system which has had wide employement was-that of the
Thirteen College Curriculum Program (TCCP). The TCCP was origingily a .
consortium of thirteen predominantly black colléges which had been expanded -
to include three new consortia and over forty institutions. A TCCP
institution would assign freshmen to a set of four courses: English,

* math, social science, and physical science. dnd biology. The.set was team

taught, and the team would include a counselor. "“A 'gentral methodology
that emphasized student participation and discussion was established in
all courses,'(Donovan, 1976) ° 7

* »
%
- v N

C. Integration with Occupational Goals P

) For occupational teachers and students, "integration" often meant
integrating career searches or vocational pursuits with academic lessons.
Murphy cited:a recommendation by Robertson to build curriculum.material
around occupational themes in order to add interest to subject matter for

N

occupational students (Murphy, 1974). Subsequently, Murphy conducted a search ‘

“ evidence ofthe integration of vocational learning experiences with academic

courses in four ‘Texas Postsecondary Institutions. One particuldr focus was
the English/Communications course. Evidence included "the presence and use’
of occupationally related books and/or stated assignments in the course
syllabi." Intérviews with instructdrs and efamination of syllabi, courses,
and learning materials of other caurses also provided documentation- -
Although only one program gave evidence of integration with vocational .
goals, Murphy recommended that this element be included in‘deve]opmenta[

programs.

The Cornell Survey notea that 10% of the régpondents consciously made

an "effort to integrate remedial or qeve]opmental jnstruction in-regular N

course offerings as needed by students® (Cornell Institute for Research’
and Development in Occupational Education, 1976). Despite the small per-
centage of programs which practiced this sort of integration, the survey:
listed a consensus recommendation which paralled Mgrphy's:

_...to the extent possible, subject mattdr used in_,
developmental courses should be drawn from

regular college.courses and the skills taught \
should be those needed by students in their e,
! occupational program areas.

o
(This concern was manifested in the Macomb Basic Skills Reading course and,

to a greater degree, in the Basic Skills Mriting course.: The Basic Skills ‘ Ny

»" *
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‘Counse]wng course and Introduction to Technical Careersacourse addressed :

themse]ves stil1 more directly to vocational pursuits.)

Mt the conc1u51on of ‘the Basic Skills Program, a re1ated questjon was
considered: Hou]d vocational integration be more effective if at least one
vocational c1a§s\were added to the basic skills block?)

D.:- Integraﬁioh with Vocational Classes .

Several programs assume that a vocationa) class Or classes should
accompany developmental instruction for academic skills. Murphy described
a technical Development curriculum in one institution which included- Social
Foundations, Preparatory Mathematics, General Concepts of Science, Communi-
cations Skills, and Reading Improvement plus Basic E]ectr1c1ty or, Bas1c )
Drafting-or Basic Photography (Murphy, 1974). ‘

In another Texas “institutjon, an Applied Studies program offered a core
of academic courses for pre-business students. - The core consisted of Applied
Communications, College Reading and Human Relations. In addition, the students

* enrolled in two business electives. . N .

Variations of the Texas patterns of integrating vocational classes
with academic studies have been developed across the nation. At one_extreme
were eight Kansas vocational-technical schools (Briley, 1976). Each of these
schools employed a basic skills center which taught reading, mathematics;
technical writing, and oral and written communications, These skills were
taught to students, "as needed,” in order to help them succeed in vocational
classes. Scheduling in the learning centers was usually informal. The
instructors developed "self-directional" materials to give students a
sense of responsibility for their learning process. Theé bas.ic skills centers
were funded on a yearly basis by the Kansas State Department of Vocational

_Education. Moreover, the State evaluated the centers according to its

objectives:

(1) Seventy-five percent of the students enroljed ,
ould ga1n two grade levels in reading a year. .

(2)~ A student will solve mathematical problems
pertinent to his vocational field.

(3) The student will read and understand resource
~ materials in his vocational field.
. (4) The student will write c]ear]y and concisely
mater1a1s-necessary for success in his voca-
tional field i.e., reports, forms, charts, etc.

J (5) The student will accept the responsibility for .
his actions in both spoken and written - .
commun1cat1on -

(6) The student will 11sten to and comprehend oral
communications in his vocational field.

=1
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. The author of the Kansas document, Paula Briley, reported that instructors
were able to use some conventional materials, but she admired their ability

to adapt or improvise individualized materials to supplement training for a

wide variety of vocational Classes. ‘ ‘o

-
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E. Adapting Teaching Materials to Vocational Training and Vo;a%ﬁonal Needs !
. : - :

?

The importance of adapting teaching materials to skills which students
would need for vocational classes and which they would need on their jobs '
has been addressed by several researchers. Reports from Purdue and from
Wisconsin seemed especially ambitiou; and detailed. )

, The Purdue reports were addressed to the needs, of adults with minimal,

academic skills who wished to enter skilled or semi-skilled occupations

(Moe and others, 1979). The reports covered requirements of reading, writing,
‘ _listening, speaking, and mathematics for the training.and practice of ten

occupations. The researchers derived their information for each report from

materials collected during visits to three job sites and three vocational

college courses.  Each of the ten reports concluded with a table summarizing

the reading and mathematics requirements for all ten occupations. .

~ The Wisconsin report. concentrated on communication skills which students
.--in postsecondary vocatioral/technical institutes should possess upon .graduation
(Farnig and Boyce, 1976). The report generated by the Mid-State Vocational,
Technical, and Adult Education District, Wisconsin Rapids, Wisconsin --
surveyed employees and graduates involved in eleven different industrial
.and service areas. Uséful competencies were defined and ranked for each
- type of occupation. The conclusion of this report stated that "...these ‘
skills-can be presented in the classrooms and/or learning laboratories and
. A can be learned by students.” And the recommendation was that the " instruyctional
- paterials which can be. utiTized to teach/learn these competencies be
identified and categorized." Finally, the report recommended that similar
research be conducted for physics, chemistry, mathematics, and social science.

Both the Wisconsin and the Purdue reportslisted extensive biblioqraphies
pertaining to basic skills requirements fox occupations and occupational
training. s ' .

Ay ‘ t /\

F. Career and Personal Guidanee in a Counseling Course

In some developmental programs, the” copnection of academic studies to
. vocations is not made in'a course like reading, writing, or mathematics so
much as it is in a counseling component. Murphy described an Occupational .
Relations course, taught by a counselor (Murphy, 1974). The course "provides
students the opportunity to explore their interests, abilities and personality
.traits as they relate to on-the-job demands such as punctuality." More )
often, a counseling course will not concentrate to such a degree on vocations.
Rather, the counselor will introduce matters, of personal adjustment as well
as career training. Murphy discussed a Human Relations course in another
\ Texas program which taught the students to analyze- the job market, to fill -
out applications, and to develop a resume. Additionally, theé course employed
the transactional analysis model to %assist students: in understanding them -
selves as we)l as interpersonal relationships.” S ‘
. R ; a
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Sometimes, the Counselor does not teach a separate course but is closely
and continually involved in the deve]opmenta] effort. In the widely employed
Th1rteen College Curriculum Program model, ..."the coﬁnse]or was established as

- an integral part of the new educational team w1th responsibility for recruiting
students, arranging campus and financial aid packets and fof he]p1ng students
with personal, sqcial and academic matters" (Donovan, 1976).%: « fg

What appeared. to be an extremely pervasive system of “Aggressive
Counseling" was adopted by the People Center program of Staten Island
Community College (Donovan, 1976). “Each Counselor 1s required to have two
personal contacts as well as two telephone contacts per month with ea;p of
his  students." Furthermore, “Each semester students rate counselor
such variables as;/concern,-empathy, respect, support, etc. and on more
specific factors f[such as help in studying, staying in school, with-regis-
tration, courses instructors, and f1nanc’h1 aid procedures." Moreover,
"Counselors are held respons1b1e for the ac‘emic performance of students .
"on their caseload..

In the preparation of Macomb's Basic Skills Program, the question of
whether to integrate counseling with the academic courses or to present a
distinct tounseling course became an issue. The counselor, Bart Fiumano,
preférred to work within the parameter of the other courses. The other
team members, who could not easily imagine how the counséling could be
“interwoven with their courses, encouraged him to develop a separate counseling
course. As developed, that course concentrated on personal assistance. An
additional course, taught by a technical division teacher, Chris Panos,
concentrated upon career orientation.

/

G. Orientation
—_— ~

-

An orientatiom per1od to introduce developmental training was usually ‘\?
one of the most 1mportant responsibilities of a counselor. Roueche and ,
Snow (1977) urged consideration of an entire semester- long orientation
"course* which resembled some coUnse11ng ceurses.” The orientation course
would include diagnostic testing and would confer institutional.credit.
Roueche and Snow believed that ‘the orientation course "would ease the
transition from non-student to student and pPevide an opportinity for NN, -2
assessing the -facilities and faculty of the college." In-her discussion
. of "Programs that Work," Slade (1977)- referred approvingly to or1entat1on
- sessions "which progpse to demystify all aspects of college tlife.'

The or1entat1on sessions in several deve]opmenta] programs varied in

v _Tength and content; but most were much shorter than a.semester. At Bronx
Community College, an inittal slide presentat1on was followed by a six-
session, no-credit orientation program (Donovan, 1976).* At Staten Island
Community College, orientation® occurred during the months preceding classes N
when students meet "several times" with program counselors. The most.ela=
borate orientation system noted had been developed by Southeastern Community
College, Whiteville,?North Carolina, for its "Resources for Student Learning"
program: ) ,

=~ ) Before classés begin students are oriented to ‘the, 1
program and to college by spending three days in a
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% o retreat that is far away from the college, campus.
) . : Workshops, led by RSL faculty, serve to introduce ,
students to each other, to the faculty, and to .
. what wj]] be expected of them in 'college.c™Acti-
) . vities'are structured to imporve self-concept
Lo . and to* introduce students. to contrécting. Orien-
C L . gption_isAgontinued in the Fall.quarter in."Orien-. N
e tation 101" which meets twice.a week.- Study
- . . skills and perfonal adjustment are emphasized
in this segment. ) ) : ' y
. ' ~
‘ For Macomb's.Basic Skills students, some orientation was provided by - .
Macomb County's CETA office in Mount Clemens, Michigan. A1l but two of| the
students attended a five-day session at the office's assessment center where
they were given a battery of tests, some vocational advising;-and some ’
instruction in study skills. Prior to the beginning of the semester, the
sEudents came to the MCCC campus where they were helped to register and
. given some familiarization with the college. During the first-day-activities
‘ of the program, they were introduced to _the instructors, were introduced to
the .courses, -and were encouraged to get to knew one i?other. '

b - . i . -

N . 2 ! . »
. Structured Learning Environment y

. The system most conducdi to the progress of devé1opmenta1 stugents -
especially during initial stages - was presumed to be supportive yet
. < “structured. ’ . - :

In his considération of one program that had a 'higher rate of 'retention. ‘
than others Murphy (1974) surmised that a contributing yariab]e may have been
"a tightly knit supportive environment."" : L :

A similar thought was expressed by Slade (1977) in her. description of
“programs that work": N . ' )
Nearly every program has concluded. that students
require an extremely structured environment upon
entrance to college. ' | . - \
At the workshop on Edutational Contracting it be-
. came clear that rules,.mandates, and penalties, N L.
once considered counter-educational appear in all *
these programs. The structure gften takes the form
of educational contracting, a system wherein students
. _contra¢t ... to perform a specific task in a o
" specified amoant of time... ’ N
(The Contract's) purpose is to demonstrate to students
_ that their own actions rather than externalp forces,
such as luck or the professor's whims, will produce
» failure or success and to build self-discipline and &
internal direction. - .

Parallel inferences were made by Rouech and Snow in regard to the "Systems
approach” (1977). . o

" We do find indications that the use of instructional i .

- v N -
. ~ .
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g obJect1ves and criterion- referenced tests, as we]],as

§g1 1e/t1me frames,;~aids in the success of develop-
tal students

Thé"negative side of a 1oose1; structured se1f -paced system is expreéssed. by

"Cross (1976): \

$tudents who have not exper1enced success in schbol-
related tasks are especially likely candidates™for
prob]em ¥th procrastination and subsequent w1th- ©

-~

drawal. ' .o %

t - . '
None of these comments were 1ntended to d1sparage 1nd1v1dua]1zat1on or mastery
learning. They do, however, point to some problems, which prampted a more,

closely structured schedule in the 1ast haif of the Basic Sk11ls program.

I. Individualizéd Instruction N o A Z{Tﬁ\\ <

Cross be11eved that "mastery learning, is’ the critical 11nk in the education.
of low achjevers." Two concepts essential to mastery 1earn1ng are, of course,’
the achievement of ' performance objectives* and the ability ef the student
to move at his "own pace." These- concepts infiuenced the development of the
Basic Skills Rrogram, espec1a11y the ear]y stages of the Math .and wr1t1ng
c]asses |

t -5 PS

Qs Yet Cross qua11f1ed her recommendations concerning mastery 1earn1ng in
everal ways. -QOne’ s1gn1f1cant qualification was that mastery learning could

be applied most effectively in elementary phases of a subject. Another
qualification was that mastery learning wolld-work best with subJects wh1ch
could be "sequentially 1earned, such as- read1ng and mathematics.' . -

Several sources concurred with both Cross's recommendat1ons and her * .  _ -

qualifications. The most frequent term used to describe-a ‘system of se]f—

paced achievement of. obJect1ves, however, was not "mastery learning" but
"individuw@lized instruction." Slade's description of "programs. that work "o

Murphy's recommendation fo]]ow1ng,h1s'a;¥dy ‘of Texas programs,-and the

. "consensus, recomméndations" «5F the Corne¥l survegmall encgurage “individualized
"instruction." Sometimes, this term seemed to be rictly applied-to self-

pacing through a défined sequence. Sometimes.- as.in the ‘cases of Slade's

, descript1on of leading a studen® to use his own exper1ences o apply to a

1esson, in Murphy's concern with "howg of .control, "®and in.the Cornell’ -
survey's.concern with."exit skil1s" - the phrase "1nd1v1dua11zed instruction"
seemed to mean, giving the. 1nd1v1dua1 as much attent1on as p0551b]e

~ As. the subject matter became more comp]ex, as the deS1rabfi1ty of . *
miniscule steps became less obvious, and as the “terminal point of the cburse

came a considaration, the theory of teaching 'modales’ ‘became mére "
abplicable to the Macomb exper1ence _}}g S )
- £ S
3 > |
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J. Modu]es ¢ A < ¢ Co

According to Cross (1976), “a Jearning module is a self- conta1ned
18arning unit with well-defined objectives. Usuaﬂ]y it consists .of 1earning
materials, a sequence ‘of activities, and prov1s1ons for evaluation." She
believes, “The learning module can be .used to present the cdncepts and
interrelationships of higher-level“lgarning, and students genera]]y‘f1nd
modules more interesting and"appropriate for college- -level, study."

® ¢

& “
L The components of a module - could be diagrammed in several ways * Young
and-'VanMondfrans (1973)" listed several components which_-correspond to the

usual pattern: - “ N
+ ) . « . - - L .o
The teacher. sets the goals and objéctives— The « ¢

student is” told-what they age and is often allowed '
some choice of ob3ect1ve or goa] - ° e .-

Students often have a choice of a;;ern§t1ve routes .
to pursue toward:a -goal or obJect1v% . N

The,teacher ensures that evaluatton procedures ' .

_Another Sort of description was listed by.

rd

are consistent with the.objettive.

he can perform as expected ©

~

Eva]uat1on takes place when the\sfndent‘indicates,
) he is ready.

The student -
may have a choice of Ways- to demonstrate that

- -

\

L )

This description

guckgz:éigéﬁ).

applied to successful behdvior in remedfal Eng]1sh classes. It #s more . -
K convential than the preceding “modale™ because it.emits the‘element of ~ .
self-pacing. “After defiging the ob3ect1ve, the teacher prattices these
successful techniques: ,(

y ’ Teacher encourages class d1scuss1on and refra1ns

 from 1ectur1ng BN
"+ . Teacher gives ;E§c1f1c, detailed examples to e
111ustrate eacHihajor concept taught.
) Teacher constant]y asks and answers quest1ons . )
) ' .Teacher a1 Tows students to part1c1pate constant]y
, Teacher,uses aud1o—v1sua1 materials, _ Lo / !
A Teacher gives individua]jzed hetp,in class. “ .
- i . Teacher corrects'eierciseé‘quickﬂy. - . L ‘ o,

14

¢

Such quick, individual

ized, and constant methods*wou]d obviously Be difficult

to manage.

for a single instructo Intensive deve]opmentai programs nearly -
a]ways employed .the assistance-of tutors. ) . . ,

P . *
\ { . ,
e . . 2323 . -

.
.\
—_—
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Tutorial Aggdstance - .o .
= - ‘ . x4 .
No recommenda%ion was more consistent in_discussions of deveigpmental
programs that that ti J alization. One con-
sensus recommendation o Cornell (1976) - that, "a peer
tutoring or tutoring program S i anized and managed
as part of the developmental effort.™ In reference to “prograps that work"
Slade~(1977) stated, “Because one faculty member cannot pkovide such indi-
vidualized attention for an entire class, professional and peer titors
supplepent the teacher's work." \? *

»

ficross the nation, tutors took the form of those contacted by indivi-
dual students in tutorial assistance offices, learning center®assistants,
peer tutors retruited withing classes, experienced students recruited by .
instructors to serve as -tutors within particular classes, professional
tutors® recruited ‘for deve]obmentaT/ﬁrog{ams by the institutions, peer
cgunselbrs recruited by a counseling division, and many others.

In Improving Learning Skills, Martha Maxwell (1979) presented a
thorough and we]igdocumented chapter on “Creating Tutéring Services" which
discussed the recCruitment, organization, and training of tutors..

The Macomb Basic Skills program engaged two tutors. These tutors were
used a 1ittle differently than other tutors for they usually assisted
throughout the classes and 1abs of the Reading/Study Skills, Mathematics
and Writing courses of each class day. Their presence was valuable in
several ways; for, as Slade remarked,"...underprepared students need
more contact to succeed inscollege than do other students."

s

L. Length of Developmental Program . ' 1
a . . v
Most of the developmental programs. covered one conventional quarter or
semester. Murphy referred to one developmental program for technical
students, but the program was integrated“with reqular vocational courses.
The TCCP program (Donovan, 19726) lasted for ‘two years, but in the second
year the\progra was integrated with conventional Tiberal arts courses.

e "

At the opposite extreme would,be the, scheduling of instruction for
the Kansas Learning Skill$ Centers which occurred “as needed” sometimes for
very brief periods (griley, 1976). This system generally corresponded to
one "consensus reconmendation" of the Cownell Survey:

' Institutional course schieduling should be ‘sufficiently
flexible to allow students to take advantage of -
;§egmgnts of developmental’-prdgrams as needed.

In the three specific programs cited above, the basic skills program$
either lead directly to a general education program, or accompanied conven-
tional general education classes, or accompanied vocational clasSes.
Whether or not a student should be expected to defer vocational or tech-
nical classes for as long as a semester in order to acquire basic skills
became a question both before and dFter the Macomb program.

23
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. M. Measurements and Objectives

The, achievement of a developmental program could be evaluated in . ‘
several ways. ’ ~ . N
. . L. -
. - Pre-post tests provided the most obvious measures within the course of
' study. - Most of the twenty Ohio postsecondary institutions; which responded
s to,a request from the Subcommittee of the Ohio State-wide Advisory Committge
. on Developmental Education in 1976, justified their developmental programs
. ' by pointing to gains in reading, English, or*Math tests (Subcommi ttee on
~ Measurement- of Effectiveness of the Ohio State-wide Advisory Committe on- ¢
- Developmental Education, 1976). Pre-post tests of academic skills also
pﬁngded the most substantial evidente of student progress in the programs
of“some institutions participating as associates for the-Fund for the Improve- |
ment, of Postsecondary Education (FIPSE) National Project II. * ‘
a N Q . s
More extensive evaluations compared the test gains, or grade point averages;
or retention rates of developmental programs to those of control groups. Such
' ' comparisons of various sorts were made by some Ohio programs and by some
& . FIPSE programs. - ’ B :

®
-

Of the FIPSE institutions, only Malcolm King and Oscar Rose Juhior Collége
attempted to measure the influence of its program on its studenf§§ job status
) ) (Donovan, 1976).

While noting the hazards of each tybe of measurement, Webb (1977)
concedes that the most widely used and important standards for developmental
pfograms remain retention, grade point averages, and standardized test scores.

~
n addition, the inclusion of some “soft evaluation" - appropriate to the
purpose of the program - was encouraged by Ball's (1977) discussigndof
practices in FIPSE reports. He cited questionndires which were iiSed to
- obtain evidepce of student respenses to programs in such instituticns a &
. ' Southeastern Comminity College'and the Univeﬁzi}y of Florida. - Lo
) ' ' > . N \ ~
The importance of systematic and pertinent: data collection was e hasized
sby the survey of the New York State developmental staffs. One consensus
recommendation was this: P .

.
-t
.

A diagnostic testi:g program should.be used as the basis
¥ for assessing student progress through performance objectives
or competencies identified for all components of developmental )
. programs ., ’ R . - ) -,
In order to make such rigorgus evaluation possible, "The teaching.
assignment of developmental iristfuctors should include time allocation for
joint planning and follow-up ‘activities" (Cornell Institute for Research and
. +Development in Occupational Educatign:1976 ). ’ RIS >

- -

e x
— One_of the-most important functions of those activities would be to
determine "a realistic range of entrance and exit measures" which would be
/ "in accordance with institutional_policy.® However, the consensus on what
a developmental exit criterion should be was not clear-cut. Many, but not
all, developmental staff members thought that an eleventh-grade. reading level ‘

Py e ’ .
- .
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. . ¢~
would be an appropriate cr1ter1on Other staff méhbers referred to "a well-
written essay," "d1scre§e writing skills," "success on an interdepartmental
mathematics test," improved self-concept,”-*ingcreased skill in decision- .
making," and the setting of "a firm caréér goal.'y .

Becauie of the diversity; the Cornell survey defined the consensus: on
exit standards to be "general improvement" which was interpreted to mean
"the instructor's judgment that improvement in skills and attitudes has taken
place to the extent that the student now*has a reasonable chance to :ucceed
in his or her chosen course of study.” The final test of the instructors'
Judgments would seem to be retention. ) - :

-

&
I3 .

Macomb S Bas1c Sk1]]s team. Wil measure retent1on of its students
through the next semester of their occupat1ona1 program, though that measure
of success cannot be provided for this report..- This report. will present
comparative fetention rates through the Spring semester of 1981. In addition,
the report will compare the.gains of the Basic Skills students to conventional
classes in terms of standardized.tests. Furthermore, the report will présent
the subjective evaluations of Basic Sk1]]s students and their tutors of the

several progtam components. v \

Y

R. " Follow Up -

for the sake of the developmental students who have passed through a
program, Roueche and*Smow urged a continuance of student,to student,
student-to-counselor, and student-to-instructor reélatidnships. For the sake
of future students and for their 1nst1tut1ons, they urged long-term evaluation.
Murphy“argued for a longitudinal study which would follow students until they
had functioned in a work setting for at least six months. Similarly, Mackenzie’
(1977) yecommended a¥ evaluation system which would track "long term retentien;
further educational and occupational careers of students; benefits related to
project staff experience iggthe quality of ‘life for students and their
fam1]]es ; . .

r

3

Research of this nature goes beyond the 1limits of the Macomb prograrﬁ>

It will follow the Basic Skills students ‘up.to the end of the semester begfnning
in tbe fall of -1981. The Macomb Basic Skills “teachers, in the fashion of .

other developmental teachers whom they have visited, have g1ven most of their
attention to immediafe methods and results.

[} . N . -

0. Summar ) ‘

Several points ehphas1zed by ,the research or description of deve]opmehtal'
afforts across the nation either 1nf1uencep or related to the design of the
MCCC Basic Skills program. . .

1. Little specific research conclusively defined methods dh
staff factors which contributed to success in compensatory:
programs. '

¢
2

2. Little specific research of deve]opménta] education for
vocat1ona1/techn1cal students - except in the form of surveys s
- had been pub]1shed

-~ ~N

¢ - 7 = |
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3
4
4
\

‘5,

6.

7.

[Y
-

9., In extreme cases, academic teaching was used mere]y to

10.

1.
12.
13.
14,

15.

17.

18.

19.

[3

8.% Sometimes deve?Spmenta] ﬂfograms integrated votational

16 "Sel1f-paced mastery 1earn1ng was- frequently. cons1de\ed S >

- Y . * . .

The usual pattern of a developmental b]ock 1nc1udedv _
reading, study skills, wr1t1ng, and. math , .

t e

The usual rapge of achievement levels for beginning i
developmental students was from the sixth to tenth ' '

grades A N

- The most frequent -pattern €or developmental traJnJﬁg

st111 cons1sted of -isolated courses. . . . “
. * - »

B]ocks of developmental c]asses, of severa] patterns, - - .

were. frequently descrrbed

Developmen&al programs often integrated vocat1ona1
matter with academic stutlies. > '
s )

c]asses w1th academic classes. e a .

- »
‘n sﬁ"‘

supplement vocat1ona1 teach1ng ) -
Some stud1es examined the literate or mathematical sk1lls
which vocational/technical students actua]]y used in .
classes and 1n their jobs. . ..
\
Counse11ng courses were frequent;g used to re]ate academ1c ' o
and vocat1ona] ursuits. .
P! s r @

Counseling courses frequent]y prov1ded personal assistance .
and gu1dance toward more pos1t1ve self-images. -

> L] . P
Counseling was’ somet1mes interwovep with other developmental
activities rather:then be1ng~presented in a.distinct course s
0r1entat1on was often treated as an 1mportant segment of
developmental education. & . .

Deve]opme-31 students were assumed to prof1t most, : ; .
especially in early stages, from a- structured JJearning. "
environment." Co

1

~

to be the best system for deve]opmenta1 students , ) .
Mastery 1earn1ng was descr1bed as work1ng.pe§t in ear]y S

stages and~with subjects which can be sequent1a11y . .
learned." - o ‘ , .
"Individualized instruction” was,a term more frequently’ . ' ' g
employed than "mastery 1Parn1ng" in. recent phb11catﬂons. Lo e

Teaching.in small units - often ca]]ed modu]es - was .
frequently recommended. . ’ . .




-

¢ +

20. Tutorial assistance was termed essential fbr the intensive
teaching of developmental students. y , .

21. Developmental programs which lasted as long as a semester
consisted of (a) general education classes which led directly
- + to other general education classes; or (b) general education Ve
classes which were accompanied by conventional general
. education classes; or (c) classes for vocational/technical
students which accompanied vocational/technical classes.

22. A few deyelopmental programs offered short-term segments
.. of academic training “as needed" to assist technical

Mo training.

*

23. The usual measures of student progress in developmental -
programs were pre-posttests, retention, and grade point
averages.

. 24. , Frequently, student evaluations were. employed to evaluate

”

L3

developmental programs.

25. Though consistent exilt criteria were not clearly defined,
the most frequent criterion seemed to be the instructors'®
Judgment that the student had progressed enough to have
“ . @ chance for success in the next: courses. \ o
26. Longitudinal follow-up studies to evaluate developmental
programs, or particular features’ of developmental programs
v/ were consistently urged. T

¢ ' A ‘
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11. COMPARISON OF CETA BASIC SKILLS PROGRAMS.

‘During the fall of 1536, the Macomb-Basic Skills team compared what it
had learned from its survey 6f research to the experiences of three exemplary
developmental programs in Michigan and one in a Suburb of Chicago. The
.team also studied the results of an eight-week basic skills preparation
program at MCCC for automotive,apprentices.

None o% the six programs which the Macomb Basic Skills Team studied
could offer very broad statistical data. None of the class-sized programs
began earlier than the summer of 198Q, .

Yet. all of the programs .were developed by institutions which had
experience in remedial training and which had developed facilities to assist
remedial training.- In general, the administrators and teachers who have
been involved in these efforts weré/convinced that they had helped their «
students. ’

(A remark must be inserted that the staffs of the institutions which
the Macomb team visited - Kalamazoo Valley Comhunity College, Southwestern
Community College, Kellogg Community ColTege, and Triton College - were
enthusiastic, were knowledgeable, and were generous with their time and

. information. They provided admirable examples of what fellow scholars
7 should be.) i ) .

The table below presents a quick comparison of the six programs inclu-
ding MCCC's Automotive Apprentice Program and Basic Skills Program. Varia-
tions in the programs have been produced by varying responses to several = ‘
familiar but inewitable duestions: ‘ '

~

(a) what are reason&b]e criteria for selection?
.(b) What is the right size for a basic skills section?
(c) What is the best length of time for basic skills training?

(d) Shoyld basic skills training precede vocational training or
accompany .it? .

(e) If basi¢ skills does precede vocational training, how can
the students be encouraged to keep in mind the-value of® . .
basic skills’ for their future vocational classes and
“ employment? ! . ’

.

(f) What are the moét effective combonents for a-basic ski1is
program? : . .

(g) To what extent can personal counseling forward the aims of
"a basic skills Program? . :

(ET To what extent can cafeer counseéling forward the aims of a
basic skills program?

’” (i) To what‘ extent e€an the, personal assistance of tutors enhance .
the achievement of basic skills students?

VA ’ .
1 A 2
L S . . »uO . ~
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. (J) To what extent can systems of Mastery Learning be

.- ) _ employed? /
‘ -~ (k) How can facilities best be arranged to assist Mastery
= Learning? '
: -
< \ ¢
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TABLE 1

¢
, v Triton College's Macomb CC's Macomb ¢¢'s
CETA Kellogg CC's Southwestern College's Kalamazoo Valley CC's H.E.L.P. Automotive Apprentice |, Basic Skills
Program Shills Centers COPP Program BEST Program Program Program Program
e (v College) (by College) - (by Subcontractor) (by College) (by CETA Sponsor) I (by CETA Sponsor)
Pre-Tests . Carder Reading Scveral Tests; Writing and Math Math and Reading Tests | Nelson-Denny, Rcading; Nelson-Denny Reading;
Progress Report: - TABE and’ College Tests originated by originated by college; Comprehensive Test Comprchénsive Test of
College Math Test; Boards. have been used. college; Essay Sentence- of Basic Skills, Math. Basic Skills, Math
SRA Writing Test; Nelson-Denny Reading wr‘itlng Tests
., (also referral of Tests ¢
- tnstructor) Z’?\
No specific criterta Capability of 8th to 10th Grade From college-lcvel 6th to 9th Grade 7th to 9th Grade
Achievement except refen:al to college-level on 'Nelson-Denny . to kindergarten level on Nelson-Derdny; on Nelson-Denn}
, Level writing clime {f work. ' 6th Math '
achieves a raw score
el of below 24 on
» ‘«'I SRA Writing Test. / *
%ss-sxzed CETA 60 Total; subdivided
Number oups into groups as small .
per Section 15 Students per clinic 20 25-30 as five 16 24
. at a given hour
From a few weeks to v 3 Days to 3 weeks ¢
Duration a whole semestenr 4 Weeks 10 Weeks depending on a studenty 8 Weeks 16-Week
public assistance job . Semester
schedule
Weekly Optional: defined
' Schedule by student contract 30 Hours 30 Hours %6 Hours 24 Hours 30 Hours -
with clwic - ]
Reading Skills Reading - 3 Credits Reading - 2 Credit4 Monday - Thursday * Reading - 3 Credits Reading - 4  Credits
Componen Writing Sklls writing - 3 Credits Study Skills - 3 Credity Reading 1-1/4 hr/day | English - 3 Credits writing - 4 Credits
Math Skills Math - 3 Credits English - 3 Credity  Writing 1-1/4 hr/day Math - 2 Credits Math - 4 Crediis
(1/2 to 3 Credits Career Exploration- Math - 1 Credit} Math - 1_1/4 hr/day Counseling Seminar- Counseling - 3 Credits
from any chime, 2 Credits Career Decisions - Communication/ 2 contact hrs., no Introduction to Technical
“ depending on Students' 1 Credn} Computation 1-1/4- Academic Credit Careers -3 Credits
contract) ' day .
Plus 1 hr/day for each .
* . class .
. s No College Credit
Support Student Assistants to Tutorial Assistants Experienced’ students Tutors, Student Aides No Tutors Tutors, internal consult-
Staff keep records and ! employed as {utors in Programmed Learning ants;
N help with machines N /\?b? . Instruction - Guest gpeakers for
. ‘ 4 Counseling and Introduction
to Technical Career
Courses
) .
Writing Lab Learning Centcr Writing Lab and Learning Assistance Classroom, Classroom,
Facilitics Reading Lab Lecture Hall, Math Iab Center including Programmed Learning Programmed Learning
to- Audio/Tu torial Reading Classroom Classroom Reading, Writing, and Center Center -
| Lab Math Areas Plus Visitation to Automotive P
; Math Lab ) Counseling Offices Facilities '
\ . . - . M . A
] , ¢ -
] ()
o [

Q

ERIC . @ ~

Aruitoxt provided by Eic:
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A. Comgbnent

/
As the table 1nd1cates-al] six programs had some elemerfs in common
reading, writing, and math components. These components did not appear to
be clTbsely correlated. :

4

A\l

. B. Counseling ,

Except for the program at Kellogg Commun1ty College - wh1ch did not teach

‘class~ s:zed CETA groups - all programs offered componepts which presented a-

greater or lesser degree of persona] counseling and careger counseling.

I

In fact, Ka1amazoo Valley Community to]]ege provided two sorts of
counselors: CETA Counselors, who gave personal, counseling plus assistance in
terms of benefits, transportation, and CETA prohram information; ard
Kalamazoo Va]]ey Community College staff coudselorss—who also gave personal
counse]1ng in addition to teach1ng a career awareness course.

!

In MCCC's Basic Skills Program persénal counseling and some career
counseling was undertaken by the Counseling course. The Introduction to
Technical Careers course attempted to acquaint the studénts with different
possibilitiés for vocational advancement. . .

€. Tutors and Teaching Assistants "t

~ o~

Most of the programs provided another sort of personalized assistance in
the form of tutors. At Kellogg Community College, student assistants were
used only to keep records and manage the teachinQ machines in the ]earn1ng

skills centers. ) , /

. 4 '
In three other programs; tutors were considered essential teag%jﬁz

. assistants.. ‘Kalamazoo Valley Community ColTegé utilize the help of experienced

students, including ex-CETA students, in the ]earn1ng 1 . Southwestern
Community College employed tutors who had some exper1ence as tefchers. ‘Triton
college employed both .types of assistants - tutors with some professional
tra1n1ng and exper1enced students.

Macomb S Automot1ve Apprent1ce prognam did not involve tutors except 1n
the case of a few individuals who sought help fronrMCCC S tutor1a] office.

Macomb's Basic Skills Program emp]oyed two tutors. These were students
who were_enrolled in some MCCC classes. Yet one had been an experienced
teacher in a local high school who was also teaching a math class as a part-
time instructor. The other tutor had some acduaintance with CETA students
working as a cashier in MCCC's finance office. The use of tutors in the MCCC
Basic Skills program varied from the disposition of tutors in other programs.
At. Kalamazoo Valley Commuqity College, Southwestern Community College, and
Triton, the 'tutors assisted students in the labs. -At MCCC, both of the tutors
usually attended the math, reading, and writing classes and then helped »
students in the labs which followed the classes. The help of the tutors was
invaluable, not only in assisting students but also in providing suggestions
about classwork-and insights about students’ difficulties. .

z

<
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D. Mastery Learning and Facilities

4

The MCC& students' work, with ‘the help of the tutors; was individualized ‘

as much as possible. But their lessons, as the semester progressed, deviated

. from the methods of mastery .learning. In-part the deviation’ oecurred because

s of the nature of MCCC's facf11f1es ) “ - . v

v . The -facilities of the other—institutions seemed tquhavé been designed for
.a more direct commitment to mastery learning. The arrangements of Ka]amazoo
Valley Community College, Kellogg Community -College, and Triton resembled one
another in some respectSs Ké11logg had separate rooms for the reading, writing,
and math skil]ls centees. . Fach room had teaching machines and software. Each
had -files of materials wh1ch might. be used for 1nd1v1dua11zed mastery 1earn1ng

- . S1m1lar1y, Kalamazoo-Valley had separate rooms for wr1t1ng and math labs. =
Fach of these rooms had teaching machines, software, and files for individual-
ized learning.- However,-the reading component was taughto1n a conventional

- ) c]assroom setting. ‘

]
el

\ Southwestern used ohly one large room for read1ng, writing, and math work.
The software, hardware, and lesson files were, again, available for mastery
-learning. Placing all the labs; in_one room, nevertheless, lead.to a problem
with which the Southwestern staff —“parent1y felt it had ‘learned to cope. A |
.-stydent who was working on math, for instance, would %urn for help to the first
teacher or tutor who was free. As a result, the teachers and tutors felt v
that they had to learn to assist in all the academic areas . <

MCCC's facilities contr1buted to different sorts of strengths .and weak-
nesses. MCCC's Basic Skills team enjoyed the use of a-largg Programmed Learmng‘
™ Center which was located next to the Basic Skills classroom. Both the Basic .
Skills program and the Automotive Apprentice program made considerabte usée of
the Programmed Learning‘Center.\\ e

o Nonetheless, the layout did not make Mastery Learning as easy to pursue
.~ at’MLCC as at the other colleges. Mastery learning necessitates files of-
lessqns- which are organized—and readily assessible. The -other colleges had
file kooms or areas which were usually managed by a student assistant. The .
\lesson$ and récords for the reading and writing classes were.kept in the . ‘
" MCCC classroom (J-229). But a file cabinet can become easidy d1sorgan1zed if

, a class of student3 tries—to search through it. , ‘
- ~ * ,
. - : e r
. E. Mastery Learning Materials ? N

|

Still another pfob]emoof introducing mastery learning at MCCC was the
necessity of prdvidigg enough mater1a1s to.fit the level and interests of
the c{g;s : : .

3 >

Kellogg, Ka]amazoo Va]1ey,*Southwestern,.and Triton had accumulated large
blocks of such mater1a1s They had'or1g1nated many of their materials and '
had learned from experience which other materials were effective. The Macomb

. team was, in the process of learning about and originating materials. So \
jts stock of availahle'lesspns was not as large as those of the other programs. &

o (U ?

. J - .
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F. Lenhgth of Programs T
One of the d1ff1c01tfes of pract1c1ng se}f-paced mastery learning is
- th#t the faster students keep gétting farther ahead and the slower students
- keep fa]]TDg farther beh1§d Probabiy the MCCC difficulty was exaggerated
by the sixteer-week cours The Basic SKills Program was Ionger than any
other of the class-sized GETA- pgoqrams R .

The Kellogg learning centers'awh1ch d1d not serve qnoups made up
entirely of CETA students, worked out\1nd1v1dua1 confracts with students to
achieve certain skills. The achievemeNt of these skills might take as little
as three weeks for on student and-as long as a whole seméster for another .
But the choice was' that of the part1cu1ar student. ‘ $°

Triton College's.H. E L.P. program wou]d also vary its sche e. Unfor-
ately, the controlling factor would be the student's public @ssistance
“job schedule. Depending on when the student would ‘need to retufn to
work, he might receive from three days to-three weeks in his bagic skills
c]asses The Triton staff could démonstrate-some achievement with the. 1980
HLE.L.P. program, ‘but itswas happier with the summer 1981 system. In 1981,
Triton was givjng a two-week job-upgrading course to CETA students. The
Learning Center ‘tutors would visit the job-training classrooms to help the
- smudents acquire sk111§ they wogﬂd need with the class materials.

A pre-vocational class-sized CETA program was presented by Southwestern
Community Cgllege. It lasted four wee Also pre-vocational was MCCC's
Automotive Apprentice program.' The Aut mot1ve pprent1cesh1p program lasted
eight weeks. Kalamazed Valley Commun1ty College's pre-vocational program
lasted ten weeks.

i - Teachers .and adm1n1strators of the other programs Aavored courses of
/1ess than a semester's length. They reminded the MCCC Basic Skills teachers:
that the CETA .students were putting off <vocatibnal courses, which.seemed to
lead”to employment,-for the sake of reading, wr1t1ng, and, math classes which

- wou]d not lead directly to ngs ; ] . f : .

B

So a d1st1ngu1sh1ng feature of the Basic Skillseprogram - its-sixteen-

-week length - seemed to be of questionable value:

Yet the studerit evaluations

*of-the program—d-ioLnot
too long. Fifteen out

that, if the course were taught aga1n, it should last sixteen weeks.
finding could be questioned and it 1s discussed at greater 1ength in the final -

-recommendations.

/

pdicate that the students ‘considered the course to be
f seventeen students "“strongly-dgreed" or “agreed"
This

+ PR

°4
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. \ ‘ , ‘ ’
Summary of Distinguishing Features y

G. <
The most d1st1nct1ve features of MCCC's Basic Sk1Tls program appeared to
be thesa:

Q L]

(1) It was taught for_a greater length of time than the other programs ;

v

(2) It émployed mastery 1earn1ng techniques somewhat ]ess than the
other programs.

— v

¢ P2 ’ N ) t

»
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(3) It uded tutors differently, by having the same two help in all
’ the Math, Reading/Study Skills, and Writing classes ahd labs. . ‘
rd .
°(4) The program introduced two different courses which gave some
help with career orientations. The Introduction to Technical
Careers. Course presented career possibilities and the Counseling
course presented help with personal and career planning.

-

%

- .
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ITI. EXTERNAL CONSULTANTS .
7 .. o
4
The Macomb Basic Skills team was fortunate to obtain two notable
authorities as external consultants. .
_ 3 [ .;

Team members had a lengthy interview wwth John E. Roueche, co-author
of Catch1#g,Up Remedial Education and Overcoming Learning Prob]ems, at’ the
Atlanta Developmental Conference, November 6, -1980.

On November 25, the MCCC Campus was visited by Martha Maxwell, author of
Improving Student Learning Ski]]s and Skinnﬁngﬁand Scanning Improvement.

Prior to the meeting with each author1ty, the -team had forwarded an
eighteen-page description-of the ‘proposed project. The description included
data on student characteristics, MCCC resources, the projected schedule,,
the initial testing program, the program eva]uat1on systems, and the semester
designs _for the\eq\nse11ng, mathematics, readlng/stugy sk1115, and wr1t1ng .
:componengs

The last section presented a list of questwons pertaining to the segments
of the course:
, ) i
A. Are the evaluation instryments the most useful?
(Y N A . ‘ -
B. Would the current plan result in overtesting?
C. Should a “self-concept" scale be added? .
'D. Should the career awareness lessons be integrated into the other?
courses rather than being presented in a separate counse?
E. Nou]d a closer integration of all the courses be useful?
F. Is the current weekly schedule as usefu]!as.it couid be?
G. Should the students' work be scheduled, as much as it is, in one
room? '
H. Should an attempt be made to integrate the CETA students more
fully into the student bod¥?
I. To what extent should the CETA students' judgments be solicited p

to influence-the program's design?
J. What is the .current consensus on _the problem of math anxiety?

K. What would be the.practical considerations of attempt1ng to balance
ind1vidua11zed instruction with self-pacing?

L. What is the current judgment of the—impcrtanCEPof d1scover1ﬂ% and‘
planning” for learning styles?

M. What would be some sources for useful computer-taught programs?

N. Should other -features be added to the means of evaluating the program?




~— 4. Both suggested a clear structuringof schedules and

4 _26-

Neither Roueche nor Maxwell responded to the 1ist in a question-by-
question manner. Nevertheless, they did address the Macomb Team's concerns.

Their remarks, though varying™in particulars, were encouraging. Their

cautions and recommendations did suggest sinﬁ]ar sorts of modifications.
P 8 ¢
1. Both were concerned about motivation. They stimulated
renewed attention to the problem of convincing the
students that reading, writing, and math would be®
useful for their vocations. ° :

2. ch’éhcouraged‘ihe use of materials which the students
could directly relate to jobs and interests. -

-

"~ 3. Both suggested a clear definition of coursqbobjectives
» for the stQpents. -

rules about punctuality and attendance.

5. Both reminded the team that rewards and penalties
stould be administered to all the students in exactly
the same way. .

3. Both encouraged shorﬁtrange incremental ies§ons.

—

7. Roueche believed that students should not be giver :
- many choiges ‘about pace.
. .- \ ‘l'
8. He recommended that the courses should follow class
objectives. For those students needing more time,
Tessons could be expanded "horizonta]]y."l :

9. Both were concerned. that the assessment package y
might' result in overtes#ing. b ) J? ’
TheT;Hyice of Doctor Maxwell and Doctor Roueche influenced the program
design in the direction of more careful structuring of policies and lessons
and resulted in 3 litfge less testing than had been originally planned. Their |
concern about motivation corresponded to a team concern which resulted in the
addition of the' Introduction to Technical Careers Course to the progranm.

-~
.
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Iv. PROGRAM DESIGN AND SEOUENCE - S

A program for twenty-five CETA students was planned to. begin on
January 163 1981, and to end on May 15. To increase bpstc skills the
program presented mathematics, reading/study skill1%"and writing courses,
plus working labs.s To provide personal and vocational support, the program
presented a Counseling and an Introduction to Technical Careers course.

_If the program were successful, the students should, at its conclusion, .
be able to-succeed in a variety of occupational classes at a higher rate -
than-the CETA clients who had not undergone the program. :

»

A. Questions of Design. e

The plan had}been questioned by instructors and administrators’whélhad
some expewience with CETA students for two important reasons.
) \ T .

First, a semester was considered to be too long for pre-vocational students. -

The thought was that unemp]oyed adults would not want to sit. through sixteen-
weeks of basic skills before getting some training whigh would lead to~jobs.
- , , ) .
. . The second apprehension was that an entire class of CEIA'students would
reinforce one another's personal and behavior probTems. This fear, had some
basis in experience._ In fact, after a few bad experiences some years before,

the technical areas Mad argued against enrolling entire sections of CETA -
students. An exceptiOn was the section of CETA students which had received

basic skills training in the Fall'1980 semester. However, that sectsion

enrolled only sixteen students, it lasted only eight weeks, and 4t was intended g
for students who shared a comgon, interest in the Automotive Apprentjceship °
program. . ’ . '

3
-

B. Selection Critéria -

For sthe June_l?, 1980, Progrgss Report, the Basic Skills team had
worked out a definition of.the students for whom its program was being.
planneds o . .0 .

9

-
£ - -

I} ©
Genera) Defjnition'of Students - for whbﬁ the course is intended:

v i - ’ . ¢ .o

' The course will be designed for those. students it can help to- -
prepare for {1) success in fuFther college courses.or for (2) o
entrance-level employment skills. ‘ - Lo

&

1

The course will not be designed for étudents.yhose skills are-
s6 lacking that they would be better served by a more elementary
- system. . o
The course will not be designed for,students whose skills are \
~developed to.the point where they would be better S$§Zﬁf~by orthodox

college courses. . ’
4

The course will not ﬁebdesigned for students who 6bnnqtdgiQe .
attention to learning prob]eh& because of emotional problems.

3

FWat N .
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The course will not be desjgned for students who cannot be
asked to.give.several hours a week for personal progress.

a

—

-~

_ The course will be designed for those who have achieved the
basic rudiments of reading, writing, and mathematics, who can be
e;pected to give time to their personal progress, and who can cope
with sympathetic demands for their attention. |

t

This definition had been influenced by the Purdue ‘study of literary
requirements for the occupations (see Moe and others, in the “References"
following the “General Review," p. 16 ). The definition had been even more

- directly influenced by the Smarr study of CETA students in Macomb. Occupational

. classes, (See Appendix A, p. 197 ). These studies.encouraged the inference

. that the program should -attempt to serve students ranging from the top edge
of the Adult asic Education group to the bottom edge of those who could
probably ' cope with college reading materials. .

* Consequently, the following specific criteria.were presented fo the
Macomt’ County CETA office in Mt. Clemens, Michigan, and to the Warren CETA
‘office in Warren, Michigan. . . ~
The studenté for whom the course is designed will conform to.the following
criteria: R j .
> 1. The céndidate must read between the 3rd and 12th percenEiles (7th,
"~ through 9th grade) ’total score on the Nelson-Denny Reading Test.

2. The candidate must express an interest in pursuing a certificate
. and/or degree)_curriculum at Macomb County Community College ’ ‘
in an occupational curriculum. 3 .
. The candidate must be willing to spend the semester prior to his
" entry into a certificate program engaged in intensive development
_ of his/her reading, writing, dnd study skills. . .

The- candidate must be able to meetshis/her financial needs from the
funds:supp]ied throught his/her CETA involvement and/or other
* funding sources. . ) . -

4 . L3

The candidate should”have mo serious persona]ity or social disorders
. which could jeopardize the success of other candidates chosen for
the project. '

- C. Facilities
In preparation for the program, the‘Basic Skills adminf%trators scheduled
what appeared to be the.most advantageous classroom for the TETA group. The
room(J-229) was Tocated in the Leafning Media Center downstairs from the °
Jibrary, dcross a lobby from the Periodicals Room, and across a hallway from
the, Programmed Learning tenter. Beyond the Programmed Learning Center was
located.d room 6f computer terminals for computer-taught lessons (See '

Appendix B,-'p. 205 ). . . /
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Despite the advantageous location of the classroom, the teachers had
some worries that it might'be too confining for an all-day block of classes.
According to_the student evaluations, a few students would have preferred
changing rooms from class to class, but most did not think of the location
as a prob]em (See p. 41 ).

Neverthe]ess, the instructors and. tutors did observe that the atmosphere
of the crowded room sometimes became stifling especially late in the afternoon.

Another limitation which has been pfev1ous]y noted (p. 22 ) was that the
classroom could not readily be equipped with the files of materials necessary
to practice mastery learning.

On the pther hand, a file cabinet to store 1essons, a stee] cupboard to
store ‘supplies, and book shelves for easy-reading materials were .added to
J-229. .

Furthermore the confinement of the c]assroom was a]]ev1ated dur1ng
lab periods by the usual availability of a seminar room (J-221) directly
across the hall.

Under current cond1t1ons, no single ¢lassroom could have been more
pract1ca1 than the one which was assigned to the program.

D. FTutors j \

> Tutors were necessary for any attempt to individualize lessons.. The
program improvised a way of using tutors which had never before beens
employed at MCCC and which, as previously 'mentioned, had not been employed
by dny other comparable program. .

. . , .
Two tutors assisted the Reading/Study Skills, the Math, and the Writing _
classes and labs each class day. This method had some advantages and some
drawbacks which the characters- of the tutors minimized.

The Basic Skills Team was fortunate to.discover a pair of tﬁtors with .

- some experience and with a good amount of tolerance and optimism. Frank

Gunnip had been a high schodl n@th teacher. During the Basic Skills semester,
he was also working as a part-time .teacher for the MCCC math- department and
-twtoring students of regular math classes. Linda Austermdn was a sophomdye ’
taking'secretaria] courses. She had some experience with CETA students &

a cashier in MCCC's finance office. Frank had to learn some things quickly
about English, and Linda had to learn some th1ngs qu1ck1y about math.

Although the instructors held -frequent meetings with them, the tutors

- often had\to learn lessons as they were being presented to the class. This

necessity\may have conferred an accidental benefit because the tutors were
able to tell the teachers which parts of lessons needed more attention or'’
spme modifications. % .

An occasional drawback was that a tutor couldn!t give a student an
answer or that the tutor might give an answer which would differ from the
instructor's answer. In that circumstance, the student might announce to
others that the tutor didn't' "know." To the tutors' credit, they overrode
these incidents tactfully. Such incidents merely underlined the importance:

42
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of experience for tutors and the importance of selecting tutors of
appropriate character.
The presence of the tutors was vital in several ways. Most obvious ‘ :
was that the tutors and the instructor could give personal help to individuals.
o 4
. Another significant advantage was that the tutors could often be more
personal in their discussions with individuals than could the teachers. Most «

. of the information about the ?tudents anxieties, about their illnésses, and

about many other problems came from the tutors.

The students' evaluations of the tutors give evidence of their uée%u]ness.
(See the evaluations, p.43 ). The tutobs® evaluations of the prografi give
evidence of their own committed concern. (Seepp. 45-47) '

. . _ AN
E. Meetings and Reports e 2

i

Throughout the semester, the Basic Skills instructors held regular meetings
at which they exchanged information on the progress and problems of the Basic
Skills students. . ) .

->

In addition, they frequently held meetings with the tutors to check thsjr
impressions and to inform the tutors of the next lessons.

Three meetings during the semester were held with the interna]'consu]tagts,

_as - group,- to gain further perspectjves.

Each month, the Basic Skills instructors met with fhe administrators and ‘
with CETA representatjves. The team's activities and plans as well as the -
students' progréss and difficulties were detailed in Progress Reports and -

again discussed at length.

The meetings and reports - though sometimes burdensome - helped to keep

the program in focus amidst a welter of daily lessons. -

1

F. Selection Process: -

In December and early January, the two CETA offices called prospects .
who matched the Basic Skills criteria. The students were asked if they would -

+ be interested in the ‘program. If they were, they were directed sto.the MCCC
. South Campus® to be interviewed by one of the Basic, Skills teachevs: -
B B L8 " F4 ¢

Candidates who had beep processed througli- the Mt. Clemens CETA office -
had already been tested for skills and apgitudés and had been some orientation
and motivation training in the officeé's ‘Assessment Center. - The tests included
these instruments:

-.

Nelson Denny Reading Test

C.0.A.T.S. Empldyability-Attitudes Test e ‘
Bennetts Mechanical Test o ~
- WRATS Test (Math) . : : S
Minnesota Paper Form Board Test . S . .
. M.0.1.S, Test I RS / ' ‘

43 - -
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This testing conferred much useful information, but it also added to
the Basic Skills teachers' worries about overtesting. i
Unlike the Mt. C]emens office, the Warren CETA office did no testing of
its own. Instead it contracted to #have the Nelson Denny test administered
to its clients by a private service. When candidates arrived at the Macomb
Campus, the Basic Skills teachers had already received their test scores.
A Basic Skills teacher would interview a candidate according to a prescribed
format. (See Appendix C, p.206 ). As well as he ¢ould, the instructor put
the candidate at ease. Then‘the instructor explained the purposes of the
program,- and the requirements of the program. The candidate was given a set
of course descr1pt1ons which the instructor further exp1a1ned (See Appendix
D, 'p. 207 ). " Thereafter, the instructor and candidate ‘together filled out a
"Counseling Record. "\ (See Appendix E, p.209 ). ~
When this process had” beén comp]eted the'-candidate was asked again ife*
he or she would still be interested in undertaking the program. Most were,
but' a few weren't. . . )

" jinstructors discusged the §5§s1b111t1es A few candidates appeared to be

‘ . ; ™
Afte? the cagzidates had been interviewed for the day, the Basic Skills

overqua11f1ed for.the program; a few appeared underqualified. Between
December 10 and Japuary 9, the instructors 1nterv1ewed thirty-six candidates
of whom twenty-five were se]ected ,

-~

The pakeup of the final group was something of a surprise to the teachers.
1t*¥ncluded many more women than had been ant1c1pated Seventeen of the
twenty-five students were women ' Lot N .

Another surpr1se was that the group included no black students. Only
two black candidates had been sent for interviews, and these had been
d1squa11f1ed because they already had jobs.

. \
The age range. was from nineteen to forty-e1ght However, the majority.
were 1ﬁ’the1r twenties. - R o
\l ¢ .A \ .
- o § -
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~

A11 had been employed, though a couple of the older women had held
only unskilled jobs years earlier. )

A common comment by the Instructors was that the candidates appeared ‘ .
to.be more promising than they had planned for. These initial impressions
sometimes underwent revision.

-

1

Most of the students had been out ‘of school for some time. They had

natural problems developing effective study h#its. Their problems with .
listening skills and attention_span are discussed in the Reading/Stud¥ Skills .
section. Such difficulties were predictable. ’ -

A common problem which the'jnstru‘ctors could not anticipate at the ‘\
beginning of the program was poor health. Three of the students were ‘
hospitalized during the course of the program. Three Suffered from cbmpli- e

cations of pregnancies. Two suffered from eye problems. Others had what
seemed to be genuine illnesses which interrupted their studies from a couple
of days to a couple of weeks. A possible inference could be that the students
hadn't learned basic skills earlier because of poor general health.

In addition, many of the students experienced the sorts‘of problem§pwhich
could be associated with a Tow economic statys - car breakdowns, family pres-
sures, and court appearances. ) :

The instructors sometimes” tried to spécu]ate whether the group was

classes because they had .learned so much more abeut the trouble of the basic
skills students. <07 ‘

H. Student Responses to -Canfield Learning Styles Inveﬁtotx

On the first day of class, the students were given the Canfield Learning
Styles. Inventory published by Humanies Media of Ann Arbor, Michigan. Their
responses indicate some furthgr‘c]ass characteristics.

1. The most striking characteristic of the class as & whole was the

) frequency of low self-expectancy. The “Expectancy Score" of the |
Inventory was registered on a scale from 1 to 5. A score of I would
imply the expeciancy of failure, and a score of 2 would imply an
expectancy of low achievement such as a D grade.

Out of the twenty-two students who were present to take the Inventory
almost half - ten - apparently expected to receive D's or E's. Four,
registered an “Expectancy" score of 25 and no fewer than six registered
,.oan “Expectancy® score of 1. - L .
A, total of ten predicted that their level of performance would be at
"an ayerage Q ‘satisfactory” level of C. Only two expected that their.
- performince-would achieve "an average or good™ B level; and gg_stident

expected td achieve.an “outstanding or superior level" of A. 1,
. . o . . \' ] - /
The cluster of scores at the bottom of the:"Expectancy" scale was one
of the mpst clearly dejinab]e sets of reactions to the Inventory. ‘
! , - ‘ . ' _ ' . )
4§) ’ !
" ¢ L 3 \



-33-‘

The conditions of learning which the students preferred also )
were indicated by some clearly recogn1zab1e, and rather surprising,
c]usters

Each item of this part of=zthe inventory'required the student to
number four choices. The “most preferred" choice would be numbered
4; the “second" would be numbered 3; the “third" would be numbered
2Z; and the “least preferred" would be numbered 1. However, the
Tnventory converted these judgments into a five-point scale with

5 indicating "most preferred" and 1 indicating “"least preferred "
A 3 would suggest that the students feelings were uncertain or.
divided.: -

Student'preferences for-conditions of learning were unexpected.

The instructors had surmised: that the students had not learned well
in their earlier schooling because they had dis]iked Authority.

To the instructors* surpr1se, the category which received a high
number of pos1t1ve rank1ngs (9) with no negative rankings was
"Author1ty (three 5's; $ix 4's; thirteen 3's; and no 2's or
1's). *“Authority" is given this definition by the Inventory:
“Desiring .classroom discipline and ma1ntenance of order; Having
informed and know]edgeab]e instructors.” No other category re-
ceived more than nine positive or negative rankings, and no other
pos1t1ve or negative jve rankings %ege1ved zZero,

The strong preference for, YAuttiority" must be coupled with a
distinct aversion to “Instructor®. The category of “Instructor"

was defined in this way. “Know1ng the instructor persona]ly,

having a muyual understanding; 1iking one another.” Nine

negative rankings were recorded for ‘this category. . This was the
highest number of any set of negative.rankings. (The totals were
two 5's{ three 4's; eight 3's; seven 2's; and two-1' s).

- When ‘the preference for "Author1ty“ and the averswon to "Instructor"
are combined, a certain picture emerges. ,A large part of the class preferred
a classroom run by 3 strong authority: f“gure who would know his job but

- who would not become personal. This picture suggests a conventional class-
room system. S

] 4
Nevertheless that 1nferenceauust he qualified. The only other set of
"responses which clustered as many as nine was the group of positive responses '

to “Goal Setting". “Goal Setting" is de fined in this wayz ' “Setting one s
own objectives; using feedback to modify'goals and procedures; making one's
own detisions, on obJect1Ves?“ (The totals in this category were four 5's;
five 4's; eleven 3's; two 2%s; and NO 1's.) Therefore the preferred picture
becomes that of an order]y classroom, run by a know]edgeable“,yt 1mpersona]

‘ 1nstructor. which permits the pursuit .of one's own goals.

N YL e

. A furtherqua]1f1cat1on might be made in 11ght of negat1ve student responses
to "Organization".. “Organization" was defined in these words: “Course work
logically and c]ear]y organized; meaningful assignments and sequence of -
Qactivities This category drew more negative responses (8) than any other
except "Instructor”. (The totals were two 5's; one 4; eleven 3's; six 2's;
and-two 1's.) Possib]y, the number of negat1ve responses was prompted by the

-

-
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students' inference that the organization would be someone else's. A pair

of choices which distinguishes "Qraanization" from "Goal Setting" would be .-

these: ‘ ‘ h . ‘
(Choose the "most helpful for improving your school experience".)

b

¢

a. There were more class outlines and clearer statements
about what the classes were all about.

b. There were more opportunities to think through my
capabilities and set goals for my performance. ..

parallelina the dislike of "oreanization® was a predisposition against
"Detail". The definition of "Detail” was “Specific information on assignments,
requirements, rules, etc:" Only three students made favorable. responses to
"Detail" whereas six made unfavorable responses. (One 5; two"4's; thirteen 3's;
five 2's; one 1.) The independent state of mind implied by ‘the’ preference for )
"hoal Setting" and aversion to “Oroanization" and “Detail" .seems to be dis-
tinguished further by reactions to “Competition* and "Indepéndence”. "
The instructors had surmised that the students ‘would dis¥ike “Competition:
Desiring comparison with others; needing to know how ane is.doing in relation
to others.” Yet “Competition" drew seven favorable responses!and only, three
unfavorable responses (two'5's; five 4's; twelve 3's; three 2's; and no 1's ) I
/ . - voa ’
Attitudes toward “Indqpendence" were more evenly divided. # Independence”
was "working alone and independently; deteimining one's own study plan; doing
things for oneself." Six favorable responses were- recorded: *Independence", but
- five negatives ones were likewise recorded (three 5's; three 4's; eleven
3's; five 2's; no 1's ) ) . < SR
L . s
A ‘category which the instructors thought the students would favor-.was

"peer: Working in student teams; good relations with others; having student
friends, etc." Yet the class was almost evenly divided fh regard to this
category. Six positive and seven negative resgonses were Tndicated‘ (gg

5's; six 4's; nine 3's; five 2's; and two 1's

The class preferénces for conditions could be 'ranked. in‘this order:.

0- , 4
o

3-

5~

7-

6.\,

9-

8-

Authority: =~ 9+
/Goal Setting: 9+
Competition: 7+
Independence: 6+
Peer: 6+
Detail: 3+
Instructor: 5+
Organization: 3+

W W WS B W B B v

The'ranking suggested preferences for these conditions:
A setting, stabilized by knowledgeable authorify, which /

permitted independent pursuit of personal goals but which :
did not necessitate personal interaction. r :

I
i +

Some strong cautions must be inserted before these preferenées are, -
accepted. The Canfie§d Inventory was given the first day of the* class before ‘

the students knew one another and their instructors. furthermére,,most of the
students had been out of school some years. roo 2

’ 47
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Soon after the semester had begun, most of the:class had arranged
‘ itself into informal cooperative peer gyfups; and eventually, a number
even called for more goal setting by thé® instfuctors. Nevertheless,

reactions to the conditions section of the inventory seemed enlightening
and they influenced some course pract1ces

3. Student preferences for course content was likewise surpr1s1ng con51der1ng
the high proportion of females in the class.

The preferencéE may be ranked in this order:

"Inanimate: Working with th1ngs, building, repairing, designing,
operating.” (9+ ; 2-)

"Numeric: work1ng with numbers and logic, comput1ng, so]v1ng
mathematical problems, etc."” (6+ 3 .4-)

“Peopfe: work1ng with peop]e, 1nterv1ew1ng, counseling; selling,
\ » helping.* (4+ ; 6-)

“Qualitative: Working with words,or language; writing, editing,
talking.* (3+ 5 9-) ~

More. than two-thirds of the class preferred working with th1ngs or.
’ . _ numbers. possibly because of their vocational interests. The aversion toward
working with language had obvious implications for the writing and reading
. classes although the students preferred reading as a mode of learning.

.

‘ ' 4. Student- preferences in regard to modes of learning appeared to contrad1ct
“thejr responses to prefe_enceg\qn regard to course content.

.

The preferences for moges of learning fo]]ow'this°order ';

: o "Read1ng JExam1n1ng é&e written word; reading texts, pamphléts, etc
. (6+ 5 3-) N | . .
T \\ ?Icon1c ) Viewingr illustrations, movies, s]ideé, pictures, graphs, etc."
<. (6% 55 ’ oo

[
° &

"Direct Exper1ence Hand11ng or perfoyming; shop 1aboratory, f1e1d trips,
S . practice exercises, etc (4+ ; 7-) .

L3

. * "Listening: Hear1ng information; Tectures, tapes, speeches , etc."
(3+ ; 6-) ,

Given -the preferences of course content an inference might be that -
¢ “Direct.Experience” would rank higher as a preferred mode; but, of course,
. Y. it did not. Add1t1ona]]y§ the-prefedence-for "Reading" as a mode was puzzling.

MY

. The downgrad1ng of “Listening” was no surprise in retrospect. A1l of the
instructors commented upon the students' troubles with 11sten1ng to; d1rect1ons

and- explanations. - .




I. Acceptance and Régistration - - ' "

The canditlates weré informed by mail whether they had been accepted or-
" - rejected. On January 16 the- project Counselor, Bart Fiumano, helped the
candidates through the registration process and gave them a brief orientation

to the college. .o
’7 . | ¢
‘ L, - .
J. First-Day Activities . . '

I'S
¥

The first-day activities had been with the recommendations of the external
consultants and other authorities in mind. The intention was to be welcoming
and supportive‘pnd.yet to create a clearly defined structure. s‘”

v . ‘ . . ) ' ° [ R

Activities followed this schedule: S

/

8:00-9:00 The class met with all four instructorszk Each instructor
introduced himsel¥to those students who had not met him and
explained the purpose and usefulness of his class.

'9:00-10:00 The Canfield Learning Styles-Inventory was explained and
- e ‘administered. o S

10:00-11:00 The students were asked to introduce.themselves to one another.
- Each student was asked to interview one other student. Then

each-student gave an interview to a third student. The inter-

. viewers were asked to take notes for¥ a paragraph to be written

later. . , ‘
. LN N

11:00-12:00 The students were taken on a tour of the Programmed Learning .
Center, the Computer Terminal room, the 1ibrary and the Student- ' |
Community Center. From the Student-Community Center, the )
students could view the layout of the campus. .

~—

12:00+12:30 Lunch

12:30-2:00 A business meetinlg was held. The students were given copi%s‘
of the Attendance Policy, the Promptness Policy, and the
Assignments policies. (See Appendix F, pp. 210-211). These

- policiés were discussed with the students. The students then .

signed a form which noted that they had read the policies and
had ynderstood them. Thereafter, textbooks and supplies were
distributed to the students-and they were assisted with the

, forms rioting that they had received those items.

g’ o

2:00-3:09) The_studénts were asked to write the Qaragraphs based on the
notes of their interwiews with other students. V

3:00-4:00 A guest speaker was Introduced. He was Mr. .Leonard J. Rinke,
a Divisfonal Manager of the Fisker:Body Division, General . .
Motors. - Mr. Rinke told the students of the usefulness of
basic skills in business and)hoﬁ he had To struggle .to acquire
those skills in order to get

~

ahead. , ‘
The students questioned Mr. Rinke and then questioned the
jnstructors, about the college and the program. )

q‘.. . 43~
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The students seemd to share thg first- day activities in good spirits,
but three of them had missed it. Ope had reported that she would not be
undertak1ng the program because of ransportat1on prob]ems . '

) ' when contacted by the Counse]or, two others reported that they were -
" 1§11t These two joined the program within a week.

\ ) | :

‘K. Further Testing

-

On the second day, a Tuesday,’ the students were given two=mor$ diagnostic

N4

tests.
—rt

Rate, Comprehensiofi, and Skimming-Scanning Test.

atics class,

In the Reading/Study Skills- class, they received the Mga‘w-m‘-ﬂ Reading

they received the Mathematics Attitudes Scales test.

In the Ma

On Thursday, the Counse11ng class administered the Nowicki-Strickland
p : "Focus_of Control Scale." After all the testing they had been, g1v n, the.
. students d1d appear to be reach1ng the 11m1t9 of their to]erance
¢ On the fo]]ow1ng Monday, the Eng11sh instructor felt ob]zgated to rem1nd
- the students of the usefulness of the testing to them and to the program. He
) /then adm1n1stered the Written Eng11sh Express1on test:. . d

A} . -
5 N

. o /;;éfﬁﬂ” Tﬁe test1n9 program, therefore, seemed onerous to the students but
o

> @ s

ecessary fgr the sage of obJec¢1ve data

¥ ‘( I - - A _‘:
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. The week]y schedu]e “fo1 towed this pattern . . | N
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‘ . .. 7. BASIC SKILLS"PROJECT

(% \»‘"‘"
) WEEKLY SCHEQULE- - N
, = .
. - TABLE 2
o ' B
TIME "T |+ MONDAY TUESDAY WEDNESDAY ~_ THURSDAY FRIDAY SATURDAY
L L= i
" 8:@5 a.m., RDG 292 * RDG 292 RDG 292 RDG 292
) : J-229 J-229 J-229 | J-229
llf > ¢ - l
— : , |
9:0 a.m. | **RDG LAB RDG LAB RDG LAB ) S.S.R. . ' . ;
J-229 - J-229 J-229 | (Sustained Sflent Reading)
’ or PLC - ar PLC 4 orpLC - | N
. . . . b ! |
T — . , — ' ?
10:00 am. | MTH 292 " MTH 292 . M9z & T 292 '
S B 7. b J=229 , ¢ J-229 o229 : !
- e ; Co ~ . . i
S DN | N Lo~ ! '
11:00 a.m. ! +*MTH LAD |  MTH LAB ' MTH LAB | MTH LAB | | .
Lo J-229 o J-229 'l J-29” e J-229 v !
\ .. orPLC T { . orPLC © o, or PAC ‘ cr PLC ., | ~
> N : . o, i : ! -
T 3 X r‘\\— 0 ) !. ‘V '
12:00 p.m.. .  LUNCH l_& LUNCH - | LUNCH | LUNCH | i /
' ‘ I ¥ " \T
2:30 p.m. - ENG 292 - ENG 292 . ENG 292 . ENG 292 |
\ Lo J-229° , J-229 - J-229 , J-229 | |
L B P - :
R 1 T T = 1 :
1:30 p.m. ' **ENG LAB | 1TC <292 ENG LAB . ENG LAB
Too-e L it =229 R.&T Bldg. J-229 J-229
"4 T or PLC ' runs to 4:30° | or PLC or PLC_ . '
: ' ! T 1 \ runs to 3:30 '
N ] o E 1 : ﬁ‘x" .
2:30 p.m.~ ! **COUN 292 : - ! *COUN 292 Jdo \ |
4:00 p.m, ] J-229 l_ J-229 . SN ("
T, Lt . >
-~ - ; ’
\ o1 - . . .

" .
.
«
». <
. . .
. .
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The 1ab periods offered the instructo;s the advantage of flexibility,
and the students did not make many criticisms of the way the week was
organized. (See the student evaluation, p.42 ). {

. . "
Nevertheless, as the tutars commented (p. 45 ), the three-hour English
period'which ended the week sometimes séemeq too long to be completely

effective. ) , X
‘)»

4

M. Problem Areas . - ¢’

As the semester began, and throughout its length, the majority of the
students appeared to be hardworking, cooperativee and-optimistic. These
essential points must be emphasized, for the next series of points will

»

concern problem areas. . .

(1) The "tightly knit" sabortive atmosphere of the single ‘classroom
seemed to have some‘EThseg and some minuses. The students soon
developed soipe strong sub groups. They did not change the original .
accidental seating pattern of the first day for several weeks.

In part, this pattern seemed helpful. They gave one another emo-~-
tional support and they gave one another permissible help in their:
lab periods. ) ¢

On the other hand, the sub-groups oécasipnd]]y generated petty
jealousies and hostilities. The instructors and tutors sometimes
speculated that thg classroom situation had generated juvenile
behavior which would not have occurred under less intensely
personal conditions. . ‘

A couple of examples will suffice, On one occasion, an instructor
entered the classroom to find that the students were having a ",
paper wad fight. On another occasien; @ young woman of one Ssub-
group developed an animus toward a young man of another sub-group.
~She inserted a needle in the cushion of a chair where she expected
him to sit. During a lab period, the chairs became switched :
around, and she sat on her own needle. Her mortification was ;uch\

that she departed for the day.

- Incidents like these could be glossed over. But a few mpré serious
happenings as well as occasignal outbursts and flare-ups were
distratting. Such behavior.woild not be 1ikely if the ‘students'

were in‘a conventional remedial class. d

Y

Tardiness sometimes became another problem. The students were L
seldom late at the beginning of the day. But without constant '
prodding by, the Writing instructor, some would develop habits of
tardiness after the h&lf-hour }gnch break. Docking the late- -
comers fifteen minutes of pay fbr tardiness had some effect, but

the effect was not absolute. . )

I3
- ° SN
Absences beeame a serious concern. Most often, students would

call in to report why they had missed classes: In many cases; the
redsons were health problems. ,

— .
D (%4




Yet by the fifth week, chronic absentees were ed to a
spec1a1 meeting and given a collective .warning. Respite
warnings, absences increased after the seméSter break. The
April 22 Progress Report.noted that fourteen .of ‘the twerty-
one remaining students had missed at: least once-during the
preceding two weeks. Eventually, one of the students had: to
be dropped for excessive absences.

' Vel ’
"The instructors concluded that they should have adhered. to
their own absence policy in a.mdre severe fashion.

(4) Drog occurred -sometimes by accident somet1mes, probab]y,
because of. excessive absences. , . .

[y

Onk of'the rigina] twenty-five dropped before the<program -

began. Tha reason she gave was a transportation difficulty.

. ° - - . ' ' \ \
Two more dropped during the- first six weeks. One had moved
out of the Macomb CETA district and had, therefore, become
ineligible for the program. One said that she- could not
find anyone to care for her young children.

. Yet as late as April, within five weeks of" the semester ending,
the program still had retained twenty-one- out\of the twenty-
four who had began cﬂasses

In the last weeks, one was dropped for excessive absences.

: Another dropped following a couple of weeks in - hospital
with a back problem. One other student drbpped? told
the Counselor, because he felt guilty about not looking for
a job. A final student dropped w1th1n the last two weeks
w1thout @1V1ng a reason. . . 2ﬁ

A

.Desp1te the drops, the retention rate for the program was
* significantly higher than it°'was for. the teacher's other
developmental classes. This point is demonstrated by the
program evaluations. (See.p. 47) .

(5) Semester Break and Human Potential Workshop.
A possible decltne of productive behavior may have been a
consequence of a long break in the academic c]asses The
Spring break occurred from March 12 to March-23.  The break
was followed by the Human Potential workshop léd by couhselors
from March 23 to March 26. ol

The .students thus had no writing clasges from March 12 0, s

March 26. And.they had no Math and Reading/Study Skills. .
classes from March 12 to March 30. , 2, .o

/ Most of the students thought that the Human Potential Workshop
‘had helped them. Yet"the Workshop might have been-undertaken
at a better place in the semester. The 'tutors, whose sympathe-
tic judgment was invaluable, conS1dere? the two week break
“disastfous." (See the tutors' eva]ua ions, page 46 )

¢
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N. Conciuding Activities : L . R

*

As the semes;gr neared its conclusion, some Qdeents became” Jincreasingly
anxious -about’ their s&lection of their next courses and about their choice
of vocational.paths. The description of how the students were guided to’
selection\of programs and courses is presented in the discussion of the. .

. Counseiing ourse, : . -

Y

f" 0'

Another jmportant cont]uding‘%ctivity was the administration of post-
tests and student <evaluations, Again, the instructors had misgivings about
“giving the students too many tests and questionnaires in too brief a period
of time. But the instructors could .find no other time than the last week
for these final neceSSities

..

0

Student Evaluations of the Program_Design and Sequence o

The team sperit. some wéeks formu]ating an’ instrument for student evaluation
of the program components The instrument obliged the student to note whether
they wStrongly Agreed” (SA), “Agreed" (A), “Disagreed” (D) or “Strongly
Disagreed” ?SD)'NTth statements about the design elements which were to be
evaluated. . , 1

The range d? four chOices fo]iowed the aﬂV;Ee of .external consultant, ,
. Di*. John Roueche, t0 force the students into some degree of approval or dis-
éﬁprovai Student evaluations of the program s classes are presented at thé
end of the discussion of the classes. ~The evaluations of the ovepall design

“

and sequence of the program are présented here. : '

(1) The single classroom-in which-most of the program was conducted
did not seem to_ create problems for mdst -students though responses
to the last item (5)- indicates that it cou]d eventually become
confining. The general approval of the one setting came
as a mild surprise to the instructors. ~ ' -

. - TABLE 3 ‘
Evaluation of Classroom ' ' o \

=~ ' ' SA A ) D SD

. A, The classroom used for {nstructfon in J ] -
> ‘- reading, mathematics and composition.... l .
. - 1. was comfortable. ) 15 |8 2 1
. . o
2.',pemitted discussions among students. { 7 |10 . i o ‘ o
“* 3, made dt possible for instructors and | ® | 8 P Y ..
. tutok\to .provide over-the-shoulder - . s -~
© help t§ $tudents. < N “
4. was too crowded. - 1 4 91 3]. Lo ,
/ ' - . : ' AN
5. became confining after a while, 5, 7 3 2
) . Y o,
* AS \ -
7 . %
» B , ~ .
- 2— — 1 e [
a/ LI r > ° -
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At the bottom of the questionnaire, the students were asked .

to add any further comments they might cdre to make. Two
students commented that they would have preferred to change
rooms from class to class. '

-(2) Evaluations of the plan for an instructional day were .

puzzling. Responses to 1 and 3 suggest .general approval.
.But 2 suggests that the students would have wanted study
time in addition to the lab periods. - .

. TABLE 4
Evaluation of Instructional Day
- R

~ .

L.

B, The instructional day for the Basic Skills
Program....

. 1._was about the right lenqth of time, 4 1 1

2. should have included a Study period § 9 2
during which fnstructors and tutors
would have been available to help students
. Who needed help.

[

L]

3. included snough time for each course in 4 10 L3 o

the program.

)

“No ‘students added comments about the plan of the
instructional day. A .

(3) The next set of items contained responses of considerable
interest to the Basic Skills Administrators and teachers.

A gquestion¢from the beginning had been whether an entire
semester would be too long for a pre-vocational program.
The responses to (1) indicate that most students did not
consider a semester too long.  Another important' question
was whether basic skills should accompany or precede.
vocational training. Responses to 2 and 3 suggest hat

~  the students would not have wanted to begin an entir

"w but that most of them would have 1iked some vocational .
courses to-accompany the basic skills courses.

? . TABLE 5 :
Evaluation of Course Length

: .Y . .
If it §576ffered in future semesters, the: SA___A D SD
Basic Skills Program.... ’ - .

program without classes of reading, writing, and math \\\\\

1. shauld be offered as a semester 8 47 1]t
program (35 weeks?.

" 2. should b; offered before the students, ho 7 1 o ‘ol *.
enter’ a technical training program. e
L)

\
3. should be offered along with
9 *.some technical courses where >
students can practice the skills
they are learning. . ... _

<\ c ‘ '.5.(1

hd /‘; ) » 1




<

" <+ "No students added remarks about the tutors. -

E4

* e

»
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No students added comments about the semester length or
" .about adding technical courses to the program.

The role of the tutors was generally appreciated by .the
students. The responses to (3) in the set below indicate.
only that the instructors ‘usually kept charge of the
grade records. ) . : )

A}

N

TABLE 6 d

Evaluation of Tutors

¢

D. The Tutors.... ' -

——

Having tutors made ft possible for ....
. x ;
1. me to have my questions answered
quickly, "

2. me to quickly find out what my
errors were when ! mfsunderstood
something,

.3, me to quickly fing cut how | was
progressing through the tessons:

4. me'to §et the indfvidual help |
_needed.

5. the teacher to do'd'if!ferent. things
© with different peopile.

N N
A3
- N .
. , o

4

(5) The students* pverall judgement of the program was highly
favorable. "One student did not respond to (2) poss#bly
" because of an oversight. o _

' . TABLE 7.
. Overall Judgement
\ * .

. V. OVERALL JUDGEMENT

“ ~

-

«

Overall, I am ..... : 8A

more confident sbout my cbances, of 13

- successfully ocompleting a job training
program as s result of my participation
in the Basic Skills Program,

3

glad I participated in the Basic' .
Skills Program. N 14

\

L)

Eight students added comments indfcating satisfaction for
Aaving been a participant in the program. Thirteen students
added comments in praise of .the program b

L3
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P. Student Comments on thw Basic Skills Program in Interviews for the

Final Paper . N ™S

As a final assignmentzin the Writing class, the students ware given
d]rect1on to interview other students. If possible, each student was to
_Jinterview the same other student whom he or she had interviewed the f1rst

day of the class. .

The intervjew was to elicit responses. to these questions: s

(1) What do yoy think you have gotten out of the Basic Skills Program? .

(2) Nhat more do you think you could have gotten out oflfﬁe'Program

"The interviewer was to mote the responses and organize tnem inio p ra-
graphs ‘for the f1na1 piece of writing. .

Eleven students volunteered direct comments on changes in ‘their feelings
about themselves and their schoolwdrk. This kind of response had not been
suggested by tHe discussion of the assignment. When giving the assignment,

- the writing instructor had directed the students" attention toward what they
had gained from their lessopns. One of the functions of the final paper was’
to suggest to the instructors ways of improving the des1gns of future courses.

Neverthe]ess, the students apparently perce1ved persona] changes, to be
.at least as impoytant as the gains they had made in read1ng, writing and
‘math. A rihge~p; quotes has been listed.

» {"What do you think you have gotten out of the Basic Skills Program?")
1. "In geaera] he feels he has learned something through

the four month’ program; in how to commun1cate and relate
to.other students in the same situation.!

2. "(She) has met alot.gF new peop%She h&\ade some fr1ends cT

that she hopes to b ab]e to ke ter the program is ovér.

"(Now Shel is not a ra1d to ta1k to the teacher to get heﬁp

on things." . ¢

i. “She needed th1s program to help her so she cou]d be compet1t1ve
in college classes and to project a more knowledgeable 1mpress1on
on fellow peers and teachers. ...
Due to the confidence she experienced in herself by taking
part in and succeeding in this program, she has become enero1zed
and motivated. ..." . . o ——

-

w

5. “These classes gave (her) a complete new outlook for the future.”

‘ 6. “Basic Skills have given (her) a better outlook on the future,
with a better prospectiVe of the job market."

‘ 7. "(He) also has a bﬁtter attitude toward school. His motivation
is better, too. e knows what goal' that he has got to go for
ih‘]ife.“ ’

[t )] H

13
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o - tutor “disagreed! and one tutor “strongly disagreed" that some

1

. -45_

8. ." she‘ha_»ga1ned a strong sense of respons1b111ty from the

Bas1c Skills Program.* o i ) L yi
9. .(he) is ‘back in. the sw1ng of things. He has got out of .
' be1ng lazy and"back into the routine of gett1ng up in the . B
- morning and he 1s more. respons1b1e " o

("what more do you th1nk you could have gotten out ‘of the Program7") /

Two students ment1oned that they would have preferred a larger roop.
The same two students would have preferred to change rooms for every class.

One student said that she wou]d have 11ked to visit reguTar to]]ege
c]asses in the techn1qa1 program she *hopes to fo]]ow

One, ‘student said that the Tunch hour cou]d'have been ]onger

Q: Tutors' Evaﬁuations and Conments on the Program

Some’apprehension was'expressed'that the students' evaluations.may have
been co]ored by end-of-semester sentiments T :

. The tutors were encouraged to make their own judgments from the vantage
of their experience. Their evaluations and coments were candid but somewhat
less positive than the.students* had been. The tutors reached a consensus on
most points and noted any,varfations of opinion.
1. They "agreed" that the classroom was comfortable but ,added the comment
“too much §0." The tutors “agreed" that the room perm1tted discussions
-~ and again commented “tod\nuch 'so" and added that the room "allowed
too much socializing." The tutors also “agreed" that the room
was too crowded and conf1n1ng n
2. The tutors “strongly -disagreed" that the instructional day was “the
r1ght length of.tdme" “adding the remark "prob]ems with attention
span.”, They “strongly agreed" that the day included enough
time for each course. The tutors added the suggestion, "there
should have been an hour set aside during which students could
"do catch-up work, make' up tests, or get extra help.*

3. -In regard to the semester plan, the tutors made this suggestion:
v .“There shoutd have'been two e1ght-week mini-semesters with
-~ 1nstructors permission to continue.” Nevertheless, the tutors
. "agreed" that the program should be offered before the students
entered a technical tra1n1ng program On the other hand, one

technical courses sholild accompany the program.. In addition
to theik responses to the questiqnnaires,the tutors wrote a
summary 'of what they judged-to bej the programs' strengths and
weaknesses. They then added theifr recommendations.

. ¢ ‘ . b
Tutors’ evaluations of strengths

1. 0verwhe1m1ng opportunity for students to master basic sk11]s

in read1ng, math, and wr1t1ng .
‘ ' /

.4
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2. Tremendous teacher preparatlon effort pat1ence, and
encouragement .

3. Constant effort to restore and to boost students' academic )
cqgnfidence and self-image. “Nothing.succeeds like success."

a. Initial pace was not ‘overwhelming.

b. 'Topics'were repeated and reJexplained

~ c. Students were encouraged to learn from their mistakes.

"Mistakes are a’ part of learning." < /’A\

o ~

d. Some opportunity’was given for the students to uork at their
' own pace. , . p

e. Pre-tests and re- tests took some of the pressure off ‘
4. Informality within a structured 1earn1ng environment.

5. Students were encouraged to help each other.

Tutors' Evaluat%ons:of'difffculties” . S
1. Non-classroom setting. ‘ I '
“ a. easy chairs . QA_ ) ’
b. eating and ‘drinking during class
N

C. smoking during'tests in PLC ?oom
d. profanity and sarcast1c Tanguage -

"1. Linda did not see thlsaas a problem, Frank felt that the
matter should have begn raised with the students.

[

2, Same "c]assrbom" all day R
o . < -
3. Lateness to class Aot

<

a. seta 11m1t and then g1ve a penalty of 1 hr loss of bay
4. Two=hour wrltfng 1ab was d1ff3cu1t as the final ¢lass of the week.

5. Absences may not - have been handled un1form1y

6. Many behavioral patterns that gave some of,the students trouble in

high school were allowed to continue.

a. Some were reinforced by the students themselves.

~J

“Two- week semester break (1 week of vacatlon and 1 week of the Human
Potential Workshop) was disastrous for $ome of the students; they
. never recovered from jt. .

0‘ o -+

60. .
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R. Compar1son of Success Rates of Basic Skills and Devél;pmenta] Classg;, - -

Tutors Cmmments and Suggest1ons

-

There were two benef1c1a1 changes that took place after the mid- >
semester break: deadlines on°writing assignments and time limits for
pleting math units. Some of the difficulties may have resulted from~ ...
#3 under "Strengths." While some of the difficulties suggest inherent - :
‘remedies,. there are several additional strategies that may be helpful:

1. Have the Human Potentia1.Norgéhop at the end,of the program, Co.
{ .

2. Rotate the class schedule each week.

Cea
‘v

3. Eliminate some of the part1c1pants at m1d semester. * ' "..i .
4. Have some counseling and group d1scuss1ons at the’ beq1nn1ng , e
"of the program on-high school academic and behav1ora1 prob]ems ;
' ] L ' . .

7\

{ &"

In order to compare the success rate’ of the Bas1c kills Program tomthose
of .reqular remedial classes, math instructor, Jerry Brantley develgped a set .
of tables and statistics. Thé tables relate the-numbers of "successful",
completions of the Basic Skills Program tg those of Morton's deve]opmenta1
English 005 classes, Smarr's developmentalNReading 005 classes, and Brantley's .
deve]opmenta] Math 005 classes which were taught in the same semester. "Sutcess“ 0
is defined as comp]et1on of a course with a pass1ng grade of U or_better. L

— ) . ) “’ . ' Cy . . .-.

' _— S. 5 Total: <{‘ e
ENGLISH 005 - 28/ 20 48 ' ) . o
BASIC SKILLS WRITING W 6 26 - - X2= (28 (6) - 207(18)2 72

" TOTAL 3 =86 26 .72 46% 26 + 48 - 24 ,
‘ . , R " 1.‘9264 ' ¢
3 : S S  Total : 2.
READING 005 15 10 25 X2 = (15 (6) - 10 (18) )¢ 49
BASIC SKILLS READING/STUDY 18 6 24 .33+16+20 + 2%
TOTAL' — 33, 16 49
c . = 1.2528

S S Total

MATH 005 ' 73 13 36 X2 = (23 (6) - 13 (18) )2 60
BASIC SKILLS MATH 18 6 24 41-19-36- 24
TOTAL 31 19 60

.8215

N1.9264 + NT.2528 + N\.8215 ‘ : -
- J 3 = 1.97 i

The figures demonstrate that the Basic Skills students succeeded at a significantly

higher rate/than did the regular developmental classes. The odds that the

difference could have occurred by chance are only one in twenty. ._”t( )

*




.. Summary R K & e . ' _'_.

>

1. A semester-long pré-vocationa] program for CETA studént;“'
* was planned: - ;

N .

2. One questioﬁ off the design was whether a class-sized program = -

. _ . should be developed to sérvg.only CETA students. The higher

success rate of the Basic Ski11s Program in relation to regula
developmental progfams suggested that it cou]d\gs. :

" 3. Another question of the design was whether a semester was too

long for a pre-vocational program. Student evaluations indi-
cated that it was not too long. The judgments of the.tutor
disagreed. :

% The students followed a seven-toceight hour-per-day, Monday-
through-Thursday, thirty-hour weekly schedule.

5. A question of-the weekly schedule was whether it was too long
and intense. Student-evaluations suggestkd not; the’ tutors
evalyations disagregg. '

6. °A single classroom conveniently opp5§ite‘the Brograimed
Learning Center was selected fgr the Rrogram.

a

7. A qUestion:was whether the ergram should be based in 3-
single room. The student evaluations suggested few problems.
The tutors' judgments disagreed.

8. The classroom, though convenient in some respects, could
ot be fully adapted to master?igearning techniques.

9. The tutors were essential to individualized instruction.

-

. 10.¢Preqaent meetings of the—instructors, administrators, tutors,

consultants, and CETA representatives helped define the
_progress of the Program. ,’ ~

11. The criteria for selection of students jere cavafully

. defined. A central criterion was achievement of, the 7th-
9th grade level on the total score of the Nelson- Denny
reading test.

lé.'The selection of Students from CETA candidates followed a
defined procedure.

13" The characteristics of those chosen for the Program differed
from expectations in that bhere were, (a) more women, (b) no
- Black students, and (c) more health problems. '

- 14. Student responses to the Canfield Learning Styles Inventory

jndicated these characteristics:

(a) Almost half the students had a low expectancy of success.

N . ) i 82 \

-,
-
. < .

-~

i

e

3




-

-49-

(8) A general preference for a setting, stabilized by a -
knowledgeable authority, which permitted independent -
pursuit of. personal goals but which did not necessitate

- personal interaction. ) ' L .

(c) A preference to working with_things or numbers rather
. than with people or language. :

(d) A preference for learning by reading or viewing rather °
-_than by direct experience or listening. B

<

15. The fifgt-day activities were planned to provide a structured
( yet supportive environment, ‘ ' .

16> The testing program ran the'risk of overtesting.

17." The “tightly knit" atmosphere of the classroom seemed to
-encourage some mutual support and some juvenile behavior.

18. Most students progressed in an earnest and cooperative mﬁqner:

19. Tardipess aﬁd‘absences~sometimes became problems during the
semester. ’ . - . :

20. As late as April, 'only three students had dropped the program,
but three more dropped in the final weeks. ’

21. The two-week interruption caused by the Spring break and
Human Potepfia] Workshop .may have demoralized some students. -’

77. The tutors judged that-the program could be 'improved by (a)
design changes and (b) enforcement of student-like habits and

demeanor,

23. According to statistical evidence, the Basic Skills classes
achieved significantly higher success rates than regular
developmental classes taught by the same instructors in
the same semester. S

L
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V. ' REVIEW OF RELEVANT RESEAREH OF BRACTICES - COLLEGE READING /STUDY smss

) . .

. ’ m~ “
~ During thé'pas.t few decades, cgmrriunity college, éollegg’, and university
* campuses across the Upited States have been the scene of rapid growth of reading/
study programs and/or courses. In fact, Smith, Enright, and Devirian (1975) found
in a nationwide survey that 61% of the respondents were running some sort of study
skills program. Along with this growth, ‘there has occurred the development of a
: body of research related to college-adult reading, - Two eéxtensive reviews of recent
research in the.ﬂeld-qu%{gxist: Blanton _and Smith (1975) provide a review of the re-
search reported in over 300 journals,- in/ Dissertation Abstracts, and in Research in
Education for” the period of May, 1973, through May, 1974; and Summers, Forester,
and Jeroski (1978) review reports of research published in the literature for the period
June, 1974, through May, 1976... Furthermore, a, critical review of current programs

of reading/study skills instruction ‘at’ tyo-year cfleg'é&ivaé presented by Mione (1977),

Additiopal useful reports of research dx,f.“:;_collegﬁ and adult reading can be found in the
Annual, Summary of Ynvestigations Relatifg to Rédding published by the International

.. . TReading Association ‘and in the ERIC_SYSTEM (fr which'a guide to search procedures
4 can.be found in Basile and otherg, 1975). - : : -
. s, - . : -
\ . i o o -f... p!; 9 ~ ¢ . LN
A. Questionable Value of Research “Répoxts for Developing Model Program

9

However, Sanders (1979; has ‘found that much diversity characterizes the methods
materials, content, and fperational practices of college’.réading/study programs. Ip ‘
_an attempt to discover (1) whether or not these programs do make any difference and
(2) what contept and operational factors may have contributed to the difference, she
_studied nearly 700 research reports written between 1960 - 1977. Of these she found
. that only 28 studies described their data in useable stdtistical form, i.e., by relating
the mean gains betwéen treatment and comparison groups. -Her meta-analysis of these
' stgdies indicated that college reading/study programs can and do have statistically: -
significant overall beneficial effects in developing students' reading rate, comprehension,
vocabulary, study' habits, and grade point average. However, most importantly, hs_ did
Blanton and Smith (1975) before her, Sanders (1979) concluded that httempting .to use
_ 'research reports in order to create a model colléfff reading/study program is not
currently .possible since there exists a serious deficiency in reporting and describing the
' . program content and operational factors which influenced the gains. Development of a
rlodel college reading program therefore still remains somewhat conjectural. ‘

B.  Tentative Guidelines for Developing Effective College Reading/Study Skill Programs
\

Fairbanks (1973), from her study of the relationship of specified features of
repdrted programs to the effect of those programs” on academic achievement, developed
six guidelines for program developers. Sanders (1979) found that three of the‘se guide-
lines were supported by her investigation and by her broad review of programs. In

y . L ' Y ‘
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addition to these three, Sanders (1979) offered fifteen spe::ific recomme;datiofls: -five
for Remedial/Corrective Reading Programs, four for. Academic Support Programs, and ,
six for Developmental Reading Programs. Other studies also suppdrtéd the contention

. that certain reading program features affedt chan\ges in GPA: , Turner and others (1974),

—Burgess and others (1976), and Haburton (1977). And Mione (1977), after critically re-
. .viewing three main program orientations and four other orientations found among two-*
year college programs, proposed five guidelines for the improvement of community college
_reading/study skill programs.  -° \ ( . .
: . ‘ .

In order to present these features and/or recommendations in an organized manner,
the remainder of this review of the-literature will include them as they and the findings
of( other researchers and experts are related to the following broad conceptual framework:

\ VA _ | ]
, Diagnosis . . . .
‘ Program Design T ' . / .
' Program Content ~ )
Instructional Methodology

~

1. - Guidelines Related tf)dPlacexthnt/Diaggosis ¢
K T .

( . One important feature of successful programs discovered by Fairbanks (1973) and
" verified by Sanders (1979) was that these programs involved students”in the diagnosis of
. their reading difficulties and made them awate of the means by which they could correct
their problems. The fact that careful diagnostic testing is especially mecessary for poor
readers was the conclusion reached by West and Lagotic (1979) inasmuch as-thesé authors
. found that poor readers, unlike capable reac;ers, did not perceive accurately the nature of
their reading difficulties. 2 )

(a) glacement

- Roueche and Snow (1977) reported that successful reinedial programs generally

' included "more tests" than did unsuccessful programs and that while senior colleges

ranked the SAT as their favorite diagrpstic/placement instrument, community col*

_ leges relied very commonly-on the Nelson Denny Reading Test.” . These atgo'rs

, citefl the following as tiother tests" used by both types of institwtions: McGraw-Hill
California Achievement Test, Diagnostic Reading Test, Iowa Test of Basic Skills,
ACT, and Stanford Achievement Test. The Brown-Holtzinan Survey of Study Habits
and Attitudes was the only study skills theasure cited by these authors. Other study
-skills tests mentioned in the literature were'the Study Skills Survey and the Survey °
"of Reading/Study Efficiency. - R

However, ‘Wate{s‘ (1980) sum axl'ized the current critical opinion of reading
. experts on the use_ of standardized tests: . ’
~ . , - '
The comiplexity of the reading process makes reading experts
loath to depend exclusively on the {cores of a reading test to
determine level of ability. Yet it geems to be the .only way
A to survey the skills of large gropfs of incoming students. ¢
‘ ) Those who use those scores muft be aware of their limitations.

’
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. The results of a standardized survey test indicate only t -
how the group tested behaves in a particular kind of reading )
situation when compared with the norms specified by the T ‘
testers. Test scores do not tell us t8o much about how, a

. student’will perform in specific college reading situations. \
- c s 0 '

Newman (1980) added several other cau@ns about the use of standardized
tests- that they often yield inaccurate individual scores; that they are valid as post-
tests only if the test measures what has been taught; that even as a group measure,
the test data ¥pay be inaccurate for evaluation if there are socio—cultural, educational,
or age differences between the norming group and the testing group. -

And Pyrczak (1975) reported the results of a number of studies which re- .

vealéd that a substantial ‘number of questions in standardized reading tests lack passage
depenaency . Thus, a student may have a betler than chance oppor{ynity to answer such .

. items correctly w1thout having to read the passages on which those items were ‘supposed-

ly based.

Most importa.ntly, Tillman (1977) offered empirical comparisons among three
w1de1y used standardized tests at the college level: the Nelson-Demny Reading Test * .
(N-DRT), the Diagnostic Reading Test (DRT), and the McGraw-Hill Basic Skills System
Reading Test (MGHRT). The author did not offer a wholesale recommendation of any
of the tests; instead he pointed out the weaknesses in reliability, validity, and in read-
ability for each test. " Nevertheless, he judged that the MGHRT's "substantial
relationship with achievement and general ability is evidence that the author has been
able to construct a speciﬁc and valid measure of reading ability" and ‘that_the MGHRT's . :
techniqué of systematically increasing the difficulty of.its comprehension passages
"appears to be motivationally sound and fairest to slow examinees," in spite of the fact
that readability measures indicate the '"DRT is low, the MGHRT high, and the N-DRT -
approxxmately midway " -And he concluded by stating, '"Indications are that the tests
can be useful in prediction, one of- théir basic purposes."

However, Farr (1968) concluded after a careful analysis of several tests,
that the rate sub-test of the Nelson-Denny Reading Test-should not be used at all. e

Newman (1980) cited two available pubhca.tions that can be helpful in choosing
standdtdized tests for jghe adult basic reader:” Carsetti's Literacy: Problems and
Solutions (1975) and ‘Tests for Adult Basic Education Teachers by Vonderharr and

others (1975) ) B
‘ . Of course, oncethe appropriate standardized instrument has been adminis-
-tered, placement follows. . -~ |
. ’ ¥
et TN
5
‘ . ! ~ -
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\ Waters (1980) included the following table as a guide to placement in a college
. program \ . ‘ . . (
‘ ' j ’ !/ v’ «
et e s
\ Initial Placement in Collssﬂl’r@ms. ‘ :
pi . . : - i _— P
\' s = . FReading Text e .
. < Cutoff Student Charactrristics ‘
. Leve % Points and Skills Needed College Program

Recomménded Advanced

Ay L}

P
Mandated Intermediate
ancaes

50th percentile down 8 25th
or 35th percentile
1 v

-

4

25th or 85th
percentile. down
~  to10th or 15tk

Has all basic skills. Needs
confidence {or ﬂcxibnlily of

.rate. Ready for college

materials Necds
soplusticated study skills.

Needs vocabulary help Finds

college matenial difficult.
needs pattern prctices Not

R

Same take remedial writing.
others freshman
c.omposmon twelve academnc
c.rcch

Som'stakc remedial wriing,
othets freshman composition
Some take remedial math. six

percentile ready for speed. . to mine credits.
£ N hY
Basic 10thor 15th percentile arrd Poor decoding skills. Most take basic remedial
. below tack of vocabulary. writing. noncredit math. no
b poor knowledge - more than six academie -
of affixes and credits’ ..
ks ” roots Poor romprehcnslmof
- high school-level matern:
' ‘ As suggested by Sanders (1979) diagnosis of specific .reading difficulties followed
‘. ' by prescriptive teaching must then océur if the program is to be successful. \
v F l 3 . ‘ ¥ '
N ‘g LT
(b) Dlg.gnosis of ‘Basic Students - .

For the Baslc student especially those. that fall below the 10th percentile as °
identified in the foregoing table, Waters (1980) recommended the support services of
a clinic which offers the specialized diagnostic tests that assess perceptual acuity and
screening tests that provide,a highty specific profile of the student's reading problems.
The following instruments were recommended for' clinical assessment

Y

Function o : o

) Clinical Test .
< \ (] .. )
' Wepman Auditory Discrimination , ) )

" Test (1973)

)

)
Goldman - Fristoe - Woodcock . ) assesses ability to discriminate

)

)

auditory data

b Test of Auditory Discrimination
‘ (1970)

) 7/ . \

a . - ’

Keystone Visual Survey Tests “1956)

Bender Visual - Motor Gestalt
Test (1946)

measures visual acuity at both
normal and reading distances

assesses visual motor skills wh{ch,
if poor, indicate vulnerability .

2

in the reading process ~

. .
® e S
Ll “ *

S
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The clinic may very well admmistep other individual measures of basic reading .
- strengtlys and weaknesses although classroom teachers could do so as well. Two adult
) versions of the Informal Reading Inventory (IRI) intended for basic skills are now ayail
- .able which indicate a student's independent, instructional, and frpstration levels of '
-t reading, his learning capacity, as well as_his strengths and weaknesses in decoding the )
~ ——=~  written word: O'Donnell's Informal Reading Inventory,(1975) and An Informal Reading ~ = |
Inventory for Use by Teachers of Adult Basic Education (1972) . Gbodmun-and Burke's
The Readlng Miscue Inventory (1972), which requires some trammg to adm1n1ster, yields
’\\?hualxtatwe data about a reader's use of the three cueing systems of written language
) e grapho-phonic (sound- sy'm'bol), syntactic, and semantic. Because it'requires a re-
telling after an”oral reading, it helps to identify various kinds of-reader including
those who are non-comprehending word-callers as well as those falteriig decoders who
- nevertheless comprehend what they appear to be smmbhng through. . -

-
v N : L4 - ?

A group measure of phenics .decoding‘ “skills which the literature reported as suit-
able to adult populatlons, is the California Phonics Test (1963).:

. Informal dlagnoS1s may also occur by teacher- prepa,red tests such.as indiv1dually
admlmstered m.formal reading inventories constructed from actual course $materials
or group administered cloze tests constructed from potential instructional materialsa In
- fact, Rosenkranz (1976) found that cloze*tests ugling a 1/5 deletion ratio“were acceptable
for matching advanced ABE students with appr%jriate reading materials. o ,
Y / k -

Newman (1980) recommended, espemally for the Basic student, tact gathered
background information regardmg the prospective student's nt's acadamic record,y employ-
. 'ment record, other experience, and personal data as well as an Mformal I erest ' =
' Inventory (I.1.1.) to.be used for developing personallzed reading lessons
) © - » : .2
(c) Diagnosis of Intermediate and Advanced Students . - ‘

Diagnosis with 1}1—house instruments may also be useful for defermmmg the - \
reading problems of the Intermediate student who falls between the 10th to 35th percentlles

on a standardized test.

- IS

Waters (1980) cited the C’om}Lehenswe Reading Program’ Competenc,z Examinatlon o
of College-Level Reading and Study. Skills developed by Bowles and others (1976) as an -
example of an in-house test’which closely approximates the actual reading experience in

- a typical college assignment. This test has the advantage of requiring students to read
' a chapter ‘from an actual college text and to, respond to vocabulary, comprehension and.
: study skills questions based .on the chapter. But it has the disadvantage of being un-
o suitable for testing thousands of incaming &tudents since each exam must be scored
individually. FGrthermore, an examination of the Bowles test Treveals a level of diffi-
. . culty beyond the capabilities of a typical basic skills student and even'of, the lower levels
" » of the category, called developmental studgpts. Instead, it seems guitable for the type
. se‘ + _ "of .student who falls between the 25th and 50th percentiles. on a standarcﬂzed college 4

o readmg test. ‘ . . . . .
. - - AN ‘e \‘ e r .
® Maxwell (1979) suggested a- way to administer the Brown—Holtzman Survey of o
Study Habits a.nd Attitudes in order to dlStng‘UISh between students who genumely lack '/

Y

4

*Basically the*cloze technique ,assesses ‘the suitability of a given text 'for prospectlve
readers by askipg those readers to- supplyy words deleted’ from rebi'esentatlve passages-,
of that text at a rate of every ﬁfth (or n $hj word. .

p(‘ / 3 - Y i
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Ad)  Diagnosis of Listening Skills - ’ o Lt A

3

: mtelhgence much frustration, cost, and time.
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4
;o

knowledge of effective study habits and attitudes and students who know 'bui fail to’ *
apply them personally. * She recommended asking academically upsuccessful students '
to respond to the Survey as they thmlg "A'' students would. \Qcourse, those .who

respond ''correctly’ know,but do not apply useful study skills, while those who

respond "1ncorrectly" need help in developing the study skills for which they Yack
awareness \ , . \

In the area of study skills, Roueche 'and Snow (1977) insisted that listening ability
is a primary skill for success in the college classroom. For Basic students- Clark ‘
and Woodcock (1967) developed Standardized Llstenmg Passages “which could be used
to diagnose listening capacity. Of course, the Xerox Effective Listening Program,
originally developed for white collar workers, contains a pre-test whose score can *
be used to assess a student s listening efﬁmency againstﬂxe 24% effictency of the
‘average untrained . adult listener.

-
-

(e) Diagnosis of Test Anxiety R : - .

v

Finally, Maxwell (1979) cxted two instruments whlc.b are wxdely USed to dxagpose
test anxiety in students: Alpert and Haber's Achievement Anxiety Questxonnax;;e 1960),
which helps to distinguish between facilitating and debilitating anxiety; and, the ABS
_(Suinn Test Anxiety Behavior Scale, 1969). . , -

. o b *

(f) Intellectual and Physiological Limitations A . re

Two final studxes are worth mentxonmg in the area of dxagnosxs/placement
Ford (1974) found.that of all the factors he studled, 'I.Q. made the greatest- contrzbu-
tion to the reading ability of the college freshmen he tested. In other words, as
some people are limited or gifted in 1ntelhgence, they will also remain limited or
potentially gifted in reading ability. The implication seems to be that an intelligence test
administered during placement may save institutions, reading faculty, and students of low

4 4 A s . . ’ . . .
. “Worth consxderxng along this line of thought is Frauenheim's follow—up study e
(1975) of 40 adult ‘males who were diagnosed as dyslexic in childhood. Tests ) Lo
administered 10 years and 3 nionths affer the initial diagnosis indicated that the o
subJects remained severely retarded in reading abihty (mean G.E. score of 3 6).
Perhaps, all that the readmg program ought to promise, therefore. is to help individuals
‘achieve what their intelligence and/or physiology allows them to achieve and no more.
In other words, some rare alﬁ)}xvuiuals cannot learn to read at all because’ the
physxology of their brain preVents them from processing the wntten word. - Others -
cannot learn to read materials at a sophxstxcated level of thought because their intelf
ligence cannot cope with ‘such thmkm"g .Most readers, however, can improve their
readlng/st;udy skills‘to some level beyond which they currently read, . And they can .
" improve by participating in a program where they hdve, been approximately well e
placed and within .which.the nature of their current stqangths’ and weaknesses haB been

' ca.refully and: reallstlcally diag'nosed . - " o~y

. . .
N -
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(g)- Summary - Placen{ent/{)iagnosis ) ' | .

In étﬁnmary; the literature seems to suggest the follo_wing as a model for-‘place"ment{’ .
diagnosis of large groups of arriving students for.a comprehensive reading/study skill :

program: @ - : . ,

a -

.. ' Standardized Testing ‘ . :w x
\ 4 -~ At t - g‘ '

Initial Placement l

, ]___f.__._:-..., e ~ S )
—_ 0 - 15%ile l 16 - 35%ile | . [ 36 - 50%ile . | .

A

- R | Y
Basic Reading Developmental Reading Advanced Reading -
(Mandatory) - v‘ , (Mandatory) J (Recommended) |
—_ y - ' ’ ~
Clinical Diagnosis L ’L
Visual/auditory acuity Informal , - Informal .
Visual/auditory ' Diagnosis . Diagnosis
discrimination ,Cloze tests ‘ Survey of
Informal Reading | mformal ] ‘Study Skills
Inventory ( tests - (advanced) .
Reading Miscue "l Survey -of —
o Inventory . . Study Skills

And the following appear to be suggested by the literature as guidelipes fourid in'#uccessfal .’
college réaging/study programs for the placement and Adiagnosis of studefits.- ‘. = ’
. ’ ) . 4
- Placement --
1.) Although stz;ndardized reading tests 'have severe lim'taticrs, such a test --
the Nelson-Denny Reading- Test, for example -- is useful fof predicting success
for Targe groups of incoming freshmen. T

> -

2.) An iptelligence.test, admiﬁistered duri'n'g placement procedures,. may hélp' the
institution, the faculty, and most importantly the student formulate realistic
y ' academic goals and programs. ‘& .

' S -
3.). Generally, four levels of reading improvement should be available for the .
placement -of students: special (handicapped, and/or learning disabled), bastc,

de{rg‘jopmental, and advanced. o ] .
o / ,

) 1.) A diagnostic clinic should be maintained as & support service, to severely
handicapped readers. This clinic should make trained professionals -available
to offer specialized diagnostic testing from which a highly specific profile Bf ‘
the student's handicaps, limitations, and strengths may be developed. .

AY
N

Diagnosis ~-

2.) The successful program must ipvolve students directly in the diaghosis,
understanding,and choice of ‘treatment for their reading problems.

: , 70
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3.) Informal diagnosis by means of commerciallyprepax&-&.&er pre-
pared fnstruments designed especially for or suitable for adults i)/now possible.
i . These may include: informal reading inventories, cloze tests, in-house tests

. ‘ . of college-level reading and study skills, listening tests, and test anxiety scales.

4.) For all students, but most especially for the fupctionally illiteraté, interest
. o . inventories and background data should be gathered by which to personahze
mstructnon s .

-

2. ° 'Guidelines for Program Design
Remedial  and developmental reading/study skills instruction in college and
community coHeges is currently offered in a variety of program organizational designs:
« 1.) It may be offered as courses or mmicourses ~ These may include distinct
reading courses and/or, study skills courses, though often reading and study -
- gkills are combinmed in one course. The courses may be taught out of the
English Department or the Reading Department; as one variety of instruction
. provided in a Learning Assistance Center; or as part of a larger, more inte-
’ grated Basie Studies Division. C’ommoany(suoh courses extend f9r a semester,
although sometimes they are offered -as minicourses, especially in study skills,
or as summer mini-semester preparatory courses. -
. 2) It may be offered in a wholly md1v1duahzed self—paced modularlzed and/or
‘ K tutored mode within a Learning Center or in outreach sites.
‘ 3.) It may be offered as adjunct skills courses (Ma.xwell; 1§79) which parallel
. regular cldsses (whose enrollments are high, in which many students have difficulty
Ce L . > learning the content, and for which grading is tough). In this form the skills
. ., '~ specialist cooperates with the content teacher, attends the content c ags, and con-
CC 7 ducts learnipg/skﬂl se551qns for students m)the content clasg in sessions held ¢
after the\regular ¢ ass, | ¥ . \
@ .
The question as to which of these orgamzatlona.l modes is. mokt effective depeﬁs
. more upon one .s philosophy of instruction than upon the conclusive results of any re-
search in the area. In fact, the issue relates to the debate regarding which delivery .
. system to aise -- the traditional course lecture design at one extreme or the wholly
) indlvidua.hzed programm approach at the other, with all sorts of combinations and
3 > . variatrons\m between. . Copsequently, the question would hest be dealt with in alater
section of this review. structional Methodolog'y ’
oy / . ‘. Pe oY .
However, tabling fqr the time being this related issue does not mean that research
has nothing at all to say about effective program de51gn It does(

L]
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(é) Design Features of Successful Programs 3 - ) ‘

Fairbanks (1974), for example, found that reading programs which significantly
affected student GPAs combined reading and study-skills instruction with counseling
services, inclOudedI more class time for practice than did unsuccessful programs, and
were 40 hours or more in auratjon.

. ° /’ < . ® . .

Maxwell (1979) cited the Teacher Mentor Counselor Program at Brooklyn College
as a program which exemplifies Fairbanks' guidelines. Thi¥ special services program -
had the following features: . ' ‘ ’ Te

) . .
' AN X

- It gave interdisciplinary remediation in'reading. ‘

© ~- It implemented counseling and tutorial services in the classroom.

< - It 'stre§sed close communication among in_strucgérs,:"é’ounselprs, tufors,
and remedial personnel, who met together three tjrﬁes weekly. —_—
Y - Average ¢ontact with students was eleven hours per week. - .
N \ . . .N

‘In comparing: this program to one in which the counselors, remedial specialists, and
instructors did not interact, Obler and others (19775 found that the experimental group
achieved higher GPAs and had a significantly higher rate of retention.-

~ (b) Integrating Redding/Study Skills within a Division N

CT Roueche Zuid Snow' (15;77) presé!\ted results which favor Jinc_of‘porating the reading/ '
study skills instruction within a total developmental program. They cited their research
which showed that "programs organiz'ed by department or division accounted for the »
organizational pattern in 67 percent of both the senior and “coquunity cqlléges .in the’

. high success group," .while developmental "programs which consisted of indivi al
(often isolated) courses in departments spread across the campus accounted «for the ‘
organizational pattern found in 33 percent of the senior colleges and 40. percent of the A
community colleges Teporting low succgss with students." ' o

=

4

‘ Maxwell (1979) succinctly summagized the charact.eris'tics of effective programs‘
in this way: / ! ¢
~ Although it is impossible to separate out the various components - '
of an integrated program to determine which aspects of it make a
* difference, the combination ,of‘ instruction; counseling, reading and study
skillg services, and tutoring within one program and the interaction of the.
various staff.members seem to be the conditions necessary for a success-
ful program. ) . '
v Fipally, and certainly most importantly," after critically reviewing the state of -
programs found in community colleges,” Mione '(1979) concluded "that #two-year. college
.+ reading 'p‘fograms'. lacked cleér,.bfoad; in-depth objectives." Two reaschs for this
T major. problem, wkicp ke identified as primary causes,were: these: . .
. ' T - \ '

* -

;]
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Lack of philosophy, .i.e., they fail to view reading as "developmental" --

all students at alllevels could benefif from instruction:

a process for which

‘remedial, developmental, advanced and even ’those peeding more specialized
. work -- the handicapped a’ngl retarded.

e .
L o R .
Lack . of af broad def'miti%tg_f T dg' on which to base the program, i.e.,
instead of viewing reading as a "complex, active process involving such
factors as purpose, attitude, ;Sersgnality, language skills, knowledge,’
intelligence, past experience, conceptual background, and neurological,

. physiological, and psychological concerns . . - |as] the active process.

[involving] thinking and reasoning and reacting' -- these i1l designed

" programs viewed reading "as a simple mechanical process involving word

fe

recognifion and pronunciation, *and emphasizing eye-movement. "

' 9 .

' %+ A non-technical. description of the reading process ¢xne of the most

. comprehensible that can be found) ig given by Waters (1980) in the recent book
‘Teaching Basic Skills in College. Because an uiderstanding of the reading

© o process is so crucial to the development of a sound college reading program, it is
offered here in its entirety: :

A3

In the process ot reading. the reader begﬂihsiby looking at the
words 1 a passage. expecting to grasp their meaning. When the
. reader Anows the words and the sentence or passage fits.into- his
° prior knowledge and experience. he can, comprehend the ‘text. . -
What' the reader undegstands thus depends not only on what he : L
sees'on the printed’page but also on the extent to which his experi:_ - ’
ence coffiributes to his understanding. When this pracess happens -
smoathly. reading takes place. meaning is acquired. and the reader ~—
is unaware of the reading process as such. When the reading pro- T
cess is slowed down by uncertainty of any sort. when errors in . - !
nreaning. ambiguities, of meaning.-or-unknown words appear. read- \/) ‘
ing is impaired and meaning is hot clegr. The loss in comprehen-
sion can be due either to the reader’s latk of skills, to lack of expe- -
riential background. or tq the inherent difficulty of the material. '
. Inthe usg}l'réaaii)g of a passage, the reader use’s all avail- . . ®
- able decoding skills to give meaning to the prinl; some words are so . h
. familiar thai the reader automatically fecognizes them: these sight ‘
wo;ds','arc pcrceivEd as wholes. If the reader finds unfamilar ' )
words. his pace of undefstanding is slowed and he summons a | )
_ vaniety of decoding skills. He will use the context of the sentence as’
a clue to meaning and pronunciation. However, context may not_°
help. as with the word telebinocular in the sentence “"He used the /
telebinocular mach'i.ne." Here the sentence provides no clues be-
yond the indication thar whatever the word means. it describes

Al . ~ * A
’ some Kind of machine. The reader can also use an aliernate 3. i
_ strategy. searchmg for pronunciation help and meaning in tele, bi, ) -
and ocular. 1f the reader has a knowledge of the common morph- % - 3
. 4 . . ‘\ .
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e o e .-

emes he can assign some meaning: tele= far. bi=two. and
ocuﬂzr=p<§ain ng to the eye. Using these fragments and the con-
text. a reader might be able to understand the word. If the reader
does not rccogmzc tRe morphemes, he may try to pronounce the
word. sound by sound, hoping the ‘blending-of phonemes will
echoa word already in hls oral or listening vocabulary. If none of
these stratcgws helps. then either the teader skips over the word.
losing some*degree of mcanlng or he interrupts his reading to
consult a dictionary. “

As each wotd is decodcd the reader simultaneously under-
takes the more abstract-task of assigning a precise meaning to it.
- Here vocabulary skills are needed. Each subject’ area has its own
specific terminology; for example, chemistry has its catalysts and
reagents, biology has its mitochondria and endoplasmic reticulum.
These terms are precise and must be learned specifically for the
subject area in_question. Other more generally known werds ac-
quire speciﬁc‘n%mings when they become part of the lexicon of a
particular subject area. for example. the term work in physics.
However, a reader need not_know every word in a passage if the
grammar and semantic cues in the rest of the sentence provide
sufficient information for general understanding. For example. in
the sentence “He tried to clarify the passage. but his explananon
onlv served to obfuscate it further.” the reader can guess ! the mean-
ing of the word obfuscate if he knows the word clarify and the imph-
-cations of .the structure but.".only. The reader infers that the

meaning of obfuscate is oppos:te to that of clanfy.

As the reader assigns meanings to words in a passage. he
sees relationships among phrases. notes specific_details. abstracts
main, ideas, and makes generalizations. Comprehension is com-
plete’ only with this total upderstanding of the passage. When a
reader’'s comprehension is poor. his problem is often. if not a lack
of decoding,skills and vecabulary knowledge. then a lack of expe-
riential background: the reader does not have a ready body of ideas
and concepts to relate to'the reading material at hand. This analysis
of the reading process begins to explain the phenomenon of stu-
dents who claim to have read their assignments. yet cannot re-
member or discuss the material. Rcadlng the same material two or
three times does nut bring them grca(er comprehengion because,

;

although they read indwidual words correctly. they do not grasp
" ¢he complete meaning of the passage -

9
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(c¢) Summary - Program Design

‘ Thus, whether the reading/study skllls instruction is delwered in a wholly
individualized fashion or in a group fashion or as a combined mode with large group/
small group/ingwidual learning, Severa.l design features seem important for success:

- 1.) Reading/study skills instruction should be just one component of a well
’ "’ defined, integrated total program of remedial services to the student.

* 2.) A well designed program can be achieved only if it arises from 1) an »
attitude that reading is developmental, i.e., a literate process needing improve-
ment by all students,and from 2) a definition of teading as a complex, active, reasoning-
thinking-reacting process which involves all the unique cognitiye, intellectual, linguistic, |,
psychological, .and physiological factors that comprise an individual person. ’

]
3.) Counseling and tutoring must occur within the reading/study skills class.
4.) The reading and study skills instructor must interact with other feam
meéembers on a regular basis throughout the program regarding the student's
problems, l:emedles, and achievements.
- 5.) Readmg/study skills instruction and/or practice should last for forty hours
or more. T R : -
¢ . . H
‘ /Eﬂ ‘ 6.) The reading/study skills program sheuld provide much practice time for the
student to develop his/her skills.
-3, Guidelines Related to Program Content - .
The decision as to which content is. appropriate to the student is simply another issue
in thé overall debate about the best way.to teach reading to students at any level and of
any age group. For adults, as for students of other age groups, the question of content
concerns two gub-issues: 1) the subject matter of instructional materials which the student
* will use and 2) the specifi:a?(ills which the student will need toblearn in order to become a
proficient and functional reader. . T
* k|
(a) Subjects of Materials
. It is generally agreed among profes&ionals in the ﬁeld of adult readmg that
materials chosen for instruction to adylts be adult in interest. Loeating or develop-
: ing materials for the Adult Basic Education (ABE) studeht --i.e., one who is iden-

tified in the literature as reading at or below the grade equivalent level of eighth
grade -- has generally been a special problem since most published materials at these
levels have been desigmed for elementary-age children. Nevertheless, Manning (1978) “a
, found that ‘with the use of "everyday“ materials; adult females being paid by CETA to
' attend a 15-week training program improved in -both vocabulary and compréhension on '
. " TABE (Tests of Adult Basic Education).* And Hutchmson (197.39/ demonstrated that by using
' ’ ’ ' . ' \ : $e

o s
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aterials emphasizing the:expressed interests of a groyp of functionally illiterate
adults, the experiment oup ‘sould thereafter recall information and interpret word
meaning from context significantly better on the Adult Basic. Learning Examination than "
a control group who did.not use such materials.. Newton (1977),"draaving upoh the .

_ theories of andragogy (the science of adult” education) Qeﬁved from -thé. research of

Kidd and Knowles, concludéed: "I believe that literacy improvement which provides job
related, verbal skills development emerges ipso facto as the most appropriate literacy
development approach.'. And Maxwell (1979) argued: 'Reading tasks that allow them

to achieve an answer to some ‘problem or to undertake some ‘activity often pi*gvide
greater motivation for poor readers than does reading fiction.™ Nevertheless, - Maxwell
claimed, most college reading courses unfortunately are based on easy articles’ from 4
magazines and newspapers on the premise that to increase rate, a student must practice
on simple material. She insisted, therefore,;that reading specialists should teach =

students how to read more difficult, challenging works, including mathematics and *
science materials. , e _ i - .

- -

@

Moreover, Brown and Newman (1967), in researching the attitudes of adult

illiterates toward reading materials, discovengd these interests to-inglude: v > S
. ° - . .
- Family' - C . .
- _ Self-improvement /. .
-. Jobs . ' . . S
R—— Health

- Scienc ) high achievers - “ e .

- Mathematics ) .

Finally, Ahrendt (1975) emphasized 'throughout his discussion :in'Communitx, ‘
College Reading Programs: . . . '

[}

.

The teachipg of transfer to the content [classes he is .

P - | taking] is important to the . . . student because he needs

- _to experience siccess both in the reading center dnd in ' .
" his class work: .He ‘must see that what he is doing in
. the reading center has a definife relationship to what he is doing
' in the classroom. . . . Many students drop out .of reading imprbve-  *
. .. ment pgogra'ms because'they cannot see any relationship between
Cem \? - what they do m the reading center and what they do in the classroom.

Ay

~

(b} - Reading Skills in College Programs
. N . i S‘l' ; B~ '. v .

With regard to the skills needed, Moe and others (1980) researched the specific

literacy requireinents (reading, writing, listening, speaking, and mathematics)

- necessary for success’ in ten skilled or semi-skilled occupations in the’ Greater Lafayette,

Indiana, area. -They produced fromt their resedrch tem-reports,’ one for each occupation,
identifying the literacy demands bqth on the job and in a vocational training program
leading to the job, as well as ‘instrn‘ctional recommendations for each. (,,The following,

reproduced from their reports, _ii)(i_icates:fhese. requirements: . . -« 0.
- . . - ‘ .8 . A Y
. . A' e .2 ‘Y . - © ., . / et . .
! 4 oLt . S [ ¢ \.
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ERIC

R A Fuiimext provided by R

3 / .
r .
‘
SUMMARY OF OCCUPATIONAL LITERACY REQUIREMENTS
. N On The Job i Training Program .
ading /%'hemafic‘s T Reading — Mathematics o
Ac count College to addiction, sub- 11ch grade nadltion, sub-.
Clerk college traction, multi- te college traction, mul-
graduate plication, divi- graduate - tiplication,

level sion, decimals, division, frac-

fractjons, bufi- ’ fons, decimals.
ness_machines ___ algebra
Automotive 9th to ~processes, 9th to college basic processes,
Mechanic college deci s, frac- graduate level decimals, frac-
N graduste tiong, measure- tions, Regsure-
' level ment ' ment
. v/ S
Draftsman 10th grade basic processes, 9th grade to basic processes,
a to college 4 through geometry, college level through geozetry,
- graduate algebra, trigonom- . algebra, trigo-
. etry nometry

‘Electrician college to basic processes, 10th grade to basic processes,

college throguh geometry, college gradu- through geometry,
greduate————algebra, trigo-  ate level algebra, trigo-
level fometry . N nometry ’ .

Heating and 10th grade basic processes, 11th grade to basic processes,

Al condi-, to college decimals frae- college gradu- fractions, deci-

tioning graduate tions, measure-  —ate level m3ls, measurement "’

Mechanic level ment, algebra -

Industrial 10th grade basic processes 10th‘§rade to basic processes,

Maintenance to college _ . through college gradu- decimals, frac-

Mechanic graduate = trigonometry ate level tions, measurement
level o

Licensed  10th grade sddition, and 12th grade to  addifion and

Practical t0 college subtraction-~; . college gradu- subtraction ’

Nurse Ieﬁel more necessary ate level 2

. ) to dispense )
. medication -

. Machine 9th to basic processes, 9th grade to basic processes,
Tool college decimals, college level decimpals,“weasure-
Operator graduate 9, measurement ’ : ment *

Secretary Colleée to basic processes, 10th grade to basic processeé,'
collége decimals, frac- ~“college level decimals, busi-
graduate tions, businecs \} : ness machines
level machines - .- *

Welder fev mater- baslc processes, 8th grade to basic processes, ,
{als--read- fractions, deci- college gradu- actions, deci-
ing of -single mals, measurement ate level pals, measure- “
word informa- A o sent,’ algebra
tion.required S ' . -

* . . )
- . °
>
-~ . . '
‘ . R ’ ‘ a .
- < ’ : ) -
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As this summary reveals, the range of reading requirements for these
occupations on the job extends (with the exception of those for a welder) from the
9th grade level to the college graduate level. In the training programs leading to
a job, the requirements begin-at the 8th grade level and extend to the college
graduate level. Of course, a bacKkground of experience in an occupation and/or a
strong interest in that job frequently help a worker to compensate fer\deﬁcits in
his/her reading skill repertoire. :

 In a private consultation given to the team members involved in the Basic
Skills Project (for which this reviéw of the literature is being presented), Jolin Roueche
indicated that to bring the project students up to two irade levels of the expected
reading level would be to prewe them adequately for ‘the reading they would do in
their training. Generally, be advised that students who came close to the 10th grade
level on thé Nelson-Denny test would have a strong chance of surviving in subsequent pe
educatipna.l training. .

Smarr (1979) completed a readability study of textbooks used during the first

trimester in five occupational Qtraining programs at Macomb County Community College
in Warren, Michigan. These five were studied in order to.determine the Expected
Reading Grade Level for CETA clients who might be enrolled in these programs:’

4

PROGRAM EXPECTED READING. LEVEL
metive Mechanic. . * 1.4+
Climate Control . 12,6
Drafting (one course only) . ° 15.3 3 %
Quality Control © 18,9 »
Copy Prep and Type Setting ’ NONE =

3
An examination of the ranges of readability, however, showed that Automotive

Mechanic students could encounter passages as high as 17.8 grade level; Climate Control Ve

' . students, as high as 18.3/ grade level; Drafting students, as high as 19.1 grade level; .

and Quality Conttol students, as high as 17.1 g%jie level.

Conclusive research which reports the positive effect of teaching specific skills
in order to develop more. proficient ‘readers is minimal. One of the few conclusions
* which research has demonstrated about-the reading skills to be included in college pro-
grams is that reading programs which emphasized the skills of determining main idea
and of distinguishing fact from opinion (Sai:ders, 19793 Fairl?ahks, 1973) had a positive

. effect on students' grade point averages. .

Nevertheless, Bloom and others (1971) have developed an extensive taxonomy.
of objectives for reading programs, which often have become fractionated into student
-levels in the hands of so-called reading experts. - Maxwell (1979), }aowev,er, cited this
fractioning “of Bloom's taxonomy as one of five "harmful myths about the reading
prc;oess" which often lead to poor. instructional strategies and poor materials. In fact,,
argued Maxwell, because of such’ parceling out of objectives, poor readers arge'.often
deprived of being taught to read and think critically until they demonstrate that they can
function at a high school level. Two other of, Maxwell's mytls, and the harm which

e . [k )
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they lead to, are ‘worth mentioning here. One myth -- that reading skills are an ab-
solute hlerarchy with clearly defined steps, from decoding to critical reading -- often
prompts well-meaning college reading teachers to force poor adult readers to start at
the beginning again. Another related myth involves the misuse of diagnostic-pres-
criptive teaching. The scene is a familiar one: College students are tested and found
to be deficient in some basic skill (phonics or word attack, for instance) and are then
prescribed intensive training to remedy their weakness -- in spite of the fact that these
dull and meaningless exercises are the very exercises associated with their failure to
Maxwell urged instead that a prog'ram
which analyzes a student's strengths and interests and the{x capitahzes upon them is a
more educatnona.lly productwe program.

Waters 1980 defined two theoretical models as general approaches to orgamzmg
the reading programs at the. college level:

The hierarchy of skills model (see Figure 1) invites a

- systematic sequential ‘teaching of skills unti} mastery is

reached. The information processing model encourages ! -
a holistic methodol where emphasis is placed ’on |

»  processing meaning and the necessary skills are taught in

passing (see Figure 2).

Figure 1. Hierarchy of Skills Model
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. _Figure 2. Holistic Model . : T

)

" )
Then, unfortunately, Waters (1980) submitted to the tendency to do exactly what

Maxwell (1979) decried as a "harmful myth": ,Waters recommended the hierarchical model

for students in' the basic level reading course (those who fall below the 15th percentile .on
a°standardized test).” Her argument was that althéugh some stiadents "will be bored by the
class and the "students may not bé able‘to adapt from isolafed drill practice to actu ‘
reading materials," such an approach provides for "systematic"'learniﬁg and the develop- f.
ment of "rule-governed behavior." - ! . .

. If, as Goodman (1970) argued, the primary goal of feading is meani (comprehension)
* and if there is no réa.ding occurring when meaning is ignored, the holistic skills model seems ,
to'be most important especially for the very students for whom Waters did not recommend

it, since it keeps. meaning as the central focus at_all times,

‘ N‘everfheleés,%n examination of both models’ yields as common denominators the “skills
required in the reading process which readers must develop to the greatest of their potential
. if they are to become proficient readers: experiential and cognitive background, decoding
« gkills, vocabulary skills, linguistic ability, and comprehension own all levels. -
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One additional study is worth mentioning with regard to the reading skills to be >~
taught in a college reading program. Whimbey and others (1980) described a successful
pre-college summer program which.they conducted at.Xavier University of Louisiana,

New Orleans, called Project SOAR (Stress On Analytical Reasoning): This ‘project, by W
_using» " 'cognitjve process instruction,fla method of teaching comprehension and ana.lyjcicalh
skills that emphasizes the connection between the two," was able to demonstrate that students
showed statistically ‘significant gains beyond the . 001 p level in comprehension and vocabulary
on the Nelson-Denny Reading Test and in scores on the Preliminary Scholasti’c Aptitude Test.
The authors described in detail the method they used so that the* study can be replicated by

others seeking such achievement. . ) .

1) -

(c) Study Skills in a Reading Program

N -. ’
' As indicated earlier in this review, study skills instruction is .offered to col\le‘ge. :
students either as a separate course or minicourses, as part of a readiqg course, as
seminars, or on.an individualized, programmed basis. Regardless of the delivery
technique, however, the skills typically.treated (Maxwell, 1979) are the following:
- Time management .
- Taking lecture notes {and sometimes improving listening skills)
- Textbook-study methods (usually SQ3R or SQ4R) )
- - Preparing for and taking examinations '
- Improving memory and concentration ‘ . oo
Other units may be included, depending upon the length and/or delivery of the program:
- * Research-paper writing . oL
- Career planning _ ' f\'
- Adapting- to -academic regulations ‘ VN )

_ Improving personal-and social adjustment . - e . *
_Regarding listening, Blanton and Smith (1975) found in their review of the literature
that what evidence that is available indicates a correlation between listening and reading’ B
-, comprehension. = Canfield (1976, in Roueche and Snow, 1979) demonstrated, with a re-*
presentative community college sample as *his mormative group, that of all the -abilities T =

a student needs in ofder to pass college gourses, '"one of the primary skills . . . is
“listening ability." In fact, Roueche and Snow (1979) recommended that a success-

oriented program should begin with the development of student listening and notetaking
skills -- even before the.teaching of reading comprehension. Supporting this judgement
somewhat was the report of Nichols and Stephens (1964) that extensive tests at the
University of Minnesota indicated. that immediately after the average ‘person has listened
to a ta’.fk,- he remembers only, about 50 percent of what he has heard -- no matter how -
carefully he thought he was listening. ,

-

A pumber of studiés have been done to 'determ'tne&the efﬂcacy of notetaking from -

lectures. Summers and others (1978) included a review of studies done in this area, .

between 1975 and 1976, a sampling of the more significant of which follow. Fisher

and Harris (1974) found that subjects do better when they ‘are allowed to encode their

their lecture notes in the way that they prefer. Aikes, Thomas, and Shennum (1975)
. - \ .
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been added by Smith (1961):
'SQ4R-

Survey

Question
"Read
"Recite

"Rite"
'Review

Maxwell indicated that this formula,
has not been systematically researched as a_total me
Nevertheless, in spite
two studies do show the pbsitive effect ¢ bf teaching the: SQ3R method. Diggs (1972)
found that with refnedial college fres
‘and Davis Readxg Tests inHicated

steps.

to support each of

4

50
/ Maxwell (1979 also reported that the most widely taught textbodk readmﬂmethod
is the SQ3R method, developed by EFX
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dgiscovered that students who took notes during a brief inte while the lectnrer'_sg oo a
*si. gpped,vreélalled significantly. more than stud| ints who took notes while the lecture » v
Wwas in progress or no notes at all. Annis d Davxs (1975)! reported that personélly o )
enc’oding the lecture provides the best retentién. ~ They also ,folgid -that there s ':‘ "
superior recall or subjects who reviewed theéir notes, while the technique of mentally
revxewgng a lecture without ‘taking notes was "singularly unsucéessful.'™ And Palmatier - Ay
and- Bennett (1974) obse{ved {hat more succe sful students seemed to be better te- - &
takers . g . ' '

» 0 ¢ : . € e .
Maxwell (1979) cited two study formulas Wthh bave been developed, by sfudy -
+ skills specialists: to imgrove listening/notetaking ¢ skills / . Ny
\1\ “ \t’s R's (Pauk 19%a) . ) . L N
V. Record (meaningful facts and ideas) a \ _
<= ' \Reduce (by summarizidg, clarifylng, reinforcing) ., y
. ’ Re"citéBi
v)R eflect (about ,meaning_ﬁhfategories) W
"”R evrew . ‘ ] —
. ‘ ‘ "y : 8 C% _
v . WEECKy l)(Fred Duffelmeyer, Dreke University) . . "‘ S
A , Wonder (1 e. , approach th a curious mind) - _\
\Record (as much as possible without repetition or . .
ﬂegression) ) e o T,
Edit (i.e., condense in a %parate no.@!;ook) .
. Correlate (with text notes) . ' - b
Keep and - . - -t
— feview  (pewiogically) -~ : . ;-

ank *Robinson (1946/19‘!0) to which a 4thqR bad

," » .
has been criticized by s experté because 4t
od, although ‘there is research‘\ .
f Maxv.f’ell s claim, at least 3

men, analysis of test scores on the Digggostic
t t the SQ3R method was effecpwe for students
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" .needing overall readin nt in rate, comprehensmn, a:nd vocabulany They
.also found that stu@nts ,who_
- ’ to bepefit from a mechanlzed (machine) approach provided that they e)gpgrienced the
‘ SQ3R method first. Similarly, Hayward ‘and others (1977) noted that teaching the -
SQ3R method which included regular .practice on regular texts produced a slight effect
in the study performance ,of non= tr}d-itional students in a study ma.nagement ‘program at .

: Pennsylvé.gia State Umvers1ty . '4

P

R Waters (L980) recommended 4hat students who“learn to anaﬂze the content and "
. . structure of materials ﬁnd t.their combréhenswn of these materials increases:
. . Waters pointed out"that different subject materials contain distinctive writing patterus “
: Soc1al Sciences _— - . '

. . . 1,) Major heading supported by details, .illustrations, examples *- . 7
’ . . 2,) Extended definition (ant entire chapter) and specialized definitions .
o . _ 3.) Comparisons . ‘ K . ..
‘. 4,) Cause-effect” - - s, . y
. ~ 5 Comphcated arg-uments which include reasons, genex:alizatwns, .
‘ along with their important exceptions . L .
.. . 6.) Mixtures of fact and<opipion . oL
. : ' N coe .o
Narural Smehces -~ ' . P
1.) Classification and listmg 2 v . ‘ SR
- .2, ) Process,-descrlption o . v .
- . ) : 3. ) Factual statement pattern whlch combines facts, interpretatlons, e r
o, + and opinions , . ) .- . L.
R .. 4.  Problem-solution o
‘ o 'l ’ Q‘ 5.) Experiment instruction, (purpose, eqmpment, steps, results) /
T ' _6.) Combmation of the above ° . 5 . '
1 ' . N '
. .o Humamties -, : : , * :
T o 1.) Imagmatweﬂiterat:ure ‘ N
o . .. a. Elements of fiction .-
- ’ \ S (character, setting, etc.) ' 3 ’
e . ) b. Questions. on the literal, critical, apd - T
) . ' e " - affective levels ~
3 ~ s 2) .Critiéal literature about the humanities - uses sarhe patterns - _ :
© ¥ as the social sciences. . C
. - : . . . . S S
- , -, o . . . : d R - , o ! .
- l . - l i‘ M
o < - '
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L4 ‘\ r \ » -
« o~ t‘:.‘ ' b . \ - 3 -
-~ - e ,'\ .




(d) Summag‘L - Content .

-70-

, .
In sumn\ary, the following appear to be general guidelmes which can be K
“derived from the literaturé for the gelection of” content for college reading and .

study skills courses: - ‘ - . ) . > -

. y B . .
Reading ° ! oL ' , .
.. 1.) The subject matter of materxa.ls used should be adult in interest:
' family, self—lmprovement, health, -and most especially job-re-
Jated; additionafly, science and mathematics Bubjects appear - J

suitable to higher achievers. 1 N ) o
> ' Vs -
. ! . ]
2.) At a.ll levels of readmg lnstructl.on, content from the actua.l
it : courses which the student is/will be pursuing seerps necessary
to include in_ order .to minimize attrition from the reading :
- course and to effect transfer fo content courses. S
, ~ .
8.)" Inasmuch as job “related materials for skilled and semi skxlled
occupations -- both in the traibing pragrams and in the actual
jobs themselves -- appear to range from the 8th grad rea.d—

»

¢ ' ability equivalent, to the college graduate level, Btuden “need

' practice with actual materials so that they can be brought to
within two grade levels of the expected readablllty level (@bout .
‘*the 10th grade -- for minimum survwa.l) '

K 4.) The skills presented must not be fractionated” and segregated ° '
according to hierarchicdl levels of instruction» Students at all
levels, need to refine their flexibility of reading rate, vocabulary

- o (and perhaps word ana.lyms) skills, comprehension skills .

3 (including- analytical crrtlca.l reading), and—study gkills, -- thé
- dlfference being merely one -of deg'ree ~ not kind .

2

5.) Reading instruction, with any skill practice, needs a.lways to -
\V¥be meanmg—centered . . .
¢ ‘ > ~ , Q,
6.) ‘An emphasis on ﬁevelopmg analytical reasomng "gkills in printed.
~+ '+ material appears to significantly affect readxng 8blllty as measured_.

by standardized reading tests. - R

. [ . - .

.) Since, study “kills courses deem to have a positive effect o

/ N ‘GPA anq attritition .for all levels of ‘students, it seems logical

to .igclude instruction in'those areas which traditionally are

-foupd in such courses: ' '
‘= Time management
- Ltstenlhg and notetaking ;L .
- Textbook study methods ‘ . : ; .
- Preparing for and taking examinations . . -

+ +« Improvihg memory and c'oncentration B

-

y A

. ’ . .
o’ “ ‘ .2 ‘x

. ' . . . M -
... w - e . ..
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2.) Listening and notetaking skills seem.to be the logical place -

" to begin reading/study skills instruction since they are- the A\

. first used survival skills which, students need, but also the

’ A very skills which are typically not well developed by average

students or undefachievers. !

3.) Notetaking from lectnres seems to‘be most effective when --

Z done in the student's preferred style than by a pre—

. seribed style,
\ . - dene at pause intervals during the lecture than continu--

ously while the lecture is occurring,,
‘ . - fotowed by a review of the lecture notes. ) :
* &
4.) Some évidence now exists to substantiate ‘the7 claim that the SQ4R
e method of textbook study (Supvey, Question; Read, Recite, "Rite}'
o Review) -- as a total method -- does produce results academi-

: . cally, (Until now research has proved only the, effectiveness of
P .. each step, but not of the total method ) L

5.) Since students seem to 1mprove their comprehension of textbooks
by learning to analyze the distinctive writing patterns found in
« . them, a readmg/study skills cdurse would do well to include J
> practice ih.these specific patterns (See the foregoing section
- for 2 complete listing of these patterns ) :

N \ . '

4 Gmdelines Related to Instructional Methology . ' —

. .‘.phi.losophy of Teéading. instruction which . “the in etor has. . Waters (1980) stated the” -

> ‘reports generally provide inadequate. déscriptions of t\e\@eciﬁc treatments ‘which

-

am K . S

i . . ) . ‘ ..

J( As Ahrendt (1975)- pointed out, 'The literature abounds in va.rious brog'ram de-
. seriptions” apd . methodology for .teaching’ practica!ly every readitg skill. The variabl
.of teafer, student, materials, and physical ﬁlaht adl must. enter into the selection oi3
- teaching methdds used." F\irthermore,ythe ‘techniques, chosen typically depend upon the '

point this way: -"Greater understé.nding of eading process will help the teacher
te choose those methodo sg-les most appropriate to the needs ofﬂndividua.] students, "
’I‘his gsection of\the rev{ of the litérature, theréfore, ‘will not, attempt to provide a
: comprehen ve analysis o§ the varjous lnstructional methods which are being used to
‘teach réhdfg to’adults.  (An excellent reference ex@hining and evaluating delected

\
.

‘prd“ttices for. improving reqﬁtn% at every level is the -book Reading Strategies and. s

Pnactices . Guide ‘for Improvmg *Instruction by Tierney and others, IU 9 v .

. B !
o d ‘ar.\(&/ A ‘

" Instead, “this review will limit sttself to ‘several ‘concerns and- recent Mdings in
" the «ebate®of how best to teach reading \at ‘the college or community college level.
As noted earlier, few spécific guidelines are avallable fr;hm fesearch since. ﬁ!éarch

" 2

have resulted ln stgniﬁcant gains on prepost measures S o

r

:',‘5 Y.

-

o

’ ;hvnﬁa{‘dmnt . PR . . .
3 (a) Individualtzation vE. Group Instrthion , . ] ‘_,- ) o

\

' .One iggue ' the’ a,rea of teaching reading to gaults concerns thé questionr of v
lnclividualiﬁation. ‘Roueche and Mink (1'976) reported restﬂts of a threg-yaar .
stndy at the Universlty of Texis, which they claimed, ";ubstantiated {that) v

s
.. I K R »'\\

e
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the most apptopriate system for Aelping [hlgh—risk] students who enter a-
community college . . .'is an ‘individual learner-qriented mstructxona.l system, "

: Spemﬁcally, they found that gignificant shifts toward an internal locus of control
occurred more often in students receiving individualized instruction than in Atudent
who were taught by .more traditional approaches. However, Manzo, 'Lorton, and
Cdndon (1975) c6mpleted a study of the learning preferences of ABE students which
led them to.conclude that although thege students "preferred to learn by two. of our
most directive and efficient means, lecture ax;ltutormg," in ABE programs
throughout the nation, students are 'left to languish in a sea:of 'individwally
prescribed, .independeht study materials.", The ibvestigators went on to conclude:
,"Thé idea may not be mcorrect but the mateh is all wrong " :

More. specifically, in the area of readirg inst:ructlon, Roussos (1973)
inyestigated the effectiveness of the Adujlt Learning  Center (ALC) approach in
teaching adults language arts skills, as’compared to the traditional classroom

" method. Two separate studies done-by this researcher demonstrated no signifi-
cant differences between the two methods in the areas of freading vocabulary,
comp;ehensnon, total reading and spelling. More recently,, Kurth (1979) found
that "the teaching of reading compy€hension and vocabulary skills to college-age’
remedial réaders was more effective wHen done in .small group sessibns of ten
students than in individual tutoring sessions'because the formey allowed ‘for group
dlscussmn -and “interaction. Ahd Olsen and Swiss (1976) Bog,,nted out that no -
empirical evidence existsst sub.stantlate the positive effect of individualiged .
instrudtion in college rea.dhj:}g programs over a more traditional method eyen though
87% of colleges surveyed had individualized instruction and '40% of commuhity’

colleges consideréed md1v1dua.11zed mstructlon to be the strongest aspect of their ‘“’
T b
readmg programs w. o oy 2 KL

All of this is not ¢o say that.individualized ins \in coljege reading .
programs does not produce pbsxtxve -effects. It ,may -- fpr certaib kinds of
students. For example, Drummond,, (1975)’ st?udied thirty freshmen at Bangor

" Community College 4in ‘Maine who wer _enrolled in' a prescrxptlve, wholly indi-
‘vidualized readmg program consisting of Self-mstructlona.l texts, reading kits,

. controlled readers and skimming and scanning machines, Using the Rotter

Interna.l External Scale, thxs researcHer identified two types of learners among -
the subdects . # . c

-*
. .
Internal --a person who bel1eve‘s that remforcement is cont;ngent
upon his own behavior. -
[ External ~ & person who believes rem.forcement is contingent upon
. chance faie, or other people - .S

~
Y

) ) Drum ond's study found that the externfl- oriented students aclgieved Tnore in

readi «tmprovement than the tnternal oriented students when-both were instructed
by the samg individualized approa ch. Henderson (1978), .attempting to determine *
whether 3ne form of individualize instructxon (personalized) was better than
another ?rescrlptwe), fmmd that both groups niade gignificant gains in reading rate,
vocabulafy, and comprehensron on the Nelson-Denny Readlng Test, while the

A}

»

&
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préscriptive subjects tended to gain more in comprehension (.56 D) than -the ¢
personalized subjects (it should be noted, however, that the subjects in this Q
study had pre-test g’rade equivalents of 9:3 in comprehen51pn but 12.5 if

voca.lyﬂery ) 4 . ’ ‘ y

Thus, individualized. instrugtion -may be effective for teaching ﬁ)eading to
certain kinds of adult#} but as it stands nowp it is merely one alternatwe, not
m'ec“essamly the>b.est treatment available. ] . '

~

LN . R 3 g
-

At the oppomte extreme, “of coursey is the. large group, lecture method.
At least one study contained in the literature arouses cdncern over the efficacy

. -of this techmque Hutchinson +(1974) reported then an experimental ABE program
with lessons divided into teaching, practice, and application was Significantly

more, effective than large group instruction utilizing commercial materials over
a ls,—-week period on both achievemett and attpndance measures, but not on
vocabulary. or, oral reading. Thus, it would:seem that effective reading m-
struction to high- I‘lSk students must go beyond J‘ust lecture

) Instead‘, as. noted in the Hutchinson study and by other authors and resea.rch—

ers cited earlier in this review of the literature (Ahrendt, 1975; Fairbanks,1973),
effective instruction in reading at an adult level must include much ¢lass tune»

each day to provide . for individual practice and appllcatlon ‘ -
(b) MaChlnes - IR K ' .

. v ) - N

Another issue related to the area of instructional methodology for ‘tea_c'hihg . |

reading to adults concerns the use of machines. Mione (1977) pointed out’ in hig = 1
critical refiew that pne of the flr‘s; orientations Wthh community college reading
programs had was a machine approach Wthh consisted of tachlstoscopes, reading

acdelerators and sets of ﬁlms, and pacers. \Quotmg Charles Calvin, Mi®ne

explamed ¥
Reseaxch necessary to establlsh readgng programs !
came originally’ from the classrooms and laboratories . Lo
" of educational and experimental psychologists, who ’
N emphasized fhe mechanics and peréeptual aspects of

reading. Programs stressing the mechanical and *

) perceptual:‘aspects of reading then ‘proliferated.

-
L

-However, even as. far back as 1968, only 9.13% of the co’mmunity colleges sur- !

veyed as part of a nationwide study indlcated that 6t.hey weére geared entirely towar.ds

'mechanical devices to improve readmg Indicating the weaknesses of such ane

approach -- the most fundamental of which.is the failure of the machine oriénthtion
to view, reading as the complex process which it is -- Mione concluded that about -

all that machines achjeve in.a community college, reading prograir is some degree
of,motivation for the students.

" . °

Supporting tlns rdther negatlve view of machmes to teach readmg were the .
opxmons of Roueche and Show (1977)

N . Y
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Perhaps a.n “instructional trwism . . . I
is that materials alone won't '‘carry “the show. "
Otten "gadgetry," if not in proper maintenance or - T
* used without experience, merely hinders the teachmg— ‘ .
learning process. :

. Skillful human resources far surpass physlca.l
resources when it comes to assisting high-risk students
in 'the development of self-confidence, persxstence, and
academic skills. - T . ‘

4 4 * @

Resea.rc}ln seems to vahdatefese optmons ’

Q -

~Specifically,- a smdy by Frahcis, Colhns, and Casse‘!l (1973), found ‘hot
only that no advantage was gained ‘by an -experimental group who used an.EDL’

. Controlled Reader (CR) one hour per week, but that the contral - group receiving 3
one hour per week of classroom instruction improved reading speed 30% as T

. opposed tova drop of 4.7% for the experimental group (the CR group). And
more generally; Mione claimed that '"Research on eye-movement training suggests
‘that 1j there is little reason ‘to believe ‘that gregular eye-movement causes ‘poor
reading and that 2) mechanical training to elin&'inate?egressmns and to decrease
_ =nynber and length of fixations may not contnbute sigmflca.ntly to improved readmg. "
* N\ v, :
T Nevertheless, research does support the use of audio tapes for certain kinds

of individualized reading ifistruction. Bain (1974), for example, found that no
'51gmflca.nt difference by treatment occurred between 60 experimental students.who

simultaneously.listened and read (gud- read) SRA materials and 60 control students .

who read without tapes. Howeirer, Thomas (1975) discovered that the lower the
initial readmg level of the student, the more effective"was the dual mode of aud-
readmg for the student. In fact, in one. study, for marginally litarate men at the
5th grade equivalent of reading ability, aud-reading produced the best .scores on post--
test measures.: (Clark and Woodcock 1967) ”
9
L : " Besides accélerators and tapes, of course, reading instructlonal hardware has
now witnessed the introduction $f Computer _Assisted Instrbtion into the _field. 5 o
Yet, according to Cook (197%), PennsyIvania State University reported no dltferences
‘in the progress of stydents i‘e‘celving CA] by comparison to students using, prog'rammed
materlals Cook a.lso cited the cohdlusions reached by the Raleigh Adult Learning"
Center at North Qarohna State:®niversity, that even with simplified systems (IBM. 1500),
CAI is -- ¢
) ‘- -more expenswe than conventlonal systems,
- mtlmldatmg t6 many studerfts,. o ; * . -

- et no inoré effective than c\xentfohal systems R
/

Iy
"o H

) ‘('(8) Ana.llgcal/CritlcaJ Reasoning

i
)

-

; Whimbey and dthers (1980) repor:g significant gains beyapd . 0001 p in vocabu-;
lary and’ compréhenslon on prepos coXfsparisons of,scores on the Nelson+Denny"

.
.|l'4

Readmg Test for students enrolled tn QS—Week suinmex: program-at Xavier Umversity .
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in New Orleans, called Project SOAR. The authors concluded that

U Y [ 2

. hese dramatic gatns in reading comprehension in a2 . .%. |
T ogram devoted to teaching analytical reasoning support

positxon (taken by Thotrndike, Farr, and others) of

viewtng critical reading as dependent on afialytical {
reasoping ‘skills and justify orienting a reading program
accordmgly .

<%

8
A detailed descrxptfon of the two main components of Project SOAR -- permtttmg
replxcatxon of the treatments -~ Wab provided in two a.rticle< :

Component 1: Piagetian - based laboratory exercises from 9 a. m’
to noon (Lincoln, .C. Eric. "From Concrete to Abstract Reasoning:
SOAR Plots the Course." ‘Change, Report on Teaghing #6, vol. 10
(August, 1978}, p p. 25-29. Published by the Councﬂ on Learntqg,

) NBW Tower, New Rochelle, New York 10801.)'

Component 2: Cognitive process lnstructlon (problem-solving/comprehension -
classes) and vocabulary building from 1 to 3 p. m.
(Whimbey, Arthur and others. . ""Teaching Critical Readjng a.nd Analytxcal
Reasoning in Project SOAR." Journa.l of Reading, vol. 24(October, 1980)

'p p. 5-‘10.)

/Because of thee careful descriptions provxded in-these two sources, the rea.der of this
review is advised tq refer to them directly. Any attempt to summarlze the specific
mstmctwna] methods of thxs program here would go beyond the purposes "of this review.

A
( dﬁ* stcellaneous Guidelines Related to Instructtonal Methods

Severaladditional studies pomt the direction to the de»'elopment of other guidelines
,for reading 1nstructxon ' L
. " .
Regarding the timing and spacing of tnstructxon, two studies are w?rth mentio‘ning
Tinkle (1973) found that with functronally flliterate male prisoners, massed instruction’,
" f.e.,ap intensive sche*dule of four hours of instriction per day f¥r five days, was ‘signi-
ficantly ‘more effective tha.zL .instruction (20 one-hour sessions) as a technique for
improying vocabulary ‘retention and grade leve! gain. Fufthermore, though it ignored the
causative factors affecting achievement, a study by Gwaltney and Ribohson (1973) found
. 'that a 16-week reading tmprovement course was more effective for students enrolled in 8

-

-

12:30 p.m. section than for students en‘rolled an 8:30'a.m. section. ’Il‘his study seems °

to suggest that time, of day may have some rel tlonship to the effectiveness of a reading

’cqurse <, 4
P

Very | l'ittle tn the literature of college/adut readtng research deals with -
the issue of requiripg.vs. recommending reading improvement instruction of studepts

who hs_ve been identified ag needing it Fairbakks (1974), if) fact, determined that succesd-

ful redding tmprovement programs.tended to be voluntary, rather than required. And
Agin (1973) noted relatiggly small diﬁ‘ertxces 1n personal background, lnt‘erpersonal
values, and.study habjts and attitudes between students enrolled involuntarfly in a readtng
.class and those who enrolled voluntarily: Nevertheless, Ro@eche and Snow (1977)"
argued: *. ... for some high-risk students in community colleges, mandatory remedial.

courses may be related to student success. " Yet even these authors ‘explain.that 'if a-
[

\

vyt
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. particular s{'ude_nt resists in spite of the most persuasive arguments as to why he should :-
P " participate in a developmental studies program, he should not be.forced to enroll. - .
& . . . ~

Related to the issue,of making reading courses mandatory or not is-the qugition of .
giving college credit. Sanders (1979) recommended giving some form of credit recog-\ -
nitjon for remedial or developmental college reading improvement courses. But no
definite research to date has been found to establish the merits of credit bearing courses
or programs over non-credit courses or programs in reading at a college level,

4

- Co The question of grading seems to have a more definite ansyer. Bergman (1978),
for example, suggested that some recent literature indicates that Students who are re-
quired to take remedial courses in reading and study skills may be more highly motivated
and will penform better academically if they receive traditional letter grades rather than

& -

N a pass:or fail. |

— >

(e) Summary of Guidelines Rel

IS
.

ated te, Instructional Methodology .

¢

'

An examination of the state of the art regarding the most effective instructional
methods to use in-college/adult reading programs yields several guidelines: -
. 1.). The selection of instructfonal methods must be based uponan underéta.nding
°, of the nature of the reading process and’ of the strengths and weaknesses of the
. reader who is attempting to perfect that process to the limits of his potential.

/ )  Generally, methods that capitalize upon strengths are more productive .
than thoge that remediate weaknesses. . .
: . . ‘ ' Coa ‘ s
. 3)) ) A1t§39u°gh a variety of methods has been used to improve the reading ability ¢

. of adults, they are not all equally effective. (An excellent, up-to-date referénce

4

. for evaluating gurrent methodologies is Tierney's Reading Strategies and Practices:
° . . A Guide for Improving Instruction.) ) "

-4

: 4.) Thbugh individualized reading instruction is typically praised and recommended
among gducatprs; researchproves no distinct advantage of this method over more
" traditional methods. .Both forms have been demonstrat/ to be successful.

o . -

5.) The effgctiveness of individualized instruction seems to ciepend on the pature
of the learner. ‘Externally-oriented subject$ seem to profit more from such instruction
than.do internally-oriented subjects. ' »
S 6.) , -Among the mac}iigery‘ which can be used to enhance reading instruction,
oy L't i only audjo-tapes have been proved to have some advantage over‘programs that
) use no{macgihes at all: some functionally illiterate adults seem to profit from aud-
reading g}z owing in the text while listéning to an oral reading of that text.)
- . ) _/ ., T x
7.). Ofienting a reading pro;gr.a'm around cognitive process instruction in analy'%ical
reasoning skills (like that found in Project, SODAR at Xavier Univaqrsity in Louisiana) .
HP geems to produce positive gains in reading test scores of subjects taught these ~ ¢ #
' critical reading s}{ﬂls: . ‘ a . .. . T
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. 8y For remedlal/developmental reading students, a number of vm;lables
seem to affect instructional methodologies in a positive manner: ¢
' - providing massed (rather than spaced) instruction ,
) - scheduling afternoon (rather than morning) reading classes
«’~ allowing voluntary (rather than required) em_'gllment in a reading :
course - ~
’ ¢ - gwmg credit (rather. r.than no- credlt) “for the course .
- oassygning tradxtlonal\grades (rather than P or F grades)
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. TEACHING THE READING/STUDY SKILLS COURSES  #+. , = . T

[y

\ AY

t

on a psycholinguistic view of .the reading process gnd on information-processing
theories of tpe-learnmg process. Essentially whdt thi% means is that the program
was designed in all aspects around the basic tenet that the primary goal of
reading is the acquisition of meaning, and that in the process of reqonstr?ct'mg an
author!s meaning, the strategies that the reader uses will be productive only if
they are consistent with the way human beings think’ and learn. o

The reading/study skills component of th(;?isi'c Skills 'Project waé based

What follows is a

specific_description of this program according to several .
y, broad catégories: ’ ‘

-

e, Goals and Objectives of the Coursg
Motivation During Orientation E
Communication of Course Goals, \
Procedures~etc.® o .

T.

£o

. Diagnosis _
‘ Self-Diagnbsis
" Content of the Course
' Lourse Materials ]
Methodology ' ‘
. Organization ,of Course
2, . Grading : ‘ .
- - Goordination of Reading/Study Skills with Other Ccurses
. Suminaty of Litdrature-based Features of the Course
AT ‘éoa.ls and Objectives of the Course N - g L\'

The mAjor.educational goal of, the readiixg/ study .skills component’ of the' Basic
Skills Project-was to help the project students dévelop survival reading and- study
techniques for the occupational ?,;‘a'm'mg.courses which they intendéd to pursue in suc-"
ceeding semesters. On the authority of Dr. John Roueche, external consultant to
this project, .this survival could be predicted if™he students achieved to within two
grade levels (or about the 10th grade equiva.lint() on.the Nelson-Denny Reading Test

.used as a post measure of the course. ‘ . \h .
Specifically, it was assumed that the student would be able to achieve that grade
equivalent level by accomplishing the following objectives; . L .

N R } . .
1) The student will have achieved at leasta70% grade on.the following instruction-
. al posttests and progress tests: ) e

4

‘e  Mem ills Unit .
., _ - Dictionary Skills Unit
- Unit if the Uge of a Dictionary
' - Pronunciation Guide ) . . .
b o oo . , -
) & 9 ) ' . >
.o, . ™ . )

v

«
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M . - -Smdf,,madmg Unit Progres,s -Tests (3) .

\ - . . -

) Word Ana‘lysis’ Skills llnit
. o ! _ - ' Unit in the Use of Vocabulary

: ‘Context  Clues - ' T ¢
R - Unit in Solving Verbal Reasoning . B
o Problems . ‘
‘ . +~ Unit in Solving Analogy Problems \ -
’ ‘ - Unit in Solving Problemis of Trends ' )
. ang Patterns .

o <

. [} . .
e ? A ;’) The smdent will hwed at least a 50% average on ‘a listenmg skills

>

- _post -test -(for which he took no lecture notes) ' w .

3.) The student mll have achieved at least a 76% average for progress tests

. " based upon, lecture-notetaking.
4

———— o — * — —_

"4, ) The student ‘will have completed at least 15 Guided Reader lessons with a score
of 70% or better comprehension a.nd will have moved up at least two levels from

his initial level. -

P

¢ -
»

- 5.) Th‘e\}tudent “will have maintained at least 85% attendance. ¢
. ) Additiona.lly, a pumber of related goals were-intended by the jcourse. It was cer- jrO
- tp.mly'a major aim to develop in the students confidence 'in themselves as learners in an
‘ -dcademic 'setting, for it was assumed that they would not survive mthout that fundamental

belief. And certainly, inasmuch as they were all set upon studying technical, sc1ent1fi- FN
" cally- related, subjects - in their future training, the readmg -study/skills component hoped
4o broaden their experienttal and conceptual background in these areas by -expgsing tl)‘e
students to practice in typica.l writings from qthexr future *t"i"ammg programs /’9 ’

. .
3
. . s . v ’ I ¢

\
“The readmg/study skills component had sdveral research goals as well. Gemerally,. /
_this component inténded to field test a number ol variabl suggeated by\foregoing re- ,- P
" .search ‘studies as having posw\ve effects on the réading i;;mvement(of students. The
; field test, in this case, was tohave been limited CETA-supported subjecfs who scored
between the 7th-and 9th grade equivalent levels on” the Nelson Dengy Readmg Test, form C .
“ ¢ Y- .
. Specifically, these research goals Consmted of the following: ‘ ‘ _
* & /
< 1.) To ﬁeld test the holding capabilities of a reading/study skills program from :
- which' direct application to occupational training courses would not occur until a.fter

) . the skills program qnded

-

r

, 2.) é‘o field test the efficacy of & 128- hour readmg/study skills program consisting &
/ * of 16 weeks of instruction at 8 hours per week (4 hours class and 4 hours indi— ‘

{
? _vidualized practice) ) . - , o
. . "‘3 ) To fiel st an instruetional format consistmg of lecmre/de‘nonstration followed
. by small gr up/indlvidua.lxzed practice ' - ;e
. . ,

.

« \) ‘ > o S ) ’ - . ‘ . .
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_ a major ‘attempt avas.made to motivate the students to extend as much effort as possible to-

N

h ]
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: 4:)- To field test the use of tutor-technicians as monitors/helpers who would provide
instantaneous human feedback during individualized Practice. '

" common skilled and semi-skilled occupations (Moe and others, 1979), many of which the

» in the teaching team's past experiences, could and ‘would succeed not only during the

. that this. success could be achieved only by a ti‘emendoué team effort -- by the facul

P $ . ) .
) 5.) To field test J'cognitive process" instruction for a.nalytical’/criiical. reading/ ‘
thinking skills a§ a techniqug; of raising standardized reading test scores., '
‘& r e . . N
6.) To field test the effects of a rather compreheﬁsive prggram of reading/study *
skills that focused on meaning throughout skills instruction in the following areas:
1 - listgning ) > T
ce ‘-.  memory: techniques , 3
X - dictionary skills - ) T . . e
-  vocabulary improvemnient by word analysis and the use . ’ “"“
i of confext clues o -
- . _compreh‘ension improvement by the- analysis of expositqr’y L .
N " . pattefns common to scientific/technical writing )
‘ /- SQ4R method of textbook study (including mapping, out-
Ce s T “lining, and inderlibing) . — - T ——
. . - test taking techniques - . * R
w N - rate flexibility technfi"ques and bractiée ~ , ’ , <. . “
. . . . ‘. . ‘ ¢ .
7.) To field test studént reactions to SSR (sustained silent reading), as a one-hour
component of an eight-hour weekly program of regding'/study skills "instruction.
Motivation During Orientation RS ~ ' C, e .

During the orientation act'ivit‘ies‘ scheduled for the first day of tite Basic Skills Prcgr.,

ward improving their-literacy gkills, To that end, ome of the earliest presentations of the
day involved discussing the results of two research studies which applied to their future.

First, the students received 4 summary.of the occupational literacy requirements for ten
students had already expressed somé interest in pursuing. Much emphasis was placed
ﬁpo;: the fact that if they were to prepare, themselves adequately for—the training '
programs which they wanted to undertake tn the succeeding semesters, as this' evidence
suggested, they*would have to work especially hard to develop their reading skills much
beyond their Wesent levels. (6.0 to 9.5°grade equivalents). In order to provide local
support to the argument, the students were also presented with readability data collected?
for the textbooks used in geveral CETA training programs offered at this cbllege.

Of course; such a,presentatibn 45 this might have led to discouragement rather
than .the motivation which was ihtended. Consequently, the whole issue was handled as .
positively and delicafely as possible. .. In fact, encoufagement and promise highlighted
the presentatiom. And the students were left with the idea that they, like other students
present semestqg but’ in the training prog'x:afns which followed. t they were adviseé
and tutors on the one hand and by fhem on the other.

‘ . :
. - . ~ .
. f A .
) . ’ . ¥ -
N ! . . . 2

1
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- skills. ' Noteworthy in his presentftion wére remarks about his most recent efforts to

-81— , . . ) .l .

L 3

_ The first-day activities ended with a similar effort. Mr. !
Fisher Body executiv\e chosen because of his relentless drive to rise from an office
mail clerk at General Motors' to Divisional Managgr' in Pyrchasing, recounted for the
students in a very informal manner his personal struggles to perfect his owm literacy

Leonard Rinke, ‘a local

Y

improge his reading and letter writing ‘abilities, both of which he reported were neces-’
sary his success and survival in industry.
)
\Finally, near the close of the day, the Reading/Study Skills instructor attempted

to follow the advice given by Roueche (1,27‘7 ) -- that one sure way to impress upon the "\ |

students that the instructor is personally very interested in them as individuals is to £

memorize their names. Thus, near the close the day, as the students ‘_passeh through |

a line to obtain library cards, the readu'\ng/stuciy skills instructor called out'from memory :

the correct names and spellings of those names for each stdfnt who filed before him. }
|

‘One by one, ‘the students exclaimed, '"How did yow learn my name so fast!" .

-

)These motivational efforts of the first-day activities, of course, were just the .

“first in a series of semester-long attempts made to persuade the students that the team |,

were personally and individually concerped with their effortd, their progréss, their
difficulties and their ultimate sucgesses in the Basic Skills Program, in their future
training, and in their lives. o ‘ .

C. Communication of Course Goals, Procedures, Requirements, Aand Grading -

4

In a private memorandum to the team Dr. Martha Maxwell, a prominent professional
in the field who was chosen as one of the two external consultants g the project, stressed:
"A good, clear weli-written syllabus explaining the program to the students is absolutely
necessary.' Such a syllabus was prepared by the reading/study- skills insti‘uct&r‘ but was
never delivered to the hands .of the"students. The'reason, quitg simply, was that'a

. number of internal consultafits reacted negatively to the syllabus on the grounds that it

would seem too overwhelfing, rigorous, demanding,-@nd threatening to the students.
Instead, these colleagues reco'mmgended covering the topics informally, using a no-nonsense'
approach when the course was outlihed and throughout the semegter. They argued that a
manner characterized by "getting right down to business' would achieve the same purposes
as a form%l document, without the intimidafion which might result from the latter. ansé-
quently, a less formal summarye of the promises of the reading/study skills course was
distributed to the students: , . - ) , T .

het e

. . Y ) .
RDG 292 - Reading ahcd Swudy Skills ) ’ . L.
. The reading/study skills course will helg you learn --, N

.
3

R/eading Skills:

[y

- ho¥ to adjust you

r rate of reading to fit your purpos'e f

£

or.-reading’

‘e

or the difficulty of the material.. ‘ -
- how to speed up your reading whgp it is good to do so. -

. ? - how to understand more of what yog read.

L ~ A -

how
how
how

to concentrate when you read. ~r
‘to remember more of what you read.

- - 1) . . ‘ . .
to increase your vbgabulary. N s
. yogabuary.

A . '

35
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Study Skills: : _ \ ) '
v N p ,N“ .

- ~ -"how to, solve logical p‘rcble‘mgi o , C s i .
. - - how-to study a téxtbook chapter. é. . | - \
-~ how- té underline efficiently. x : ‘ - ‘

| 3

) - how to take hotes.from reading and listening.
‘ - how to memorize. R ' )
‘ -, how. to take different kinds of tests. " \S .
. » < : .

! , There er}sued a discussion of the assignments, activities, uses of the course folder,
and grading system, as well as an announcement of the procedures- to be followed for
tl@}eldy sustained silent reading (SSR) period. “(These topics will be discussed
- fully in apptopriate succeeding sections of this part of the report.) c

’

. N . o .
Diagnosis Throughout the Course and Nelson-Denny Reading Test (C) Pretest Sgores  “ b )

a

As explained in the general p_rbgramr description found “elsewhere in this report f - .
- (see P-P- 30 — 3 twenty—tp'res of the project students had been through a ‘ ,
two-week peri ing at the Assessment ‘Center of one of the two local Prime

- Sponsors which® ed_ih this field test. These students and the two students W
came from the second lpcal Prime Sponsor all arrived at the college with Nelson<Den
. .. - Reading Test scores in fate, vecabulary, comprehension, and total test. .

. .
N J )

aAg the foHowing le of subiscoi‘e_s' on thé Nelson-Denny Reading Test (C)-reveals,

“ the population of students participating in the field test came to the program with a .

mean word-per-minute (wpm) rate: of 171.8 on the rate sub-test,"a vocabulary grade . °

. equivalent me;;m of 9.7, and a comprehension grade equivalent, mean of #7. 3. e total '
- ) ‘ scoreAgra;d'e equivalent mean wa\§ 8\1 : ‘ ‘\ |
. * A '\.

e -

' . _ R ‘ . VA ‘
1 . Although there were vast differences .both in rate (SD-25.5) and in «;vocabﬁlarff o

(SD:1. 6) the group was more homogeneous in .compreh'ebﬁion‘ (SD-.9) apd \n t??al scq?ﬂ_ I
) o ' '-a\ * oo [ p o ; '.
’ L. 3, . ’

“ (SD=.9). .
3 £ : - . oot ’ ’ ¢ N s .
B N=17T NELSON-DENNY BEADING TEST {C) N
: R ~ WPM T~ VOCAB |+ COMPREH - TOTALY .
T MEAN = | . .-171.8 - 9.7 " 7.3° 8.1
- . n ) S'D . ‘ ' 25.5 . ) 1.6 N ¢ .9‘ , s .9 4 .
A ' RANGE 143-230, N7.9-12.7 - 6.0-8.9 D 6.0-9414 .
, : -] ' MEDIAN. ‘161, c9.2 | 7.5 8.3 |.~
“u ‘ -“ ” 4 ) = -

| , ' The data hére are limited to those students’' who remained with the program through 1\
; - 'thé last day,. thereby taking the post-test as well, Originally, ‘a ratlgrer,,cé'x;zprehené’iVe' ’ |
set of additional tests were planned for the first week in order to diagnose specific
strengtht and weakné®sgs in word attack skills, study skills, listening skills, and ana-
lytical reasoning skills, to pame a few. (Appendix I ). The rationale for including,. L]
all these- tests wag the research finding: that effective programs included much.diagnosis
, for which the ‘stuc'l,entﬁs were %ivm the regults and by which thebinstrilctor an student. 2~
. cooperatively planned the appropriate “instruction, L = ‘ ‘

-
|
¢
4
\
i

(X
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However, because both external consulta.nts to the project expressed concern
that the program design included perhaps too much testing, ‘the original plans were
amended fo include fewer tests and to rely instead upon informal diaghosis throughout
the semester. It was felt that the trained observations of a readmg instructor would
yield as much diagnosis'as would be necessary.

o v During the first week, therefore, only the following were given -- as much to
diagnose specific beginning levels as to begin instruction in these areas: -
’ .
- WASI (Whimbey Analytical Skills Inventory)
- Xerox Effective Listening pretest
- Pretests in dictionary skills and dictionary pronunciation guide skille

The results of these pretests a.nd of the Nelson -Denny Test were discussed with the
students and instruction was under way. , ’

.
]
°

The greatest majority of units of instructton in the program began with such pre-
tests, included periodic progress tests, and concluded with posttests. In each case,
the results of these assessment instruments were shared with the students so that they
would at all times understand what they needed to learn as they moved through the

; . program. ' . .

Self—Di'agnosis . . : \—-

.

. One addmonal mstrument was ‘developed and admtmstered during the ﬁrst week
activities in order to _enghge the students further in self-diagnosis. This was a
Reading Inventory,” consisti ‘of 36 statements requiring a self evaluation of spec1ﬁc
reading/study habits, attitu and skills. (See Appendix H)f{or an examination of

the complete lnstrwment ). Students were asked to place an "X" next to statements like -

the followmg whtch apphed to them at_ that time:

-ng, . 1 do not hke to read -but I know t.hgt I have to. 1mprove my .
readmg gkills." ’ $

4

’

v

I- bave difﬁculty pronolmclng most words in tlnythlng I read.”

5 .

The only words I sometime&-have trouble pronouncing are big
names or long new words.‘." . ‘

I can understand t{xmgs I read for pleasure, but I have Adifficulty
understanding assigned material. "

' o

ot -~ o
126. -When 1 read an assigned chapter, 1 start with the first word and
‘ keep going till I have to stop or umtil I finish." . -,

"35, I dislike using controlled readers." SR

a

The results of this inventory provlded t.he basis for rauch of the informal diagnosis

which occurred during the course apd helped to provide the topics of spontaneous chats .

held with. the students about their percelved req,dlng ‘problems.

1

*
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- In most cases, the students were surprisingly accurate in their self-diagnosis.,
On item 24, fo\\;axample, fourteen students indicated, 'T have a weak vocabulary."
Using the Nelson-Denny voc¢abulary subtest score below 10,9 grade as an indicator
of weak vocabulary, sixteen students should probably have marked !'X'' next to item 24. .
" Eleven did. Thus, for that item the student responses weré 69% accurate. 4
¢ Some group reg_u,lt_s} of this inventory reveal the outstanding self-perceptions of A
the class as a whole (Table 8). Most acknowledged that they were slow readers (87%), = ~
but they generally did not feel they had incapacitating word attack problems, just
problems w;ith 'big names or long new words" (87%). As might have been expected,
many students admitted not being able to remember what tliey bad read (70%), that
they had a weaknessbof vocabulary (61%) but did not use context clues as a vocabu-
lary attack method (52%), and that they- were not conscious of ap author's thought
plan (57%). A surprising nu‘mber were candid enough to confess to not reading much
(61%) and to dislike .reading while realizing a need to improve their reading skills (43%).
- And many were too embarra\ssed about their reading ability to read out loud in class (57%).
1
Regarding study-reading, most admitted difficulty understanding assigned texts but
not pleasure-reading materials (83%). They identified-as their primary study-reading ‘method
that of start'mg' with the first word and going on from there (74%), with no stopping to sum-
marize after reading sections of a sfudy text (70%) and little usé€ of study questions (61%).
Understandably, the majority,aélmowledged difficulty concentrating on assigned text material
(52%). Furthermore, almost half of the students indicated that they did not survey before
» + reading (48%) and more acknowledged not varying their reading rate according to their
purposes or the difficulty of the text (65%). T . 4 \
¥
? With regard to the u°s¢; of hardware, specifically the, EDL Controlled Reader, 35% !
(8) stated they had used'such a device but only 4% (2) expressed a dislike for using such an
apparatus. ’ ~ '
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TABLE 8

SELF PERCEPTIONS
OF
READING/STUDY ATTITUDES, HABITS, SKILLS
(as indicated on 'Reading Inventory™)

= -

FREQUENCY | [TEM # ATTITUDE, HABIF, or SKILL
.. of , om !
. STUDENT|RESPONSES READING i
No. K JNVENTORY |

. /
20 87% #12 . are slow readers
20 i 87% . #16 have word attack problem .
. limited to big names or long

new words
19 &~ 83% ’ have difficulty understanding
assigned text
17 74% ' read study chapter from first

' word.to end
16 0% - ~ read everything word by word
16 0% cannot remembér after reading
70% do pot stop to summanze text
15 65% have spelling difficulty
15 65% have no flexibility of rate
14 61% . do not read much
14 61% have weak vocabulary
14 61% do not yse study questions
13 57% ° : are embarrassed to engage in
) oral "reading
13 57% are unaware of autbor's though
. plm !
13 57%- 2 bave ipability to understand
. many words
13 57% fail to use context clues
12 52% havegmbmty to use dictionary

. pron cinti\pn guide
12 52% have concentration problew- text]
11 480 ’ N fail to preview. first
10 432 ° dislike reading but realize neec
) to -improve ’
10 43% have Qifficulty understanding
: . while reading ¢
10 43% - have conoentration problem
’ generally ' '
11 39%- ) have inability to find books,
etc. in library .
39% fail to generate questions whtloi
reading
5% . form'erly used controlled
reading machine
30% - have word attack problems
30%__ miss main idea
30% are not consciousof paragraph
30% do take study notes
26% have difficulty understanding
most readings
22% read frequently
17% find. all reading difficulty
17% take too many study notes
% do not like controlled reading
machines .
find difficulty reading ‘and
speaking ‘because English is
second language. -

-

.



E. Content of the Course .
‘ . \‘> R M ~
. The \readmg/ study skllls course contained demonstratmns, explanatlons,
md1v1dua1 practice, and apphcatloﬁ activities in the following areas:
\ ( /

v Problem Solving: . , ' S
u - Verbal Reasening .
" Analogies ’ T -
Trends and Patterns

.
-~ ,

Vocabulary: '
Dictionary Uses | ?
Pronunciation % N
Word Analysis (Prefixes, Roots, Sufflxes) 7
Determining Meaning from Cepntext > { _

4

Comprehension and Study: P
Learning Theory
' General vs. Specifi¢ Ideas
Patterns of Development:
Deﬁmtlon . 1
- Examples o ) .
’ s Classification and Listing ° . L
Contrast . ) : . -
Cause - Effect o ‘
Locating Main Ideas . .
SQR? Method of Study: ] .o
° Syrvey '_ -
. Question , -
Read - ’ S
Recite
"Rite" (Outlining, Underlining, Cornell's System, .
. R Abbreviating, Mapping) - .
< Review ) ot

v

Test-taking Techniques S

° Listening: ‘ TR e
NS .Distinguishing Main Ideas from Supportmg Ideas ‘- -~ .- i
Coping with Distractions
Comprehending One-, Two-, and Three-pa;'t Statements

Taking Notes on Lectures . .
- - "

v

Rate: .

< Skimming for General Topics and ‘Statements . . .
Chunking R . N .ot
Skimming for Notes . .
Rapid Reading and Comprehensmn L : .

.
R f\\ - »
- L4
~ [ <, .
, A .
.
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- F, Course Materials by Content

~

3

‘In order to make the reading/study skills component aj relevant as possible
to the students' future occupational training needs, materlﬁa'rsﬁ were chosen which
could be demonstrated to have such future applications, some indirectly but most
dlrectly *A_ltlgough mstructor prepared materials were used periodically to provide
some. of the instruction, most practice activities involved the use of commercially
.produced textbooks and programs. ,
Following is a listing -of the primary commercial materials used in the program
according to the skills practiced (The blbllography for this segment of the report -

contains the fall publishing data.): .

.

TABLE 9 . N

Reading/Study Skills . Materials _«

SKILL . . ) COMMERCIAL MATERIAL
USED )

’

"LISTENING -
- General 1istening ’ ‘ Xerox Effective
comprehensian skills. ) Listening
- Lecture-notetaking - |~ Langan's “Reading
skills . - and Study Skills"

/

MEMORY SKILLS - :
> -+General skills, . _ \/Lucag and Lorrayhe's
’ ) “  The Memory Book
- Study membry s Langan's Reading {
" techniques . - and Study Skills:
ANALYTICAL/ R‘ITI"CA\II_
THINKING SKILLS - ' N . \ )
- Solving verbal reasoning . Whinmbey and Lochhead's
problems . . Problem Solving and
- "Solving analogy problems ‘ Comprehension
- Solving problems of trends .
and,patterns

\
<

VOCA\BULARY/STUDY SKILLS -
- Dictiopary skills , * Jennings and
Pronunciation Guide o : others' Consider You
skills _ ) ) Words
Word analysis skllls C American Heritlg.g
Context skills 1 Dictionary . .

- Technical vocabulary . "Eisenberg's Reading N\
skills : TecHnical Books

a

e

Continued
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SKILL

COMMERCIAL MATERIAL

s COMPREHENSION/STUDY
SKILLS - .
- Comprehension of techm,cal
patterns of exposition
- SQ4R (including underlining,

USED

Y

Eiseoberg 5 Re‘ ading
Technical Books

A

notetaking, and mapping) Langan's Reading
- Test-taking techniques : and Study Skills
' ’ . N v
COMPREHENSION/RATE -, A 4 \
- General comprehension/rate S )
practice with articles /- " Imstructional/Communi-

Pl

cations Technology's
Guided Reading

Program . ' \
- L4

. : related to Career and
’ Consumér Awareness,
Contemporary Issues,
Science, Humanitiés, and )
L Literature ~ F _ . -
- JFlexibility. of rate_ o ) Langan's Reading and '
’ I _ ‘ Sfudy Skills .

S - ’ " ’ Technical Books™

‘G. Methodolggz . . ’
. .

i 1., Uge of’ Laxge Group, Small <Group, and Indiv1dua.hzed Prachce with 'I‘utorgg
. " for Different ’Dessons . ] C TN

Vo According/to an origma.l, tentative.glim the reading/study skills, course was to
, _ have been equally divided between class” ahd laboratory. The intent wag to .provide
‘. for the students the benefits of both large \group and small group "involvement during
‘class time and individualized practice during the laboratory period. Accordingly;
T of the eight weekly hours assigned to the course (8 a. m.-10 8. m.: M-T-W-TH),
' one hour daily was. scheduled as class time (8 a.m.-9 a.m.) and the second hour
(9 a.m. -10 a.m.) was scheduled as lab time. S ~ )

N
In acmal practlcez as the program evolved this schedule was not held to rigidlx o

Individual practice was ‘often mixed into times set aside for class and small group-’

iistruction often became the order for the day for the tlmes orlgmally set’ ggtde as

lab Lecture/demonstratlon rarely lasted longer than fifteen ‘'minutes at a time.

.
»
.
> , .
i ! . . - % . N
* ! ’
. ¢ -
. » . R D
‘ . . .
. ¢ .

Eisenberg's m . S

-

-
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Several reasons lay behind this alteration of the original plan. Pe‘rha;')s,‘.
one of the chief reasons was the advice of Drs. John Roueche and Martha Maxwell,
external consultants to the Project, that the laboratory time needed to be highly
structured. Their explanation was that students like these benefited most from _
a very tight organization wherein they would know exacﬂy what they were to accom-
'plish, how they were to perform the task and the time within which they were to .
complete it. Secondly, it became apparent early in the ;&'ogram that not only - did
the students have very poor listening skills but they could not hold thelr attention
to an extensive lecture or demonstration: about 10 or 15 minutes of explanation was
‘all that they could tolerate. JFihally, for some types of lessons, the presence of
one or both tutor-technicians in the classroom made it feasible for the instruction
to move- rapidly from demonstration/explanation to small group and individualized B
practice, alternating back and forth between these modes as needed during a given
time period.
[ B .
Thus, some skills were handled mostly in,an individualized way.
These were units.in structural word analysis skills, rate/comprehensnon practlce
with the Guided Reader Program, and Sustained Silent ‘Reading.

-
\
i

The listening skills were tre’ated as group—guided, individual-.practice activiti\es.

* That is, the instructor demonstrated a technique of improving a listdning skill,
_—-played an audio-taped statement, guided the class by gestures (during the -early

practices only) to attend to an important idea that was stated, and provided time

after the oral statement for individuals to record the ideas heard. Thereafter, the

class compared answers and discussed reasons why some important ideas may

have been missed ahd ways to improve listening and/or 'notetakmg The program

continued thlS way throughout the semester. . . Ca s

_The remaining lessons were handled in a mixed way. - That is, a typical period

w;ould begin with a brief explanatlon/demonstratlon of a lesson and niove immediately
to small group and/or individualized practlce Durmg the practice, the instructor
and the tutors moved up and down the rows‘ﬁ stoppmg to monitor the apphcatlon and
help individual students as needed. This over-the-shoulder assistance provided
immediate human feedback Yo the students, the kind they often do not obtain in set
ups where individualized practice means working in programmed materials and/or
with hardware. (I such programs, immedlate feedback is often identified as the
primary benefit of this type of practice. But the proplem fs that the feedback con- ,
sigting of printed or mechanical information as to what the right answer should have
beep often leaves the student bewildered and: frustrated \-- he .simply does not under-
stand why he was wrong, nor does he perceive how tg rectify his procedures.to
achieve that answer.) By means of this mix mode, however, when one or several
‘students "'got stuck" or "confused,' the instrugtor or tutors would give clues with-
out givmg answers. If the class-at large denionstrated misunders%a.ndmg, the in- - .
struetor would stop thg indtvidualized practlcel lead-a discussion about the problem,
and/or re- explam or demonstrate the skill. This group exchange’ ‘of ideas._not only
provided reassurance that others were having similar problems with the work but

‘it also provided the occasion for hearing alternative techniques for solving a problem. .
Once ‘the problem .was clarified, the session mpved back to individual prdctice and
so on.” During every practice session, the insfructor, as chief helper and diagno-
stician,’ made it a point to look over the shouldér of every student in the class. -

ro

j

3
e
N
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An interaction between the tutors and instructor achieved total monitoring of
individual student needs, - strengths, and weaknesses. Of ‘course, if a small group
of students evinced similar difficulties, the instructor or tutor would sit down with.
the ‘group to help as peeded. One additional benefit of. this mixed mode of instructi
was that it altowed for extending the lesson for two consecutive’ periods (with a break
halfway betiveen) without any loss of attention by the students. Moreover, . it afforded’
“much individual practice -- a factor cited in the research literature as contributing
*"to successful developmental reading programs. Admittedly, of course, this mixed
mode would be most difficult to manage where a traditional set up occurs, i.e.,
with one instructor and twenty-five students, but no tutors available, or with tutors
available only after the class period. .

a

The’ mixed mode of instruction described above became the prim}).ry delivery
technique for the following lessons: ‘ v

L}
-

Problem Solving (not for verbal reasoning problems,
but for analogies and problems of trends and

patterns) ~ -
‘Dictionary Practice ] T
c Vocabllary Practice . : . -
: Comprehension Skill Practice ’
Study-reading Practice N

: : v
i M
3 .
L4

Use of Overhead Projector

- M - " < v

For all large group demonstrations given in the readin_g/study ekills compone'nt Co
that they i

transparencies were made of the published and/or developed materials so
could be projected onto a large screen in.the classroém. In this way, the students, N
* who always had before them their individual copies of the text or materials, could
easily locate passages being analyzed, discussed, -underlined or marked up with
marginal_notations, circles, boxes or the like. Often the instructor would lead a
®discussion about a particular skill--for example, locating the technical definitiox\: of
a particular term--and guide the-students to inductive conclusions about some efficient
wayé to identify the term and definition ag weli as to mark the text, take n‘otes,' or
develop vocabulary study cards for the definition. By referring to the screen, the
students could create their own models for practi¢e, contribute to the development of
those models, correct their prior ﬁttempté to applil a skill,or be guided to alternative
techniques of study/comprehension. . . ‘"
ft, during individual practice, major problems occurred, and practice was
interrupted for, re-explanation, the projected text. on.the screen was used as the focus
of group attention._  Imstructor, tutors, 4nd students alike -- in a group learning
situation -- walked up to the- screen and/or projector to argue a point, defend a
position, or suggest alternate attacks on the problém. So much involvement .transpired
that shyness rarely occurred to hinder all the activity that petvaded the tmosphere.
Everyone was busy\ learning and time was so often overlooked that it would take the
next instructor's presence in_the room to call attention to the fact that class' should

-have been over for the day, minutes ago. v . o ‘
’ , |
o 11U+ - ' //
B “ v gj . . .
- *\




. t
}

-91- . K ' <

- ) . , ‘ .
The primMneﬁt of this use of the overhead projector, of course, was ¢ * 1
_that it removed the obstacle 6f the students' listening handicap from reading/study

skills instructjon. Rather than have to listen to oral directiops, students were -

.able to rely upon visual imagés for guidance. Moreover," the oral message was ‘
|
|
|

constantly being reinforced by visual clues.

~ <

3.  Individualized Practice with the Guidéd Reader Program

' TFor one hour each week, students used Guided Reader Study Guides, films
and/or .tapes and film strip projectors in order to develop rate and comprehension
gkills. , This component of <the total program was in;rdduced.primarily because of
the mdtivational benefit referred to in the literature as being one of the primary
advantages of such hardware. Additionally, this period in the' Programmed Learping %
Center provided much needed relief from the confines of thé self-contained class-
room where much of the class activities occurred ?a.lthough at virious other times
during the week students moved into adjacent seminar rooms for smaller tutoring
groups with the instructor and/or tutors). . .

-~

»

AIF but two students used the film/study. guide procedure outlined for the
program. (These two expressed dislike for guided reading machines on a Reading
Inventory described earlier in this ‘report.) It should be noted that, unlike-the -
EDL Controlled Reader Program, Instfuctional/Communication Technology's Guided
Reader Program involves the film/projector pacing system for approximately only
half the reading lesson (Part A). The other part, Part B, must be read without .
the aid 6f any mechanical pacing. In fact, only several minutes of the total lesson
invglves the use of the projector. -~ Consequently, .students who participated in this
phase of the program practiced rate/comprehension' skills first artificially (with .
machine) and then naturally. For this procedure, students were placed in study
guides which matched their individual independent reading levels and"their interests
(consumer affairs, ‘career awareness, science). : . :

*
-

[ 4

./ An alternative method involved the use of aud-reading. That is, the students,
) this time placed in study guides close to, their instructional reading levels, listened
to audio taie recordings of a lesson while reading silently aleng in the gtudy -guide. \
~ _J . . \ s . ‘ »
For both alternatives, movement up,in rate or in study guide level occurred
” a student demonstrated at least a 70% comprehension score op two or three
/Xonsec{xtive attempts., The comprehension checks, of¥course, were corrected:by

the students themselves.

’
<
~ .

. However, during this entire activity instructor and tutors alike moved around *
the study carrels in order to monitor progress, spot check a lesson, discuss a
problem, dr clarify a particular point. Always were the students closely monitored
\ " during the procedure, mot at all as prison guards over inmates, just as helpers -
« " with learning. (No resistance to the. program. of any kind occurred during the gnt{re

semegter. ) ' _— . '

. -
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4, (Suétained Silent Reading . N P
For one hour each week, the last of the scheduled activities for the reading/
study skills class for the week consisted of a period set aside for unfnterrupted.
" gustained silent reading. This.was to be a free reading period during-which time
' students could read anything they wanted.: Two stipulations were made to preserve
the purity of the experience: that no class assignments of any kind could be done
during this -time-and that.the material chosén for the activity had to consist primarily

Ve

IR

of written text.

]
L 4

. interest obtained from the Government Printing Office.

@

_ The students were advised to bring materials from home 'if they wished. " .
However, several resources were also made avaitable to them either right in the
classroom or in the build(ing' where the program was housed. In the ‘classroom,
a pamphlet rack was established containing many free publications of consumer

_ A portable cart containing
books, picked from the college library was also placed in the classroom so that
during the week students could choose a title which' met their interests. These '
books mainly dealt with a variety of hobbies.t At the outset, some students selected
materials from these resaurces in the room; after a short time, though, they were
largely ignored. ‘- The readers in the group typically used home materials for

this activity. The greatest majority, the non-readers, headed straight for the«
magazine and newspaper racks found in the Tobby outside the classroom. Since the
- room used for instruction was located in the Learning Media Center, which houses
the college library as well as the Program ed Learning Center, the students were
at all times immersed in an atmosphere of books and magazines and pamphlets.

-

And the instructor for the course not only recommended tifles which might be ‘of

_ interest to the students but he, along with the tutors, modelled the behavior he

o

R

was seeking, by engaging in free reading himself during

e period.

4

N

\s In spite of these efforts, some students, thr:»se who no doubt had expressed
a disl

ike for reading at the outset of the course, remained reluctant but compliant
—_participants_ in the activity, occasionally avoiding it altogether if they could. Most,
however, welcomeq the opportunity and vocally expressed their dissatisfaction the

€
.

few times when the sustained silent reading period had to be used for other purposes.

' ’ ‘
As it happened, near the end of the semester, the reluctant free readers

~, turned out to be those needing additional help’in certain areas of the coursework,

Consequently, they Were permitted to make up tests or to receive tutoring help

during the free reading period. Surprisingly, this alfernative use of the time did
not adversely affect the free reading practices of the students who had
who had come to use the period for the recreational reading for which

a

Conversation during this period was typically di,scwragedv&cept’ when it

been using or .
\lt was intended.

[N

consisted of briefly sharing experiences or information gained from reading. Students

soon learned that the free reading period was a privilege and respected the rights

.

) of other students and of the instructor to engage in & pleasurigable” experience. A
- yfew were reminded from timé€ to time that they were interrupiin the experience --
surprisingly. by other students in tlre class as often if not more than by the ,
instructor and tutors. : ‘ . ‘
q JEU \) vo- o l * i .
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- cannot expect 100% comprehension for everything they attempt to read. These
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Selected Specific Instructional Methods Used - - . . )

-

It would be dlﬁlcult if not cumbersome to an already extensive report to
present here a careful detailed degcription of every specific 1nstruct10na1 method .
uded during the reading/study skills course. Earlier parts-of this section have ’
already suggested techniques used in a general way for some of the skills taught.
(comprehension/study skills, “Mistening, guided reading practice, etc.). One
important point deserves reiteration, however, and that is that in ‘every case the:- |
reading/study component: emphasized meaning as the primary goal of the reading-
thmkmg process and based its instruction principally on a psycholmgumtlc model
of reading as well. as on learning theory derived:from information- -processing
%heorists. - N \

' et

> During the first week, in fact; the course consisted of learning games

. which aimed to establish the bases for instruetion. These were group-participatory

gctivities involving word and number processing games, cloze act1v1t1e§, memory
activities,! perception’ games, inductive and deductive thinking activities and the
like -~ alK designed to correct miscopceptions about what the reading process is
and what it is pot, how a person learns, how he is limited in the”ways-.he can
process incoming information, why certain kinds of study getivities are productive _
while others are-counterproductive to the way people naturally think, and why
people (because of the limitations of their conceptual and experiental backgrounds;

principles, derived inductively from the activities engaged in, became the re-
peated rationale for'later lessons throughout the course.

’

One example ma_\} illustrate the procedure. In order to develop the concept
of the limitations of short-term memory, through which; after sensery input, all
information enters the human brain, the instructor used a memory game. The
following number was projected on the screen for fifteen seconds w1th instructions
that it had to be:memorized, not copled T ;

-~ 149219455799445551212

The students were then askedsto write -the number from memory. Of courée,
‘none could. The discussion whlch ensued led to the conclusion that the short: .
term memory is limited to 7 ¥ 2 discrete pieces of new information and no more;
consequently, the: projected- number, treated as 21 separate digits, was -well
beyond the information processing capacity of most people. The discussion,
however, also led to several other frmtful conclusions  when some st'udents were'
able to repeat some. of the number in groups: . .

-

1492 . .1945 57  etc. , )

- . . i

+

By chunking the 21 numbers into five sets, and by associating each sét with some’
already ‘stored information, the .8fudents soon learned that one way to process -
- ' e

i -
Py ,
. \ A
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more mformatlon is to chunk the bits into meaningful wholes, associating the un-

*

known to the known, as the following illustrates . ;o : '
1492 - 1945 - 517 I 9944 ¢100ths)": 555-1212
Columbus's * End of . " Heinz lvo‘ry ) Long Distance
Diséoyery . WWII - ’ Snow K lnformatlon

0

These principles were then applied to reading: 'syllable-by-syllable vs. idea-by-
idea reading; Surveymg an article for the 5, '6, 7, 8,or %}lmportant ideas firsf;
using topic headings as associative memory: pegs; etc. Once?such foundations
were laid, the motivation for succeeding lessons beca.me simply a reminder of the

PR ' . .

Y . :’ -
Once an instructor begins to understand the learning process and the-reading
process, treats his stidents as adults able and willing to learn and unders(and
respects their 1nd1v1dua11ty, and bases his imstruction, methods and material

these understandings, the process of learning and teachmg\becomes an enjoy le and
satisfying experience for all mvolved - ,

"One other mstruct}ona.l methrﬁ deserves some explanatlon here, and that» is

’ "cogmtlve process instruction' derived from Whimbey and Lochhead in their ‘Book

Problem Solving and, Comprehension (which was used in this program). Orlgmally,

"these authors. used thjs type of instruction in a summer program, called Project

SOAH, for pre-freshmen entering Xavier University (New Orleans, LA) with an
interest in natural, health, or mathematical sciences. In the Basic Skills Project,
of cou%se, the CETA" students had occupatlona.l interests related to the natural -

sciences and health.. =~ . ‘ . )
. ’I‘ . N

é

2

— o ‘ i \
As- descrlbed by the authors, "cog:nitlve process instruction'- which involves

. thinkmg ajoud, is explamed in the followmg way (Whlmbey and Lochhead, 1979, K

. \

[

p.23-31) . . .

N . - . » N
B If you are ‘Using this bodk in a class your teacher may ask you to work * o
in pairs as you solve the problems. One partner should read and think -
aloud. while the other partner listens. On subsequent -problems the part- .
ners should chang,e roles. taking turns as problem solver and listener. .

P
. RN &4

»

The ability to analyze complex material and solve problems isa sknll-—
just like any other skill such as the ability to play golf or the ability to drive

an automobile. However, there'is a peculiar difficulty involved in te‘a'chmg T .

(’analyt»cal skill. Generally there are two phases to teaching a skill First\the
skill is demonstrated 1o the student. Then he is guided and corrected as he
practices it. For example, golf is taught by.showing the beginner how to
. grasp the clubshow to place his feet, how to move his arms and his body as
. he swings. Fhe begmner can-watch a golf pro—he can even watch a slow
motion film of the pro in action—and in this way can learn the pro’ stech- -
nique Furthermore, the pro can observe thé beginner as he practices. he v
_can point out his flaws, and he can show him how to improve. . ’

In contrast to playing golf. analyzing complex material is an activity
which is generally dqgne inside your head. This makes it somewhat difficult
for a teacher to teach-and for a learner to Ieam In dther words, a beginner

-
.

3 | 103 . ,

4

'earller established theories of learning and-reading. . ‘ , ,

.
5
’

.
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cannot observe how an expert thinks and solves problems. And the expert
has trouble demonstrating his technique to a beginnin?:t dent. There is
one way to reduce this dlfficulty—have people think aloud while they
- solve problems. If both students and experts vocalize their thoulthts s they
work through complex ideas and relationships, the steps that they take are
open to view and their activities can be observed and commuhicated.

In this book, the procedute of asking people to think aloud while they

solve problems is applied in two ways. Experiencéd problem sqivers (a

“"group of graduate students and professors) were asked to think aloud as

" they solved the problems that are presented in the book. Their responses

' were tape-recorded. and then the'steps they took in solving a problem were

summarized-and written out."These summaries afe presented under the

heading Problem Solution. In other words, the. problem solution which

follows each problem is a summary of steps taken by an experienced prob-
lem solver as he or she worked the problem aloud. ’

The second application of the procedure consists in asking you, the ’
reader. to think aloud as you work each of the problems. In doing this, you'
make your thinking visible to other people so that they can observe your at-
tack on a problem. Thus, they can leam the techniques you use: they ¢an
help point out any errors you make, and they can compare the steps you
take with the steps listed in the problem solution. Furthermore, you will
find that by thinking‘aloud you will be able to look at your own thinking ac-
tivities more carefully. You will be able to see exactly what strategies you
use. and what difficulties you have in solving a problem,

. Research has shown that this is an effective way for students to im.
prove their problem-solving skills: work together, think aloud, learn from -
each other; and read how experienced problem solvers apprqached the
same problems, L

The partner who listens plays an important role in the learning pro
cess. He should not sit back inattentively with his mind elsewhere. instead.
" he should concentrate on two functions. He should. . continually check
accuracy. and 2. demand constant vocalization. ‘
)

8 3

[y
.

. Although the authers recommend this technique for all four types of problems
contained in their book -- verbal reasoning, analogies, trends and patterns, and
math word problems, the Basic Skills Project practiced it, totally as recommended,
on]?J for the first type- of problem, the verbal reasoning type -- and then only for
about half of the problems attempteds ' .

/

" Crosggout the letter after
-the letter in the word
pardon which is in the

* same position in the word
as it is in the alphabet.

X




s *

The reason is that while workixig in pairs, instead of alternating the roles of .

solver and listener, the project students cooperatively solved the problems, often
with the more able thinker of the two carrying the major effort. Then, too, they |
seemed more interested in getting the right answer than in analyzing the method h
of thinking through to the solutions. Consequently, instead of practicing the peer-
pairings, an alternative method was used -- working in small groups with omde
person working out loud while others played the role of listener. * But "because

even this technique ggprived students generally of all the individual practice they
could have benefited from, the large-group, small-group, individualized method,
described earlier in this section as the'mixed mode," was used for the analogy
problems and the problems of trends and patterns. (The Mathematics Component ‘

" of the Basic Skills Project -- towards the end of the semester -- used the math

word problems section of the book.)

[

Yhe effectsvof this instruction, however, as(i will be seen in the "findings"
segment of this report, seemed to/be similar to those achieved in research done
by the authors of "cognitive process instruction'': statistically significant gains
were made by the project studenys in postest standardized reading test scores
similar to those made by the Project SOAR students of the original experiment.

A final word should be given to %void misunderstanding with regard to the
term "skills'" as it is used throughout this segment of the report. The ipstruction
given and the practices undertaken by the students did not typify the "skills"

L

approach te”instruction which the term usually suggests. Instead, all lessons . ‘

involved the use of whole, "natural'' language -- the kind that is typically used

in technical or leisure reading materials found in the world outside the classroom.
Even the vocabulary exercises, which® often are presented in the traditfpnal skills
approach as bits and pieces of language, were not ‘in this proggam delivered in this

- way. Terms and definitions were identified in whole paragraphs and word analysis’

practices consisted of vocabulary presented in whole sentences. Thus, in every .°
instance, students encountered whole sentences, paragraph\s, articles, essays,
and chapters -- not sounds.and syllables and words and phrases.

The term "skills;" therefore, simply provided a focus for activities. .Skillgs
were developed inGidentally, not by direct drill. An illustration may serve to
clarify the point. Although it was apparent by some student responses on the self-

- diagnosis ‘inventory of reading administered early in the course that a slight .word

attack (phonics) problem may have characterized the reading habits of those students, .

word attack étrategies were never treated in isolation. Instruction in these areag
was handled spontaneously as the need arose. If, for ‘example, a student or
students complained of being unable to pronounce someswords in a passage,

a brief demonstration lesson was given tq develop some strategies to handle the
problem and satisfy the immediate need. But no student or group of students was

4

=

ever required to go off in the corner to master his long and short vowels, diphthongs,

blends, digraphs .of the alike. .

?
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Use of,.Course Folders, Weekly Activities Sheets, Assignments

In order to clarify for the studentd exactly, what was expected of them,
specifically what they were to do at specified times, and how well they were keeping
up to date in the course, several procedures were used. .

\

\

For one thing, Each student was provided a letter -8ize manila folder’ wh;ch he
was handed at the begmmng of each class period and which he returned at the
" close of the day's reading/study skills activities. This folder served several student
record-keeping functions. First, it was used as a record of daily attendance. Dates
of absence were marked on the front cover of the folder as were occasions of late-
ness. (This was an important procedure since students were paid their CETA stipends
only for the times they actually attended the classes.) Psychologically, it was hoped
that by making the attendance record -evident on folders they used each day, students
_would be continually reminded of their efforts in this ‘regard and would not need
verbal reprimands if thélr attendance record was poor

3

On the inside cover¢of the folder, each assignment that was overdue, by even
one day, was marked by date, name of assignment, pages and so forth. After the
student completed the overdue assignment, it was crossed off in the folder. .In a
concrete .way, this system served to apprise students of their progressive records of '
completing assignments. Thus, a clean folder with no dates on the cover and no
notations’ on the inside jndicated a perfect record of attendance and completion.of ‘
"assignmeénts. (The strength of this system became most apparent one day when a
young woman in the group, who up to this time had had a perfect record, Bub\rmtted
the following note: ''Mr. B , I know that I have not handed in the practice
due on P 83 of R & S8, SS, but Il put it in the folder first thing tomorrow. Please

don't ' mark my fplder"') -

By Yeans of this folder, a ritualized system of handing in daily practices and «
homework assignments .and receiving back corrected papers was established. Each
day, students handed in work for closer ana.lys1s than coulmmeved by the .

ed

over-the-shoulder momtormg given in class that was desc rlier. And by no
later than the next class, they received back feedback on the progréss they were
. makmg in the form of graded papers. Though admittedly this often created a great

. burden on the instructor of the course, it was hoped that the practice of returning
. graded a551gnments the very next day would communicate to the student the importance
of study deadlines.

«

. In the same vein, on' Thursday .of each week, the students received an
“Actlwty Sheet for the following week, specifying by day and period the practice
activities scheduled for the week as well as homework due on specific days. In

’

!
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this way, students knew, day by day, specifically what lay ahead in the weekly
schedule, including books and materials needed as well, as topics to be treated:

>l
—

Rdg 292 Activities Week ' "ée
" ’ Beginning | :

& . MON . TUES WED . THURS

nne»ta

w >

Assign.Due: , | Assign. Due:

¢ : .
1Y

Ps ’

( "\ Finally, although muchsclass time was given to individualized pra;ctice;'

\ ’ students had homework assigned at least twice each week. Generally, these ~
assignments had to do with vocabulary and/or dictionary skills practices or
practices in-the application of stﬁdy-reading techniques to chapter-length passages.
The theory here was that this regular routine would prepare the students for.
typical courses which they would be taking in succeeding semesters -- COUrsSes .
where class time would not for the most part be devoted to individualized prgé’tic’

- * but where assignments Wd typically be required as homework. :
2

»

A

H. Organization of the Course

Although there was some ;ariatgon throughout the semester, the reading/study
skills class attempted to abide by a consistent routine of weekly activities according to
a semester plan of successive units. Some areas, however, were not divided into units
- 1} but were extended throughout the semester (Guided Reading, Listening Skills, Sustained

Silent Reading). \ e

Generally, the following weekly plan occurred:

MON | . TUES ' _WED FHURS
Vocabulary] ' Comprehensjon/ Listening
Skills Study « Skills
8-9am" . Skillg .=
mixed” | - (group/ : \
1 mode)* | . (’J&E&'@ de) individualized)
. , N : .
Problem- Guided | Sustained \ :
. < L Solving \L/ Reading Silent . .
9-10amr skills ' Practice Reading - ) ‘
(mixed (mixed . | (individua- )
mode) modejl 1< - ized.| (individual) _ ,
AW d /i//a

*As indicated earl}er "mixed mode" consisted of alternating large
group/small group/indjvidualized instruction. - .
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Both tutor'technicians were generally'a\}ailable in the ¢lassroom to agsist the

instructor in the management of this 1nstructxona1-pattern during the.9-10 a. m. perlod
At least one tuto;’ -technician was available on Tuesdays and Thursdays from 8-9 a.m.
Consequently, for six of the eight weekly scheduled hours, from two to three learning
helpers were available to provide individualized or small group instruction of the human

kind to the students in the project.
instructor as tutor), therefore, was 8 to 1.

The ratio of students to tutor (including the

A sequence of unxts characterized the instruction in vocabulary, problem solving,

comprehension/study, and listening.

according to a hierarchy of skills model, but more so by a holistic approach.

However these units were not necessarily arranged

was much overlapping and blending of skills throughout the semester.
curricular topics merely allowed a convenient focus on certain topics at certain times.
Generally the following represents -that loose sequence:

l
« [

&

2

.. TABLE 10
Veading/Study Skills Unit Sequence

a

There
The separation of

Vocabulary " Problem Comprehension Listening .
) Solving - Study
Dictionary Verbal General vs. Statements— -
" & Pronun- Reasoning Specific with one
ciation statements Main Idea
Guide b .& Support
Word Analysis Anelogies Main Ideas y  Overcomings
. ‘distractions |.
and poor
organization
Context Trends & Patterns of- Statements
Patterns e Exposition: - with
Definition several
Examples. main ideas
Listing and
Classifica- support
~ tion ‘
~ ' ‘ Comparison
> T SQ4R Lectures
and
” notetaking
, N Test-Taking

Ld

Within this sequence, for example, some skills were practlced inmdentally
and later given spécial emphasis.
as the students were studying techmca.l definitions of terms presented in study material.

’

113

The-use of underlining/marking, therefore, occurred
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Afte&developlng strategies for locating such definitions -and for studying themn,
students also practiced markmg up the text which they were using. Later in the semester,
though they had been practicing SQ4R skills all along without realizing that they had been,
. the class focused their attention on tbe‘SQ4R system as a total method of textbook- study, ’
this time practicing again such skills as underlining and marking up the chapter they were
using. ~Similar procedures were used for the other skills included in. the coutrse.'

*
<
.

Grading \

The final grades for the course were determmed in part by averagmg accumulated
scores on the following posttests and progress t)ests |

Dictionary Posttest

Pronunciation Guide Posttest

Word Analysis Posttest

Memery Unit Posttest --

Effective Listening Program Posttest
Lecture Notes Posttest

Study-reading Progress Tests (average)
Analytica.l Skills Posttest .
Also, us1ng the 10th grade equivalency score on the Nelson- -Denny Reading Test as.the
standard for 100%, percentages were computed for the vocabulary and comprehension sub-
tests and for the total score. These percentages were added to the previous scores to
compute an overall average :

.

Throughout the semester, of course, students were allowed to re-take alternate
forms of any unit tests on which they had not achieved a passing grade or for which they
were tissatisfied. The greatest majorlty did not need to take advantage of this prlvﬂege

. ’

03

‘Coordination of Reading/Study Skills w1th Other Courses in the Program

b

No direct attempt was made to use the same’ materials or subject topics
throughout the various components of the Basic Skills Ptoject. Nevettheless, coordination
of efforts did occur as was described in other parts of this report. A brief lanation
however, seems appropriate here to identify the coordinated attempts.to improve the literacy
skills of the project students as these occurred between the reading/study skills component
and the math and writing components ' - :

For one thing, the reading class work in problem solving seemed to help the students .
in their mathematics skills, ($pecifically, with word problems on the mid-term math
test -~ even though the math class had not yet treated that area, up to that point in the
semester ). And it became apparent that the study- reading techniques practiced in reading
class were indeed being transferred by the students to the studying they were doing in the
writing class. én the other hand, several assignments and practices in the writing class
had a direct relationship to skills treated in the reading class, especially assignments
requring reading, the use of.the library, and the wrltmg of answers to questions found in
textbooks. Almost daily, it became possible for the reading r to refer to lessons
taught in the other two dipcipline, classes, so much so that students soon learned that ‘
they were being instructéd by faculty who were very aware of what was nccurrmg in thelr
other claSSes , <

114
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g | -
' K Summary of therature }ased Features of the Reading/Study Skills €omponent of the

Basic Skills Project

‘ The reading/study skills component of the Basic Skﬂls Project. attempted to -put
into practice as many of the Guidelines for Successful Programs which’the literature
(most of it, research-based) suggested. The succeeding list summarizes those features.

1.)

2.)

3.)

4.)

5.)

7.)

9.)

10.)

11.)

[

‘comprising a~total of 128 hours.

N L

The readmg/study skills component was just one element of a total-integrated
approach to providing developmenta.l education to high-risk students.

The reading/study skills component was based upon the philosophy that all
students, but especially the project students, could profit from instruction
geared to helping them develop into more able readers, thinkers, and
students if they were glven the opportunity. -

)

The reading/study skills component was based‘ a psycholinguistic view of
reading as a complex, ‘active, reasoning-thinking-reacting process which
involves all the unique cognitive, intellectual, linguistic, psychological, and
physiological®factors that comprise an individual personality. S

Skills were presented according to a holistic model which kept meaning as
the .central focus of all activities and practices. )

. .
There was much interaction throughout the program among the reading
instructor, the mathematics instructor, the writing instructor, and the
counselor. .

-

The reading compenent consisted of even more than the recommended
forty hours. It was a 16-week program of eight weekly hours of instructlon,

Students Lpartlclpat}throughout the course in t)ze ‘diagnosis of their Btrengths
and weaknesses as well as in the development of the means by which they
could achieve efficient and productive reading and study skills.

Students at all times used materials that were adult in interest and that
specifically related to pccupational .and traming goals which they expressed

Although the  course could not, include content material from actual occupatlcma.l
courses taken by the students (since they were not enrolled in such courses
yet), it did include _typlcal materials found in such courses.

The greatest majority of class'tihe was éevoted' to individual practice by
students” with individual feedback occurring in a personal way from instruttor

and tutors alike. y -~

-

Hardware was used minimally in the éourse -- and then primarily for variety
and motivation. Aud- readmg (readmg while listening to a taped reading) was
used as suggested by research.

N

25
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« ] 12.) Tutoring.did occur within the\classr.oom and not apart from it.
. . \ . . v
- 13.) -Listening and notetaking skills and memory skills were introduced in the
earliest classes and were developed, practiced, and reinforced throughout
the semester. - O

. -~ 4

: . * ol
g  14.) An emphasis was placed upon developing analytical/critical thinking skills
o throughout: the course. . ‘ o ’

" 15.) Much emphasis was given to developing the abilities of the students to anglyze

and comprehend typical writing patterns found in technical-scientific rqaterials.
16.) The project students were trained in all elements of the SQ4R 'spxdy methoé,
~ ultimately as a total approach to textbook reading. o

17.) Pre-transfer credit was given for the course.
18.) Grading was achieved by assigning traditional letter grades.
. \
3 2. ‘
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L.  Findings - Reading/Study Skills - e :

. ~ .
This section 'of the. report is limited to an analysis of comparative data and .

progress test-data collected fqr the Reading/Study Skills Component of the

Basic Skills: Project., The data which follow consist pf /comparisons of group =

performance on two pre/post formal measures:

Nelson-Denny Reading Test

WASI (Whimbey Analytical Skills Inventory) B N .

pre/post tests used to assess student progress in units .taught during the course:

. ‘{iln addition, comparisons will be made of group perfor ce on several insti‘uctlona]
§

chtlonary Skills Unit °
Dictionary Pronunciation ‘Gaide |Skills Unit

Word Analysis Skills Wnit - . d -
. . Unit in Skills of Determining ™ |° . ‘' f\ .
— Meaning from Context - " Py
- Listening Skills Unit _

Finally, group performance on tests for unjts for which’ there were no pretests
will be presented .

\-
- L)
- .

’ Memory .Unit Test
& Study-Reading Progress Tests o )
_ "Lecture/notetaking Tests

1. Comparative Data for the Nelson-Dennx Reading Test - *

Pre and posttest comparisons for the various subtests of the Nelson-Denny Feading -
Test (Form C for the pretest, Form D for the posttest) are given in Table T
“Fhe entire group could not be used because six of the students who started the L
program did not complete the course and one stydent left the program during the .,
second-last week in order.to begin occupational ning. ‘ ‘

> W'~ TABLE 11 ' - . 7

. Comparative Data for the Nelson- -Denny Reading Tcst ' / )

for Parhclpants Who Completed Pre and Post Measures
v

N=17 ’ 3 . . . .
e —
/ RATE (wpm) . VOCABULARY COMPREHENSION - COMPOSITE
. - e -
¢ s A — ° B
PRE POST GAIN P |'PRE- POST GAIN P | PRE POST GAIM. P |'PRE POST °GAIN P
- Mean 171.8 287.2 8.4<0005/9.7 10.2 .6 ¢.1 | 7.3 9.2y 19 €.01] 8.1, 9.7 1.6 £.005
& . S ’ . . .
o) 25.5 170.5 66.98 1.6  2.0- 1.63 .9 “/QF 265 1'9 20 2.0
B / . i = ’ . pou >
Range 143- 13- 7.9-  T.2- 6.0- 6.0, .
. 230 . M 12.7 _+13.8 A9 - 13
~ (O R ] ~ 3
‘ # of Gains 16 .10 1
i . - 7 - R

The data ln the Table indicate that significant, but vuqu ine occurre
that there was greatér standard deviatio }ln all areas on the postteat th

"8
-

[
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The greatest nugber of stu}-‘gqins occﬁi‘{ed( for the rate subtest (16)
with the group averaging 85.4 words per minute faster on the posttest than on
the pretegt. This gain in rate was significant beyond the . 0005 level, ! indicating .
that there was only one ‘possibility in-two thousand that the increase was due to-
chance. -0f course, an examination of the standard deviations and ranges oh this

_ subtest reveals that the group was less homogerneous at the end (S.D.-70-5, _
Range 139-384) than at the begiming (S.D. 25.5, Range 143-230).’
. 4 % A

Simildr findings exist for the composite Bcore o? .the test, where the number
.of student gains ranked second (14). The average grade equivalency gain for this
total score was 1.6 grade levels, which was significant beyonpd the . 005 level of
probability. Thus, there was.only a one-in-two hundredth possibility that tke in-~—
crease was due to chance. However, here too the group appeared le#s homo-
. geneous on the posttest (S.D. 2.0, Range 6.0-22.7) than op the pretest (S.D. .9,
Range 6.0-8.5). . . S, ’ *

-
‘\\ < ¢ . ‘. e

‘ For the comprehension subtest, where eleven Stadents demonstrated -gains, the
group averaged the greatest gra& equivalency gain of afl -- 1.9 grade levels. The
increase was also statistically significant, this time ‘beyond e .01 level, meaning
that the probability that these gains were due to chance approximates only one in
one hundred. However; the significance here:was less than those for Yate or’
composité score. Devjations from the st'a.nda_rd.wé’re once again sifnilar for’ this
subtest as for the previous scores presented, with thé group being less homogeneous
. on the posttest (S.D.- 2.1, Range 6.0-13,7) thao on the pretest (S.D. 9, '
Range 6.0-8.9).- ' i . o :

-

"Finally, the fewest number of gains (10) océkurreq for the vocabulary subtest, .

- where the. group ‘averaged only .6 grade equiva.l'ehcy_inereasé over the pretest.

However, even.this gain was statistically significant at the .1 level of probability.
Thus, the possibility that this increase was due to chance was .about one in ten. The
+ difference in homogeneity in this subtest was less aramagic, with the posttest \
~ ($.D. 2.0, Range 7.2-13.8) showing slightly less homogeneity than the pretest (S.D. 1.6,
Range 7. 2-13.8). -No doubt, the fact that sixX studemts scored above the 10.1 G.E.
Yevel ok the pretest while only nine scored above .the 10. 4 level on the posttest account-
ed in part for the minimal group gain indicatéd for this subtest. % .
s . R ’ .
It should be noted that three students reported having off-days at the time the
“posttest was administered. #n examination of their scores, in fact, demonstrates
that such may have been the situation fof them. Although- the datd reported above
do not include their second-attempt scores, these students were ‘allowed to retake
the test and all did remarkably ‘better the second time. Thus, “even though the
comparative data for the Nelson-Denny Reading Tedt.do indicate significant gaing for
the group in all areas, the gains may have been more dramatic.if these three students

'had not been competing against personal facters which had negatively affected theéir .
performance during the offic{f 7,/a.dm‘inistration of the .test. ' 5 .

Ope must keep in mind that the ReadinE/Study Skills 'Compoqerit did not teact s
for improved performance on the Nelson-Denny Reading:Test. . In fact, the conten of"
. T * .

b
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L
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this standardized instrument bore little resemblance, if any, to the content of

the class’*

What is more, as profegsimals in e field of reading arge, all that

such pre/post’ standardized comparisons demonsttate 15 how a group of subjects
compare to a norm group during their respectivé performances on tightly controlled
"administrations of the test, but not necessarily what the true reading abilities of
either group may be. '

v

Howeyer, whatever the Nelson-Denny Test measures about performances of
~the group durmg a certain type of reading situation, it is nevertheless predictive of

student . achievement.

Consequently, an examination of thé posttest scores reveals

that the Basic Skills Project students,. as a group, seemed more ready at the exd
of the’ program to undertake occupational training courses than they were at th
In fact, if a 10th grade equwalency on the composite score indicates sugh .

beginning.

readiness, the seven -of the group w

r‘e?dy for sich success - for a total of nine students.

o scored above the 10. 0 level seem most likely
to achieve later success gnd the two, who scoredWd. 8 grade level seem close to being

Of the remaining eight,

five

who . scored between 8.0 and 8.9 will certainly experience difficulty and will need
and the three who scored below the elghth grade may likely experience

further support,
failure without further intervention.

“ Comparative Dafa for the WASI

(Of course, if the second-at{empt data have
any predictive validity at all, two of these*three could be moved into the Jnarginal
- gToup that scored somewhere within the 8th grade range.)

<

* In order to assess individual and group. performances for ana.lytlca.l/crltlcal
thinking skills, the Wh1me Analytical Skills Inventory was administeré8 during the
During the succeeding weeks of the Readmg/gtudy Skills

‘' first week of the course.
Component students practiced these &kills in three areas:
and trends and pattern% Altogether, they worked over 200 preblems durmg the

.semester.

)

verbal reaspning, ana.logles,

Unfortunately, there is no aJterngte form of the WASI avallable for posttestings.
However, it was assumed that the gx‘eat number of problems worked after the first

administrati

remember the specific items found in the test.
was used sixteen wgpks later to assess growth in analytical skills.

.

£y

n of the inventory would have precluded the possibility that students would

vThus, the same version of the WASI

The following table (Table 12) reveals staﬁstlcally 51gnif1ca.nt gains for four
of the five kinds of problems found in the -38-item inventory as well as for the total

TABLE 12

score.

Ed

Participants Who Completed Both Pre/Post Administrations

.

v N
Comparajive Duto (ltaw Scores) on the Whimbey Analytical Skille Inventory for

Vo.:rbu
Reasoning
(12)

Analogies
®

Trends &

Patterns
6)

Math
Word
Problems

¢

Vocabulary
(4)

Total
(38)

Post o/ P

L]
8§ +331 ¢ 0005

Pre Post

P
2 3.4

+/- p

41 38 < 0

Post

+/-

p

. 43 +188<0005

[~

Pre

32

Post +/- p

4.4 +1.19< 025

23

v

Post +/-

p

22)6 +1 31 <. 0

202 1 ®

14 18

1.93

1w 1.36

14

1.7 2.2

4.4 6.0

5.68

5-11

0-4 17

2-6

1-6

0-17

1-4

8-24 10-34

14

1.1 ¢y

12

16
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As the Table indicates, the kinds of probléms for which the group achieved- -
the ‘greatest statistically significant gains were the verbal reasoning problems and
the problems of {rends and patterns. Both gains were significant beyond the .0005 "«

P probability level, which indicates that there was approximately only a one in two
thousandth probability that the increase was due to chance. Identical significanee
occurred for the total score. Of the sixteen who completed both measures, the
number of students who gained in stores on both the verbal reasoning problems and

. on the total“test was fifteen, while fourteen students gained on the. problems of trends ,
and patterns. ’ .

.

Gains for the math word problems and for the analogy problems were ‘also t
significant, but considerably less so than those for the previously mentioned problems. For the
math word pfoblems the gains were significant at <.025.p and for the analogies, at <.0lp.

- More studen{s gained on the math problems (12) than on the analogy problems (9).
. C i ,
Not only was there no significant change in the average group performance on
the.-vocabulary problems, but there was a slight loss, a fact which lends support to~
- the gssumption that students probably did not remember the individual test items from
_ the pretest.to the posttest administrations of this instrument. In fact, only four o
. students improved their scores in this type of problem. : .

3

«

( " The dramatic average gains demonstrated by the Basic Skills Students for the
" verbal reasoning problems, the problems of trends and patterns, and for the total score
reveal that apalytical reasoning skills can be learned by means of cognitive process
¢ instruction, as defined and explained by Whimbey and Lochhead. In fact, since four )
of 4he five types of problems included An the test had actually been taught and practiced.
during the Basic Skills Project and since all four of these show significant gains in
j. scores by the students, it is apparent that the project students did indeed profit from
' {nstruction. They learned! . - o s P e

3, Comparisons of Instructional Unit Pre/Post Measures ~ _~

.

Further evidence that the project students profited from instruction can’ be seen
in comparisof of pre/post tests used to diagnose entry skills and to evaluate progress
. on these skills for five instructional units taught during the course (Table 13). These
included .units in the ‘develppment of dictionary skills, skills in the use of dictionary
. pronudciation guides, skills in determining the meanings of words by an’analysis of root
and affix meanings, skills of determining mreanings from context clues, and listening
skills (for which the stnde:nts took no notes). v - )

An examination of pretest averages {Gr these units indicated that the stixdents°
did peed to.develop their skills in these areas. As Table 13 demonstratesy the greatest
need existed for the development of listening ‘skills. ~ On the pretest, the group average ~
was only 21.63%, which, according to researcﬁ,'was slight® less compréhension than
that achieved by the aveFage untrained listener (24%) for‘a ten-minute talk. Word | ~
' , analysis skills, though slightly higher, were nevertheless very poor, with the group
averaging only 42.35% on the pretest. - Also poor were the dictionary skills of the group
, (ayerage of 50%) and the skills of using a dictionary p;;onunciation' guide (average of
58.09%). The strongest gkills, though also rather weak, were those of using context
¢@Flues_to determing\vocabulary-meanings; heré the group managed an average of 62.2% on
the pretest. »” e . -

e . ‘T 7 .
. 1 Q.‘\_} - . > - 7~
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. ~TABLE 13
2N C ’

Comparative Data (Percenugen‘/) on inst ucuoéul Pre/Post Unit Tests for
Participants \gm Completed Both Tests .

-w [
N . . .
™ i
Propunciation Dictionary ’ El.fccllvo . . Determinling -
. , . . - w 1
Guide Tests Teats ~ « Listening Meanings from or';.i Ana )‘mu
: - bl Program Testa Contaxt Taata ests
Y In= 22 Z N-< g2 ol N: 16 N 18 N- 1
- .

Mean
SD
Range

* of Gains

-

<

- Avg R
. & - 3R, §
Pre Post Gain P Pre Post Qatn P Pre Post Gatn P Pre Post “ain P Pre Post Gain P

o .
58.9 84.23 26 136< 0005 | 50 75.41 25.409¢ 0005 | 21.63 55.31 33 675¢.000Y 62.2 62.78 . -556 .43| 42.35 74.94 32.588¢.0005

13,32 _ 8.96 13,357 13,27 9.08 14.128 - 8.0 «19.38 18,646 o 17.68 14.87 11 618 15.54 12,79 17.731
21-80  73-100 17-74  52-93 4.2- 20.7- « |'s0- ¢ 40- - 20-73  52-97
. . 93.3 90 ) 100 90 -
44 <1 A T , 1] ~ Ry 4

LY - - .

» N

‘ »

[ R N - X
Following instruction in ‘these areas, the group were given posttests to determine
the levels of their mastery and their progress. (Note that the mumber ‘of students
. varies because of attrition and/Os other factors. Data are reported only for stidents
who completed both pre- and posttests.) ‘ - e
™  As can be seen by the Table, all students gained -in scores on the pronunciation
guide test and on the word analysis test. And all but one each gained on the dictionary .
gkills test and off the effective listening program test. Indeed the average group gains . ¢
on these four tests were extremely statistically significant, .0005 p. Assuming that
the posttest scores would go up because of {nstruction, a one-tailed test for significanve
was applipd which indicated that thé probability that the gains were due to chance.
approximated only one in two thousand? B :

4
- [N
E

This i€ not to say, of course, tbat the students had achieved complete mastery -
of the skills which they bad learned. In fact, using traditional interpretations of grades,
the posttest data reveal that, on the average, the group at the end possessed better '
than average skills in using a dictionary pronunciation guide (84%) and about average
gkills in using a dictionary. (75%) and in using word analysis to derive vocabulary meanings
_(74.94%). Their ability to comprehend and remember the chief ideas from listening,
however,  was weak at the end in' spite of the fact that they managed to more than double
" their scores from pretest to posttest and’ inr spite of the fact that their posttest listening

average score (55. 3%) exceeded the *lity of the average untrained listener by more

than twice.

i il ‘ .

The most disappointing scores occurred for the posttests for the unit on using

.+ vocabulary context clues. Only five students showed gains in this area, and the .group
.~ at large remained equally weak {n these skills at the end (62.77%) as they were at the

beginning (62.2%). One can wonder only how much the fact that the pretest scores
; K o ~ ‘



» Mean
SD
Range

» # Passing 12 . 1128 2 . " ’ S L
< h ‘ ‘ ) . \ .

‘here were the highest of the lot influenced the- students negatively not to take the units -
-as seriously as they bad taken the other umits., e ' - :

out of five areas.

' "108" Tt .
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Thus, pre/post data for instructional un‘ité tagught during the caqurse, indicate ‘

once again that the Project students profited from instruction -- this time in four
e
~ ) '\ ’ > - i
Group ‘Averages for Other Tests Used to Evaluate Instruetion

. had no formal pretests: lecture/x’xoteta}cing,‘ memory skills and study-reading. There
were several reasons for this variation of the system, ‘each unique to the particular

"listening skills, for which there

»

. Three units of instryction inchided in th¥ Reading/Study Skills ~€omponent

unit whi¢h was presented. k : . . . y

For-one thing, since the 1 _tlire/notetaking_unit followed the unit_4n general
v%@ a pretegt, it was felt that _students._ already had
sufficient awareness of their abilities in this area. The lgcture’/notetaking' unit, 4n fact,
differed from ,tfie effective listening unit'only in slight ways: The length of the state-
ments in the former were longer and the students took notes during the process of
listening, rather than recording notes after listening to short statement)s'. -
3‘: * . .

gr/ the memor'y unit, several learning games introduced during the beginning
of the course served somewhat as loose diagnostic measures. Thus, no formal pretest
"N 7

was used. . . .

-,

»

b .
In the case of study-reading, students had di#mosed their study strategjes on .
a Reading Inventory (the responsés to which were analyzed in thé‘ foregoing section of

i

this report). Consequently, here too ther"&}.seemed to be little need for prpteét'mg.

— .

One other reason lay behind nc}t ‘usjng ﬁ?fbtests for twc; of these units (the memory -,
unit and thé study/reading unit) and that was that advice by external consultants Te- '
commended reducing the number of tests given during the early ‘days of the program.w
Tpereforé, since diagnosis for these units could have ‘been achieved in different ways
than by pretests, it was decided pot to use them in these areas., |

[N L B

" However, 'unit tests were administered for thése three units in order to evaluate
student levels of mastery for these skills. The Yollowing table (Table 14) presents the
group averages for unit tests in lecture/notetaking skills, memory skills, and study- ‘
reading skills. " B . AN r

t - TABLE 14 )

. <

Group Averages on Tests for Instvdctional Units
© Which Had No Pretests - )
Test Averages Memory Unit X : Test Averages for .

—_—~

for Unit in’ . Test ’ . o Study-Reading
Lecture/Notetaking SRS 1 Progress Tests

- 3

- N=15 N =~24 - - N = 18 .

a

S

¢ , . )
67.58. : 81:-06 , ‘ 72.59°
13.07 ‘ , : 13.8 . . 8.88
40.5 - 89.5 J N 38 - 95 . '55.3 -"8L.7
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There was unanithous agreement (7 to 11 students) or strong agreement
(4 to 10 students) in favor of the humber of lectures, number of opportunities for
group work, and sufficiency of individual help provided....However, two Students
‘- expressed dissatisfaction with the amount of individual practice allowed during the
reading/study program and these two also felt that the management of instruction .
_held them back somewhat from learning all that they wanted to 4earn. Thus, although \
there was complete approval for the mixture of large and small group and of individual
i \ instruction during the course, there seemed to be some need for even more individual /”
practice than was provided. o

g Unanimous approval was also given for the number of chances given to the
tudents to improve in their-reading and study skills (10 strongly agreeing and 7
agreeing). And all disagreed (9 strongly disagreeing and 8 disagreeing) that the course
d "included tod many lessons in areas [4hey] saw no need to improve [their] skills.

" Furthermore, they universally acknowledged that the management of instruction helped
#om understand their -needs and the degree of their progress throughout the duration

of the course. "+ ~-
o D Mested’ Improvements by the Students for the Reading/Study Skills Component . .

¢

Although the majority of questions;in the student evaluation instrument required
the participants to react to statements by indicating their approval or strong approval,
_of disagreement or strong disagreement with the features of the Reading/Study Skills
Component,“ the opportunity was given to them at the end of the instrument to state
their suggestions’ for improving the course. These statements were significant since
they were freely expressed opinions and‘'as such were no doubt indicative of etrong
‘ feelings about the course. A summary ‘of theése feelings follows: )

- "Fﬁur_e training could be improved.... .
1.) in the ReadinéTStudy Skills Coursé by"

\

a (8) - changing nothing "
2 (2). - a‘notting more time for this course
(2) - includipg more interesting or personally relevant materials, ‘-
(1) - providing more time in the learning center to work on rate improvement
(2) - including more practice and/or instruction in the techmiques ‘of reading
. . technical books . "
. e [1] - (No comment) : - 4
{5] - (Praise for instructor and/or course) . -

Ac this summary reveals, five students took thig opportunity to praise the course
and/or ihstructor and eight stated that ndthing should be changed about the course at all.

- However, two students suggested'allotting more time for the course. And two

expressed the desire for more instruction and practice in, study-reading techniques while
one ,stated a desire for more laboratory work in rate exercises.

H
L]
L »
B .
o -
- . . -

~
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For the lecture/notetaking unit, yﬁelve (of fifteen) students managed to achieve
a passing score of 60%. The group average here was 67.58% with considerable standa
deviation (13.07) from the mean. The listening skills demonstrated for this unit were
somewhat better than for the effective listening program '(65.31%), which preceded it.
No doubt, one of the reasons was that students this time could take notes while listening
(something they could not do during the effective listening program). But the listening
comprehensjon skills overall ‘remained weak for the lecture/motetaking unit.

For the memory unit, which was the first unit presented in the course -- there-
fore, accounting for the higher n -- the group produced a better-than-average mean
score (81.06%), with twenty-two (of 24) students achieving a passing grade, (above 60%).
(Of the two students who failed, the one who achieved the lowest score -- 38% -- dropped
out of the program during the first weeks of the semester.) -

The study-reading unit was the one unit of the entire course (besides the Guided
Reading Program) which was of semester duration. Three progress tests were' given .
for this unit. As the Table indicates, the group average for these three tests was
72.59%, with sixteen (of 18) students achieving a passing average (60%) and with re- \
latively greater homogeneity among scores here (SD 8.88) than for the other two units )
analyzed here. : .

L g

Once again, the data here reveal that the group achieved relative mastery of the
skills they were attempting to learn: some mastery of lecture/notetaking skills, average
mastery of study-reading skills, and better-than-average mastery of memory skills.

¢

. Summary of Findings ‘

The previous analyses indicate that statistically significant gains were achieved
by the Basic Skills Project students because of the instruction, practice, and consequent
learning which occurred directly and indirectly during the Reading/Study Skills component
%f the course.

-

While the exit levels were in no case superior, the group as a whole achieved
nearly a 10th grade level on the total score of the Nelson-Denny Reading Test, = - .
Form D - - a fact’which appears predictive of their future success in occupational

training programs they are now beginning. ,

What is moré, with one exception (their ability to derive meaning from context
_clues), the project students, as & group, profited from instruction and learning which .

they undertook. fact, they gained dramatically between pre/post measures of their
gkills in the followdng areas: o
reading rate :
comprehension

total reading 8score

analytical /thinking skills for four '
of five types of problems

dictionary skills

word analysis skills »

listening skills _ . ‘




. Evaluation of the Content of the Reading/Study Skills Component.

0

Only in the area of overall development of vocabulary and &f the skills of using

* context clues did the group fail‘to demonstrate considerable upward movement -- no

doubt because the development ‘of vocabulary is a slow process requiring extensive
reading. s ‘» - '

N A\

Moreover, when they exited the program, the group ¢ould not be labeled superior
in their gkills. In fact, they were still weak in the vocabulary skills mentioned above
as well as in listening skills and in, the ability to solve analogies and math word prob-
lems. And by comparisons to norm groups,with a few individual exceptions they still
fell below college freshmen level in all areas of the Nelson-Denny Reading Test.

However, they did demonstrate remarkable progress in their reading and study
skills, a fact which gives hope for their future survival in subsequent programs at the

" college. And that survival, after all, is ghat' the bottom line of this program was all

about.

¢

Student Evaluation of the Reading/Study Skills Component

,

~

Oh the last: day of the semester, the students emrolled in the Basic Skills Project.
completed a comprehensive evaluation of the program. Included in this evaluvation
instrument were Sets of questions regarding the content and classroom management of
the .Reading/Study Skills component of the program as well as an open-ended question
soliciting suggestions from the participants for .improvement of ‘this component if it
were to be offered with modification to future CETA- clients. Following is a summary
of these student eyaluations of this part of their basic skills training.

c»

- As ‘the following Table (Table 15) indicates, a majority of the student participants
(10 to 14 students) expressed strong agreement that all units included in the Reading/
Study Skills component "should be included the next time this program. is’ offered to
students.” Some (3 to 7 stidents) expressed simple agreement. But most importantly,
»none disagreed about replicating the content of the course during possible repetitions
of the program. . ° - ‘ ,

TABLE 15
CONTENT. OF THE PAOGRAR S
Reading and My ski11s fn thig 1 need additional ThIs wnit wiTV be TRIS unit ShouTd be
Study Skills ares have tapreved. . {nstructioa in weful to me in my {ncluded the naxt
this area. : future training. time this program {s
‘ : - 8A_A D 8D S8A A D 8D 8A A D SD - _aareTy tp it
Lomemory yntt, © % (4T3 Fnla 1] s | ¢ T
- 2 2
2, Effective Ulstenting. 31y el1]s |1 Jr ]l ~ oozl s
‘ - » o . . *
. 3, Dictionary Unit. sl 9 sl 9de |- 10! 1 \/ 2] s
4. Vocabulary Uaft in sl 11 YRR RE ’ J9 | s Jae] s
prefizes and roots. :
o \ . ¢ »
S. . Yocabulary Unit in 6| 10 |1 8 {12 7110 121 6 -~
figuring out sesnings . .
—_from context, 2
.
6. Preblem Solving. 101 ¢ ] 4 2042 | 2| 9 8 R 121 8
- - ' - .
7. Techaiques of studying 7] o2 5|93 1o | o ]
. sachnical bpoks, i
8. Guided resding emarcise |11 | 5| sléfe |2 9 | 8| . |- 10]9

-
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Similarly, the students revealed unanimous agreement (7 to 10 students) or
- strong agreement (7 to 10 students). that all of the units covered would be "u&b;ef_ul"
%o them during their future” occupational training courses: Again, Dot one student
/reacted negatively to this sy of questions. .
, » - _ T .
However, very few gtudents (1 to 4 students) believed that they had completely :
mastered the skills which they had worked on. In fact, most saw the need for
additional instruction in all units. Outstanding as an indication of their realistic self
awareness at the semester's close were their reactions to the unit on figuring out
vocabulary meanings from coatext: they all realized that they remained weak in these .
skills (j{x§t as the posttest fmdmgs,: reported earlier, demonstrated). Of course,
eir admission of the need for more instruction in all areas was not to deny that they
had indeed experienced improvement ?of their skills. With just one exceptiog each for
five of the eight units covered during the semester, 94% ‘of the students (16 of the 1%
responding) expressed agreement or strong agreement that {mprovement bad occurred. (
The areas where most saw great improvement were Guided Reading Exercises (11),
Problem Solving (10); and the Vocabulary Unilzn Prefixes and Roots (9). And with- -
out exception all cited progress in memory 8 1s, dictionary skills, and problem
solving skills. ¢ ’

.
-

Evaluation_of the Classroom Management of the Reading/Study Skills Component

The evaluation instrument also asked the project Studex;ts to express their
agreement or disagreement with regard to the techmiques by which the Reading/Study

]

Skills component was managed. . Table 16 indicates their opinions. .

2] \
TABLE 16 ' T .
CLASSROOM MANAGEMENT

4

The Reading-Study Skills course....

1. nad a sufficient aumber of lectures
to the whole class. B

2. had enough oppértunities to work in
. §roups with Other students.

3." gave me enough indiFidual hel when
T needed it. sk -

L 4. included endugh Individual. practice
g -t sk H s ee dedto-Mafter s e e

5. gave me many Chances to 1m$rove in
the reading and study skiilg
needed to develop to become a successful
s tudent.

6. held me back from learning all the”
reading and study skills I wanted
to Yearn.

7. ncluded too many lessons in areas, | )

saw no_need to_improve _ly_sk.ilj_s.;_____ )

8. helped me understand by fts system
‘of pre and post tests what. I needed
to Tearn an well 1 learned wat

1 shoyld have,

9. gave me uprtunniei all atong to
see whether or not 1 was progressing.”
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One of the problems of choosing materials ‘for the course became apparent
among thege suggestions. Unfortunately the students in the program had a wide variety
i of occupational interests although all intended to seek training in cgreers that were
‘ technical in nature. Thus, it was difficult to choose instructional materials whose
content always matched every student's career interests. Two students, therefore, took
the opportunity of the student evaluation to suggest inclpding more interesting or’

personally relevant materials if the course should be offered again.

3. Summary of Student Evaluations of the Reading/Study Skills Component

‘ > Generally, there was outstanding approval among the students for the Reading/
Study skills compohent both in confent and in management of instruction. . Where
there was dissatisfaction expressed, it typically consisted of the feeling that there should
© '+ have been more, not less than was provided. Thus, the students; while acknowledging
they had indeed improved their skills, saw the need for more opportunity to master the -
" gkills they had worked on, wanted more while a.ckno%vledging they had indeed improved
their skills, saw the need for more opportunity to master the skills they had worked
on; wanted more time to achieve such mastery, put left feeling that what they had
learned would truly help them in their future occupational training.

N.  ’Student Comments on Last-Day Impromptu }

. On the last day in the writing class, each student interviewed 'another student
about the pluses and minuses of the program. Again, students volunteered remarks
about wanting "'more reading': ) '

.- . ) ("What more do you think you could have gotten out of the Progran&?")

Five students commented that they would have liked ''more réading. " Two of
these would have liked more '"free reading' time.

v

Positive remarks were applied to a variety of the courses' units. Ten students
commented favorably upon the Reading/Study Skills class. Here are some representative

" quotes. ) -
'"What do you think you have gotten out of-the Basic skifls Program ?"
. \ , 1.) "The program helped [her] for future college courses."

. 2.) M...[she] has also learned skills {n note taking that will be'useful in
: *  the future courses." ‘ .
. e 4 ; N
N <+ '3.,) "Furthermore, he learned the SQ4R study methods which helped him
: especially in the technical book and which should keep hitn in future courses
which he will be taking. He improved himself greatly with verbal reasoning
-and how to relate to analogies." .

. ‘ : ‘ Consider Your Words. "

s »

‘ 4,) . "Nevertheless, she enjoys reading class the most. [Her] favorite book is
|
j
|
I
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~ = 5.) “(§he'has) learned dictionary skills that were unknown to {her)
in (her) previous education."
&

0. Tutor§’ Evaluations
T

In evaluating the methodsxof the Reading/Study Skills course, the two tutors-
"agreed" with all the positive judgements of the students. However, while ‘agreeing
that the course included "enough individual practice" for the students to master
skills, the tutors added the note, “the opportunity was noF’llways’taken advan-
tage of." )

hY
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Vil/ REVIEW OF RELEVANT RESEARCH OF PRACTICES - WRITING

b
: Writing eaknesses are difficult, to quantify Bemg a clear writer requires

‘ not only "knowl ge' of some '"rules" as pronoun agreement but the practiced instinct
to perform such things as relating one item to the next.

A. Deﬁnition of Problems

'S
+

Some researchers attempted to define problem areas of unpracticed students.
- : " Lamberg. (¥975) inferred these problems: ) .
-They lack self-management skills. . |
. . -They lack a set procedure for working through an assignment.
§ . . - They have great difﬁculty getting started.,
“Phey fail to understand directions.
They write poorly organized papers.
. ' - They lack'a system for proofreading.
- They have problems/ accepting criticism.

g

2

o

s

Confronting such difficulties, Harris (1981) concluded that a student who suffers
' ‘ with them "cannot be taught new methods of composing, but will have to work
on an individialized basis to change dysfunctional habits and strategies into_more
effective ones." In response to the question '"What is needed?" Maxwell (1979)
. wrote,""To improve their composition gkills, students.need a supf:or’tive environ-
« ment, a clegr idea of what is expected, and information and ideas to write about. "'

~
1

® o -
. B. . . Supportive Environment -

One of the most -consistent recommendations of researchers was to give

Basic Skills writing students more personal time and attention than they could

expect in conventional settings. Trillin, when reviewing program problems in
C Basic Skills traimng at the City University of New York (1980), wrote. " . . .

skills programs need to-provide the student with more time and more support

to reach their goals than we had commonly assumed. " The term "support" implied '

an active-and sympathetic interchange Kates (1973) stressed this thought in

his summary of recommendations following a study of sixXteen classes of fresh-

men in eight community colleges and three univer;lties in the greater Los Angeles

7 area. Kates urged that "conferencing, more than any other recommendation,

should be mandatory.' Kates's point about "conferencing" may -be related to

. Zucker's finding in rega‘rd to successful classroom behaviors by teachers of
: remed1a.l composition courses in five Los ‘Angeles junior (Llleges Accordjng to °

Zucker (1966), the "most cr1tic§l teacher behavior," in the students' judgment,
was '‘éhcouraging classroom discussion " Zucker noted some specific techniques
which the students considered most helpful. ~ '
5

€.) The teacher asked us to talk about the subject.

-
N
s "

']

i ‘2.) The teacher told us to talk to each other.

7 ' ' 3.) Our teacher, Mr. X, asked ‘us to form discussion groups - .

. . and talk about the material. - : : ‘ .

|
B .
~ ERIC - « ‘
(J a* , .
; PAruntext provia c . “ ‘ - - . .
‘ : ’
. . v
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- 4.) The« teacher helped us-have classrc\om discussions.

5.)  The teacher agked us to discuss the subject rather than —
lecturing all the time. ®

The values of such interactions between students and tutors weré considered
& by Harris {1981) to be the most, important assets of student-centered writing
labs. - ! _
£ . '\ } -.
C. Defining Goals and Modeling Performances

One function of interaction is to clarify goals. <Cross (1977) advised,’
"The goals of learnfig myst be.clear and must be made explicit to the student.
She referred to reports which concluded that, " . . . both logical analysis
.and reséarch evidence do support the notion that students, especially
New Students, w{fe.xperience greater satisfaction and achievement if they

ea 0 N .

_have a CleftNid what is expected of them."

-
’

| To assist the student to understand what is required, Zucker (1966)
recommended "many specific and detailed examples." External consultant
John Roueche sindilarly encouraged an emphasis of models rather. than rules
in pursuit of objectives. :

Al

D. Small Units and Modules

$

is the desirability of small lesson units (frequently referred to as learning
modules) dealing with a single concept." The importance of dividing per-
formances into small units was discussed by many writers. Ways of dividing’
units were developed in several fashions. Gray and Slaughter (1980) described
one system for guiding developmental: students through ?vriting" assignments:

Cross comménted, "Very closely related to the need for course.objectives .
¥

o o ‘ All writing assignments are presented on detaiLed: written
L . assignment sheets that set forth discrete st€ps for students -
) . to follow in considering separately the many tasks involved
N " " in completing the assigmpent.' Students are instructed to:
(1) Choose a topic. (2) Jot down details in phrases or
single words that come to mind in thinking about the topic.
(3) Find a word or words that summarize the overall sense
or tendency of the list and use that designation in a simple
statement ‘that establishes the point to be made about the

- - general topic. (4) organize the details into categories . . . .
o (5) Write the first draft .. . . (6) Reread the draft, re-
i ’ vising At first for content, then for specific elements of
' " * . grammar. (7) Write a final draft. (8) Proofread the final ¥ oo,
“ draft.* ™ . ‘ - i -

Though apparently operating with a somewhat different’ philosophy than the
preceding authors, Klingstedt (Burns and Klingstedt, 1973) likewise recommen?
»  the structuring of units. Klingstedt quoted the explanation of cog'ni‘tlve philosopher

Q - . ‘ ' ')
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Jerome Brumer, that. tea{chlng accorgding to structure (1) makes the subject
more comprehensible, (2) promotes memory, (3) fosters "transfer of
training, "'and (4) narrows the gap between "adva.nced" and "elementary' .
knowledge. y .

Self-Pacing Writing Programs . - .

In many discussions of "modules,'" the authors assumptions were that the
students' progress would be "self-paced.! Several examples of self-paced
writing programs were ‘described. One program which compiled statistical
support for its claims of Q.xccess was that operating in the English Multimedia
Laboratopy of San Antonio College (Rudisill, 1976). The Laboratory served
students in the lowest category of ACT achievement levelg (1-15) by a system
of individualized, self-paced, computer-assisted instruction. Each student
moved through ten learning areas according to specified behavioral objectives.
Within this program,"the students spent two hours in the traditional program.

~Some students spent one additional hour in the laboratory with their regular
classroom teacher, but students with extremely low scores spent four hours
per week in the Taboratory. In the laboratory, students practiced with
. programmed materials, computer terminals, and other equipment. Students
received considerable additiongl personal support from the teacher, from tutors,
and from student proctors. . ~

Rudisill observed that the number of Basic English students who had re-
ceiyed D's or F's in their next English classes had decreased from 54, 02
percent to 38.64 percent after the laboratory had been izllztituted. \

Another sort of self-paced writing program was developed in Bunker Hill
Community College, Charleston, Massachusetts (Laz&r, 1976). The progrdm
consisted of a Writing Lab which lead students through twelve areas of basic
skills. This Lab relied heavﬂy upon peer teaching assistants. The IpﬁFwag
‘staffed by a teacher and five studeht assistants who had considerable tliini.ng
and subsel}u&e:;’t responsibility for improving the mechanical skills of fellow
students. plementing the lab was a Writing Workshop. In the workshop,
the writing students discussed analytical and organizational skills with the
teacher. 4

[ . . R -

A program which applied-self-pacing in a different manner ‘from the pre-
ceding two was evolved by ‘Madisonville Community College, Kentucky
(Ramsden and Watkins, 1980). This program did not present a given number
of learning modules, through which all students passed. Rather, the students
would be working for competencies which would confer a grade of C, B, or A.
Some students, according to the determination of a pre-course writing evaluation,
might begin at an advanced level. Other students might spend a whole semester.
attempting to achieve the level of a C. Students achieving the level of A or B
before the end of the semester might choose to withdraw. Within each lew(gl
of competency, the students worked on four skill areas: words, sentences,
"paragraphs and themes. The students contracted with the instructor to take
exit exams by a certain time. If a student could not maintain the contracted .

-~
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schedule, he had to confer withdlie insP‘uctor. Continued records of the _N
students' assignments were mam}ained in folders which they left with the
instructors. . ';J .

o "oﬂ

The description of thé program did not mention the use of tutors or

teaching quipment r_} . %Q ) . )
A Michigan program which was “supplemented by\tutors and a writing
lab was developed for Kalamazoo Valley Community College (Corbin, 1980).
The course followed eleven steps. The students had eight, twelve, or =
sixteen weeks to complete the steps. 'Teact materials plus the assistance of
tutors helped students to achieve the steps.. When the students chose, they
could take tests to demonstrate that they have achieved the levels. The
. students were awarded points for vgrious scores (for example, 90% to 100% =
. 10 grade -points). ~The final grades’were awarded according to the points
which the students had accumulated. o

¢ Each of the four programs which have been mentioned presented some
common elements: (1) an effort to reconcile the sequential learning of some
knowledge, such as grammar, with the improvement of some skills, such as ,
sentence-writing or organization, which must be practiced; (2) an effort to
mdn{idua.hze, {3) an effort to encourage students to progress at their own

rates. , e

4

[

ki

Self-Pacing Problems \

* ) R

The questxon of self-pacmg is one which entails some complicatlons of - ' o
classroom procedure. Cross (1976) after noting "heart- Wrenching" failures ‘
of some self-paced courses warned, "Students have both the privilege and
burden of assuming major responslbihty for their own learning, and some

. students ape apparently not ready for or comfortable with that responsibility."

. . Cross noted that, in a survey of faculty who had employed self-pacing, 71

percent reported difficulty with student procrastination. This problem seemed
most severd w1th less accomplisﬁed students. Cross referred to several reports
which- indicated that poor. to xpediocre students ‘withdrew in greater numbers

fromr self-paced courses than-did good students. Perhaps with such findings

in mind, external \consultant John Roueche recommepded to the MCCC Basic Skills
instructors that their. students be given few cheices of pacing. In any case,. '
-Cross commented, '[ . . . a good deal of work and understanding of the method
are necessary for its successful implementation." The question of self-pacing
was impérfectly resolved in the Basic Skills Writing course ‘as further discussion

will make clear. ., ‘ . ‘ . ®

-

6

Instructional Feedback to Students _
. 2 ‘& -
Oneé of .the chief advantages of the self-pacing according to Cross, is freque\ﬁ)t
and consistent feedback whjch permits students to correct their performance as
/—v. they work. Zucker, in reférence to conventional remedial classes, wrote that v
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The students cbnsidered the quick return of many exercises and papers to
be one of the most effective forms of,teacher behavior. Furthermore,
Kates's analysis of methods in Los Angeles writing classes and Gray and
Slaughter s analysis of methods in the City University of New. York re-
emphasize the reasonable inference that an instructor's comments on many
“short assignments would be more helpful than fewer comments on more
comphcated work. One calculated feature of the MCCC Basic Skills writing
course was the return, almost daily, of students' tests and papers.

Student Interests

An additional calculation of the MCCC course was to adapt materials to

- the students' interests, future classes, and vacations.- External consultant

+ Martha Maxwell had recommended that the lessons and exercises have some
bearing pon the students' consumer or recreation interests. She also touched
upon an area of student anxiety: the writing requirements of their next
classes and their jobs. To ignore those concerns would be to invite a reaction
which was .defined by Alschuler and Iveg.(1973): '"When students sense a

. discrepancy between what teachers require and what life demands, it underiines
their trust in the wisdom of their teachers." On the positive side, Murphy

. (1974) referred to efforts’to take advantage of students' vocational pursuits.

One communications laboratory, which integrated academic content with
vocatmnal intérests, reported higher grades for its students than for students .
given traditional lessons. . ~

e

A Wisconsin survey (Farning and Boyce, 1976) went to considerable lengths
to dlscover "exactly what communication's competencies were actually needed by
workers in eleven different industrial and service program areas. . Four of
these areas overmed the. vocational interests of mary of the MCCC Bssic
:+ Skills studente _Partial lists of the competencies needed on the job, as noted
by superyisors and vocatioh schaols gradiuates, are given below. The partial
lists note only those skills (a) which were practiced in the MCCC Basic Skills
Writing course and (b) which were rdted frorm'hmportant" to '"very important"
by the respondents to the survey. The competencies are arranged from top

to bottom in ox‘der of perceived importa.nce o . .

.

1. ' Business Machine Supervisors

Business Machine Gradustes

- - complete 4Job related forms " - gpell correctly
2 - distinguish main idea from - complete job related forms +
. supporting details - when writing expregs ideas
. -rwhén writing express ideas . 4 clearly and to the point
clearly and to the point- " “ -

gather and organize information D
- proofread and ed1t written documents
) spell correctly .

- Jpunctuate -eorrectly

1e

- follow.grammatical standards in . 3 . . .
. . writing ‘

.
<

\

-~
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2. Dental Assistant Supervisors Dental Assistant Graduates
~ - complete job related forms - identify own strengths and weakr‘es
- spell correctly . . in communications skills ’
- distinguish main ideas from - Bpell correctly
. supporting details - complete ‘job related forms
- follow grammatical standards ' - distinguish main ideas from supporting

in writing a details >
ctuate correctly S .

compose an effective business

~ letter

’ when writing express ideas L

clearly and to the point
write directions and procedures . -
* gather and organize information . ('

«
¢

3. 'Medical Lab Assistant Supervisors Medical Lab Assistant Graduates

L4

\

spell correctly ~ spell- correctly

distinguish main idea from , - complete job related forms
supporting details ' write directions and procedures

complete job related forms when writing express ideas

+ - write technical reports clearly and to the point
- when writing express ideas clearly + distinguish main ideas from supporting
and to the point details ‘ -

>

gather and organize information
. P

' 4. Electronics Servicing éupervisors Electronics Servicing Graduates

- .
complete job related forms

gather and organize information:
when writing express ideas clearly

- when wtiting express ideas clearly
and to the point
-’ distinguish main ideas from

a

supporting details and to the point
- identify own strengths and weaknesss- summarize materials

in communications skills =~ - distinguish main ideas from supportin;
- gather and organize information . details PR .

< . Y.

e . e 1
Such job-related lists were obviously intended to help communications instructé(-s of .
occupational students define appropriate objectives and plan effective lessons.

The instructors, of course, must be concerned no'thy‘%ith the skills which the
studentg will need for their eventual jobs but also with the gkills they will need for
their- tional classes. A "consensus recommendation' of New York State
administrators and instructors of developmental- smdents was, "to the extent
possible . . . the skills taught should be those needed ,smdents in their program

areas" (Cornell Institute for Research and Pevelopment in Occupational Areas, 1976).
The outcome of this training in writing classes, as the survey defined it, should be
"general improvement" which would give a student the chance to succeed in their ‘
next classes. This sort of outcome was planned for the MCCC Basic Skills Writing

Course.

123
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Summary

¢
Discussions of developmental writing classes for developmental students
+» have frequently addressed these inferences: '

2.)

> ‘ 1.) The environment for these students should be supportiye.

The creation of a supportive environment requires continued

- interaction between teacher and students, between students

3.)
4.)
5.)
6.)

7.)

9.)

and tutors, and between the students themselves.
Lessons should be divided {pto small units.
The goals of the units should be clearly defined.

The goals of tl';e units should be illustrated by many examples.
' - w T -

Self-pacing is often recommended. A,

A problem of self-pacmg, particularly for lower-level students
is procrastination. ’

Student interests and their requirements for vocational classes
and future employment should influence lesson planning.

Student outcomes should be related to requirements of their

programs and future employment.
. 3
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VIII. TEACHING THE WRITING COURSE . \

The methods of the writing course wg,re governed by several considerations “‘
which had been encountered in the review of the research: (a) the creation of a
. supportive atmosphere, (b) the division of lessons into small units, (c) the attempt
to incorporate self-pacing, (d) the provision®df quick feedback, (e) the attempt to
relate materials to the students' personal and vocational needs and interests, and
(f) the attempt to reinforce lessons by integrating them with lessons {n other

Basic Skills courses. o . N
/ A, Supportive Atmosphere
< w ' A supportive atmosphere was encouraged by assuring students, whenever
. © - % appropriate, that they could learn and. that many students before them had

learned the same lessons with which they" were struggling.
: &
j The. students were further encouraged to check their work with the
tutors and instructor af all points and to discuss their work with each other
"whenever class and lab procedures permitted Some thought, prior to the
semester, was given to creating peer graups which could assist one another.
This procedure proved unnecessary ‘because informal peer groups soon evolved.
. The peer groups became so supportive that they had to be cautioned not to
N ' help this or that member to the point of oing his work.
- - ) | . ‘
. The class as a whole was mvoived whenever convenient. For e:'cample, .
no lesson.on mechanics would be presentéd without eliciting answers and
» comments from evefy student present. * .

~

»

~

g

~

. The lab periods permitted work with individual students. Most of the
~  instructor's and tutors' timwe, during lab periods, was spent helping a variety
‘ of individuals with their particular pieces of writing. Again, tlie danger was-
that the helper might be lead into- dbing too much of a students' work.

k - The student would be given credit for each plece of work which he did,
but each piece would not be given a.gfades The student would be given .
several opportunities to practice with certain sorts of problems before he would
commit himself to a paper or test which would be graded. a

On some occasions, the student could choose to take a re-test, if he
were not satisfied with & gFade. 'Moreaver, after "a student had written an
assignment for a grade, he would write a revision of the assignment to take

® : _ advantage of the instructor's criticisms for another grade. | N
As much as possible, the student was “#hcouraged to realizé that he would
" learn.by practicing and that practicing would not penaliZe hhim.

[i%
k4

B.  Divisions of Lessons into Small Unifé : ‘

For the ﬁret three-quarters of the sefnester, while the students were _ ___

' writing paragraphs, each writing assignment would be accompanied by these
Q . steps:

ERIC © ez
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1.) A brief description of the kind of paragraph to be written. '

'

2.) An explanation of how writing paragraph would heliﬂ the student.

Pl

3.) A brief explanation of what the paragraph would require in
addition to requirements of preceding paragraphs.

4.) The presentation of sample topics and discussions of those °
topics. )

5.) The assignment of the topic sentence.

6.) The evaluation of thé topic.

+

7.) _The assignment of a short scratch outline.

w

8.) The presentation of sample outlines and worksheets involving
outlining problems. ) ‘

. . * ”

9.) The evaluation of the students' outline. IR

10.) The assignment of the paragraph. : ‘e

P

11.) The presentation of sampl\e paragraphs and worksheets i:nvolvmg
writing problems.

- ’ ,{ N 'r‘ 'b
12.) The eyaluation of the paragraph.,. : ’ i ‘ . )
. » A :
13.) The assignment of the revisions. .
14.) The evaluation of the re{'isions. - v e

> & . .

Each unit on mechanice would be accompanied by ex:{lanations of . how .-the .
unit's lessons could be useful to the student in the future and how they should - -
be applied to students’ current writing. A unit would add lessons in a.step-
by-step fashion with several opportiinities to review. Each lesson would be
accofnpanied by several examples. As much as practical, the types of lessons
and examples would be varied. o

Before each test, the student would take a pre-test which would help him
judge his ‘capability at that point. \ ‘ e

In the first half of the semester, the student would have some chdi(@e as
to when he would take a test. If he did not do well, he might choose to take .
a re-test. This opportunity was withdrawn in the second half of thp sefnester
as the degree self-pacing declined.

1
¢t
-

Self-Pacing . . Fo Ve
The semester be?an with .the hope that each student would progress at
2 pace which would be convenient for him.. Soon, some“dtudentsﬂvere Coo

"getting ahead" of others. This sort of "fast pacing" was not a‘gré;t problem .

, d e 4 . . ‘- .
~ - " [N s

X o~ - oy
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, " LN prog'ram, however, in the past semester it threatened to produce the sort

) of "heart wrenching" experience which K. 'Patricia Cross mentidned

D.«

_ and-tutors in the lab periods but a}so of the daily return of exercises-and ~
writing assignments. - Until the -en
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although it obliged the instructor to device supplementary assignments

and to -work out supplementary activities for the faster students in the

Programmed Learning Center and Computer‘Terminal“Room. ' ‘
~ ) s \

However, some "slow-paced" students seemed to be falling so far ‘
behind that the lessons presented to the.class as a whole did not bear ) .
upon what they were doing in the lah. For example, the instructor might
be talking about writing one kind of paragraph while a few students were
'gtill working on a simpler kind. .

Some troubles were compounded by inefficient bookkeeping. To help
them keep track of their-progress, the students were provided with an
vAssignment Sheet" and a large-ring binder. The Assignment Sheet"

.was supposed to be the first insertion in the binder. Thereafte¥, each .
assignment was to be noted as it was.given, and the class materials were

" to be added to the binder as they were ‘distributed. Daily assigment sheets
were distributed to help the student keep track of what had been passed out.’
Unfortunately, the materials weren't always added to the binder, materials

and daily assignments were lost, and assignments weren't recorded.

‘Students began to complain that they didn't know what they were supposed

to be doing. They complained also that.they were spending top much time,
‘noting assignments and straightening out their binders. Demoralization )
began to set in, especia.lly among the least organized and most in need of
help . ‘ .

0

Self- pacmg might not be an inva.lid theory, but a self—pacing system ‘ |
for a writing course must be the product of several semesters of accumu- )
lated materials and experience. iA self-paced eourse for writers would
require ‘a wide variety' of gxercises which could be applied to each lesson.
and an iron-clad, céare y administered bookkeeping system . .

20w . A

Just before the mid-semester break the instructor had a serious talk
‘with the class. Most of the students seemed to-fayor more- .control by the
instructor in terms 'of more specific’ deadlines and less personal bookkeeping. .
If gradually evolved self-pacing may yet become part of an MCCC writing

"
L]

Feedback ;:, : )

‘The writing program did majntain a system of quick, constat feedback
This.,took the form not only of the personal commentary of the instructor -

of the semester, a paragraph or exercise
would usually be retufned the day after it had been turned in, Often, a tutor
or the instructor could let a ‘student know how he had performed on-a test
~witkin an hour of the time he had taken it This practice seemed to encourage
student interest. . '
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E. Rela’ting_]\iaterials to Student Needs and Interests

L}

vocational and personal interests.’ ) © -

o Another effort which, according to student evaluations, seemed useful was
_ that of relating writing exercises and mechanics lessons to the students'

1.

Some writing assignments were intended to help students gain
vocational orientation. An early assignment was to analyze the re- ¢
quirements as listed if classified a!vertisements for a particular sort
of job. A later assrgpment was to-write a paragraph discussing the |
prospects, requirements, and rewards of a .ocational field as they had: |
been projected by the Occupational Outlook Handbook. A third assign- T
ment was to.write a paragraph analyzing x‘equirements for a vocational ~ .
program as listed in MCCC's Academic Bulletin. A later assignmentﬁ |
was to write a letter of application for a hypothetical position to -
accompany a resume. |

~

Still other paragraphs took the form of responses to essay questions - |
+which were presented by beginning chapters from textbooks of the students'
next courses. In’the last weeks of the semester, the students wrote "
request letters and complaint letters- which the3/> mailed to actual recipients |

- |

The theory behind almost all of the writing assignments throughout N
the semester was that the students would learn more about -writing if they !
perceived the process to be one which had .on authentic and easily re- . |

cognized function in their lives as students and workers.
-« “

To serve that theory, some writing assignments were integrated with
lessons from the other courses. The survey of ¢lassified ads correspanded”
to a lesson in the Introduction to Technical Careers course. The analysis
of program requirements corresponded to work in the Counseling course:

. The problems of finding the answers fo essay questions in textbooks in

- fact, one of the tutors was currently taking a secretarial .course, so she
. could ‘show the students examples of the much more complicated exercises

future classes paralleled lessons in the Reading/Study Scills course.

. The hope was that asmgnments were integrated often enough to under-
line the usefplness of writing. . R

>

Lessons in the mechanics of English could not always be given such
immediate ‘application to the students' concerns. Nevertheless, 'an effort
was made, throughout most of the semester, to make a connection

. Early in the semester, the students were repeatedly told that they
would have to be patient with lessons on sentence elemepts because those
lessons would help them to Yearn about punctuation. egctuntion lessons
required less patience from the class, as a whole. Several of the students
had learned that they would be taking vocatipnal courses, such as secretarial
practices, which would require an exténsive knowledge of punctuation In

she was being assigned. . BT
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Punctuation lessons gave the inst ctor an opportunity to discuss
_repeatedly the ways in which gentences work and the ways “in which ideas ’
can be related within sentences.’ This method proved more practical, this
time, than exercises in sentence cofmbining. During the .preceding semester’
_+the instructor had tried sentence -combining in regular remedi ¢lasses with
" fair success.' The Basic Skills students, however, did not seem to have
develpped enmough of a "sentence sense,' in many cases, to be sure when a-
combination was "good." Another unfortunate circumstance was that the
sentences provided by the text lent themselves to double, meanings which did
not assist the serious purpose of the class. ~The instructor did attémpt to
make use of the techniques of sentence combining by inventing some exercises;
however, most of them were. incorporated into lessons on punctuatioff

—

The punctuation lessons were pursued beyond the limits solute
necessity for some students., For instance, the future drafts may not
haye to use 4semicolons very often.w On the other handy the medical office <
assistants may have.to. - In ope ease, such lessons- as the' ones on semi-
colons gave’ the instructor further opportunities to explain how ideas could
be compared or contrasted or expressed as components of a sequené'e

.0

This convenience proihpted the mstructor to give mqst- of the time spent’

on mechanics to punqtuation Other areas might have been givenumore

Z attention, but they. “did not* seem to justify the time which would have to be .

S spentg,on them. Spelling was a problem or some students.  In-their course

>

’eva.lua“tion, a few gtudents remgked that they would have liked some spelling
le'ss,sons lj} theory,g*the’ sfudents were -supposed to note their misspellings c‘
a sheet” provided fog thatfﬂ!spose +They could, therefore, become aware of
their - individual /m isspélhngs B ‘elirhindte them. Some students did follow )
this, pr Tce, A general im ssion7 was that the students' spelling problexns )
dimIn{shed as they pract’iced wrlting . .

-~
o

Nevertheless, some students' spellmg did not seem to improve On some .
occasions, they were givenaqspecial ‘attention by tutors, but the attention could
not be made, systematic. Spelliné does’not- lend ‘itself well to systematic
lessons. To teach spelling woul ‘meaxn to-gives time to such matters as roots
and prefixes which most of. the tudents did .not need to learn and which could
have been spent more usefully. .chh was ;he instructor's judgment during
the progress of the course. o .
¥ Ve o Y { * v

In addition to spelling, . another elementary -problem. for some students
was handwriti_x_ig In most cases, the handwriting of the students, seemed -to
improve as they practiced writing In a few cases, the stqdents were vyarned‘\
that their handwriting might cause future imstsuctors to discount the value of
their ideas. The instructor would' have ifked to give these few some supple-

mentary work in calligraphy Again rot enough time seemed available.

o F. Comparative Weight of Mechanics a.nd V?t’mg " . ’ ,

-

» .
If a choice had to be made betwee&iving time to writing or givins it io ‘

mechanics, the decision was always in: favor of writing. The theory was that the

final product was_always most important and that the most important function of
mechanics leésons was to improve writing .

_ \

7 B
*a ?
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.. Each time a student turned in a piece of\writing, he | put it in a flap

. folder which included &l the preceding pieces of writing. An important
fagtor in the instructors' evaluation would be whether a piece of writing had
r.éc}uce'd the mechanical weaknesses of preceding writing. ~_

v . . Y

) ( ‘A student would be held responsible for only those mechanical problems
which had been discussed in class. Fragments, run-ons, and misspellings
were. criticized from the beginning. But the omission of a comma to punctuate

bt an introductory expression would not be noted unless that comma use had been
studied. This common system gseemed better than either overwhelming.a )

\ student with all sorts of corrections or ignoring ‘mechanfcal faults almost alto-

gether. e .

During class period, about balf the time would be given to discussion of
mechanics; but during the lab pert;od, most of the timé was spent on writing
AR assignments. ‘ , . ‘

i \ - g = - ] . ’

~

G. Texts.and Materials .

0

; Theé students began the course with the following texts:

Hart, Kathleen A. and Alice C. Heid. - "
Sehtences, Paragraphs, ax;d Essays: An Integrated Approach.
Boston: Little, Brown and Company, 1979 ‘
. \ ) ) 1
‘ . Krevisky, Joseph and Gordon L. Linfield. - _
_* The Bad Speller's i)ictionax;y. New York:
- Random House, 1978. '
. ) . . em:ﬁ? -
‘Morehead, Philip D. Roget's College Thesaurus in Dictionary Form.
New York: Signet, 1978 : \\ : : p
The class also used the American Heritage Dictionary in copjunction with the
Reading/Study Skills course. - - C

i 1
__ "Maferials included a large three-ring binder in which the students were supposed
\ to keep the mimeographed. handouts which were distributed in class. In addition,
the students were given flap folders in which they were supposed to keep all their

writing exercises. . . i
e

®e el

H. _Chronology ' _ .

.8

1/19 'I"he, importanée of writing to the students' future coursés ‘and jobs was emphasized.

~The students’ were given copies of writing assignments which follow introductory
< * chapters”in the texts of their mext courses. ‘ :
¢

L
A

. . o»
The students were directed, as a first writing assignment, to interview other

.  students, to take-notes, and to write an impromptu paragraph: )
. . \ . - . ~—~—

1/20 The impromptu paragraphs were returned. The paragraphB were not graded, but
they had beén criticized for fragments, run-oms, and misspellings. The nature of

”  fragments and run-onswas explained.. The stadents were told they will be revising
the paragraphs. '

L

'
z 3§ o R W -

¢
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Mechanics: The class was given examples of fragments and run-ons
written by students of past semesters. Revisions were discussed.
_Sentence Cofabining was introduced. The class worked through some

4

combinations of sentence sets in the text. ( ‘

Writing: During the lab period, the students revised the first-day para-
graphs.

& .
This was the first of the Thursday three-hour sessions.
Writing; The revised firgt-day paragraphs were returned after having been
graded. Students were given assignmenht sheets on which they were to
record completed assignments. ey were also given spelling sheets on

which they were to record misspellings. A new assignment of a topic for -

a paragraphwes given: "things and need for a simple task." This assign-

ment introduced the concept of analysis in a simple way. Examples of -

topic sentences were given to the students.
A\

S Mechanics:” More exampiesﬁ of sentence fragments were passed out a:nd‘dis-_/

cussed., . . :
.Sets of semtences for combining were passéd out. These sets had been -
originated by the instructor to apply to the vocational interests expressed
by: the students. For.the day, the students®were to combing one set of
sentences and to work out the topic sentence for the paragi!aph "f{‘hings

"I need for a simple,task." A simple task might be painting a garage door,

or baking some cookies. ,

On 1/26 the students were given the Written English Expression Test.
Writing: Students’ were encouraged to work at ther own pace. But during
this week, most of them had'completed these,assignments: a. scratch
out}i’ne of the "Things I need for a Simple Task". paragraph, a first version
of the paragraph, a revision of the paragraph. - )
To assist the students, {fhese materials were distributed and discussed:

sample outline divisions<®nd sample paragraphs.

O

Mechanics: The students worked at sentence combining with sets from the
text and with sets the instructor had originated. Students also worked with
fragments and run-ons which past students had written. If the, students felt
ready for it, they were invited to take a fragment and run-om test on
Thuisday. ; A ‘ . :

Writing: Most vo.f the students developed a paragraph on '"'Steps of a Simple
" Task." This paragraph relateg to the preceding paragraph "’Thingp 7
need for a Simple 'I;ask. "s The "Steps" paragraph added the consideration

* ° _of transition. This paragraph provided a simple introduction to the concept

of transition because transitions indicating a sequence were relatively easy
to ‘evise. To assist the students, these bandouts werga"distributed and
discussed: Sample topics, sample outlines, sample transitions, transitional
exercises, and sample paragraphs. oo , )_' L
{ - R 4 L wwl . . ot
Mechanics: * The students were given exercises and fssignments on subjects
and subject. parts and verbs and verb_parts. - Some of. these were in the
text, and some were ofiginated by the Tnstructor. The students also did

R ‘,
S A \
J

»
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some sentences combining exkrcises in the text and on the: instructor'

worksheets. . )

Most students proceeded through these assignments:

Writix_ig They were directed to make copies of notes they had taken for -
their Introduction to Careers Course. The notes were derived from
three classified advertisements-for a job in which a student might be in-
terested. The students were to list and compare the requirements for i
the positlon Then the student was to devise a topic from the notes, create
an outline, and write a paragraph. The assignment served to "introduce the
concept of sequence. In addition, it presented some practice in tra.nslating
notes- into sentences. Transitions from point t6 point were a little more
difficult for this paragraph. -~ .

To assist the student, these handouts were distributed: sample gets of notes,
sample topics, sample outline divisions, and sample paragraphs. These

were originated by the instrygtor to prowde .models for the items which the
studenfs were developing. :
Mechanics: The students worked with exercises on direct objects and eomple-
ments from the text and on the instructor's handouts. If they felt ready: for
it, they took a sentence elements test. Most students prefert¥ed to do more

A L3

exercises before taking the test. p

¢
4

Most of the students proceeded through these assignments:

Writing: They followed a direction sheet to make use of an MCCC Academic
Bulletin.  They located a program which interested them. - They identified
the courses which they would be taking in the Fall semester. Then they lo-
cated and took notes from the course descriptigns. Their notes were to be .
pertinent to the topic of "Things I Will Be Doing" (such as practicing with

a computer or learning medical terminology). Subsequeritly, ‘they would
develop an outline and paragraph. I v o
This was a difficult series ‘of assignments for this stage of the semester

It was assigned so early to work with lessons in the counseling course

The assignments gave the students practice in extracting pertinent notes from
sometimes complicated course descriptions, in making sentences’ out of \
sometimes complicated notes, of .organizing points into a sequence. and in
creating fairly complicated sentences.

This assignment seemed useful, but it exaggerated the spread between the
faster and slower-paced students. ™ -

14

-

To assist theé students these materials were originated or copied: ampleﬁ e

programs, sample course descriptions. sample notes, sample outlines,
transition exercises, and sample paragraphs . L

'Mecha.nics: Most of the stydents took the sentence elements test If they -

did badly they were invited to study their first test and take another Sentence

elements test. .
They also worked with commas to punctuate introducto{y expressions The

type of introductory expressions were introduced in stages- as one-word ex--

pressions, phrades, and clauses. Most of the students took a test on commas .’

to punctuate introductory expressions by Wednesday, February 25. If they
desired, they could take a re-test. The tests obliged to insert commas into

@
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written sentencés and to create sentences including introductors; expressions.
. . N . by

—

<@

3/2 - 3/12  Most of the students accomplished these assignments’. - <

' Writing: They completed a worksheet which guide etn tl@ough an

v examination of the Occupational Outlook Handbook. hey ‘Tocated the Handbook's
. ' description of occupational’areas which interested them. , Each stiident lo-

- - cated pertinent points which described the future of an occupation, the training,
and the probable rewards for that occupation. Then the student derived a _
topic and produeed an outli.ne and a paragraph from notes. . R -
This assignment again obliged ‘each °student to locate pertinent points, to )
make useful notes, to produce a reasgnable sequence of points, and to connect .

¢

«~ - them by transitions which were sometimes fairly complicated.’ ‘
, his‘assignment was another rather demand one. It covered some ideas
¢ which had been touched upon in the ITC ‘course. °

T "To assis&the ‘students, these materials were copied or orig'inated pages
from the Handbouli a woxksheet to guide the students through the Handbook,
sample notes, sample outlines, transitional exercises, and sample paragra})hs

Mechgics From 3/2 - 3/5 most of the class concentrated on commas to
divide independent clauses.
) The class discussions considered not on whe?e the commas should be

, placed in compound sentenceg but why -two ideas should be put together in a
compound sentence. 'Most students took the test covexing commas for intro-

7 * ductory expressions, commgs to divide independent cﬂausesl and the origination

L .. of compound sentences-on 3/5. '

From 3’/9 3/12 they discussed and, worked with sentences i cludmg commas ‘ ;.

) punctuate parenthetic expressxons Parenthetic expreés were intro-

-’duced in stages’ as one-word expressions, phrases, and nonrestric tive clauses—\ >

Most students took the test includmg commas for parenthetic expressions.

plus all. the préceding comma uses on 3/12. .

That Thursday was the last class period bgfore the Spring semester break.

At\t-hgt point, the instructor discussed, its progress with the class: Many =~ °

-students felt that they might concentrate better if they were given specific

- ' deadlines for their work. They felt that they had sometimes become con-* -

fused about which assignments to work on. Furthermore,  they felt that \

theif personal bookkeeping had become a burden.  The instructor agreed to

set deadlines for future assignments, - . -

The Spring break was followed by the Human Potential Workshop, led by

‘ counselors, which took most of the following. week So the instruetor did;)'t

~

. . hold a writing class again until 3/26. , SRR,
, TN o L .
3/16-3/26 _ Break and Human 'Potential Workshop ‘ AR .
N . . ~,. bb ’ -"\
. . LY ‘ s .

During the break, copies welge made of introductory chapters in texts which ~
- the students would be using in the fiFst semester of the vocational programs.
N The texts were to be used for basgic electronics, for an introduction to-
drafting, for an introduction to bsiness, for an,introduction to biology, “for j
e an. introduction to dental office practices, and for an introduction to*medical s
office practices. ¢ -
. The questions at the ends Sf the chapters could be characterized in -these ’

. ‘ways:

o gr
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*

4/6 - 4/9

4/13-4/16

-

N , ’
-n * e - y - »

»-137-
. N r s
.a.) "Review questlcns" which coul'd be answered merely by locatmg .
the correct detail in the chapter and paraphrasmg the words of the

text. .

4 . >

+ b.) "Definitionst which could be answered by locatmg the use. of

. the.words in the text and by statmg their meamng and provxdmg o
br\ 1l.lustrations o
. C. ) "Thnught" questlons which required locating an appropriate passage
in the text and making dedu8tions from it.- .-

* -~
’ .

Writigg Each student was given a copy of a chapter he woyld presumably
be working with at the beginning of the next semester. The student was
also aaen.s.ueu "review" question at the end of the chapter. After the
student had completed the "review" question, he was assigned a "deﬁnition"
question, Most of the students complited both questions and their revisions
within a week. . A
To assist students, the following materials weré copied.or originated: the
text chapters, .chapters of other texts for class distussion, .sample notes,
~ sample outlmés sample answers, alternative answers for d1scussion
Mechanics: ’i%e class discussed commas to punctuate series and parallel
~ pEZsing of items in series. A tést on these words plus preceding usages . °
* was given on 4/2. S . La

»

-

.- Writing: - The studenfs worked orf their first "thought question." .’The
deadline was set for ¥/9. To assist the students, several materials were
_copied, or originated: questions fromtexts, sample notes, sample outlines,

., a‘good answer which one of the students had written, a series of alternative

* answers for ‘comparative evaluations. ' - !

- Mechanics: The studehts discussed 'semi‘colons, com~n\‘1as, and parallelism,
Several sets of material were distributed The. test covering these usages
was given qn 4/9. | . :

Writing: -The students developed answers to their. second, more difficult,
"thought . questions.” The deadline was 4/16. Sample questions, mnotes,
and a.nswers were distributed and discussed.
. \ .
Mechanics The students discussed colons, semicolons, commas a.nd the
patterns with whi¢h these punctuation marks were used They ass1gne&
' sentences -to originate. The test was given on 4/16 N N

’ -t * . “

4/20 - 4/23 A unit on common types of business letters was begun for most of the

s

.

".students. The letters were short enough-to be written and revised quickly.

But they'were divided into beginning paragraphs, middle paragraphs, and

end paragraphs. So they were the first pieces of writing which required
N subdividing. The first letter was a "request letter "’ " The etudents were
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obliged to define actusl requests which would be useful to them . Some
' examples were requests for information on the GED test and dates, requests
for information on training programs in local hospitals, and a request for
information on the legal use of nets in Lake St.Clair.
) After thé "request lettérs" were written, they were typed by a tutor and a
: couple of students and mailed Several requests received replies by the end ~
of the semester. .
Sample letters, good and bad, were copied or originated to assist the students

Mechanics: The class discussed the uses of apostrophes’ and briefly reviewed
~preceding discussions. Worksheets were originated to clarify thé discussions.
. The test was give< on 4/23.
4/27-4/30  "Complaint Tetters" were written. The students ‘were instructed ta be positive
" in their complaints and to specify the redress they were requesting.
Again, the letters were typed and mailed. Some favorable replies were fe-
? ceived by the end ‘of the semester. In one case, & cosmetics manufacturer '
gave a full refund on a product. In another case, a city department planted
a tree to replace one it had removed. :
As for earlier assignments, worksheets and writing samples were developed
to aid the students.

Mechanics: The class studied personal pronouns, agreement, and subjective
and objective cases of pronouns. Worksheets and exercises were riginated
_to assist them. A.test was given on 4/30.

5/4 - 5/17 Writing: The students wrote 'letters of application. " These were written
: ‘ : as though they had completed their programs. Although the letters were
not mailed they were, in most cases, directed to actual employers.
Worksheets and sample letters were originated or copied to provide modes

Meckanics: The students studied problem pronouns and references such as
'_ ) « mjtm thig" "that," and "whichl " Exercises and worksheets assisted the class.
.A test was given on 5/7. ] \\
. P : ,
5/11-5/13 Writing: Smdents wrote resumes, as though they were apply\ing for jobs at ~
the ‘gnds of their vocationa.l programs. Sample resumes provided models

Mechanics The class reviewed the mechanics lessons it had practiced
. throughout the semester . :
] Last Day, 5/14 N a0 . A ‘

. Writing: Each.student interviewed another studemnt. The intervieWer asked

two questions: )
"What do you think that you have gotten out of the Basic Skills program?"

N | Q and "What more do,you think that you could have gotten out of the program?"
- The interviewer then wrote a two paragraph paper based on the responses
b / The final papers provided comparisons to o the first-day papers and elicited
' evaluations to\ supplement those- of the student evaluation sheet. +
) Y ' ’ s Ta I > ’ [} ‘
Q . . 152 L . M
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Mechanics: The students were given the Written Egglish Eeression
Placement Test. The results demonstrated a sxgnificant gain over the
testing administered on 2/2

A
.

1. Student Evaluatxons RN T
1. The students apparent.ly felt that they had learned to find answers
- to questions in a piece of writing and to organize those answers. Further-
more, they seemed to consider the lessons in those sglls to have beén use-
ful. '
(SA means ‘mgtrongly agree'; A means. "agree"' D means "disagree'; and
SD means "strongly disagree. "
f . TABLE 17 "o
" Finding and Organizing Information
. »
My skills in this ' . I need additional ’
area bave' improved. instruction inm this area.
‘ ", SA A D SD; SA A D SD
Finding information [7 [ 10} 0 j O |- 6 ho |2 |0,
needed from & plece | ,| |
. of reading. a X
- s - . , e
Organizing informstion 6| 11| 0, | 0 [ 4 s lujz o ] {
taken from a plece or| . ‘ . . \
. pleces of reading. - T )
. N - R 1 ¢ ! b . ‘
LT __This unit will be use-  This unit -should be ‘
AN “"ful to me tn my future - included the pext time
' training. > this program is offered
: . . to students. - . -
o . .SA .A_'D SD SA__A D SD
Tl . .ol %nfo ol ¢ [B[ejo|0O
. . b ¢
6 |10 0 |0 13| 4]07]0 , ,
- . . ..‘ v, \ .
. -, \
. R -t ! .
L * Most of the students thought that they had improved their skills °

in answering questions, in writing, like those which they would' be -asked
in future classes, However, most would have liked more work with these
skills., . ‘ ‘ ‘ :

»

- - : ) ! ( \
TABLE 18 " .
. Writing Answers and- Qixestions
My skills in this I need additional . - T '
area have {mproved. g {nstruction in this
4 area.
A A D 8D 8\ A .D .SD U
Answering .questions ¥

wwriting. © |7 |9 |1 o 5 101"0 . F

.
-

¥
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Apparently, the students considered their lessons in this afea

to have been useful. . Ny

‘ TABLE 19 « = -
Usefulness of Unit on- Writing Answers

e

2 v

This unit will be use- This unit should be
ful to me in my future  inEluded the next time
.training. ‘> 4bis program is offered
., to students.
LN

'S\ A _D_SD SA A‘D 6D .
5 o] o

10 Jioje | o OJ

The course consisteritly emphasized- the importance of making
clear what one point had to ‘do with the next. To improve student
gkills in connecting ideas, “they were given many lessons in
transition. Evidently, the students thought that they had learned
something about transition and that they knew that they “should learn
more. ° In addition, they considered the lessons in transition to have
been useful. “

“

[y

TABLE 20
Connecting Ideas.

My skills in this 1 need additional #&
. ares have {mproyed. {nstructiop in this

Relating one idea, =~ BA A D' SA A D SD
to another., -, ... -} 7| 10| O} O} BRSIER R

¢

-

J

This unit will be use-  This unit should be

ful to'me in my future included the next time

training this program is offered
’ . to students. -

SA A D SO ' BA A D 8D
7] 8 0] O ,-l13-4oo




141

4. . Punctuation was presented as a method of making sentences
" tclear. Most. students-thought that their punctuation skills “had
improved, but only one thought that she needed no more instruction.
. A ,

TABLE 21 _ ) ‘
.+ Punctuation. ° . . _ /-

. S B * . ) . Y,

. My, skills in this "I need additional
. srea have improved. instruction in this area -

s have .

. Punctuating ‘tentences‘ 88 A D 8P * SBA A D 8D
torrectly. TWT|F)0 C I g 8] 01} 1 —

'
. 0
. . v

—

All of the students agreed that the puﬁctuation lessons had been

N useful S ;
’ . . . X »
P TABLE 22 _
Usefulness of Punctuation UniLs_
w '
Thig wnif will be use- , This unit should be
ful to me in my future tncluded the next time
" training, this program is offered .
) . to students’
— /". .
N SA* A D \SD BA_ A D SD
1w [sfo]o  psf.rfo} of- L .
—~r &n
g . . N . . .
5. A fundamental goncern was helping the students to write more |,

% clearly. All of the students seemed to think that their sentences had
become more clear and that their lessons had helped them become
cléarer writers.., ' \ *

) , _TABLE 23
Writing Clear Sentences
My skills in this . I need additional
- area have improved. fnstruction in this area
. ; SA A D°"SD - SA A D 8D
% Putting ideas into 6 ' lla 0 \ O - sl 940 | O
clear sentences, \

This unit will be use- This unit should be
ful to me in my future {pcluded the next time

training. ' this program is offered
. S ¢ to students,
A S8A A D 8D SA A D 8D
B EIENK 12150 |0
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In the first half of the-“course, aomeattempt was made to employ

methods of self-pacing.
deadline in the last half.

This attempt was de-emphasized in favor of
Student opinions on self-pacing and dead-

In fact,

lines were divided.
Ehe other.

TABLE 24

Ty e
- rSelf-Pacing

o ~

1.) working at my’own pace was

better than working at my own

etter than working to’ meei dead-
lines. °
¢.) ‘working to meet deadlines was

one set of responses seems to contradi

.g
¢
- ‘U

L4

Ead

snce.

»

4

24

Another divided and rather contradictory set of responses was
clicited, bS' a pair_ of questions concerning re- testing More re-testing
was done in the first half of the semester than in the last /half.

v o

TABLE 25

_ . Re-Testing A ‘ Do
. z :

- L4 :

belng able to repeat 2 test I m“not done
well on was better than being forced to
take the test once.

o>
(X))

[

h

betng forced to take the test oncewonly was® |1 7].6] 3
* better than being able to repeat tests.s ¢ - .

. “r v & < &'
Throughout the -semester, detalled class; materials were distributed
- daily. The text was used infrequently In the last half of the. semester, |
the text could not be adapted to: class lessons, 8o it was abandondd ‘
entirely. QApparently, the students appreciated the detailed help given
by the materials. However, some would have preferred g textbook. ‘

-

L2

t., .

TAgE 26 . '

Class Materials

©

' ustng'dentled class materjals was helpful ’

oz

2P
ol
<8

ustng textbooks and taking notes would be
better )

[

(-]

-]

]
.
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’ ’ 9. . One of th test efforts of the course was to relate materials -
to future classes and jobs. The students unanimously agreed that . ;-
' this attempt was useful. . ' i ¥
g ’ , TABLE 27 . .
. ~ ' f‘ : Job-Related Materials I
, =
' : SA A D .
Ltmng materials which related to future ° .6 | 11 S
jobs and classes wss helpful. .
,\ h - using materials which related to future - ‘18 4] - . ~ J
nd jobs and classes did not make any

. L] ] N
difference. . . . . % Y
o ‘ » e ¢

[
10. The last divisiongof the students evaluation form attempteq %o elicit - *
suggestions for improvements A variety. of suggestions were applied to aé v -
Composition course: - / l -
) . g T,

"Future‘training could be improved in the Composition course by , ., ."

v

v R t o ' . = yo [ : ' [ -,
(4) - changing nothir_ig A . '
(1) - allotting more time for this course - .. . R
. (1) - providing more lab time O . . ) ‘ ('\
) (3) - including spelling lessons B .
‘ ® (1) - spending more time on preparing a resume _—
‘(1) - spending more time on difficult areas of domp sition, e.g., mechanics
1) - &g&gg_ the number of wr writing assignments .
) (1) + including more group structure and- less individualization M ,
A “[2] - (No comment) . :
- © [4] - (Praise for instructor and/or course) - cr T .
' , . » - ¢
| - ‘ ) Y
B
. \
s . gy




J. Comments on Last-Day Impromptu.

: divided about "self-pacing, " though most favored it. jContrarﬂy,_Etutors

.
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~ ) ¢ ) - ‘
On the last-day of the course, thé students wrote a paper wplch prompted
further evaluations of program componefits. - - Tl ‘

»

Ten favorable comments were made on elements of the writing class. * Some
are quoted here. o ! . ‘ . - .

. he
\\1

. ("What do you think you have gotten out othhe _Basic skills Program?'")
1. "[She] believes that her writing skills have improved
greatly . . ." .

2. "A more enjoyable course to [him] was English in which
‘ he increased his punctuation and improved his writing ability.*

3. "Unfortuttately English is not one of [her] favorite subjects,
.-but she «does think she’ learned gome useful gkills like .
". writing. business letters and learning how to-yse punctuation
correctly. ' . . ) ‘ /
. e . . .
4. - "Eonsequently, [he] improved his abilit} on how to organize:
and write a complaint or business letter. Also, [he learned] .
the basic steps on how Yo set up a resume which will help #im . .
in a career field." ) ' )

-
-

4

_ ("What more do you think that you could have gotten out of the program?") ’ )

g

. ’Flw'/e students commented that they'woul'a have wanted "more English."
Of, these, two commented that they could have ised more vocabulary work, and

. .

. .one commented that he could have used more &pelling work.’, :

®

." Tutors' Evaluations

G

a

In some respects, the tutors' evaluations'differed from those of the students.
The sharpest difference was in regard to "self-pacing.' The students, were

4

"gtrongly dimagreed" that for the student to work at his own pace "was better
than working to meet deadlines." Moreover, the tutors "stroxk]-y eed' that
working to meet deadlines was better than self-pacing. The tutors likewise
nagreed" that 'being forced ‘to take the test only once was better than being
able to repeat tests." This judgment contradicted the judgment of the majority
of students. ‘ o

In regard to class materials, the tutors.'strongly agreed" that using détailed,
class ‘materials was helpful." This judgment corresponded to that of the students.
However, some students thought that "using textbooks and taking notes would be
better." The' tutors "disagreed' and added the note, “pot for this class."

Nevertheless, the tutors "agreed" with the unanimous judgment of the class ‘
"that "using materials which related to future jobs and classes was helpful." .

, -
., .oy
° o A . . P 10_}’ ?
. ) - .
) v LY J - (] : < N %
_ _ A ‘




L. Writing Progress ' -145- A

The degree to. which students improved their writing might be illu;trited
' . sby comparing a few paragrapi\s written on the first day of the.class to bara;
‘ graphs writien by the same students on the last day‘of~thé'c1asl.

On the‘firét déy‘of the class, Janué}y,IQ.,the s;udents were given a

&

#

‘mimeographed sheet with these instructions:
' " INTERVIEW ASSIGNMENT

4 .

-

C , } This assignment will help you get to Know some of the other -
- ~ peoplefn your class, and it will also help you to begin to practice
your writing. ’

(1) Mhen your turn comes, Interview the person who is sitting to -
" your right. Take notes. You will be interested in the person's’ %
(a) Name g R i

,gbg goals™ . '
c) Jjob experience ' .

d) recreational interests, and .
) (e)' anything which the person may care to add to describe
' himself or herself to other people in the class, ’

(2) After the interview is completed, you will use your notes to give
) a brief introduction to the other people in the class. Later
. . _today, you will use the riotes to write a paragraph on the person
you have interviewed. : ‘ .

AN

A ]

| The paragraphs:werg writtep in class. Thé students ‘could have taken up
to an hour to.write them, thoﬁgh most finished well before that time.: They
could have asked for help, though most didn't.
' A At, the end of the sixteen-week course, the students were\éiven the fol-

lowing set of divections; . . __ . . __. _ . : .
€

Interview another student for 15 minutes. fake notes. The L
questions which the other student will answer are these:

(a) What do you think that you have gotten out of the Basic
Skills Program? ; K

(b) What more do you think that you could have gotten‘out of
the program? ) :
8ive your interview, answering the same quéstions. to another
_ student. Take 15 minutes. The fotes will become the basis for -your -
’ ‘last paper. The paper will be graded. You will pot be given help.

‘ ] The students wrote the baragraphs in class. /Most were -written within_ an

hour. However, the instructor was busy with makeup tests and Jiher matters,

e\ 159
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's0 he had no opportunity to monitor thé time. The studentS were free to \
* K. * : . ‘ " (
. use dic¢tionaries &r to refer ta: coments & past_papers. . ‘
1 : M ; <
§ < ! A3 At - ¢ . . )
' . In general, the differences- between the first and last papers were these:.
. . \ . e s, - .
(a) The 1ast papers were longer. ,
(b) Themlasrt—&apers—’rne-}ﬂded—few" Hhe er—run-ons—and—fragménts—atth gme ough—-
; ©, 2 few persisted, ) ' , \
- *.(c) ‘Other punctua'}ion,was a little more sophisticated in the final
papers.- . X& oo 8 - ’ '
. 4 ., ‘ ‘ﬁ?"‘ & . 'xg. - " . : }’1 v
N (d) The.last papers included fewer misspellings. althaugh-several
. occrred. * - , o
e . N . - . ) ) o
_ K/ {e) The development of the figal-papers -was more. coherent., '
, - R e \
- X . The first set of papers quoted bg‘f_ow was.written by a student who made
- . v RN 5 - . -~
) 3 e . - U - ' M o
considerable progress. She was a young person*who had:gradyated from high
' schoel only a yedr before, so perhaps she had a relatively Jess difficult
f ) g 5 v . ™
. . . -f *
time recalling past lessons than the, ofc’ier students. -
. L4
She had the highest score N the Written English- Expression Placement
Test - achieving the 23rd percentile. She raised that score to the
61st percentile'on the last-dg& post-test.
¢ Here jis her first paragraph: N
< - ’ 173
. : ;o . - .
: The Woman ] interviewed is ( ° - ). shes not really sure about )
. her’career goals she hasn't decided between these two occupations quite
R \ " yet, they are clerical and or drafting. Her recreaational interests are :
. sewing, gardening, and biking. . .
She's married and has one daughter who is 19 years old and she live -
. s, . in Sterling Height. The only job experience ( {id is_a cashier and ¥
. . r  that was several years ago.
L 4 v
' , “Here is the last paper: - ' 3
v ) ™~ <
’ * ' (The student) feels that she learned alot from the Basic Skills Program, ‘
. (Her) most favorite class fs math. She )ikes math because she feels that it
- comes easier to her than any other subject. However, she would have 1ike it
even more if the course had expanded intd even harder math 1ike algebra,
. geometry, and triqonometry. Even though reading and study skills is a
. necessary subject for future technical courses, (she) doesn't like it as
' much as magh, Although she does feel she has improved her vocabulary and
reading skil{s. Unfortunately, enqlish is not one of (her) favorite subjects, v .
but she does think she learned some useful skills 1ikeswriting business letters '
and learning how to use basic punctuation correctly. \ : "
(She) feels she might have learned more if, the introductory to careers °
class would Rave been shortened to only meeting once every other week. There
could have been extra time in all 'thiee classes to study more. 1In general, ’
. (she) feels she learned alot from the Basic Skills Program, and believes ‘that ) '
1t wil) help in future courses. . ‘ . ) .
o . 3

ERIC o~ 160 ' | L
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The next student was an older woman. She had been out of school for
. » o

' ‘ over twenty years, had been a mother several times, and had.several jobs -

-

.as a bar maid and waitress.

She had achieved the 18th pertentile ranking fn the written.quI{sh . .

Expression Placement test wﬁjch was administered the first day of the class.

°

o ' She{%aised that score to the 35th pércenti]e on the last day. ) -

. Here is the paper which she wrote on the first day. rd

‘ ' T - / .

(The student's) reason for being In M.CCC is to further his education,
X to get a better job Such as a Lawyer or a Male Nurse.
' In his past he has worked as a too) and die Apprentice for Two-Years.

. Befor this he worked with the Public in Sales from five to nine Years, <
. Then to a Security Guard for.Two yeags.
. _His Recreational Interests are. Dra Racirg, Horse Back Riding, and
. { Camping. T ’ /
’ Here is the paper which she .wrote on the last day. The paper is a little
. a . o . . ‘ i .
‘ out of focus because she wrote it in the first person as though the student .

¢

. N RN
“ whom she was_ interviewing were speaking. .

5
,
-
.
4

The basic skills program has given me an opportunity to increase my
( R knogwledge of engjish and reading. My reading has improved and now 1 under- )
. stand what 1 read. 1 have obtaired dictionary skills that were unknown to L.
’ me in my previous education. My math ability has increased with a new .
understanding of division and fraction. . N ,s
- : Basic 'skills have given me a better outiook on the future, with a bettg
° prospective of the current Job market. 1 would consider the basic skills
N program an 3sset to my educational background. .
. . - ’ ,
-t ‘ - ' - El
The first two students clearly made progress. But the next one did not,

. apparently, progrés; very far. . . ) .
. ) o ‘ .
He was a young man, a few years out of high school, who had held a few

~ " manual jobs. Part of his problem was physical. -One of his eyes would not »

focus. s ’ .

- ~

Another problem was attendance. He had missed one solid week, plus a ?
‘ ! number of other times. At one point, he was on the brink of beiﬁn’g dropped

from the program. He missed the standardized tgst given on the first day, and

. *

he scored only in the 5th bercenti]e on the ldstday—
4 v ,

© 1632
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.

l *
(The student) came to Ceta to start a drafing course, he was working
at edison training tree for five yaers. then got lay off. Hes marred an _ i
has two Kids a Boy a girl. He like to paly footBall anypool. ’ ‘
sHere is his last paper. )
) What (th@student) got out of the basic skille program. (He) has a batter

understunding. of math, english, and reading Fan he di1d before he startes ¥
(He) also has a better attitude towards schoo¥. he's motivation 1s better

,[EIQ\V

too—from—the—school-that-{he) has gotten he knows want goal that he has
got to go for in life. becase of these classis (he) will be better prepured
for hes up coming classis. (He) alsp saids that 1f he was going thoyrh the
sic skill proarar ‘again-he wound make the room biger. and make every
. subjeck in a differd room. he said the program was a good thing

The examples which have been quoted were intended to iliustrate three

.

g " kinds' of writing progress. The writer of the first set of pd¥agraphs seems .
) . A .
’ competgpt ;t0 succeed in her, next vocational courses. , . oo
N . The writer of the second set of paragraphs will have a more difficult
L time, but she may succeed because -of her dogged determination. )
) The writer of the third set - who is not without inte]iigence - may
succeed in his technical classes, but he QQésn't seem to have learned enough
. c v “ ’ " )
P about writing to help him gredtly. , . ' ’ ‘
? ’ ‘ "
. . .
» > ! ) ’
B » - > . ! N
) « - S S _ e
7’ ,% , v
- t ‘
' . - . .
. a b . - -
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M. Changes in Writmg Test Scores from' Pretest to Posttest

)

The Written E I‘lish Expression Placement Test was administered to the
i

students in the second week of’the writing class. The same test was re-
peated on the last ay of the class. Sixteen of the students took both the pre-

)

“and post test. Mot scored gains. The mean ,8core of those who took both
the p e and post -test increased srgmﬁcantlys !

“wbelow. (The percentile rankmg? are based on national norms. A percentile

. A table of %efentile rankings for both pre— and post-—tests is presented
rank indicates w

}‘t percent of incqming college students would score bglow

‘that rank.) o . /
,;/ , . ' i |
. > s
_ i TABLE 28 %, ' -
: Y e-Posttest WEEPT Seores ) ,‘
Pre-Test Percentile _ Post-Test Percentile Change A |
1. 46 - dropped - - |
32 46, 61 o © . +15 |
3. 45, .‘ 12 - -~ -33 |
' 4. 26/ 51 \ +25 |
5. 26| ' i 26 / -0 1
6. 22| , dropped ° . _— . .
ez 22 ) 15 - 1. 8
| 8. 18 51 +33
"9, 18 40 +22°
10. 18 35 +17
11. 18 26 "+ 8
12. 18 26" + 8
13, 12 26 +23
14. .12 15 + 3
15. 9 12 + 3
16. T 30 +23
17. 5 22 +17
18. no pre-test 5 --
19, N dropped -
20, 4. \22 +18
1. 4 dropped -
22, 2 dropped -
23. ' 1 dropped -
. F -

- , "Comments

\
v

A)) Of the sixteen students who took both pre-and post-tests, thirteen scored ./
gains, two geored losses, and one scored even,,

B. ). The mean of the raw score of the sixteen pre-tests was 18.38. The mean
of the raw score for the 16 post-tests was 21.44. The gain was 3. 06.
‘The gain is statistically s!gniﬁcant

X1 53
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- N. Comparison of English 005 Sections to Basic Skllls Writing Class h
t & .
. - > ¥ ¢
S The Basic, Skills writing class can be compared to English 005 in some ’ ‘
respects. Both types- of classes are dévelopmental. .Both are intended’ to
. increase writing competence'so that their studenfs can succeed in future
classes. The two students of the Basic Skills clage who definitely, intend to Lo

__take more. English were counseled to enroll in the English 118 con\pésition
,\ class just as most successful students of English 005 will,do. . .

-«
4 * -

Yet Englisht)oos sections cannot be used, in a gtrict sense,.as cdi:tro(lﬂ; -1
) groups for the Basic Skills writing class. Teo many differences are-tbvious.
-~ The beginning achievement: levels of ty/ English 005 studénts rangé well above

~

those "of the/Basic Skills group.” Many of the English 005's have general . °
education godls while the Basic' Skills goals are uniformiy vocational. L
On the other hand,- the English 005 students and Basic Skills students, were . .
expected to cover about the same ground. Though ‘the nature: of lessons and ~ -
assignments usually varied, the students of both classes were judged by .
' approximately the same standards at the conclusions of their courses. A grade
— would be subtracted for a run-on or fragment in a piece of writing for Basic .
.Skills just as it would for-a similar error id a paper for English 005
In the judgment of the instructor, "A" work at the end of the course in Basi% )

-

¥

Skills would have been "A" work at“the end.of English 005; 'C" work at the
end of Basic Skills would have been "'C'" work at the .end of English :

The differences would be that the Basic Skills students would have brogress"
through more steps to the test or ‘wrf'ting, and that they would have received
_more personal assistance. Moreover, the instructor and tutors would have
done more to-relate the work to the student's future classes and vocations.

[ e

o pomparis,gns, therefore, may,dot be stricsly_scieptiﬁcrb t theyen;;.y be
informative. L. ) N

In addition to the Basic Skills writing class, Morton taught two En?lish 005
' i

‘Sections in the Spring 1981 semester. Some comparisons of the Eng sh, 005 R
sections to the Basic'Sldllg sections can be made in terms of retention and pre-
_ post test scores. o ) ’ p ' s
- RS
; 1 Reténtign 9 ’ ‘ -
. e Pergentages of retention Rrovide the easiest comparison. By coincidence,
. _ the mumber of students who enrolled in the_English 005 sections, and who . °
L. actually did any of the assignments, was exactly double that of the Basic -
.o Skills students. The table below ddmpares the percentages of‘.st'cess'.
* ’ . . . " Jor ’ 4 .
" English 005 - . L% Lot
48 undertook course work - _ Tt
- ) 28 completed course with a faaqsmg' grade of "D" or better ‘
z . 58.33% successful , - oo : ) N
SN - R e
Basic Skills *~ i, 1 ; o, ‘-
. 0 24 undertook course work . Lo . o

18’ completed cours¢ with a pasging gr

3

a{de of  "C" or befter

>



N - e
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_ One might comment that the Basic Skills students had a more apparent

\3‘-.'motivdtjon fo persist: They were paid. to attend class. Nevertheless, they had’

no guarantee that the day-to-day rigor of. classwork would eventually improve
their:lives more than-trying to ﬁnc{ jobs or even getting- a\gég other form of
government assistance. ~Moreover, other Basic Skills students had further to
go than the English’0Q5 students. : : ¥

Comparison’ c;f Pret'estsqe;‘ N " ) .

- .

<

A comparigon.of pre-tests may. illuqtrafedtyhe' difference between the. two types
of students. The Basic Skills: and English 005 students were given. the Written
.. English Expression Placement-Test in the first week of the semester. The
achievement levels may be compared in the table.below. (The numbers of -
students who took the test is lower than the number who undertook’ the course-
work becauge of absences and late enrpllment's.) i .
'S 4 . ’ e .
(N) . . "Mesn of Pre-test raw Scores
ENG 005 & - 41 - 20.51
. Bagic Skillss 22 . - . 17.50
' The difference in the pre-test means is- significant.at the . 025 level. ,
- s - . . . Q ?‘
° . ‘u -
A . -~ et »
m. . . ' 3
1
- s . ‘
. , 1\ - ? LY - - .
! a -
. . <
; 3 g
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" - . If the means of thé i)re-test'raw gcores were rounded off to 21 and -
18 and translated into percentile rankings, the differences might become

) . more clear. (The rankings are derived from national norms.) i s
ﬂ . o ) e . . " ‘ 4 . K
' . Percentile ranking - - ' ‘
. , * ENG 005 . 26% o - T
oL Basic Skills 15% > ’
' 3 \ » ‘ o
3. Comparative Gains in Scores ‘ - &y . e
The students of both types of ~élgsses, who took both the pre—anci post-
;4 ., . "tests made approximately equal gains in raw scores.
i TABLE*29 BT R
Comparative Gains in WEEPT Scores '
‘(N)‘ Mean of ' Mean of " Gain in
Pretest Raw Score Posttest Raw Score| Mean
i ENG 005 29 20,55 23. 83 +3.28
Basic Skills 16 18.38 . 21.44 . +3, 06
- € ' . ) N ’ . -
_The gains for both the English 005 group and the Basic Skills group are
! statistically significant at the .005 level. However, the difference in the ‘
gains is not significant. . L. T o a7 0 T VO
- '\’ * ) ) .07, '-..“.,/‘ .:‘ .
L' . 0. Summary, of -Discussion of Writlhg Class . ST }
i "A.) The mean pr?—posttest raw scores on the Written English Expression
. test demonstrated a significant gain, at,the .005 level, for the _
- Basic Skills writ}ng class. . : . .
B.) The mean pretest raw s’core,of the Basic Skills writing class was
significantly lower, at the . 025 level, than that of ENG 005 classes.
R . i . - ‘ . . , i -
- C.) The  ENG 005 classes and the Basic Skills group made comparable gains, . ’
» .and the differemces in the gains.were not statistically significant.
i ' NS
. D.) The Basic Skills group retained’a higher percentage of students (75%)
. than did the: ENG 005 classes to which they were compared (58.33%). SN
. E.) Most of the Basic Skills students' papers rdemonstg;ated progress in the
. * areas of organization, sentence construction, punctuation, and spelling.
F.) The ‘students' evaluation of the -class materials expressed the unadimous |
judgment that ‘adapting the materials to vocational interests was helpful. o gt
The tutors' evaludtions agreed. - v, ‘ :
: ' o . ‘ ' - ' 0o I"b ‘. ) E
Q ) ’ ’!. YV ' b .
?

4
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'G.) Though judgments were, divided, the majority of students thought that ‘self-

. pacing techniques were more helpful than a system of deadlines. The
+  tutors sharply disagreed. :

H.) The accumulation of inatefial,s and the system of record keeping for the
class was not fully enough developed to permit a successful experience of ' -
* . 'true self-pacing for an-entire semester. ’

1 3

1.) The division of lessons into small gradually incremental units seemed
to be uséful. . ’ ~

v e
»
4

J.} The creation of a "Supportive" atmosphere seemed to be useful.
[ 3 < & P ,
K’) Consistent feedback in the:form of personal interchange and written
comments _appeared to be useful. -
. . ' .
L.) Almost all of the students’ evaluations eg‘p}essed the judgments that they
had progressed in the areas of writing clear sentences, punctuating

correctly, connecting ideas, writing clear answers to questions, and
finding answers in pieces of reading. )

-

i

MR L



/ <

" challenge. Baldwi

IX ~REVIEW OF RELEVANT RESEARCH - DEVELOPMENTAL MATHEMATPCS‘
B o ‘ s » . .

Developmental mathematies comprises a' significant portion of the
mathematics enrollments in two-year colleges in the United States.

A. Developmental Enrollments
Triﬁ]on, Hecht, and Akét;1980) cited a survey conducted by the
American Mathematjga1 Society; which revealed that 44 percent of all. .
Mathematics enrollments in two-year colleges were in arithmetic and high

school algebra. Similar results were recorded by Becgwixﬁ (1980) who
found that introductory and intermediate mathematics typically comprised
27 percent of the mathematics courses. offered while accounting for 44 ,
percent of the mathematics sections.- In the 104 institutions surveyed
by Baldwin (1975), 91 percent offered a developmental~mathematics course.
e A . . ‘. ‘” . {

B. Problems of Teaching;peve]ogmbnta]bMathematiqg o

3 . ) 3 : . .
» Successfully 1522hing a developmental mathematics class is a formidable

1

AN

975) found that many developmental students have poor

. study habits, poor s€%f-images, histories of failure, and a dis]like for

mathematics.- -Beckwith (1980) found the completion rate for mathematics

.courses to be the lowest of all the science disciplines surveyed, and the

completion rate for developmental mathematics courses was lower than the
completion rate for regular mathematics courses. Stein (1972) estimated
that the attrition rate in a typical mathematics class to be between 40
percent and 60] percent. 2 .

—

&

The Titéréturé*on'deveTopment31*mathenmiﬁt§*hﬁgh%ﬁghts—severa%—tqpics
the two-year college mathematics cofmunity has identified in confronting
this challenge. These topics include content of developmental mathematics ..
placement of students, grades and credit, and instructional” practices. .

DY “«

C. Content of Developmental Mathematics

. The determination of which courses are developmental waried from one
institution to the next. Some ¥v)Tegps considered courses in intermediate
algebra and geometry developmentdl wlyile other colleges did not. There was
virtual corisensus, however, that{arjthmetic and begirning algebra were . |
developmental. Baldwin (1925) vepsrted 89 percent of the institutions )
offered elementary algebra and 84 percent offered arithmetic. Even within
the bounds of a single course, the content differed slightly. For example,
an institution which viewed the primdry reason for having an arithmetic

courSe as being to prepare students for everyday 1ife might include different

topics andgprévide different.experiences’ in the course thanh an institution
which viewed arithmetic as'a preparation for e1ementar¥ algebra. .

o
¢

‘D. Placement in Developmeptal Mathematics

Students were placed into deve1opmenta1’mathematics courses by a

variety of methods. Baldwin (1975) reported voluntary enrollment, high sthool+ ~
. -mathematics grades, interviews, teacher referrals, department placement
.tests,. and- standardized placemént tests were used (in decreasing order of .

utility)ato place‘students in‘developmeptal mathematics tourses. Pearlman
(1977) cited several "successfal” developmental mathematics programs which

55
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o
used placement testing and suggested%at 1nvest1§at1ons ‘be conducted to
determine if there were a correlation between successfu] programs and
placement testing.

E. Credit and Grades . ~~

Colleges vary on the issue of granting. cﬁcd1t for developmental mathematics
courses. Baldwin'g. (1975) survey revealed that 66 perfent of the co11eges
offered credit for developmental mathema;& courses. However, many colleges
only gave elective credit and not mathematics credit for these courses. On
one side of the issye was the argument that no college credit should be
given for essentially high school work while on the other side was the

opinion that a no credit course should adversely affect a student s»mot1vat1on

Ba]dw1n (1975) found that two-thirds of the $;;t1tut1ons surveyed .
granted traditional letter grades to students in deve]opmenta] mathematdics
classes while the'rémaining institutions used 8 variety of alternatives.
Beckwith (1980) found 52 percent of the 1nst1tut1ons used the traditional
grading system in their developmental mathematics classes while, 76 percent
used traditional grades for the1r regular mathemat1cs classes.

il

F: Instructional Pract1ces

~

' ‘* A1though the studies dealing with the aforement1oned topics are descr1pt1ve,

there were many comparative analyses on instructional pract1ces Most of these
studies were designed to compare results of traditional classroom instruction

. to some form of individualized instruction. Ajose's (1978) review of the

11terature cited studies comparing traditional methods to audio-tutorial
methods, contract methods, the "systems approach,” the tutorial approach,
and televised 1nstruct1on The resu]ts of these stud1es were 1ncons1stente

lecture with that of controlled self-paced 1na}ruct1on

'ach1euement (Wagnersand Jones, ,1973, Merritt, 1974, and Hector, 1975). Never-
theless the lack of consistant evidence led Beckwith (1980) to conclude that -

the "learning needs of at least some of the students in the community college
are ‘not being met«by current instructional practices--be they traditional
lecturé method or the more individual approaches." Friedlauder (1979)

-

suggested”.,.a more effective approach to present1ng developmental mathematics \h*//y_

would be to use a variety of techniques, that is, combine the advantages of

. The descriptive,studies dealing with“instructional techn1ques reveal
that the traditional lecture method §s the most used approach in the
deve10pmenta1 mathematics classroom (Baldwin, 1975, Beckwith, 1980)..
Beckwith, however, found that 45 percent of the teachers of deve1opmenta1

. mathemat1cs provided seme ‘activity designed to individualize instruction.

This figure is higher than any other.science discipline surveyed and
suggested that mathematics instructors were trying new approaches to meét

the"learning needs of the devélopmental student. ° ‘
G. Smmnarx . < o | /
1. Deve]opmenta] mathematics compr1sed a significant percentage
of mathemat1cs c1asses taught in. two-year colleges. X
2., The attitudes and hab1ts of deve10pmenta1 mathematics students
. posed problems'wh1ch resulted in high attrition, rateg ’ T e
{ ,"\ g R .
’ . ' N ‘ T

~
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3. %he content of developmental mathematics classes varied
~ 'depending upon whether they were introducing mathematics
~ + sequences o;j‘se_rving,vocational programs. _ ‘

T4, Stddénté wére placed in developmental classes by. a
variety of methods. .

5. Colleges varied in thei? poiicies of awarding credit and

~ o grades for developmental mathematics classes.,

[ ]
6. The traditional .lecture method remained the most common
. for teaching developmental ‘mathematics.
) 7. Studi®s comparing traditional-methods with individualized '
4" « . methods had produced inconsistent results.

¢ . 8. Some studies indicated that mastery learning had produced
- increased achievement. .

-
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2 TEACHING THE MATHEMATICS COURSE -~
During the deve]opment,of the Basic Skills Program,’ severa] P
‘hypotheses were defined congern1ng the students' mathematical skxTIs and

.their attitudes toward mathematics. These hypotheses pertained to (a) -
student skills at the beginning of the course and the effect of; the codrse’
on them and (b) student attitudes toward mathematics at the beginning of
the course and the efﬁect on them. . - ] ‘ ,§

- . . Vi

A: Hypotheses Perta1n1ng to Skills

Since the objectives of the’ Bas1c Skills mathematics course were
virtually the same as those ,of the traditional MCCC developmental mathematics
course ,(MTH 005), the- hypotheses were defied in terms of compar1sons Two,
nypotheses were devised concerning comparat1ve skills:

(1) The mathemat1ca1 skills of the -Basic'Skills group would-
be as developed as those of MTH 005 classes tested
during the same semester (Spring §81).
]
(2) Because of-intensive 1nd1v1dua11zed-1nstruct1on and Mastery

“Learning Methods, the- Basic Skills group would progress
farther than the 005 classes and would, therefore,

r © achieve greater m themat1ca1 skills <than the contro] group
at the end of the semester. . . .
1 3

n-

The hathematics section of the Basic Skills Asséssment Program was used
to teést the hypotheses eoncerning mathematical skills. The Assessment Program,
deviloped by the Educational Testing Service and published by Addison- ’

Wesley, focuses on pract1ca1 app11cat1ons of academic skills. ODuring the
first week, the pre-tests were-given to the Basic Skills ‘group and ‘to’
MTH- 905 sect1ons ‘taught “by the same instructor. . .

‘B, Hypotheses Perta1n1ng to Attitudes. - ) f R \\'. 2

N Three hypotheses were def1ned°1n regard to the att1tude of the Bas1c
§ Skills students toward mathematics. . ) o° .

( ) The Bas1c Skills group wou]d bé h1gh1y anxious about . .
° mathﬁnat1cs at the beg1nn1ng of the semester=' A ,

(2) The'group's anxiety about'mathemat1cs would be reduced
toward the end of the semester.

L3

B-
(3) The group wou1d develop a more positive. att1tude toward
¢ “mathematics by thedend of the semester.,

-

* The Fennema-Shenman Mathematics Att1tqde*$ca}e5vwere used to assess the
attitudes of.the Basi¢ Skills students. These scales were published by the
Journa] Supp]ement Abstract Serv1ee‘of the American Psycho]oqnca] Assocmat1on.

. . o - .
C. Course Content - . N U -'. . ~ j

The coﬁtent of the Bas1c Sk11ls mathemat1cs course Vas 1ntéhded to build
the sk1lls which théy would need in the1r daily lives. and which they would

/ . , -_' .
S R =

.

-y
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" presumably fheed in many of their vocational courses. The course work
included arithmetic of whole numbers, fractiens, decimals, percents, metrics,
. . : and graphs and statistics. . ‘ ‘

To some extent, the work with graphs and statistics was integrated with
lessons in the Reading/Study Skills class. '

D. Texts

4

\ . The texts-wer< very im6‘r t to.-the system of Mastery Learping. °

The primary text was Bagic Mathematics: A Program for Semi-independent
Study. (D.C. Heath & Co.) bf John D. Baley, Martin Holstege, and Gale M.
Hughes. This programmed tedt was divided #nto small upits with specific N
objectives. The practice test problems at the end of éach unit were % .
keyed to sections in the uni '

Two supplemeritary texts were fised to emphasize the practical app1i¢ation?
of mathematical skills. When Am I}Ever Gonna Use Mathematics (HMS PublNcations)
. by Hal Saunders was a collection of word problems stressing the use of -
i mathematics ip "believable" job situations. Problem Solving (Franklin Institute
Press) by Agthur Whimbey was used to raise the students' awareness of mathematical
applications to a variety of situations. '

-

o E. Course Procedyres - First Eight Weeks
/Classroom structure in the first half of the semestey was organized to .
.. facilitate individually paced mastery learning. No lectures covering content
. were givefi to the class. The class hour and lab hour were used as a two-hour—— |
1ab in which the teacher acted as a third tutor. The.tutors shared respon- i
sibility -for answering questions, giving tests and recording results. No
partial credit was'given on the test questions, and students had to “master"
- - the unit objectives at an 85 percent level. Students received immediate feed hack
on their tests and either prepared for another form of- the unit test (if they

did not get 85 percent of the items correct) or progressed to,;heﬁpext unit.

;s When one of the faster students completed ten units before the mid-point
. of the 'semester, he.was diverted from the -primary text, Basic Mathematics,
. _ to units in beginning algebra. " This procedure was fo)lowed primarily to )
% ' Jet.the slower students catch up to the number of units which the faster
" students had completed in the basic. text. By the end of the first eight -
) . weeks, all students had cqmpleted ten units in Basic Mathematics. :

F. Subjective Observations of Student Performance During the Mastery

) Learning Seguences . )
’ , o } \ . .. NEA
) ' Some forms 'of positive behavior and of negative behavior had not been
" anticipated by the mathematics instructor before the semester began:

(1) The students' desire to learn.and willingness to work Was greater

DA S _ than expected., It was feared that an indizﬁdua11y-paced instructional -
. ) ” mode might invite students to engage in non-productive socializing, but
) }this\ did not happen. o . ,
’ .g - - ’l .
¥ , '
/‘\" . 4
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(2) It was observed that the groups' ability to listen to_and follow
instructions was surprisingly poor. Orienting the class to
the unfamgjliar routine of the individually-paced, mastery
learning mode of classroom operation initially required several
repetitions of the sam® set of directions. This inability
seemed to be a problem for teachers of the other subjeggi also.

Several students voiced a preference for the traditional
classroom methods i.e., more lectures and-group-paced '
instruction without the mastery learning concept. The
teacher expected the famil+ar classroom routine to be |
threatening (assuming previous negative gxperiences in

this routine) and Wgat the idea oMasters"learning would

be universally accepted by the Basic Skills students,
_but it was not. ) ,

G. Course Procedures - Last Seven Weeks .

The Spring break folloyed by the Human Potential Workshop was an
interim of two weeks without mathematics classes. During that period, the
course was reappraised and its procedures were revised. In the last half
of the semester, the Basic Skills Mathematics class had a more traditional
structure. Instruction was not self-paced.

4

This change was made for several reasons. Fipst the instructor was
attempting to adjust students to the classroom procedures which they would
be facing in their subsequent courses. TFurther influences Were the comments
. of the tutors and some students that a teacher-structured system would be
more .conducive to achievement. Still another influence was thg thought that -
some of the slower students were becoming demoralized because'they had fgdlen
behind the pace of the rest of the class. A final consideratiaqn was that™ -
the instructor wanted to be sure that the class would cover -a.certain
amount of -ground before the semester's end, ' !

As a result, classwork followed this sequence®in the last seven w
A lecture was given cov;ring*the—m&ter%a] in a unit. The'students wete
supplied with an outline of the lecture and e expected to fill in ghe
outline'with examples and details used in the ecture. A specific.dat
was set for the unit test and thére was no opportunity to retake the test.’
During this time, the teacher took the role of supervisor of tutors in the -
labs sessions while the tutors' only role was to walk around the class
lookipg‘over shoulders to monitor prégress and give help.

H. Subjective Observations of Student Performance-in the Last Ha]fléf
the §emester. ’

-~

. Productivity of the. students appeared to drop dramatically during the

second half of the semester. The mathematics instructor attributed-this
decline, not to the abandonment of self-pacing; but to two other factors. *
" (1) The students were confronting more .difficult and less famiLiar material.
and (2) they seemed to have difficulty establishing psychological momentum
following the two-week hiatus of ‘the Spring break and.the Human Potential
Workshop. ' S dnt . ’

. -

/
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1. étﬁdent Evaluations

The Student Evaluation form was intended to .evoke some’judgments of the

. self-pacing methods in the Mathematics course. The majority of students
seemed to favor elements of self-pacing. (SA means''strongly agree“; A | -
means "agreé"; D means »disagre"; and SD means “"strongly disagree".) )
TABLE 30 ~
' ’ Mathematics Se]f:Pacing
‘The Mathematics Skills course... SA A D SD\ y
N 1. had too many tests. o |1l 8l8 !
2. 'sh0u1d have had everybody doing .
the samé thing at the same time 0 3 9 5 L v
‘ 3. should not have given the oppor-
N tunity' to take a test more than
\ once. : 2 2 6 7
. The class was more evenly divided in regard to the amount of 1ectur1ng -
A large m1nor1f} favored more lectures. \
)
TABLE 31
. Mathematics Lecturing
- ’
The Mathematics course... : SA A~ D SD -
did not have enough lectures. 1 |6 ' 8 | 2 R
In any case, nearly all the students felt that they could get help when
, ' they needed it. ‘
~ The Mathematics course:.. SA A D SO
‘ prov1ded individual help whenever B
I needed it. 9 137 11 0\
- Furthermore, the-course seemed to have increased the students' positive
feelings about mathematics. - o LS ‘
. s TABLE 32 .t o,
R *, v Attitudes Toward‘Mathemat1cs .
‘. o The Mathemahcs course. SA_ A D SD
® - z 1
.2 * '+ increased my confid®hce about
* . doing math. X » s |1nfy jo
.. . .- . eased my appreciation of math < MU
. 4 ' ow it §$ used on job situations 9 810 10_
. The part Student Evaluation Form which requested suggestions for

improvement drew™scattered reaction. Four students suggested more group
‘work (as opposed presumab]y, to self-pacing). ’
Three students suggested more difficult work.,
. Fufure training could be 1mproved in the Mathematics Course by

(3) - .changing nothing ~ ' . .
3 *o (2) - allotting more time for this ceurse
‘ §3) - extpnding the course into harder mathematics, e.g. a]gebra -
- . 1

) - 1nc1ud1ng eek]x oral drills in times tab]es .
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~ - 5
. 4) - including more group work 6r-1ecture-dehonstration
’ . 1) - requiring all students to take tests at the same time. ]
(1) - not requirdng students to-take tests when not ready |
AR A (2) 5 TNo comment ) . : - \’.
Z. ' (3) - (Praise for instructor and/or- course)
- (1) - (Praise for individualization class): . .
o e e T
J. " Student Comments on Last-Day, Impromptu - . - ) '

_ The last paper in the writing class required™students to make more )
jpdgments of the program. More ‘positive comments were volunteered ‘about the

o . math class than of any other component. -
. . ‘ \ ' 5 o ‘
Nine comments tmphasized the benefits of the math class, and seven other

comments indicated that the.students would have liked more math. Some
reprqsgntatiye remarks have been quoted.

) " .. .("What do you thirk you have’gotten‘oﬁ% of the Basic Skills Program?")
X ,

1. "The bést thing he got out bf his schooling is a better
understanding of math. He will need a lot of math in _

. drafting."

Q\ 2. "He improved himself most in basic math class and also -
. learned algebra and something about the metric system."

"L ‘ 3. "One of (his) favorite classes was math because he s
enjoyed the challenge." :

- . — — “"The—course-she has-benefitted from_the most is math.

(She) feels she has built up her skills in math and is
) ) confident that she can handte just about any math~
- ‘j***““ig problem in the employment world."

5. (Her) math ability has increased with a new understanding
of division and fractions. , -

("What more do you think you tou)d have gotten out of the program?")

’ 1. (He) stre;séd that he would have liked to have had
‘- . - more of an orientation in more advanced math skills...." .
' . ‘ 2. "The thing (shie) would have likedsto have learned e

more of-is algebra...."

. 3. "...she whould_have 1iked (math) even more if it had
. expanded into even harder math 1ike algebra, geometry,
and trigonometry." y :

- Such positive 6ommen;s appear to reinforce some of the implications of
student responses to the Fennema-Sherman Mathematics Attitudes Scales,
- 175
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K. Tutors' Evaluations

d

. The tutors' evaluations corresponded to the students eva]uatiéns of the ‘l‘ 

-Mathematjcs class in most respggts. | . . L .
. I .. : .
The tutors “disagreed" that the course had "too many tests", and they
"disagreed” that the course “should have had everybody doing the samt thing
at the same time.* These judgements seem to encourage some degree of sglf- g
pacing. ) - . i
1 . . *
However, unlike the majority of students, the tutors ."agreed" that the
course “should not have given the opportunity to take a test more than once."
They added the suggestion “the second test should not affoct the gJade for
the unit. It should be viewed as a learning experience.'
: \
. In regard to “individual help* the tutors “"agreed," as did the students,,

that it was available whenever a student needed jt.
i -

£

Individual help and other élements of the course did- contr1bute to ifi-
creasing student confidence about math, the tutors "agreed." The tutors '
expressed a divided opinion abouf only one question: whether the math class
had increased the students' appreciation of math and "how. it is 'used on job
situtations. One tutor “agreed" that the course had improved this appreciation,
‘but one tutor “disagreed." The students had either “strongly agreed" or
"agreed". : ’

L. Changes in Student Attitudes toward Mathemat1cs as Proqectéd on the g
Fennema-Sherman Mathematics. Attitude Scales , - .

Before the semester had begun, two hypotheses had been formulated in- ,
regard to the students' axiety about mathematics. (1) The Basic.Skills group
would be highly anx1ous about mathematics at the beginning of the semester,
and (2) the group's anxiety about mathematics would be reduced toward the end .

" of the semester.

1. Some items on the Fennema-Sherman Mathematics Attitude Scale are
intended to measure ahxiety. Their intentioneis descrihed by the authors
of the test in these-words: s N

The Mathematics Anxiety Scale (A) is intended to measure
" feelings of anxiety, dread, nervousness and associated bedily,
symptoms related to- daing mathematics The dimension ranges
from feeling at ease to those of distinct anxiety. The.scale
is not.intended to measure conf1d nce in or enjoyment 9}
nathematics. - - . )

Student responses are summarized by the table below::

~ ' 4
] . [}
<

. TABLE 33 . t y
. Mathematics Anxiety Scale . .
' _4__pre post differences
Anxiety mean ,  38.2 39.4 1.2

(N=15) _sd___|_ 15-0 11.1 8.2

)
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- * " These responses suggest-that anxiety was gg;phusu:??y‘high among~thé . o
students of ‘the.Basic Skills group. The pre-test mean of the Basic Skills .. . =

3

R}

£

»

group (38+2).was very close to the mean ofithe group-on which the scales

“

were normed §38.7). .

.

Artother inference:m

* v

¢ 2

. \ ust be that math fanxiety was not reduced by the-course. . !
- The difference between the pre- and posttést means (+1.2) was gg;~significag‘ .

L

-

o

at-the .05 Jevel.

\

.

.‘.’
~
[

1

* Therefégé'both of: the drliginal hypothese
‘group would, be highly anxious about math an

s - (a) that the.Basic Skills

(b) that the group's math anXiety .
- were not supported by the datav ‘ .

, would be redyced by the course’

2.
Eiﬁéct]y on the. hypothgses. ese .demonstrated no s fjcant changes *in

. [l » N
Some\s®ts of reSpOnse§’to the Fennema—She#%qn cale did not bear ° v
t;:i e

stident attit%des.

The attitudes which were measured dnd the pre-post

< responses are summari%gﬁ beldw: 8 \i\‘}
\“- N ¢ .o ¢ . / . J
(a) Teacher Scaley -. "~ % . ° -
. o A , “ \p{. ’
The TeachéE‘Sca}e (T) is designed to measure stu- . :
dents'.perceptions: of their teachers' attitudes-tgyard 73 e :
them as learners-of mathematics. It includes the ™ _ ‘ . 3
- I

teachers' interest, encguragement and cpnﬁidi:ce in the

student's ability. . .
Lo, TABLE 34 s

** ‘Perception of Math Tgaché? IRE

. ) pre post fferences { « ) e
Teacher ' mean 43.4 42.3 1.l , ' .
Scaqe [s.d. - 7.8 51 6 ° TR . ‘ ‘
(N=15)" . X , B N - . - - . . o ‘ .
The slight decline is not significant at the .05 level.
© 2 E . ' . -
YB) Male Domain Scale _ . O e
/ " - ’ .
) The Mathematics as -a Male Domain Scale (MD) iswintended . S
* to measure the degree to whidh. students see mathematics as a- . ’
male, neutral, or female domajh'in the following waysy a) tHe o

relative ability-of the sexes to

[

, the two sekes. » .
‘ .TABLE 35

pSﬁfonm in mathematics; b)* -
the masculinity/feminity of thoSe who achieve well in mathe- .
//—/’(/,matics; and c) the appropriateness of this Jine of s;udy fore

.’ ~ . »

N <
) Math as Male:-Domain- , , ” o
¢ ) m pre post differences’’ - . j
Male Domain mean 53.2 53.% 0.3 . s ‘.
. Scale . _|s.d. 5.3 6.1+ | 53 oL o
’ (N=15) ’ ) e A -2 ak{(‘: Q k- ’ * ‘/ ’
The slight increase is not signifitanl at the .05 level. ' R
4 . . . . " . - ‘

.~ (c) Effectance Motivation

LN
The Effett™hce Motiva
‘intendéd ;to peasure effect
. The .dimension ranges from
. to active epjoyment ahd se
not intghded to measure in

. .
. » - . P ~

- _ o .
tion Scale in Matheﬁg;ies (E) is L
ance, as applied to mathematics. g
lacki of -involvement, in mathematics
ekifig of challenge.. The scale is# ' :
terest or enjoyment of mathematics. - r.

-

4

2

RS 175 . N T



' .. e : . . - . ~ N B
‘ s }.« A ' . . . - -165- . . ‘ N : s
TABL!:I 36 & - . :

.- Co e - . 34 ? - pre *| post differences
A ,-Effectance Imean . | 44.5 |- 43.7 -0.8_ .
. ‘ « e . .. " " Motivationm! s.d. 9.4 8.9 1.2 - R
: Scﬂe (th?ﬂ - B . ®

. ¢ -
o . . - » » -

The shght dechne 1s not § gnificant at the .05 level. .

. _ 'S 1gn1f1can Changes in student Judgments of math as Uefu] were
b ¢ indicated by the Mathematics Us'éfu]ness Scale., The authors ha‘ve defined
' CoL the functton of the-scale - iR the fo]]owmg terms'

R s ¢ ‘ The Hathematms Usefulness Scale (U) is des1gned to
. measure students betiefs about the usefulness of .mathe-

- education, vocation, or other activities. ?
ST .. TABLE 87 C :
. . o : . Math Usefulness Scale ~ 7.

. pre ‘post differences ’
Usefulness T mean -1 54.7 51.5 - 3.2

.. N e - Scale [s.d. 2.7 450 Y 4.}"’ « . . ..
— o (N-15) K ' -
This decrease is s1gn1f1cant (t = 3.03 with d. f = 14 wh1ch is .
sign1f1cant at the .005-1evel). A possible inferenge is tHat the decliné -
is a'result of the counseling g1ven in -the Basic Skills proqram The higher
_ pre-test score may'have reflected unrealistic expectatipns about the necess1ty
— . -of, mathematics ip the students' future -training, The lower posttest scores,
o . as a result, would Yeflect -firm decisions about vocational choices and a
. . . -greater know] edge of how much math the students-would néed in vocational
. . courses Q’ . ) . .

ST C 4... Other* S1gmf1cant changes were 1nd1cated in the Conf1dence Scale.
S R Apparently,. the students .had become more confident that-they could l'earn
. ,» |, haw to perfort mathematical tasks. "The function of the Confvdence 1n
. ' Learning Mathematu:s' Scale is descmbeo\ below: ~

} . ] \ The Conﬁdence in Learning Mathemat1cs Scale lc) L)
S intended to measure confidence: in one's ab111ty to. . .
ST, learn and. to perform well on mathematical tasks. The .
L X d1mens1on ranges from distjnct lack” of confidence to . Re d
7 * + «c. ., definite confidence.. The scale is not intended ‘to ! LT
co _ . measure anxiety and/ow. mental conf‘us1on, interest, " -
o - enJoyment or z%st in problem so¥ving. . . .
N - s{, ~ TTABLE 38 . - o ) .
L YT, Confidence Scale - R R
oA . y pre ___post differences :
. - Con¥idence] mean 40.3_ | 44, 3.8 §o <
© e, ,Scale $.d. 12.6 3. 3.7 “ ’
-~ {l . A ‘Llsl'._-_ T . ¥
o . The inckease. falls. within the511m1ts of stat1st1ca1 significance (t = \
S -+« 1.52 with d.f..= 14 which is significant at the .025 level).. Therefore the’
- data from thé Confiderite Scale ‘supports the hypotheses that the.students'
e - -general att1tude toward mathematwcs wou]d become more pos1t e. .

[y
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. : MIH 005 Students

- N. Comparison aof Gains of Basic Skills Students and - MTH "005 Stdents

.mB'(.& . ’ . . /'\ ,

(S
- a

M, Comparison of Pre-test Levels of Basic Skills Students to those of

L

A preliminary hypotheses concerning skills was that the achievemen
levels of the Basic Skills students .would be equal to. those of MTH 005 >
students taught bf?the same instructor in the Spring semester of 1981.

This hypotheses was not- supported by data from the pre-tést of the
Mathematics section of the Basic Skills Assessiment Program. .

,"

The data is summarized by the following table, . .
) TABLE 89 : . -

T Comparative Pre-test:Scores »
. ) ‘ G s .’ ° *‘
- v Basic SkiTis (N=18) . 4] WIH 005 (N=15] %] * l 7
Wean ¢ 30.89 -~ 42,40 - Lo s
. R .26 D - e -
. <The gre-tests demonstrated that the achievement “Tevels or the Basic ")
SkiTls group were significantly lTower. (In fact, the hypotheses that “the’ R
groups weré equal was rgjected at an .0005 1gve1. t=9.31 with‘q.f:-= 31.) <

.« 7/

¥ Another aspect of a preliminary hypothesis was the prediction that é}s1c
Skills Students would gain more than' MTH 005 students. Compartsons of pre-
post tests do support this feature of the hypothgses. ° ( ’ _

) The'gains ar? summarized by .the table below,

.
M *
. . .
¢ g '
- . .
¢ N . . . . M
.

/ g TABLE 40 ) . ot
., : Comparative Gains ’
. Experimenzu Group = - [Control Group - e
) i Ne) N=15 A ‘
. . . . - g -
s Basic Skills Assessment | pie . post d{ffer- [pte post differ- e .
v & Program-Mathematics {(form A) |(form B) lences {(form A) |(Form B) jénces . P e
‘[ mean 30.85 |38.56 |7.67 @2.40 [82.27 |-0.15 coas T e
‘ e 576 19.60 B9 .05, (1057 [ B¢ .
. : . — { 3 > SN

. The bainvin'fhe mean scores,of the Basic Ski]]s'groupli§_signif%cant at
the- .0005 level (t = 4.69 with d.f. = 17). According to the manual for .the

.

. Basic Ski]]s’Assessmént Program, the mean score for the pre-test fo the Basic.-

Skills group was. at approximately the latter half of the sixth grade level.

" The mean score of the posttest o the Basic SkiTls group was at approximately -

the ‘first half of the ninth grade level. 7

t . .~ :

K/;;—contrast to the Basig Skills group, the MTH 005 group made no .
significant gains or 10ss€s. So'the expectation that the Basic Skills group
would make greater gaini’was supported. . ‘ ‘

v

P Y . -
. .

A

’ S X 1S
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0. Comparison of Posttests Levels of Basic, Sk1115 ‘Students to those of - y
MTH 005 Students - k o .
' \
Despite its gains, the.posttests fean of the Basic Skills studbnts re- ‘
mained 1ower than that'of the MTH 005 students. '
. TABLE 41 o !
Comparative Posttest Scores .o )
. ~ . A
Basic Skills (N=18) BTH 005 (N=15)
Fean - 38.56 2.7
s.d. 9.60 10.57 -
. "he difference (3.84) was sii]] significant atthe .005 1eve1 (t = .

3.02 with d.f. = 31). So the hypotheses that the.MTH 005 wou]d¢d1sp1ay
greater skills at the end of ‘the semester was not uphe]d
p:3 ‘ )
P » . . ) C s

P. Summary . °* : . : : o
1. The Bas1c Skills ach1evement ﬁeve]x as indicated by gains in . '
;mean score, increased significantly from approximately the
Tatter half of the sixth- -grade 1eve1 to approx1mate1y 'the f1rst
ha]f of the ninth grade level. 5

2. The Basic Skills group ga1ned more thania MTH 005° group wh1ch '
made no‘sﬁgn1f1cant gain or joss. - ) ‘ ‘ )
3. The beginning levél of” the Basic Skills group was S1gn1f1cant1y*)
“Jower than that of theMTH 005 group, and the final level of

the Basic Sk¥11s group rema1ned significantlyr lower than that ) e
- of the MTH 005 . group. e : .
[ ' d( ~2 N \
o1, egtudent responses. to~pre post admm).st;atwns of the Fennema- . ° R}
herman Mathematics, Attitudes Scales:indiated that the students: ' 7

had increased in cénfidence in ‘their ability to perform math

problems; these responses correspondgd to the students responsgs
"' to the Studert Eva]uat1on’Form and ig;%he tutors! eva]uations. j
L 7 ' s .
-5, Student responspﬂ.to pre- post adm1n1strat1o s 'of “the Fenema-
e Sherman ‘Mathematics Attitddes Scales indicated that sfudents o,
. hadggowered theiryexpectations that math would be usefyl to -~
futlire activities; these responses contrad ¥Wted their responseés -
> to” the~Student Evaluat1on Form. and to the Uudgment of one bf ke

. the tutors N S A i~ <_/.' ‘ y

e

. ‘=
i . h

—

The Basic. Sk111$ students demonstratéd né s1gn1f1cant changes in a >
’, ,' thejr att1tudes toward the mathematrcs teacher, ‘their .perception’
¢ of math es d ‘male,domafn, or their: w1T11ngness to become invotved 1;»;
’r‘(' 2pe N mathemat1ca1 probTems . IERRTRY L
. ' N-a' ' N N
I A The Basic Sk1J]s students weré not h1gh1y anxious about mathe- - - =
- . »matics at the beginning of" -the courFe and;their anxiety about, * « Y

_math did not increase or diminish s gn1f1cant1y dur1ng1thé
course L . 4 . o




.
2
3
ra
-
o
1
L]
M
e
[y
’
3
-
a

ERIC

Aruntext provided oy eric [l

. 'Q

,o

& - -368-" ; ) |
. o Ao
A } 8. The students preferred the “self-pacing” techniques of
)  the first half of the course-to the more traditional
: practices of the last half of the course.
- e N\ : . ’
"9, \InEthé judgment of the instructor and tutors, a system
. . of Tectures awd deadlines was preferrable to "self-pacing"
for the last half of the course. . )
t * -
_10. The students’ willingness to work and leardbwas greater 7
than the instructor had anticipatéd. - y
" 11. The students’ abi]ity.tb‘listen and to follow directions.
) was lower than the instructor had anticipated. - *
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The reseafth conductéd'foxj the Counseling 292 combonent_ exélored/ these

areas: The methods by which counseling-would best serve the needs of students

—

in the program, the selection of useful counselihg tools, and counseling practices
_of; exemplary «developmental programs in Michigan and elsewhere. @
R S A ) :

A

N N . i 7

Needs and Methods R _ '

- N A - 7

)

: the Hterature is erowded" with articles emphasizing the"%:eéd of counseling

- .

support for both adult basic' education and adult developmental dducation -

students. 'Fleming; in Counseling and Adviseinent Practices in Adult’ Education,
_stressed that the usiual passive system of await requests for help," presum-

' ablyé'with academic problems, did not well serve({those adult needs. - Koryvale

and Lindsay n Adult Basic Education: Has It Worked? encouraged counselors
to become actively engaged in helping adults overcome economic problems; .
home probléms, such as the disapproval, of family or peerg of further education;

. and psychological problems, such as the fear of repeating past academic failures.

All 9{ these problems were experienced by students of MCCC's Basic Skills

Program. =’ . . b S N
N . . -~ 4 ‘ o ?
A germinal study which confronted such difficulties was the Guidance’ and ¢
Counseling -Project for Adult Basic Educatjon, Offite of Education, Region VI
Final Report. The report outlined these areas for providing service to =~ ~ .
adult devélopmental students: - ‘ = Ty
‘ 1.) ‘ The need td improve the gstudents' self-concept. T .. o
\ ) :
2,). The need to help indiyidua.ls with "adult’ problems. : )

4

3.) = The need to pro.vide/ career awareness skills so that the students
might find their ‘purposes for academic effort. .

A Improving Self- Concept . . R i .

, . In Qvercoming Learning Problems, Ropeche-m'd Snow
*  (Roueche and Snow, 1977) summarized an important finding: "When €
* ‘college comiBits itself to the development of student self—concept, it is -

. more successful in the number of students who gomplete the prograth?

persist to the third semester, and complete some certified program. "
. [ . » . -

. - “8cme yéars earlier, “Maslow's highly 4{nfluencial work, Motivation
apd ‘Personality (Maslow, 1954) had discussed the psychological needs 7
which st be satibfied piior fo self-actualization. Proninent among
these needs was the amelioration of anxiety. Ellis in . 3

. Guide to Rational Living recommended the confrontations of ten .
Yrratonal 1deas" which retard the growth of a poditive seélf-concept. The

discussion of such ideas - such as the conviction that 'an adult must be

~/-.~ B
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. "10‘{5& by evéryone, tlfat onme must be competent in every respect, and
that ‘problems are-best avoided, rathéf than solved - becomeé the basis
of a milniiworkshop early-in the Basic Skills semester.

v » . v

The.most intense effort to improve self-concept occurred ‘
in the Human Potential Workshop. The workshop was a four-day seminar
conducted along the lines laid dowm by McHolland. In the workshop, the
students were helped to articulate their own weaknesses and strengths so - -

that they could learn to work with their Jstrengths; .

fernal consultants Martha Maxwell and Jo;;iioueche_ had tnde- -

pendently ‘suggested other meth of reducing anxiety and encouraging a
sense of personal worth. Ea recommended a class situation in-which
the students would Bave opportunities’ to get together, ¥o share experiences,
and to recognize thehmutualiti' of one another's problems. . ‘

- Anothér means of improving: self-concept which did not specificaﬂy
apply o the Counseling ctass, but which: did-influence the program, was
encouraged by Purkey. Purkey (1970) stated that facilitating experiences
of academic success, particularly in theeearly stages of coursework, was.
one of the best metl}ods of improving self-goncept. f

N . The importance of raising the self-concept of the p#ge -skills
' students became clear when the results of the Canfield Learning Styles °
Inventory was -analyzed. Almost half of the class expected to fail or'to
achieve qnly a low level of success. (Sge "Student Responses tp the .
Canfield Learning Styles (Inventory, Pp. 32-35.) ¢ ‘ ‘ ‘
2. Serving MAdult" Problems ; ) . ‘ -

Tb define the problems, especially important to adults, which .
frequently’ interfere with learning, Maslow had constructed a hierarchy o
of-needs which were not only psychological but .also physical and financial. -
Maslow argued for an enkarged counseling effort to discoversthose needs.
and to- help students cope with tl;emf Maslow's arguments prompted - )
in addition to the m;n}'-’workshop on anxiety - a session on the éol}ége's

- * health services;amd two sessions op financial aid. As a means’ of dis-". ‘
,covering student problems, ‘efternal consultant Martha Makwell recommended
a cloge monitoring of st§lents’ absences. Absentees should be "required". =
btp ‘the counBelor to explain feach gbsence. - If the absentee did not
all,. then the counselor should- eall for 'an -explanation. This system was’
followed, and'it sometimes produced results. . oL

+ . v
LI S ¢ .
> +
L]

8. 'ProvidLﬁL"Career'Awireness'j I
. . . \) ,
“" -+ According to MAslpw'ﬁitheory',*tgtwer a -student’ had been helped.to
*  cope with,personal needs, Ke shpidd ‘be-led to an awaregess of career :
possibilities. In Maslow's opigﬁﬁ, the detesmination to pursue & career -

St

" was the highest form of uelfTu;\uanz;ﬁcsng o .
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The_"Career Awareness" function of the Counseling 292 course
\

~  oveflapped, the functions of the"Introduction to Technical Car"course.
The distinction was that the ITC 292 coursé‘ provided objectiv® experiences

- * wheregs the Counseling 292 course provided individualized ones.

. :

The Quiestion of Integrating Counseling with Academic Courses /

o Originally, the Counseling Instructor had°hoped to introduce the '"Career
Awareness" element into the subjgct matter of the academic courses. His’
Yesearch. of thetintegrated approach, used at LaGuardia College, had caused
him to recomimend a system in which he would not teagh a distinct counseling
‘course. Instead, he would present "@Gareer Awareness'' materials, §vhen

suitable, into the Math, Reading/Study Skills, and Writing courses. The

used to help the students make cdreer choices. Furthe’rmore, the introduction
of the materials would, permit the counselor to become acquainted with the
students so that he could gain their confidehce in.ordér to assist them with
. peréona.l problems. : g

After deliberate cbnsideration. of the counselor's proposal, the other team-
members decided that they could not efficiently teach beginning lessons with”
career awareness subject matter. Consequently, the presentation of objective
career experientes became the province’ of ITC 292 and personal and career
guidance become those of Counseling 292. . '

/f Couns'eliné Tools y o

L4

tog ~

! To forward the purposes’ of the counseling course, a series of tests and
- systems were selected as a_result of experience and recommendations. Lo

1.) The Canfield .Learning Styles Inventory was ¢hosen to provide .
information on student preferences of subject matter, methods,
and class gelations. (See Ppp32-35.) The inventory-also provided 4
enlightening data on the students low expectations of success.
: ‘This instrument was recommended, among other§, by S
T external consultant John Rouecke. A §

, & // . -

’ g '

2.)° The ,Cﬁlilforquimri)ernian Teniperamentl-'Test has been.used at.

MCCC for many vears to analyze pergonality traits.,
3.) ‘Tbhe:Mngll'and Self-Dirécted {Search is- a self-administered interest

L  inveptory which permits ‘'students to examine their, own interests. - '

£ <, . It had been highly recommended by some couns ors and coyld be !

. tied into th& M-OIS System. . - .
‘ ' 4.) The, Michigan, Occupational Information System (MOIS).a co'mpuiér-

e “based inventory. It provides®information/on employment openings * ¢

in various carger areas, The system is frequently used at MCCC. J

5.) - The Kuder Interest ‘InVentory is a standardized Inventory-that was

used in the project apd.resulted in_the cle?rest picture of student v

interests. ’, 4( -, o

) B ' ‘
1 . -
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materials could be used in practice with academic skills and could also be R
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Aruitoxt provided by Eic
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; .. 1 o
6.) ' The Differential Aptitude Test prov1des data on a student's -
aptitudes in’ various areas such as mechanical, .&bstract reasoning
. a.nd spatial relation. It is a familiar test at MCCC. - ‘
7.)* The McHolland "Human Potential - Workshop"*has been used success- \
fully at MCCC for some years. .As has been explained, the
_ ) workshop’ attempts to build self-concept by encouraging the student
. to recognize-his strong points. ; .
' Counseling Courses a.nd Systems in Other Collgges ..‘ o

v

A study of CETA pre-vocatfonal programs in other two-year colleges
revealed;a range of coungeling treatments. A sampling of program descriptions.
will suggest the variety of possibilities. ' . : .

L - ' * i

4 .

' — > N N M A
1.) Kalamazoo Valley Com ity College
e The Kalamazoo Valley Community College Student- Handbook
for CETA trainees encou{aged the students to take advantage of
the. "Supportive Services" during their eight-week course. The
services include Personal, Career, and ‘Academic Coynseling.
. . 4 ‘ '
. \
v ' ' . !
' ) SUPPORTIVE SERVICES A
i 0 -~
Counaeling N g
/ . . . Room 45, Redwood / N
¥ . ' .
% Personal Counaeling ~ N ‘
. "« + " Through personal counseling ltudents can be assisted to: ’
\_/" o =77 “%.petter understand (hemselven and their feelinga which may 1nterfete . 8
oW vith acadenic succeas
. . - glin skills in deciaion-making ) . ) -
- 1 ' y
E 5 ~ explore alternatives to' exiating behaviora and feélings . '
* - accept reaponaibiljty for directing their own lives
.\ Vocational and Career Counseling " . / -
‘rhr;ugh carg¢er counseling individuala can: .
. - 'fzn"the_r explore and evaluate tentativh career choices alrefdy set
- s'cek nev di;’cctiom through plnnnixig and further cxplontion R * ,
r
. oo t-“puticiplte in ulf—avlreness, career svareneas, decition-xuking and
- 1ife planning activities. ¢ N
( : . . . ) ' .
. hcndenic Development. Evlluation T - .
. ) a - . .
, C - Placenent tnting 1n ruding, agthematics and Englia.uh is provided fox A M
P ) all at no charge so that studenta will be n%le'tc\ pick courses auited
oo . to them. The counselors/will be able to, diacuss the resulta of the
s . tests with each peraon and mke recomendltion& sbout specific Wurses.”




Y 7%

TooaA

-2,) “Southwestern Michigan College _. > . '

-

' The Southwestern Career Orientation and Preba:atioanrogr'am )
(COPP) was a four-week program for CETA students which included
a Career Exploration Course. -The course somewhat resembled
.. MCCC's Counseling 292 in content, but the Southwestern course gave
.- more emphasis to career ‘awareness. .
SPS 103 Career Exploration ' L 2 C)r\edlta

o' Thbe course is designed to belp students take & realistic look at career
opportunities in relationship to their interests and abilities by: (a)
developing & sense of self-awareness in the student about their goals, needs
and abilities; (b) developing & career-awarevess atmosphere for' students to
explore the various careers open to him; (c) developing an ability to.make
t!eclllqna concerning career options, -and (d) assessing wegi' pln{ning .
techniques , o .

o -

4 :

1

Triton CTollege,, River Grove, Hlinois .
. In the summer of 1980, Triton College conducted a three- ]
week €ETA program (H.E.L. P.) which included a "communication/
" . c.omputation section!" Though, obviously, much shorter than
Counseling 292, the sections content similarly attempted to combine
carger ‘ald persona} elements. The description, as given in the
/ Triton report is’ marized below: . '

The communlcatign/comwt&tlon sectidh had' two primary; focal points: oral
communication and buman potential. Both of these foci were integrally linked. ,
- with the indiyidual's own career goals and job situsfion. The classroom phase
of this session relied heavily on the discussion of films and filmstrips of
particular careers; this not only expanded the client’s awareness of career
possibilities, but it beavily stressed the need fok good convergational skills.
These communication skills were also practiced en speakers (most ndtably
Russ Ewing. of NBC news) came; the clients were encouraged and prepared to
. gxdcegtnqulries regarding the presentationd, - - -
. . . N J /
7 . . !

-~
-

' The human potential course required the client to examine the topics of -
self-development, motivation, goal-setting and values. The clients were en-
couraged to persomalize these topics whenever appropriate and.possible, _

A s. . hd ' .):

Summary s . -

1. Several ;ourceq urged’ greater efforts to assist adult developmental students
) .2.) improve self-concept, . ‘ "
b.) - cope with,adult problems and _ -
c.)  improve career awareness . :
K iy . ‘
The ctunselor recommended a,system, ‘like that of~LaGuardia College,
which intégrated counseling into academic’ classes; however, the consensus
" _of the team was to create two distinct courses: Counseling 292 for s
sonal ‘development and personal career- selection and Introduction to °
Technical Careers for ijectivé ’career exploration. =~ ° )

- N
¢
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3. A variety of counseling tools were selected to explore personal traits,
, to explore attitudes, and to explore careers. f .. : s e

-

4.. A survey of counselmg components in other two- year colleges discovered ‘

these patterns: — .
"a.) A recommendation to the stude ts to take advantage
' of counseling services. »

b.) A counseling course with most of the emphasis on

. heightening career awareness.
: c.). A counseling course which divlae.d its emphasis between
career };‘n&reness and persona; awareness.
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XI1. TEACHING. THE COUNSELING COURSE i . v - y
. . " .. Before- Counsehng 292 began, the Counselor assisted the students to register

. wsa.nd held a brief orientation session. . e

, The beginning of the course detailed Maslow's ‘classification of needs. The
., —  course sought to help students by providing instruction on coping with dnxiety )
problems, Lealth problems, and financial problems before moving into career

C e ,searches .
. “ “Q . . [ . R

. A 'diass Activities ’\/7- L ‘ -

‘. - X The class met for an hour and 'a half-each Monday a.nd Wednesday. Mo& .
N of the sessions ‘were taken. up by class discussions. But soime visiting )
- . speakers lectured on their special knowledge of useml subjects In addition,
. . some class periods engaged -the student-in 'computer searches" for occu-
"t 77"~ . paticnal information. -Additionally, seme class time was ‘devoted-to- testing.— - ——
At ‘mid-semester, a "Human Potential Workshop" occupled the students all of
each class-day for three days. ‘ “

‘>

" T To ms&sist these activities, the Counselor provided the students with a
' variety of materials but used no text. ¢

»

.. B. Grading - : C ' . .

‘ ) * The students were graded largely for attendance and compleéxon ‘of
© activities. The Counselor would have preferred not to grade them, but he was-
‘ C obliged to if they were to be given college credxt and if they were to receive

! . CETA, paynients.* . . - > B

[ o The following chronology summarizes the course's pursuits. :
o - . .l .
. -

N . p. Chronolgg& ¢ , s
. N . . ’ . ) . 4 =
T ©

-
-

Week I ° - ) (b
R . 1/1? . 'I‘he "ﬂrsto—day actwities" filled what would have been the first
: ! session..” During that day, the Cani'ield Learning Styles ﬁventory

¢ vg?s administered ,

L4 13
¥ : ¢
o 1/21, ? The second meeting was devotedto an overview of the course
‘ S . L / ¢ - objectives including an introduction to Maslow's hierarchy of needs.
C : A further strebs was placed on the avaflability of class time
) | -to handle CETA-related concerns. The students were, also in-
formed that they would havé time to discuss personal problems
' _which might interfere with their schooling. Although the course
. ‘ would provide "career information'" as they were told, its main.
. purpose was to remove obstacles to their success in college, .

' . .
o , N ' ’ ) . . .
. i , » °
~ » R R ] ° "
. - * ’ *
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_than .giving the tests without explanation, they were ;presented

"aptitudes,. job values, awgreness of career options\, and reality
' Y . .

‘to all students. . . L

.Michigan Occupati‘on\él Informafion System (MOIS). .

ﬁdifﬁculty' with the intricate coding system which was used for self-

t

R student a description of the career, worker tl;aitsi requirements, \

-176- ST
Counselor Robert Marrs’preeented a workshop on coping
with "test anxiety'” and how to deal -with stress using the rational
approach of Albert Ellis. ) . . . -
» & - : - - N ’ : ‘
(A° career-selection theof'y.wa's presented, and the students | 4. .
were given an interest inventory as homework. An early start-
with career awareness became necessary because the interest tests
would have to be computer scored and later interpreted. - Rather

following the discussion of the theory. The theory related interests, .

factors.

o

\f . . ,

The school nurse, Cecelia Cham;;ioh, visited the class to
discuss health care and services.. She provided the students with
information on health_insurance, medical .serVic_:g_s,}pd diets.
Thereafter, the class toured the nurses' office which is ayallable -

?

< A

. ! Vo) Lt . )
The elass began a’preliminary discussion of filling out the
B.E.0.G. form for financial aid. ' . T .

s
4 '~
\

P e .

< - . * N . ’ .
The school's financial aid officer, Karen Rexin, visited the - *
class to answer questions- abgut’ filling out the financial aid forms.

Thie ‘session was given the highest rating of all the activities . ’
~ évaluated by the students. :

?

Students were guided through the McHolland Self-Directed Search.
This began the main phase, of the career awareness units of the course.
The McHolland Self-Directed Search literature claimed that the individual
could use his own §eif-awareness to clarify a career goal. The.responses
to the Self-Di rected, Séarch-could also be used with the computerized

The Self-Directed Search did not work well. The students had

scoring. c-

~
Y
o

. .The students were given instruction for accessing a computer-
based guidance sysfem. The Michigan Occupational Information System
(MOIS). They were given further help in using the results of the
McHolland Self-Directed Search with that system. The MOIS script gave

methods, methods of job entry; salaries and job market information.

. Theuse of the system gonferred a side benefit. As internal
consultant! Art Wagner, . pointed out, when the students were learning !

ave °
J ’:Z .
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- Week VT ' . v ‘

\ Week VII ‘ \ 8

TS , L L
how to use the computer for career guidance they were also learning
about the computer. This activity may have been partially responsnble for

encouraging five students ‘to become interested in_data processnng -~
% 4
The computer searches were coptinued. . ’ . .

’

The Kuder- D.D. Interéest Inventory was presented to obtain an

"indiréct" analysis of job interests. The instrument did not elicit interest A

in specific job titles, but rather interest in life activities. The results
were compared to "occupatnona.l" and "college major" patterns. For
example, an individual's interest pattern could be compared to the pattern
of a bricklayer or of a dentist. . . . f

] T

3/2, 3/4 . These sessions were devoted to discussions of the MCCC programs

)

) of the CETA"guidelines. -

that related to interest “test scores. Also discussed were the implrcatlons
Students were obliged -to make some {pitial career choites and :
some plans. for enrolling in courses at MCCC or elsewhere

[

Week VIT[' . T . e ;
3/9, 3/11 e Students were guided through the Abstract Rewsoning, Mechanical

Reasoning, Spatial. Relatlov}ns, and Clerical Speed .and Accuracy sub-tests
-of the Differential Aptitude.Test. )

A student s potential was related to occupatlona.l choices. An
attempt was also made to discover if the student had some potentla.l in

an area not previously tested:

~

v

Spring Break - - , ) . : \

- . = e

Week IX ” y .

Four Days: 3/23 - 3/26"

‘A Human Potentia.l workshop using the McHolland method was
.employed as.a systematlc effort to improve each student's self-concept.

. Jhe method attempts to make the individual aware of talents and successes

by reviewing past accomplishments The review should clarify the student's,

perBona.l v[alues and h&lp him to focus his efforts on his own goa.ls

}

To conduct the workshop,. the class was, d1v1ded into two groups, one
conducted by Counseling 292 Instructor, Bart Fiumano and the other conducted

by Counselor Mary Preda. The works%op was, an intense group activitv.
which prompted students.to reveal muc of themselves to their classmstes
Both of the counselors encountered difficulties in the- activity which/ they

had not encountered in years of admimstering the workshop to othe {tudents

¢

Yet the student eva.luations of the workshop ra.ted ‘it highly.

@ , ,

. ~(See Appendix J for an outline of this workshop. ) .

«

.




S : Z118t : S
. Weeks XI - XII - ' : & Q'\ \ ‘

v . N o, AN T

~ . ¥ X - . .
‘ S e ¢ - ’ ) .
- . N l

4/6.«@/8, 4/13, 4/15 - . N
' * # * 3 A
o .

These two’ weeks and part of the next were Spent meetmg with individual,
students to bring together their test résults .and their self—dlscoveries in | ‘
order to \formulat_e an individual. educaNonal plan. ~

A}
"Week XIII . . . ' i
4720 Individual program planning was continued. .
4/22 _ Registration procedures were discussed. Students i;vould be going through °

registratlon for Summer semiester .courses on ‘their own. They were briefed
on how to register and how to cope with: problems of closed sections.

- . e s ' o VT . . ) , 4
Week XIV S . o -
4/217 The session was devoted to assisting students with ipdiwdua.l questions '
and problems ) r
4/29 The 'mime an\'l‘emperament Test was admimstered . The . . s,
" students satd-that s wanted to take a-test to get to know themselves better’ REY

- p‘

-

v

Week XV ‘ . T "
5/4 V' The :lass conctrated upon 'business-activities.' Certain matters had
t6 be handléd for ¢ ETA in terms of: educatlona.l intent forms and financial

¢

aid forms for the summer. , . “ - .
N B . R Y ) -
5/6, The pmlford Zimmerman Temperament Test ﬁndlngs were interpreted ’ ‘
albng w1th a caution that group\n)orms were established in the-50's ‘
S - : 2
Week XVI ’ i .
5{11 Students-were reminded of services available to)}xem .during tlfe Eﬁm ;
+ They were particularly encouraged to visit the Program Counéelor in cas
. of any difficulties. ° A A - )
5/13 The class di’scuslséd,possibice: impro'ver'nents for Co{nseling 292, T .
“» c* ' R . 4 t
D. Post-Semester Activities oo ' ‘,‘ LT
! - N ’ - ] - . d “ . ,
The students were assisted with problems of registering for the Summer ' ’
semester. o . n

During the Summer semester, the students met in - sma.ll groups with the S
€ounselor. They were, in'addition, given per‘sonal counseling and assistance

in such matters as arrangements for tutorial help . . R

¢‘:,-¢ Pe . * , .',‘ . , N
E. Student Eva.luatloni . J e . o
. : - . J .o i .:\ J , Q

~~ . The earIy part of the course attempted to provlde persona.l assistapcefs

.a ‘Theans - ?f uilproving self—concept . C . .
\f 1. ‘. ‘ Personal assistance was judged to be helpful by most of thé™ students .
The table below summarizes the students' ‘evaluations of the session’ .
de T L e Ao f'. s o

% . 5

L 3 - ¥
. ; - . ey N N ' L. . L va N
X ‘e . 19'“) ’ . . ¢ )
- R ) by, v e . -
N 3
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. «which discussed health servic¢es and the session which discussed text
. . anxiety.. (SA = "strogly agﬁe"; A = "agree'"; D = "disagree';

SD = "strongly disagree'!)
i
) TABLF 42
- Health Services Session
! .. “The experience was The experience was valuable to
. valuable to me. enough people to be included in the
. program the pext time it {s offered.
' SA A D FfD SA A D D
" The health discussion '
.o by the college ourse ~ {5 | 10 | 210 slo | ofol
, . The presentation on ] - ; ’
- _bow to cope with anxiety | 2 | 10 | 5 ‘to 5.110 | 2 0 . N

. .
-

The personal assistance session which received the highest evaluation

of any aectivity was the 'financial aid workshop."

i - 3 N ~
2 -

) , TABLE 43
° . T Financial Aid Workshop

A} A . '

. . ) The experience was The experience was valuable to
\ - N & valuable to me. enough people to be included io-
“i\* : - ‘the program the Dext time it is offered.
. >

PR . " S8A., A D 8D SA A D 8D

. The financial aid P 1 4 11 \0
¥ : workshop .
o R [

. 4 -
- , . . . ~

: ’ 2. .- Career awareness becaie the majox: focus “of the class by the
fourti week. .In some cases, the results of the testing and compu-

. . @ ter searches weré not satisfactory. , Nevertheless, most students
.. considered these actlvltles worthwhile. T

= s TABLE 44 . .
. . . Career Awareness’ Actlvitles .
' ’ I j‘ The experlence was The cxperlenée was valusble to
valuable to me. enough’ people to be included in the
.y

"%rqnm the pext time it {s offered

13|3I'1¢ 0

> “ - . .

- J ’Q
Using the computer to |1 (12 |4 [o 6 |9 j271o
search career finfor- 1. 1 . g
mation, ! ’ :

1 .
. s N L)
. . Interest testing and -~ 2 431 |4 0 4 .
) , ] interpretation.

o . Aptitudetesting and ~ |17712 [ 3 |1 | < [s f10 [ 4] o

. N inte tation. ) 1
ERIC . eeen L L :
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3. Late in the semester, after most of the students had made
their vocational decisions, they were assisted to choose courses for
“(their Summer and Fall schedule. This askistance seemed 'ipmportant
to thg majority of students who g ongly agreed" upon its value. '

| ¥ _ TABLE 45 N :
’ ! . Vocational Decision Assistance \

‘ ‘ This experience was _ This experience was valuable
valuable for me to epough people to be tncluded
in the program the pext time

it is offered.. -

i 6A A D SD - SA A D 8

. | SR
S~ Discussions on future

- C ‘oourse selections. 10f{s)2}]o hil s f1 |o
1]

-

4. At the mid-point of the semester, the class had been divided ° -

‘ into two groups and these were guided in "Human Potential Workshops"

) by Counselors Bart Fiumano and Mary Preda. The "Workshops"
explored each individual's personal *strengths and weaknesses. The - .
intention was to help the students to recognize their strengths and-to
build on them. Névertheless, the experiences of the "workshops' were

: peréonallx; <hallenging and ‘intense. Both- counselors commented upon
t the unusual dificulty of conducting the "workshops' with the Basic Skills

group. - d

. B} ' However, the group's evaluation of the workshops was strongly ‘
positive. - ° . L

TABLE 46 o
- o Human Potential Workshop .

This experience was This experience was valuable ¢
valuable for me. to enough people to be included -
o « . . {n the program the next_ume it
e ‘ . is offered. -

" 8A A D 8D A A D 6D

Human potential work- 12 | 3 1 1 11 1] 4 1 1
b‘ibop\.

s

5. A section of the Student Evaluation Form requested them to make
'l suggestions for improving the courses. The most notable set of suggestions
for the counseling course expressed the thoughts that the time given to
Counseling 292 might be reduced. ‘ '

4

"Future fx:aining might be improved
Voo *  in the Coumseling Cour{se by ... ."

; . (8) - changing nothing - ’ '
: " " (8) - redicing the amount of time alldtted to the course, e.g.

o ’ , ; .' . to once weekly L o B , . 4
EMC ‘ o @ - and/or to- alternate the counseling class with the ITC o
' ; ot (Introduttion to /Careers) class : \ o

% . '

T Ty 3 o adi
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(2) - including personal counsefing :

P Y

. S 1) - . instead of group counsehng ] 7
(1} - (No comment) . b
‘ ~ [2] - (Praise for instructor and/or course)
' [1] - (Criticism of need for class)
.‘\ . . < ‘ !
\ F. Student Comments on Last-Day Impromptu : Lo

- Tl_ze interview papers registered six appreciative comments on tﬁe ..
_ counseling course, including the Human Potential Workshop. . AN

~

Here are some quotes - ) : \
. I N

('What do you thlnk that you have gotten out of the Basic Skills
- Program"') . |

N\

1. "In addition, the [course] helped chrecting her toward the best: program 3
of her interest. ’ .

2.1 '"In the Couns‘elipg class, [she] has learned about the rules of the college,
‘ courses and credit. hours, also filling out college forms that will be of -
. use to her in the future." o

3.  "[She] said she liked the lﬂman Potential. She said 'it was® fun, '™ ¢

, 4, "In the 'Human Potential Group,' [she] enjoyed learning about all the
‘ T people in 'The Basic Training Group,' and [she] learned a few things about
herself too, that was to her advantage."

("What more do you think:tpat you could have gotten out of the ‘Program?")
Though the answers weren't direct responses to the question, two students
. remarked that the time spent in the Counseling component could have been
b, reduced.

Instructor s Comments . . ' A

-Q-

¢4 ~ 1. The personal aid visitors were, §valuable,of the financial aid expert was
) particularly important because of the complex personal and _financial ‘problems

of the students. . . . . A

\ - 2. The Holland Self-Directed Search was to.o complicated to be helpful and would
| not be repeated for 'a Basic Skills group.

s ‘ &
o . 3, If more time had been available to work on_the computer-based Michigan
' ‘ ) _ Occupational Information System, the system would have been a more valuable
tool. However, MOIS was useful and was.worth using again both for the
Coe . information it made available to the students and for the practjce with
‘ < computers which it provided 1} .
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\

"4, The MOIS Career Search might ha\ie been more useful if the
Self-Directed Sgarch had been more effective. —

s,

. . . . R ’)L .
N5, The students seemed frustrated by the experience of the Differential
Aptwde Test; therefore it would not be repeat;.-d. -

6. The Human Potential Workshop was helpful to )many students, but it
might better have been scheduled at a different time in the semester.-

7. ‘Group and individual work on educational plans proved to be |

esserntial. : ). v
: F ) 2 . .
8. The- Guilford-Zimmerman Temperament Test served only a mijnor
purpose and might have been eliminated. C " '

o S ‘
9. The Basic Skills studénts should be offered personal help.-f)eyond the
end of the semester. ‘ N .

Summary

1. The personal assistance -segment - inchidlgg sessions on anxiety,
health Bervices, and financial aid - were considered useful by both
the students and Counselor. ' . «

' ‘ Lo

~— s i s .
2. The career awareness segment - through given'a reasonably high

evaluation by the students - should eliminate the McHolland Self-* ‘

Directed Search; but it should retain The Michigan Occupational
Information System and the Kuder Interest Inventoty.. -

"3. The Human Potential Workshop should be repeated but should not
\be scheduled to extend a break in other activities.

4. _ Much personal counseling interwoven with group activity was vital.
5. Grading was not exactly- appropriate to the’ cmiée.

6. An effort to monitor unproductive bebavior, asuéh, as absences and
tardiness was important; personal- contacts!'to refluce sueh behavior. -
likewise appeared important. A

i~

5

L

o B

7

7.  The maintenance of ,personal and group counsel

}‘S' beyondthe end of
. - the semester wag important. ] P \

5 et d
.
-~ . % '
. ' '

PR
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. . XIII.. REVIEW| OF RELEVANT RESEARCH OF PRACTICES --- 'VOCATIONAL ORIENTATION CLASSES
AT ‘ \ . '
® op to Teceat Eatears ot et
The Introduction to Technical Careers Class (ITC 292) did ndt exactly 1
correspond to| any other course uncovered by a rgview of pre-vocational programs.*

_ 1TC 292 was incorporated late in the planning stages of the Basic SkiTlls ‘
program. The|course became part of the Basic Skills plan because of the . C A
instructors’ anxiety to provide motivation for pre-vocational students during
a sixteen-week semester. The hope was that the students-would gain more from *
their academic studies if they experienced frequent reminders" that their
reading, writing, and math classes were leading to vocational pursuits. - .

: o . ¢ .
The ITC class was also to serve the important purpose of helping students
maké career decisions: . N L e
. h . ! . N

A. Objectives |, : RN ’

_ Murphy (Murphy, 74) refers to a)definition of three objectives of
\ / remedial vocational education: «1) to:provide instruction in basit academit
skills; (2) to assist students in making a reatistic self-appraisal on the
\ basis of existing skills, intergsts, and aptitudes; and (3).to develop & -
‘ commitment to an "educational-vocational-personal goal:" Both the ITC
- course and the Counseling course pursued thé last two objectives. The
- difference was that the Counseling Course emphasized personal guidance while
‘ the ITC course provided objective experiences to.assist vocational decision

making. ‘ - .
3 l , . p /v/ ) * . ..
"\ X B. Integration With Persopal Coupseling. ’ . ’ o .

. . X
Other comparable programs, such-as those of §a1amazoo Valley Community
»College and Southwestern Community College, combined personal guidance”
and‘an occupational survey into one course. This' combination seems_to have
been the pattern of several "Vbcational-personal Decision-Making Program
Components" cited by the-survey of New York State developmental studies .for
occupational students. (Cornell Institute “for Research and Development s
in Occupational Education, 1976).: The “outcomes":of these components were !
intended to be (1) improved understanding of personal needs.and abilities,
ey (2) identification of tentative career.gbals, and (3) selection of\program
C major. Therefore a distinguishing characteristic.of ITC 292 was'the degree
. to which it concentrated on providing objective experiences to assist
4 vocational decisions. T )
i C. Length of Course °
: b . . . .
Another. distinguishing characteristic - which the ITC course, shared
withiother Basic Skills components - was the length of time which it gave
. to a pre-vocational experience. Other occupational orientation.classes,
- such as those which Murphy describes, began a particular vocational sequence -
_ . after a student had already made a general choice - or else they accompanied
. ' _at least one vocational class. . : :

N

&

-

e, -

* ., . The programs which are not premiﬁgd on a vocational choice - éuch_as° T

" at Southwéstern Community College or Kalamazoo Valley ‘Community College -

‘ . last only four to eight weeks rather than’sixteen. - .
¢ - 197 " Lo, ,\a.__.
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X . [
. 3 . Fhe Macomb ITC course was considered useful by the students and by the

instructor. However, their judgments suggest -some modifications.

R s D. References }' ‘ \ .
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XIV. TFACHING THE INTRODUCTION TQ_TECHNICAL CAREERS COURSE
‘ " A. Goals of the Course

-

The ,Introduction to Careers-(1TC 292) Course was p1anned‘to perform
several functions: (a) to motivate the Basic Skills students by helpin
them keep in mind the vocational putpose of their.academic classes; (bg
to acquaint the students with the variety of program poss1b111t1es which
were available at MCCC; (c) to.broaden the students' view of vocational
possibilities; (d) to prpvide the students with first-hand acquaintance
with the nature of some kinds of work; (e) to supplement the vocational
guidance provided by the Counse11qg Course.

B. Course Practices ' ’ *,

The ITC class met once a week, usually dn Tuesday afternoon from

1:30 » 4:30 p.m. It sometimes-held discussions in the Basic Skills class- .
room, but it frequently left thé classroom’to visit other campus sites or to
take field trips. Several guest speakers from'the. vocational and tech- .
nical areas were introduced. Most class sessions had defined leéarning

. objectives, and most had shopt homework assignments. A variety of materials
was distributed to the class to assist discussion and to supp&ement the
lessons, but no texts were used. p

— ’

Letters grades were given at the end of the course. The instructor,
Chris Panos, would-have preferred not to have administered grades because
they did not seem appropr1ate to the design and purposes of the course.
However, grades were required if the students were to be given college .
credit and if they were to receive CETA payments for courseswork. Therefore
thé students were graded according to their performances on .homework and
personal projects. ° '
. C. Course Design - - : - i ,

During the first eleven weeks of the course, the class was introduced
to the requirements and conditions of employment in these vocational areas:
design technology, mechanical careers, business, and htalth services. In
the last five weeks, the students concentrated On and discussed concerns
affect1ng their personal vocational choices. -

D. Chronology N ) ¢ / . '
l - . . :
7 The course followed this scheWyle:
‘ " - 4
1/20 WEEK I: WORLD OF WORK ' ~. &
A. Development of work as we know it today.
1. Introduction of class members o
. 2. What,is work? . , \. . . _
3. '"Mork eth1cs . I ) - 2
4. Development of workweek. , . t
- 5. Identification of jobs. .- . R
' " 6. What kinds of training, education and exper1ence does
one need to obtain & position. ' Fo R
7. 'Film --Automation: the Next Revolution

Y
-

i
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Learn1ng Objectives: ‘ -
1. The student will be able to develop an understand1ng of the
concept of work, product1V1ty and changes occurring in the
* community-.
2. ldentify opportun1t1es for employment. .
3. Develop a histqrical overview of work, 1950 to 1980.

Homework Assignment:
From want ads prOV1ded identify jobs and requirements needed to

obtain.

1/27 WEEK II

A. Discussion of homework assignment.

B. Awareness of the historical development of educat1ona1 institutions
To train and prepare workers
1. University .

2. College ’ ’ Q

3.. Community College

4. Trade .Schools

5. :

6

K-12
. Private and Military ~
C. MCCC Programs. »
D. T.V. Presentation Robot Tech 1980. N

\c

s

Learning 0bJect1ves ’
The student will obtain an insight and understand1ng of the
educational institution’s structure and its deve]opment to meet
the needs of our technical society. .

)
-

Homework Ass1gnment
1. Prepare a list of career opportunities that were not 1n
existence 25 years ago. . .
2. Based on presentation, project into the future and make a
list ,of career opponﬁunities that~yi11 be in demand.
[} .
2/3 MWEEK III ‘
A. Overview of career c]uster - ) .
1. Design ‘technglogy. .
a, Drafting (Chris Panos) Cor- ‘
b. Graphic communication (Bill Meador)
c. Graphic reproduction (Roger Cherry)
d. Tour of "R" building. [
2. Inter-relationships between idea - design - production and
commun1cat1ng the, 1dea

LeEFnTnE_ObJect1ves T @
1. The student.will be able to 1dent1fy 4 major drafting and
design career fields.

. 2. The 'student will ‘be able to 1dent1fy and develop an under-

standing of the career areas of graphic- commun1cat1on‘and
the1r retationship to product kesign

3. The student.will be’able to 1dent1fy methods of graphic re-
product1on and the communications field. :

Homework ass1gnment T .
Prepare a 1ist of specific career positions in each the three
career clusters of design teghno1ogy

- Y '& ) ) '
: - L RUD T e A

. »
- ~ \ 4

¢
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2/10 WEEK IV .
A. Overview of the career cluster. C
o 1. Mechanical* technology (Ben. Selleck) -
a. Instrumentation : . -
- b. Materials ) - ) \
: c. Manufacturing. : ’ :
2. Inter-relationships between . 1dea - methods of" product1on,.
' qua11f1cat1on and use of product.
Learn1ng objectives: __ +
1. The student will be-able to identify 4 major mechanical
/ technplogy career fields. .
2. The student will be able to identify: the -inter-related -
) areas of instrumentation and manufacturing of product. =~ ,
3. The student will be able"to identify ferrous materials
- % and)thein.use in production of products.
Homeéwork assignment: d
Prepare a 1ist of specific career positions in each of the
three clusters of mechan1ca] technology.
2/17 WEEK v
; A. Overview of "the career c}uster -
| . 1. Business Technology (Al}an Levy)
. a. Data processing (Allan Levy)
: b. Accouriting (William Callaghan) ) .
. e c. Marketing (Allan Levy) "
y , d. Clerical Science (Dirilda Shankie) .
‘ ' e. Overview of Business Area (Pat Chupailo) !

2. Inter-relationships between financial - marketing - infor- \\

- mation and clerical operations of business
. Learning ‘objectives:
1. The student will be able to .identify 4 major bus1ness tech-
nology career fields.
. 2. The student will be able to 1dent1fy the 1nter-re1ated fields
§ ' of business techno]ogy . “\R
) Homework assignmedt: \ : .
Prepare a 1ist of specific: career positions in each of the 4
r//) ‘ . career clusters for business technology. . %
3/3  WEEK VII { -
A. Overview of the career cluster (Sam Petros) ' .
. . .- 1. Nursing . L
"> 2. Medical Technology .
- \ 3. Medical and Dental 0ff1ce Practice
.3/10 WEEK VIII
Tour of Harr1sdn Commun1ty Hospital ° .
Spring Break and Human'Potent1a1 Workshop ‘ﬁ : R

s ' . . .o
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3/31 WEEK X e . o
Selection of ocdupational areas for in-depth discussion.

_4/7 WEEK XI . S '
Field trip to the Society of -Manufacturing Engineers at Cobo

’ Hall. The students were assigned a short paragraph describing
their gbservations. . ~ . .

4/14 MWEEK XI1 .
Discussion of Students' Opcupationa1'%reas.

.4/23 WEEK XIII : : .
,Discussion of MCCC Job-Placement Services (Adam Mick)

4/28 "WEEK XIV .
Digcussion of MCCC Co-op Programs (Paul Gould)

5/5 "WEEK XV . -
Discussion of Students' Occupatiorfal areas with focus on their
anxieties and needs. ’ :
- 5/12 WEEK XVI .
Evaluation day. Students® discussed their grades and their
experiences with the instructor. -

. [
D. Student Evaluation )

P

The tours of the MCCC Occupational areas ddring the first half of the
semester seemed useful to the majority of students; 0f course, no one tour
would apply to every student's interest.

.

oo "

TABLE 47 Tours

The, experience was The experfience was valuable to
valuable to me. enough people to be fncluded
\ . " . in -the program the next time
¢ it is offered.
) SA A D S SA- A D SD

L

The four of the Design and
Graphics areas (R-B1dg.). 12 {3 j1 11 13 /3]0 11
P . »

The tour of the Mechanical
Tech. areas (T-B‘Idg..). 11 13

The tour of the Business :
areas. 11 12

The tour of the A'I'Hed/ndl,tr .
areas (Center Campus): 9151211 12

-The majority of students 1ikewise considered the field trips useful.

TABLE 48 Field Trips ' \../

—The experience was The experience was valuable tc °
valuable to me. . enough people to be included

{n the program the next time

it {s offered.
SA A D SD

The Fleld trips
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v
. ‘ . The guest speakers also maintained the interest of most students. .
‘ C B TABLE -49 Guest: Speakers
R ' The experience was The experience was valuable tc
R valuable to me. enough people to be included . .
— ih the program the next time
it is offered.
. N SA A D SD . SA A D 'SD
N ' _The ques ¥ speakers 619210 : 71ls8l21]0 s s s
, - : ‘m -- L
. . . v o * '
, ‘ . The classroom discussions of occupations which took place, for the most :

part, in the last weeks of the coursé
s  Mmajority of .the ITC class. course appeared to be usefuj to the large

-

Lo TABLE SQ‘Qlassroom Discussious/
- “_ - . e The experience was The_experience was valuable ‘tc ,
) * valuable to me enough people to be ncluded
. 3 : , in+the program the next time
. ‘ . it is offered. ) N
SA_ A D SD SA A D SD ', :

<€1assroom discussion of .
various occupational areas |11 31340 . 101512 |0
at M.C.C.C. .

‘ 9 - v.

When asked to suggest improvements for future ITC courses, most students
Y ' volunteered positive comments. Nevertheless, several students thought that
‘the time allotted to the ITC coufse could be reduced or that the ITC course

could be combined with th'e Counseling course. The.students' suggestions have

been 1isted below. o .
’ ) ) . A ’ \ .
. ‘ "Future training-could be improved in the Introduction to Careers Cour§e"\bx?.."
(5) - changing. nothing SN . \o
(6) - reducing the amount of time allotted to the course ° Y
(2) and/or to alternate with or combine with the counseling course \
(4) - including more field trips L F ; '

. (1) - allowing studerits to experience a day in actual traéning classes for éheir
i ~future programs . X — N
Y (4) - (Praise for instructor and/or course) . ’ _ '

{1) - (Criticism of need for course) v
[+ I Yoe M i i
. _F.‘Conmenté on Last-Day Impromptu ) °
Four more positive student comments were volynteered in the final
assignment of_the writing class. A couple are quoted:
("What do you think that you have gotten out of the'Basié'Sk}lTs Program?") ‘
. " .1+ "Much helpful advice came’from ITC. She thinks it S
' helped show (her) various courses and explained many .
different job opportunities."”, ) .
, - 2. ."Furthermore, sh& liked the different types of careers - T
> ' in ITC elass. That was a help to her in choosing types .
‘ \ of courses for next semedter.” '
’ - . > - h .
- O ’ ¢
N 203
' /
S
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) Only two criticisms were volunteered. .
. . * . -~ - . . . ‘ N

{"What more do you think }ou could have 'gotten out of the Program?") . .
i ) . . . . -
Two students commented thg}wthe ITC componens could have been'reduéeé. ‘;
"G: Instructor's Suggestions - E ? ’ i ot )

. q N { B
The: ITC 292° Instructor, Chris Panos, had severalggudgments pertaining
to future career orientation courses: -~ _

5~ 1. The course is a good-idea for CETA students. . S .
A " 2. The time given to’the\course might be cut back. > ' ) ‘ .
3. No grades should be required for the course. / )
. 4. Moreffiéfd trips should be planned. - \ - Lo
5. Assignments should be kept short. " ", ’ '\ T
. _ 6. Personal,interviews are useful to help the students set  .° ‘ '
> . reachable goals. ~ - o . v
7. The gfoup sHould be split up into smaller groups, each v
< " of which could concentrate upon tours, field trips, and . T
discussions which would fit the interests of its members. . .
- ;. ' ' ‘ ) ’ -
. }{_ Summary S c T .
. s . 4;”‘ - A . . - . ; ¢ . 1 .
y . - 1. Stgdent!evaluations‘1nd1cate that the g%udents considered
. . . the ITC {292 tours of MCCC occupational-areas, the field -~ . .
~ trips, the guest speakers and the classroom discussions Lt .
e to have been useful. | oo L 5,
Y i ’ . »
2. Some students and the instructor concurréd that less\time .
. -~ might have been given to-the course. T N
L * 3. Some stddents and the instructor would have preferred more .
: = . _* field trips. . g - s
4. The judgments of a few students and the instructor suggest _ S
_ that the class might be divided inta sub-groips for some h
) ) projects to improve the 1ikelihood that each student will ‘ : L
be studying an oeccupational area which jnterestshim/her,
/ - ) -
- = 3 L)

-
~7
‘

H -

D
-
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XV. - GENERAL CONCLUSIONS

‘” Conclusions have been inferred from the experience of planning elements
of the program and from teaching specific components. These specific con-
. Clusions may be examined in the summaries of the foldowing div¥sions of this
~ repart: ) ' . -
. Program Design and Sequerice . pp. 48-49
Teaching the Reading/Study Skills Course pp. 101-110
, Teaching the Writing Course pp. 151-152
, i Teaching the Mathematics Course . . pp. 166-167
: < Teaching the Counseling Course . p. 182
Teaching the Introduction to Technical p. 190 .
3 Careers Course o

In addition, some general conclusions have been defined or re-emphasized
here. ' . . : .

A. Team Approach

.

) 1. An intensive team approach to the remediation of the academic
¢ - difficulties of basic skills students is effective.

-

2. The)¢EVelopment'of a team approach to _a basic skills program ' 7 .
requires a considerable expenditure of time for research, '
discussion, planning, and reporting. ;

[

- 3. A team approbach requires the kind of sympathetic and respons1ve adm1n1-
‘ strative support which was given to the Basic Skills Team.

4. A team approach requires a compatibility of ph1losophy, att1tudes
and temperament among team members.

PR

B. Program Components

.

1. A reasonable combination of academic courses in a basic skills
. program includes reading/study skills, writipg, and maty.

2. Academic courses in a bé%ic skills program can be effectively
plemented by a course which encourages vocational orientation.

3. Academic courées in a basic skills program can be effectively
complemented by a counse11ng course which encourages self-

_ ,d1scovery of interests, aptitudes, and persona] wtilization of ',
institutional resources. oo , ‘
. § ’ oL T .
C. Counseling . . . .
: 1. Personal counse]ing, encouragement, and prodding is important to -’
. retain students in a basic skills program. /
e i, *é . .
‘ i 2. Once adult ba¥ic skills students have made vo tional choices,\they ‘\
’ ) can only with difficulty be encouraged to re¥iew those choices:in )
| ‘ . light of new discmieries’about their own preferences and aptitudes.’
"< ‘3. With a counselor's cooperation, academic instructors can integrate
‘ elements of vocational guidance jn}q_academic courses.
. : U »

X
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D. Tutoring ' ' C ) .

1. Tutorial assistance has a strong positive influence on the
‘academic ‘progress of basic skills students.

2. Tutors are important to gain knowledge of the academic and s ,\'
personal problems of basic skills students.

. One effective system of using tutors is to have the same
4 ‘ - tutors be available for help in all of the academic courses and
working labs of a ba51c skills program.

‘ { . -
-, \\\\~_)E. Course Design '

1. The length of the program is an important consigeration.

* A seméster-long pre-vocational basic skills program
can be effect?V§1"TﬁE§ntained.;

¥~ v
b. However, pg§§ona] pressures and problems may discourage

productivity during a semester-iong program
2. A thirty-hour 1nstruction3ﬂ ﬁéek can be efféi;;ve.

3. A seven-hour 1nstructiona] day sgn be effecti

. ¥

4. The pattern. of a]ternating instruction periods with working
labs is high]y usefu] .

~

oo T 5. A semester-]ong Basic Ski]is program which is introduced in the
’ Spring term*may lead to difficulties for some students who (a)
may be obliged to undertake accellerated summer courses pr (b)
may be obliged to defer fmportant vocational classes unt®l the
Fall term. - a

F. Effects of Class-sized Group Upon Stuoent Behavior Y

- .+ 1. A class-sized Basic Skills group may generate sofme positive
mutual support’

2. A clas -51ied Ba51c Skills group may generate some_ juvenile
behav1er

>

"G. Selectipn of $tudents for a Basic Skills Program

12

16 A-useful criterion for the se]ection of students for a Basic
Skills group is the 7th - 9th grade range on the composite s
score of the Ne]son-Denny Reading Test.

L 2. A pre-selection intervjew is essential to introduce the candidates
) . to- the purposes and requirements of the program and to determine
‘' their interest in it .

Course Procedures

o ! - 1. Productivity is enhanced by ciear definitions of the program s
pupposes at the begfnning and throughout the Semester.

”

o™ -

>

-

o
O

2
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4
e

-
.

e

_ 2. Clear definitions of attendance and pro}tness policies, and .

consistent epforcement of them, will enHance retention.

Teaching Methods

1. .
1. . Methods of constantly vary1ng short lessons and ut111z1ng se]f-
s pacing materials will help to promote attentiveness and interest.
2. Tlasswork can often be effect1ve1y adapteq to vocational interests.
J.. Fol]ow up . - .
Tl Persona] counseling. and encouragement after the conclusion of the
- basic skills program is 1mportant to enhance/the students chances
.-of success. '
o2 Mutua] supporq of - the Bas1c Sk1115 students after the conclusion of
: the program can'be encouraged.
XVI. *© RECOMMENDATIONS .

®

-

i

Some recommendations may be made as a result of the experiences of the
Basic Skills program.

*

]

/

A. Cogperat1on with CETA sponsor
o s -i. If.a CETA sponsored program is p]anned the tnstructors should
‘ acquaint themselves with the sponsor's guidelines, its selectipn
- techn1ques, and its experiences with similar programs.
' . 2. The instructors and the CETA sponsor should develop a t]ear',
mutual understanding of the purposés and limitations ef the -~
program. . .
' B. Selection o?‘Candidates
1. The Criteria for selection for a Basic Sk1}1s program should
. - be as homogerieous as possible.
N Q- ad ' .
¢ ”?;' 2. Se]ectlon criteria shqu]d be 1nf1uenced by the learning
' o requirements of the students' future courses.
» ' 3. _-A minimum criter1on for a Basic Sk1115 program should be the
e . " seventh grade Tevel of the composite score of the Nelson-Denny
y A Read1ng Test.
4, Selection shouldtfollow an interview of the student by the
instructors which would clearly inform him of the purpodses
and requirements of the program and which would determine
the students' interest in the program.
C. Program Components - ' . . '_ X
. 1. The acadeﬂnc core of -a Basic Skills program should be math
~ reading/study skills, and writing. .
Q b 20? . .7 . '

T oY
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2. The academic courses should be complemented by a counseling_ .-
effort. . ' : ) :

3. The academic courses should be complemented by a vocational ‘
orientation effort. r

. )

4. Two types of design should be considered in planning (a) a
> program for stgdents with similar vocational goals (b) a
program for students with diverse vocational goals.

{'; .~ (a) -A'program for a group with similar vocational goals
should include the academic courses plus a vocational
: course which would introduce students to the specific
! « possibilities of the vocation in addition to some .
. practical experience. \ ) .ot
’ “ + ‘

s (b) A program for a group with diverse vocational goals should
include ‘the ‘academic courses plus a course which.would
' ' acquaint students with various vocational possibilities.

D. Counseling o . . .

g 1. Two alternatives for introducing‘the counseling effort should
be studied: (a) presenting ‘a counseling course as a distinct -
' component, and (b) integrating the counseling effort with the
. - . academic effort. . . o
» rs . .
(a) A Counseling Course; if presented as a distinct component . \
’ of the program, should include elements of personal
assistance, self-discovery, and vocational orientation. s ‘
. . ‘ Cos t .
f!‘ : . (b) If the counseling lessons are integrated with,academic 1
’ - lessons, ;he-counse]or might provide academic assistance.
2. The couﬁse]ingbeffort should ‘extend beyond thé c]éssyooh to entail
monitoring of absences, tardinesses, and personal difficulties
which might interfere with student achievement.

» . E.- Tutoring ’ ‘ ' ‘ ‘ . .
1. Tutorsyshould be eonsidered essential toa Basic Skills program

in q{der to provide personal academic help and informal ‘encourage-
ment\ and guidance. h .

2. If possible, the éame set 'of tutors should b® aVai]ab]efor all of”
the academic courses and working labs. \

\ F. "Program Design * -

1. Eight-week and twelve-week programs should be studied as alter-
native to ggweste?-]ength programs. . .

2.0-A thirty-hour instruction week should be p]aﬁﬁed.‘

. 3. A seven-hour day should be planned: : s .

. -

4. The schedule should_provide for some free study time with instructors
or tutors present. - '

)4y 4 "‘ “.
“UQ ) <, _/’/'I ‘.

.
j ' . 5 R .
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5

5. In the academic courses; 1nstruct1on per1ods shou]d be !

a]ternated with working labs. ; -

N

G. Startlng Po1nt

Y.

1. The effects of start1ng Basic Skills programs at various times
qf the school year should be carefully considered. .
2. A Basic“%ki1ls progrem should probably not be initiated in the
Spring term because it might oblige students who complete the
program to. undertake accelerated summer courses.

. 3. A Basic Skills'program might best begin-in the Fall term because,
. upon its. completion, students could soon begin vocational courses
at the pace.for which the courses are usually designed.

H. Faculty Load - o , . ’ L

1. The assignment -to a Basic Skills program - especially a new one -
should take into account the time which a teacher must take to
perform research to original lessons, to provide personal attention
to students, to prepare records, and to meet with the other teachers
of the program. . , !

2. The recommended loadsfor a faculty member engaged in desianing and
developing a Basic Skills proaram should consist of program duties plus
one other section which might serve as a control group. "

. ¢

1. Course Procedures

’ .t s

1. A clear attendance and tardiness policy should be presented to
the students at the beginning of the semester, ang it shou]d be
carefully enforced. . .

2. The Canfield Learning styie% inventory - or a similar instrument -
should be administered early in the semester to discover the
students' preferences and expéctations.l

~

3. A.system of pre-post tests should be devised to provide objective .
%evidence of student progress.

4. A student .evaluation ‘instrument should be employed to provide
evidence of student judgments.

5. 'If‘po§§ib1e, control groups should be identified to allow
objective comgarisons.

-~

~J. Methods : ’

Y

. 1. Academic lessons should relate to vocational interests as d1rect1y
as practical. ‘ .

-

2." Self-pacing materials should be utilized to the limits of practicality.

’

200
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€

Follow-up ) - R

1. Student scores, grades, ﬁnd subsequent progress should be’
. Mmonitored on a continuing basis in order to provide measures of
success and to encourage improvements in Basic Skills ‘programs.

2. Counseling and guidance of Basic Skills students should extend
beyond the semesters' end. L .
« \ . ?
Dissemination ] )

- ~

1. Experiences and findings should be communicated to the QeneraI\
faculty. /

2. Experiences and findings should be exchanged with other institutions
. which have developed Basic Skills programs#

af
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Appendix A SMARR STUDY ° . ..
‘o * ACADEMIC FACTORS _ -

Entry Reading Levels Required for CETA Students in Five Technical Programs .

CETA students are commonly placed into five technical education programs
at MCCC: Automotive Mechanic, Climate Control, Copy Prep and Type ?ett:ng.
Draft1ng. or Qua11ty Control. In Copy Prep and Type Sett1ng. students are
not required to study-read textbooks. In Drafting, only one course N
(EDT 116) requires extensive reading. In the other three programs: however,
much studx-readiog is required for a mdjority of the courses.

Consequently, in order to determine what entry reading skills CETA
students would need in.order to compete wlt;ibther students in those

gerograms requiring reading. the textbooks used during the first mooule
of the first trimester or semester were analyzed for readability.* Gunnlng 3
E?g Index was used for th1s purpose.

. Basically, this index measures readability according to two factors:
sentence 1ength\ond vocabu]ery. (Passages that have long sentences and/or
many polysyliabic words are high in reaoing level.) In order to determine
the readablllty of a textbook, ‘three representative passages are ana]y&ed = ~\7
for tnese factors. The results indicate average readability in grade

" level as well as the range of readability founo in the text. |
Computing the auerage readobility for these textbooks by program
reveals the entering reading grade levels wh1ch CETA students must N ;J
'~ possess in order to oglable'to study-read for their courses:

- EXPECTED READING

. PROGRAM GRADE LEVEL

_ Automotive Mechanic - 11.4
Climate Control 4 . ' 12.6
Drafting (ore course only) 15.3
Quality Control. 13.9
Copy Prep and,Type Setting NONE

An examxnao1on of the ranges of readabvlity. however, shows that

. i el
o k] A
) o 0o ..
* +
oAy - .
» . -
b
|
.
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Automotive’ @chiﬁic students could encounter passages as high as 17.8
. grade level Climate Control students, as high as 18.3 grede level;

| Draftwg students. as hrﬁs 19.1 grade leveT. and=Quality Qontro'l students,
as high as 17 1 9rade 'le | ’

. AUTOMOTIVE MECHANIC (TRIMESTER I. First 7 weeks) ~

’
)

Range of Average '
' _' COURSE " TEXTBOOK Readability: |Readability
. ATA = 120 Cmusé, William H. Automotive Mechanics.| 10:1-12.4 ' |- -~ 10.5 ’
! New York: McGraw-Hi 975. .
ATA =110 Abbott. She'ldon L. Automotive Brakes. 10.1-17.8 - 12.3
ATA - 111 _Encino, California: "‘lencoeﬁt'§77 : '
ATA - 126 grouset,ﬁm'l;n{‘n H. gnci:l Donaw l.dAtég'ljlrii. 1%.8-11.6 11.3
- ’ utomotive Fuel, Lubricating, and Cooling \
3° Systems. New Vorn° McGraw-H1 976. )‘
I ATM - 115 | Henrix, T,G, and C.S. LaFevor. 10.8-12.4 11.6
. Mathematics for Auto-Mechanics. Albany, ‘
New Yor ork'_o‘T‘a"’Tr, 978.

.
P

. L4 7

t - .

- *except for the Drafting course (EDT 116) which 1s offered durmg the first
e1 ght-week module¢ of the second semester-

A}

S ’ .\ o

QUALITY CONTROL  (SEMESTER 1 - First 8 wedks)

. .{Range of - | Average
COURSE TEXTBOOK; Réadability Readabﬂ ity
TMT 106 Ewen, Dale and Michae! A. Topper. 10.8-16.8 13.4 '
Mathematics for Technical Education,
> nglewoo Iffs, New versey: Prentice- /
. J'.l' '.'"a] ] 9 ’1‘9760 : . ) ) \
MCR 101 | Busch, 'réé FundamentaIs of Dimensional {11.6-17.1 ~ | 15.1,
] , [iigtro‘lggx. AT , New YOrk: Deimar, . %z
DBP 150 - Ihne, au'srsez1 ang1ua1tgrts§mgtem ' 111.0-14.16 13.08 -
achine Tra es veprint Readin . »
o Tg;gago. can %echn cal ﬁcxety.
U - L R ’
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+

v o = i
CLIMATE CONTROL (SEMESTER- 1 - Eirst 8 weeks) - -

. % . Range of . Average
@ . covkst - TEXTBOOK, . Readabilfty | Readability
. \ J / ' .
CCT 120 Brazing: _How and Why. Benton Harbor, 8.2-11.9 - 9,5
‘. +.d.. Michigan: RWhirlpool Corp., 1969. S
" Laboratory Exercises Warren, Michigan: |11.8-17.3 14.5
M. C c.C. B
. | N ) riv ,
‘ Refmgeration Fuldamentals. Benton Harbor} 9.3-10.3 9.7 »
’ S q\__ Michigan; Whirlpool Corp., 1969 - ' N
NCT 120 Air-Conditioning and Refmgeratwn . .. 16.6-18.3 17.1 -
CCT 140 - L\ Institutei Refrigeration and Air. - - ) .
CeT 179 Conditiomng_ Englewood CTi7fsy New
—— 7[ Jersey: - Prent;fce-HaT‘i 1979. T~
) - \ -
CCT 160 Reid, Hugh B. Sheet Metal Layout .-+« (13,7 15.7
- Simplified. Vol. 1. Detroit: Sheet’ |- °°
Metal Laydut Bdoks, 1954 . _ , o
CCT 140 Repair Procedures for Refrigeration Sealed 8.2-—13.5‘ . 11.7
Systems. Benton Harbor, Michigan: l ] :
a Whi r'ip‘601 Corp., 1969 f/
( 'LMgchcac:gQ‘:x fExercises. MWarren, Micmgan 10.7-18.2 10.9
_ )
’ CCT 170 Lang'ley. B.C.” Electric Controls for '70.1’4-13.4 12.3 >
o | * Refrigeration and Air Conditioning. . -
: Englewood Cl1iffs, New Jersey Prentice- |
Hall, 1974. _
. e ‘ © ,
DRA (SEMES*Q{& 1, Fn'st 8 ‘weeks)
’ “ ﬂ
' Range of Average
~ COURSE - Tsxrsoox N " Readabflity | Readabilfty
+EDT 116 * Jahnson, Harold V. Manufactmng " 30. 7-19 1 15.3
Processes: - Metals and Plastics. . ’ . L
Peoria:” Chas. A. Bennett Co., 1973. v SN il
/ - . : B
* n




A © ANALYSIS N_ADEMIC _PREPAREDNESS FOR FORMER .
. A }
Y U CETA swosms-1977-79«_/ ..
In order to persevere and compeete s;gccessfu}Iy the prognams, into

Which they are placed, C.E.T.A..candidétes‘must pussess -- among: other -

things =- at least the minimﬂ?n entry readingg;lévels for those programs
\ 4 ' * . an - -
(as determined in the previbus andlysis).- In fact, a reading handi-

cap may very well be onewf the factors contnbutmg to the mghqdrop/\

out rate among fomer C.E.T-A. studetf’gs at M.C.C.C. )
However, avaﬂable reEdmg test score dgta- cpﬂected from 1977}79
reveaTs that only 20.9% of the former C.E.T. A students at M.C:C.C.

“ -~ during those years posse?sed the read'ing abihty nﬁessary for the i

!
b
- -

programs they entered. ‘ )
The fenowing tables summarize the éompos%te‘ s%eres on th“e‘Meﬁo_n-
Denny Reading Test by grade level, indiéatit;g by 2 line of astérisks :
the s,epaorétion between those students whjo;: ﬁ'ere wcaﬁy prepared

in reading from those who were academically déficient in reading:
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Q ' C : « AUTO MECHANICS  (Required level - 11.4)

@ T S

1979 =15
. © GRADE LEVEL NUMBER OF STUDENTS
* B ., .
4 + ' -2
“3-13.9 - PREPARED = 5 = 33%
.. 228 o | - .
LB 11,6 - 11.9 ~ . .

ttivitiitti*t*it'iititittttttittitttitii s

. A |
. N =115 . :
~N . .

10 - 10.9

., 9=9.9 N
8-89
7-79 T
-7 | ;

M)

_ DEFICIENT = 10=67% .

*

Y

.l
{
,
R A
el

)
e
é‘
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CLIMATE CONTROL (Required level = 12.6)

I

1977 - 78 Ns17

NUMBER OF STUDENTS

. GRADE LEVEL T

14 + ~ 2 ' ¢

. <™

13 - 13.9 _ . . : ‘
e : PREPARED = 4=23.5%

12.6 - 12.9 ~

2

'*************;'*********************?**
” - N o

12 - 12.5
-1 10.9
10 10.9
9-9.9 °

g~ 8.9
7-17.9

1
¢ ]
-
> 6
2
. 3 e
A
A
o -
- ' .
\_/’ s ~
N
- ~
'S
. A
o o
- ("12(;
- — .
) ——
k asd

*

-

DEFICIEN¥ + 13=76.5%

-
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DRAETING  (Required level & 15.3) ’

-203- 7 ' »

W LI

, & .
4 b N i
. & -
1977 - 78 )
‘) GRADE LEVEL :_NUMBER OF STUDENTS N = 13
14 . 3" ’
13-13.9° N s
12 - 12.9 T2 - DEFICIENT = 13<1008
N - 1.9 ' 4 - ) '
. 10-10.9- v ™
9-9.9 1 -
8 - 8.9 3 - .
™ i »
~ —_ ?
.1 ‘.
.
- .
. - ' 5
, A
> & e
» L
? =
. ‘/ |
\
217 |
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Ed

QUALITY CONTROL (Required level =13.9) L.

L3

4

1977 - 78 =6

s

1979 N =1

v

NUMBER OF STUDENTS

e

NUMBER OF STUDENTS

13.9

H

14+

13 - 13.8

12 - 12.9

n
10
9
8

11.9.
10.9
9.9
8.9

N

2

% v
3
1
- 1
#
Q1
. ¥
v v *.&

'.-‘, '

2 -_ Prepared=
_ 3=17.7%.

-

7

* : . y .
"""""l(""'&""""*"‘"""'*"

"

-

2

} -. Deficient=
-2 14=82.3%
.

2

A o )

.
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Appendix B FLOOR PLAN

The room for CETA classes and the reading and writing labs was located on.the
first floor of the Learning Media Center. This room, J-229, was across the-n®]1,

from the Programmed,Learning Center. ‘

PROGRAMED LEARNING
CENTER

’ o Q ) (o]
I7 PERIODICALS ROOM

1
1.......
1
b
1

BAsic =
Skites
CLASSRoom

I3

Fon s

. 1

-

_ The room had tables, rather than desks. The tables were set up in a U-shape to
encourage exchanges between' students. This room, J-229, although uSed for reading
and foreign language classes, housed the read19g and writing materials of the CETA
project. Files and- cabinets were added to accommodate the additional mater1a]s of
the reading and writing "labs.'

~‘In addition to the c]assroom the CETA students made use of the Programmed
Learning Center. The Programmed Learn1ng Center included 120 learning stations.
Each learning station was equipped for.use with electrical equipment such as
television sets and tape récorders. One video tape playback unit, fifty

/ guided and/or contro]ﬁed readers, and forty ‘tape players were available.
Additionally, the Programmed Learn1ng Center had a variety of- software

On the far side of the Programmed Learnlng Center from the c]assroom was
the computer term1na]s room.




-206-
Appendix C INTERVIEW FORMAT ’

. ‘ INTERVIEWER'S GUIDE : ‘I'

¢ \

I. Overview of the program and its components.

A. Reading/Study Skills
B. Math

'C. English - .
D. Career Counseling — ) <.

II. Explanation of the Schedule to be followed. i

< III. Discussion of the student's previous educational experience.
A. Strong subject areas a
B. Areas in need of development
Iv. D‘isci.\ssion with the student if ‘chis.development program would \b RS
- gerve his needs. s ’ . :
V. Discussion of the expectations the team w:"L’ll have of the student.
A. Willingness to work .
B. Good attendance ’ _
C. Commitment to developmental education prior to a technical program.

VI. Discussitn’of the rewards to be derived

A. Hourly pay as determined by CETA .
B. Inclusion in a technical/skill development program upon completion.,

C. Development of basic skills to serve life-time needs. .
‘A

¢

- A

- &:
’
: D~ .
/ o ‘i"{) *y
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Appendix D . Course Descriptions
RDG 292 - Reading and Study Skills -~

.

\

‘ © The reading - study skills course will help you learn ---

. ~N

READING SKILLS: g -
. .= how to adjust your raté of reading to fit your,purpose for reading
4 or the difficulty ot the material.

how to speed up your reading when it is good to do so.

how to.understand more of what you read.

how to concentrate when you read,

how to remember more of wh&t you read.

how to increase your vocabulary.

STUDY SKILLS: A
-.how to solve logical problems.

'how,to~sfudx a textbook chapter.

how t0<under]ihe'efficipntly(

how to take notes from reading and listening.

- how to memorize. .o ..

how-to take different kinds of tests.

-p"

Pa—

MTH 292 - MATHEMATICS

A Math 292 is a math class covering basic arithmetic includipg additien,

- subtraction, multiplication, and division of whole numbers, fractions, :
decimals and percents. Also some introductory skills on algebra and
geometry will be covered. A lot of problems in applications to job
situations and life situations will be worked. For example, we'll learn
to.read charts and graphs that might appear in the news paper or work

. manual. We'll learn how to estimate-the tip on a restaurant bill or the °

amount of paint peeded to cover a rodm and the Tike.

. . v ‘? .. , °C
> ENG 292 - WRITING SKILLS D
. . i & .
Jd Theé writing courSe will help you to improve your writing ‘for your
" vocational classes and your eventual job. You will practice writing
clear Sentences and clear,organized paragraphs. Toward the end of the
course, you will practice writing letters and shovrt reports.  ~
. . - T
- .You will not get much grammar, just enough to. help your writing.
‘But you will learn some things about purictuation.. As-much as possible,
Q the assignments will be related to vicational subjects. :

k4 )
. N !

-~

e -
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COUN 292 - CAREER AWARENESS

Counseling 292 will be a <career awareness course that will focus on
getting to know yourself better. Emphasis will be placed on clarifying ‘
your career interest, abilities and what you want from a Job/career.

This course will work in conJunct1on with ITC 292.

[

- L)

ITC 292 - ORIENTATION T0 OCCUPATIONS

ITC 292 will be a systematic exposure to the w1de range of career
programs available at Macomb. Even if you are decided about a career
this course will give you more information as to what you will dd on
‘the Job Information about the job will be combined with actual lab -
experiences you will have in the areas of design and. mechanical .
technology, business and allied health.
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. L

" 1 T . DATE:

mmwmm) | COUNSELING RECORD AND PERSONAL INFORMATION

SECTION F - EDUCATIONAL/VOCATIONAL PLANS

LAST NAME - FIRST NAME - MIDDLE INITIAR $sn ' | OATEOF 8iRTH
P ]
ADDRESS (Ne. snd Street, Clty and Zip Code) TELEPHDNE NO
: : . _ ”
——m—_m.- i —
SECTION B - EDUCATION AND TRAINING
, . .
TYPE OF LOCATION =  [OATES ATTENDEL[CIRCLE HIGH]  MAJOR COURSE
SCHOOL NAME OF scHOOL . (City and State) 1o T - -EST GRADE OR SUBJECT
- e o— - e A _TO | TROM |eompieTED
- —— . SEITNTEP ~
g1 °
- . . L 11 12
. Coliege(s) . Generalt O
or Urver. P . 1234 Cotlega Prep 3
. sity (ves) ‘ Vocational [3
Other
{inciude ) ' .
Cuwitisn .
& Military)
»  SECTIONC-SPARE TIME ACTIVITIES |
LISTANY HOBDBIES Ol OTHER SPARE TIME ACTIVITIES (Such a1 sporte, chureh, diawing, coll ting. hospiusl v
volunteer, resding, nc) .1
. SECTIOND - HEALTH
-HAVE YOU BEEN ADVISED OF ANY DISABILITY THAT MIGHT HINDER YOU IN ANY ACTIVITY
NO D . YES D3 (1 ves briefly descride:) '
‘ edpoiliteisoeli N
. , EMPLOYMENT SINCE LEAVING SCHOOL ' ,
: GIVE NAME OF JOB AND TELL WHAT YOU DID (inciude militery exo.. If efy) ‘ ! DATES
(Btart with curreny loh) ( o T0
] N . - ¢ - . \
‘ 1]
£ t 3
w. S hand ; "
*\: . ) 'S b - ‘hw

WHAT KIND OF WORK HAYE YOU THOUGHT ABOUT THAT MIGHT INTEREST YOU®
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. and be ready for business.

e

‘ -~
Appendix f -210-

CETA BASIC SKILLS PROGRAM

Attendance Policy

To be assured of the most productive learning experjgpce possible; a
student has the right to expect that every class. session will mget. If an
instructor cannot meet a particular session, he will have arranged for a sub-
stitute or he will have prepared useful class work in advance.

The student, likewise, must plan to meet every session. If a student cannot
attend, he or she must let the instructor know, in advance, of the unavoidable
circumstance and arrange to make up lessons. In case of illness or accident, the
student must. inform the instructor by telephone.

Two gbsences will necessitate a conference with the instructor. If a student
has more than two unexcused absences, as judged*by the faculty team, the team
may recommend that the student be dropped from the program.

~
»

CETA policies oblige the instructors to keep strict attendafice records. ;«N;)
one will, of couise, be paid for any class time which he or shé has missed.

' v ¢

Promptness Policy - ¢

! The student has the right to expect th}/&éh class session will meet on time

\"\The‘jgtudent also has the right to expect that classwork will not be interrupted
or delayed by late arrivals. Therefore habitual tardiness will result in a conference
with the instructor>._If habitual tardiness persists, a student may be dropped from
the program. )

In any case, CETA rules penalize cach tardiness. If a student enters after
the beginning of the hour, he or she will be paid only from the next quarter of
the hour. For instance, if a studezt\joins the class at 8:05 a.m. he or "she will
bYe paid only from 8:15 a.m. If he or she enters at 8:17 'a.m.; the student will be
paid only from 8:30 a.m. :

A}

_ Early departures must also be docked. « An instructor may assign independent
study out of the classroom; however, in-such a case, the student must make sure
_that the instructor knows wherg he or she is, - Furthermore, the student must
return to the classroom before the end of the “hour to get credit for that hour.

a
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p\‘ CETA Basic Skills Program ° -.

Prompthess’ I"olicy, . .
Pg. 2 .. . ‘. . ] -—

o

‘ CETA -polities are sharplyzd‘efi'ped to insure that each student gets the best
~ " opportunity to progress. *Those policies cannot be permitted to become lax. 4

- [ d

-~

Assignments '

Ce ~

The student has the right to expect that assignments will be designed to fit
his_or her needs insofar as the instructors can peﬂceive them. The student also
has the right to expect that corrected assignments will be returned promptly.

. R :

In order to make personal progress, the student will be expected to complete
assignments regularly. Because each student has different talents, .each may 'not
proceed at the same pace. Nevertheless, each will be expected th his or her
best to work on-assignments at an appropriate rate. .

~t

~——

If a student does not progress,\the instructor will review the studeth's

progress with him or her. ConsistenY lack of progress will be reviewed by the . i N
. teaching team. In such a case,\the student's status in the project may be re- )
‘ appraised. ‘ . . . , .
*1/14/81 y h - {
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Appendix G

General bhfonologx

October 15, 1979 °

November; 5, 1979

November 8, 1979

April 18, 1980

I'd

May 19, 1980

Y May 21, 1980

May 27, 1980

May "20.- .
June 17, 1980

{ -June 11, 1980

M

a2 e

. m r~ * ‘ - .
Proposal by Dr. James Varty; Director of Cooperative Education -
and Special Services submitted to Special Services Unit Advisory .
Committee. " ‘

. Notice of endorsement of proppsal .by the Specfal Serxjices ‘Unitr 7

Advisory Committee to Dr. Varty.
> N -

Proposal _fo Mr, Willard Walke;', Michigan Departm'ent\of

Labor, Bureau of Employment and Training, Program * , _

Development -and Information Division. g ) . 3

Posting_of positions for project English Instructor, Reading/Study
Skills} Instructor, Math Instructor, and . Counseling Instructor.

A )

Notice of selection of Basic Skills Team. -

Administrative and teaching veam discussed A

-' division of responsibilities among team members - n
selection of internal and external consulfants ’ S

- housing of activities ' )

- documentation of activities

. . . {
Administrative and teaching team members, and representatives o'f‘
the Mt. Clemens and Warren CETA offices discussed ‘
- division of administrative responsibilities .

" - progress report format 1

\ ~

- organizing and filing of mayrialé
\

Teaching team members ° ) '

- gurveyed pertinent literature in South and Center Campus
libraries * .

- initiated ERIC search at Macomb Intermediate éhool District
offices . .

- _conducted a telephone survey of community and senior colleges

- .. which*had listed special developmeﬁ)tal programs in their hand-
books . -

-

k4

- _ visited the Macomb CETA office in Mt. Clemens

- accumulated documents and ordered books cited as influential

* research
- developed theoretical teaching models

o

- evaluatiyn techniques

- visitation sites \ ) ,
- selection of consultants - ' .
- utopian model of Basic Skills Program ’

Dy 0 ¢
220 ‘

) Administr‘%;]le and team menibers discussed




June 18 -
- July 86, 1980

, .

" July 17 -
Aligl}st 20, 1980

August 21 -

September 17, 1980 Administrative team members’

}m Y-

\

September 18 -

~ " October 15, 1980
;-
~ %

[ - —

?
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ﬁdministrative and teaching team and CE‘I‘A representatives

discussed ‘'

- deﬁnition of target population (7th - 9th grade level scores
“on Nelson-Denny reading test)

- weekly schedule (30 hrs per week for 16 weeks)

Teaching team miembers . e .

- continued ERIC search &

- surveyed pertinent literature in Wayne State University
Library. .

' .- began telephone survey of Michigan CETA organizations

- ,surveyed descriptions of testing materials - -

.. = recommended postings for internal consul;ants

Teaching ,team members

‘-~ continued ERIC search o e

~ continued survey of other pertinent sonrces

- continueg telephone survey of Michigan CETA organizations

¢ s A

posted notices of positions for internal*consultante

- initiated correspondence to possible external\,cgifsgfants ”

"~ ordered free. pamphlets

"' Team members ‘ ) r

Teaching team members . J

v~ arranged for local visitations to basic skills CETA programs

at Kellogg Oommunity College, Kalamazod ¥Valley ‘Community - "
College, and Southwestern Community- College on(/J oy o
September 25 - R6.

- arranged for attendance 'at the Developmental Studies Confei“gence

. in Atlanta, Georgia, on November.§ - 8.
- began formulation of testing program, phases of the basic skills -
“courses, and the weekly schedule of .classés

5 o 1
_\ ‘
L4 S '
- visited Kalamazoo Valley Comgmnity College, Southwestern
Community College, and Kellogg Community College, . .
September 25 - 26 *
- vwrote definitions" of pertinent aspects of the visitations
Jerry Brantley, math teacher, attended the conference of .
American Mathematical Associatign of two-year colleges in
. Washington, D.C., October 9 » 12
,recommended selections of internal. consultants -
- Bart Fiumano, Counseling Teacher, wrote a definition of the
issue of integrated counseling vs. a distinct counseling course

- contacted Phioebe Helm, Director of Developmental Education,

“Triton College, River Grove, - Nlinois, in régard to a visitation
on October 20 ’ , . .

“

dord -
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" September ‘18 - o . : ' .
| October 15, 1980 Contlnued v . -
. - prepared course designs’.
- deﬁned as speclﬁc concerns relative to course designs:
. s .
. . . .ineentives . , '
__ course length o S
. ™, . tu orial system , _ / '
? October 15, 1980 Admlnistrative -ang teachlng tegm and GETA representatlves
- se_lected externgl’ consultants -
3 Dr. Martha“’ Maxwell, Unlverslty of Callfornla,
. pr. John E. Roueche, Unlverslty of. Texas, .
o o + 7 Austih e
- selected classroom (J-229) and discussed posslbilltles for $° -
’° > N ﬁles to be used for records and teachlng materlals .
) October 2_0,’)1980 . Teaching team memhers visited the Learning Actlvitles Center,
) Trlton .College, River Grove, Diinois
f - . V
October 22, 1980 . Teachlng team members prepare(d definitions: of the pertinent
. . aspects of the Triton visitation .
October 31, 1980 . Administrathe and teachlng team members held first meeting
’ . with internal consultants to discuss . -
) A - purpose of the program . 7o '
v / - design of the program ) ‘
s T contrlbutions of internal consultants .
P4
= ) October 31, 1980 . Teaching team members prepared are which was forwarded
- s to external consultant, Dr. John E. Rolieche in regard to -
f ‘ < ' < testing program. ° oL
- - ‘ s = cCourse designs T L.
Ve questlons and concerns, - . (J : .
. Noyember 5 - 8, Administrative and teachlng team -members 4ttended the Developmental
' 1980 : Studleak Conference in Atlanta, Georgla, November 5-8 .
%

L~ - . - November 6,- 1980 _Teaching team members met external consultant Dr. John 'E Roueche /

. . ) - Mathematics teacher, Jerry Brantley, met with Milton Spann,
Appalachian State Upiversity, to dlscuss questions of develop-

e T " mental mathemati,cs
. M :
' . November 10 - 11, Teaching_ team members prepued deﬁnitlons of pertinent aspects

1980 ) of their discussions with Dr. John Roueche, Milton Spann, and -

the Developmental Studies Conference ,
- ~ - ‘ , o

November 12, 1980 ‘/ Teaching team members met with lnternal consultant, Robert Marrs
v . of the Center Campus Placement Ofﬁce, in regard to problems of
‘ test anxiety C N . . ‘
PN D . ) t ‘

L]
o *
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November- 14, 1980 Administrative and teaching team members met with internal
. N consultants to discuss their suggestions including an occupational .
.- ) orientation progrnm designed to supplement the coupseling component ‘
. November 19, 1980 Administrative and teaching team members and CETA representatives
° discussed
) - _reports from the Developmental .Studies Conference apd Triton
. College
. - meetings with internal consultants
., _ - the testing "package" -
" .- the first-week plan ‘ . o
" - the occupational orientation course ( !
- the visit to campus of Dr. Martha Maxwell on November 25
‘- the selection‘ process

> ‘ L
November 25, 1980 - Administrative and teaching .team and other mrembers of the
: . administration and faculty met with Dr. Ma'rtha Maxwell
. / -

November 26, 1980 /Teaching team members defined pertinent aspects of discussions
‘ ? with Dr. Martha Maxwell

December 2, 1980 - Administrative and teaching team members discussed with internal

consultants ‘Paul Gould of Industrial Coop Education, and,

~ Ben Selleck, of Technical Education, their plans for- an occuiﬁtional
) . ,* orientation course to be' added to the Basxc Skills program and ‘to

‘ T be titled Introduction to Technical Cafeers ° ,

&

. December 4, 1980 ) Teaching team met with internal consultant Robin Avery,
 English Department .to discuss, possibilities of record keeping by

computer )
. L]
November 20 - Teaching“team ‘members Vs
December 17, 1980 - held discussions with Diane LaVeglia, Tutor Coordinator for
Special Services, in regard to tutorial system ' .
- selected texts . b
- _ developed’ materials to assist interviews of candidates
B descriptions of the courses and /course requirements, and a

— -questionnaire = .
/ ‘ - interviewed 30 candidates ' ) ©
- - selected 16 candidates oo ’

-

. Dece.mberq 17, 1980 Administrative and teaching team and CE'ﬂK representatives met
: e o to discuss . ‘
. - the ITC course . L
® - theystlection and use of tutors . ‘
L - the processing of candidates

o

December 18 - Counseling teacher, Bart Fiumano, redesigned the Counseling

‘ .!,nuary 16, 1981 -- Course to accomodate the ITC Course -
. - sdmifistrative team selected Chris Panos, of Technical

Education, to teach the ITC course

229
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December 18 - . ~ Continued ' e
January 16, 1981 -+ administrativé team posted two positions for tutor technmicians
- .~ administrative team and teaching team interviewed candidgje\s
for tifor technician’

- Linda Austerman and l“ra.nk Gunnip were selected for tutor

technicians JF I
- 20 more candidates were interviewed for the Basic Skills
Program : '

- : - a final selection of 25 was made
- letters were written and mailed to the candidates who had
been selected and those who had not

January 19, 1981 The Program began
-2 o(ftrhe candidates appeared %
. - "1'candidate appeared to inform teanrTember that she would
‘ pot be participating y
—~ + Fixst-day activities included ‘ .
- - introductions _ ' o :
- distribution of texts and materials \ -
- discussion of attendance and lateness policies
4 elaboration of course contents
orientation to the campus
esting » ‘ .
- erviews of other students -
the\writing of paragraphs based on the interviews
a tal the importance of writing on the job
by Leonard Rinke of Fisher Body ¥ ‘ -
Counselor Bart Fiumarno called three missing 1stndents to
determine why they had not begun the Program; two said they
were ill and one had a transportation problem

Jamary 27, 1981 °  Administrative and teaching team members met to discuss the
beginning of the program ‘ \

b

Lo

January 27 - '
. February 25, 1981 The teaching team .
. ) - proceeded with their courses op schedule
— - met with Chris Panos. ITC instructor, to orient themselves

© . to the direction .of his class A '
. - held a meeting with eight students who had acquired two ‘
\ ahsences or more
SRS Counselor,. Bart Fiumano o >
o . - arrahged for Karen Rexin, of the financial aids office to
R ! wisit clasg to provide help ¥

- arranged for Cecelia Champion, college nurse to visit claés

to discuss basic health care and medical assistance programs
_ assisted the students to take the Holland Self-Directed search

to determine career objectives ‘
- defined student concerns relative fo the future of the CETA

program .
f

ERIC | 230
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January 27 - Continued
. February 25, 1981
. o ‘ Reading/Study Skills Instructor, James Smarr, arranged for a
‘ collection of high' interest, easy reading books from the.library
- Internal Congultant, Art Wagner, ‘assisted some writing.
- gtudents to practice with teaching computer
- two students drom)ed the program

February 25, 1981 The administrative and teaching team members and CETA re-

. . presentatives discussed
- course progress - ' N
’ .~ the two@rops . :
’ — - frequency- of absenteeism (only ten students had not missed
) { _at all)
: - charged emotional atmosphere, perhaps due to crowding,
. 7. and to conducting most of the work {n the same room

February.27, 1981 = Administrative and teaching team meet with Internal Counselor
‘ ' ‘to discuss progress of course
Marchy . Teaching team members discuss problems a.nd progress with
ustudents priorsto Spring Break
" - more emphasis to be placed on deadlines in mathematics and
writing class\

‘March 16 - ' Spring Break
‘ March 20\1981 - , \
March 23 - , . ,
March 26, 1981 . Bart Fiumano, counseling teacher, ahd -Mary Preda, Counseling

adminigter the Human Potential program to the Basic Skills ‘group

-

- Bart Fiumano admthisters aptitude and gnterests tests *

-
Iid

March 25, 1981 ~  Admistrative and teaching team and CETA representatives
] . . discuss
. , - expe?iences of Human Potential program ,
<+ continuing problem of absenteeism ' ~

s e —-————x—ggoptionof deadlines forassignmrents <
March 26 - . .
April 22, 1981 °. The teaching team developed student evaluation forms

Barth*hxmano. dounseling teacher, helped students develop
educational plans for summer and later.
s, - two students dropped
.April 22, 1981 . The administrative and-teaching team and CETA representatives
‘ «discuss —
- dropped students - . -~ '
= absenteeism (14 of 21 missed at least once during the preceding
. two weeks)
./\ . - ~ student evalqation forms

o m_.A_j MA._‘..‘__A_AM,._._‘“_#-mu._._mu.wm.,w_rg & N I T
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(April 23 - _ . Two more students dropped ( a tota.l of 6 out of 28
-May 14, 1981 y .
B ; Bart Ftumano, counseling instructor, enrolled most of the students
s s for summer- school classes .
- \\\J : A
y  The Teaching.Team
- administered posttests L : o
. gédministered student evaluations ‘
r + - concluded tbe semester on May 14 .
May 21 - - James Smarr, Reading/Study Skills teacher, and Stuart Moxjon,
May 23, 1981 Writing teacher, attended the Mid-American Association of |
< Educationdl Opportunity Program Personnel Workshop in Chicago,
Mlinois
. v
May 15 - ' The Teaching Team : T ) ) ‘
May 26, 1981 ~ - _evaluated posttests C y T
* began final reports .
May 26, 1981 - Administrative and teaching team members and CETA representative

- discussed tentative findings ~
- , - discussed developmental conference to be scheduled in September™ ,

1 1
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Jppendix H ) . READING INVENTORY

-

— 1

PUT AN X NEXT?TO THE STAIEMENTS WHICH APPLY TO YQU AT THIS TIME.

lid
16“‘1 usua11y miss the main point that an author is. presenting.
17.-

N i 3
I know I-am a slow reader. -
~ 8

. ’ < ‘

_ Because ‘English is notﬁﬁimgatlve language, I have trouble reading and speaking

English.
I.do not like to read, but I know that I have to improve my reading skills.

I read all the time..

AI do not read much at “all.

I have d1ff1cu1ty pronounc1ng most words in anything I read.

The'only worgs I somet1mes haVe trouble pronouncing are big names or long new .
words . ¢ '

1 do not: know how to use the pronunciation guide in a d1ct1onary to figure out
the pronunc1at1on of new words.,

Often, because I.am a poor reader, I am too embarrassed to read a passage aloud
in c]ass to prove a point. : ~

I have d1ff1cu1ty §pe111ng'most words when I write.

When I read éi]entl&, I read word by word. o

I read everything at the same rate.

<

|}
.

Almost everyth%ng.L read--from the newspaper to text books--is hard for me i
to read. . v g, .

I have difficulty understanding most things ‘1 read.

I can understand things I read for pleaSure, but 1 have d1ff1cu1ty understand-
ing ass1gned material «

o
4

When I read, I am usua]]y not. consc1ous of the author s thought p]an.
Nhile reading, I' am not consc1ous of paragraphs. .
When 'I finish reading, I usually canngt remember what I have read.

I ’have a hard time concentratjng on anything I read. - g

.




I dislike using controlled readers.

‘ -220-
-

I have a hard time concentrating only on th%ngs I am required to read.

)
There usually are many words in a reading which I do not understand

I usua]]y just pass over d1ff1cu1t words w1thout try1ng to f1gure out what they
mean . .

I have a very weak Vocaﬁu]ary.

l -

I usually do not look over something I am about to read .before read1ng it.

When I.read an assigned chapter, I start w1th the f1rst word and keep going
t1]1 I have to stop or until I finish. \ _ .

Nhen I study-read, I usually underline {mportant ideas:

- <

When I study-read, I take notes. ..

I usua]]y take too many; notes when I study-read. .

In read1ng d1ff1cu1t material, I usually do not stop after‘a paragraph or -
section to summarize ‘to myse]f what I have Just read.

I do not usua]]y use the study or rev1ew9quest1ons at the end of a chapter to
test myself. ., ‘ - )
I do not know how to find books\gﬁ articles on a part1cu]ar subject in the

library. * . -

Nh11e reading, I usua]]y am not aware of questions.which: arise in my own
thinkifg about the material being read, '

¢

Prior to this semester, I have used a machine (contap]]ed reader) to improve

. my reading.
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* Appendix I ‘ '

ROSSIBLE ASSESSMENT INSTRUMENTS

SCREENING ' , »
METHOD ' FACTOR(S) L RESPONSIBILITY
1. Nelson-Denny | Potentia) for Successful "| CETA Local Prime
Rdg Test Achievement within 16 week * | Sponsors .
: Semester (3%11e-12311e; ,
total score) .
. 2. Interview oesfu to pursuve occupational CETA Local Prime \
curriculum at MCCC; Sponsors \
Commitment to gsemesterof - |, '< ¢ |
~ , {ntensive work on basic skills; ) a8, '
R Sufficiency of financial | Basic Skills Team
' support; . '
: . \ Freedom from serious personality”
. or social disorders ”
BIAGNOSIS
| READING | -
® ko FACTOR(S) RESPONSIBILITY
' 1. Nelson-Denny 1 Genéral Rate of Rdg; CETA Local Prime
Rdg Test . General VYocabulary Level; Sponsors
: General Level of Comprehension;
Overall Reading Ability
2. Mchraw-HIN Reading rate flexibility; | sastc Skins Team
-, Rdg Test : ‘Skiming ability; - ,
. o *Scanning abtlity;
_Recognition of main’ {dea;
Recognition and understanding ) R .
of specific facts; - ’ .- .-
> g o . _ | Mwareness of paragraph structure LS 2,
oA : | - and organization; IS
A . Critical evaluatioh of. tongy—.. “|.
) ntent, validity of argumenss; - ' -
. | Discrimination of Fact #s, Opinfon 0
3. California " Mord Attack Skills Basic Skills Team
Phonics Test . .
S ’ , o

N .
] , . ~ H
. . . - .
) .
o - 235 o y
. . s - -
) . . d . -
B .~ . » -
. , . R
-
-




STUDY_SKILLS
METHOD

- McGraw-Hi11 Study
Skills Test

v

© -220-
_ ASSESSMENT (comuutb)

40 .

" FACTOR(S)

Underl 1ning )
Library lnfomation

)

RESPONSIBILITY -
Basic Skills Team

Teacher-Made Test
or McGraw-Hi1l
‘Study\§kills Test

‘or

" Brown-Holtzman

Sarvey of Study

Hadbits and ~ .

Attitudes

b

Study Skills (SQ3R, etc.)

» ~.

Basic Skills Team

" McGraw-Hil1L
Study Skills
Test

or
Whimbey Analyt- -

tcal Skills
" ]nventory

Problem Solving Abilities

€
. k]
\f’ : —

Basic Skills Team

Teacher-Made Test

: Dictionary 'Skills

Basic Skills Team ‘<\

Teacher-Made Tes@

Structural Analysis Skills

Basic Skillg Team

Xerox Effective
Listening Pre-
Test

Listening Compriehension

1

lasic"Skills Team

"Teacher-Made
CLOZE Test(s) -
from textbooks

'Abthy to Cope with content text

; llateria'i

Basic Skilis. Team

\

»./.‘ " g_ )

-

T WATREIVALICS

Yeacher-made. Test

i

r

Ski11s Yaught n &ich wnit -

Bask:ﬂkﬂﬁs‘fo;uL




) ASSESSMENT (CONTINUED) ; 9.
'.’ COMPOSITION T~
METHOD FACTOR(S) RESPONSIBILITY:

Diagnostic - | Organtzing Skills Basic Skills Tean
Expository Essay | Mechanical Skills .
: McGraw-Hi11 ,  om '
Writing Test —
_ LEARNING STYLES (\ ¥
¢ R Canfield Learning Preferences in: conditions -Basic Skills Team:
Styles Inventory content :
Nowicki-Strickland mode
Locus of Control , Expectancy Level - - p
Scale Internal -. External Control | Basic Skills Team
. , -
4“; -
’ °
COUNSELING
' Kuder D D - 'Iniemst Test Counselor
y .
7’ Py
Strong-Campbell ° [ Interest Test ] Counselor
’ \
) g ( . . ] ;a
‘Rolland Self- Interest Tes{ — Counselor
'Directed Search - _ .
D. A. T. Multiple Aptitude Counselor
S 6. A. T: B. Multiple Aptitu Counselor
. . o — - %
“* Guitford Zimmer- | Temperament Counselor \
man Temperament . ,
. A . =
i i % -, , <
R \ \
’ { -\
o .
b N
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" APPENDIX J - -
THE HUMAN POTENTIAL -WORKSHOP T ‘
g ' ‘ ‘ e

The McHolland version of . Human Potential was used as part of the counseling
component of this project. The group was divided in two with each group led by a
counselor. (Mary Preda of the counseling department led one group while the ,
program's counselor, Bart Fiumano, led the other group. )

o
" -

1. The McHolland approach has a very positwe tone and is based on two

/ ) " principles:
. A.  All peoplé have many talents and strengths of which they are N
" o not aware,
< B. Through positively structured exenclseS‘we can become mor/e,
- . fully aware of these talents and m(g.ke use of them.

" II. -The methodblogy systematically leads the individual through: six essential
. experiences. . o :
A.' Unfolding - is a basic process whereby the participants get
:+ to know one another and themselves better. The emphasis is
" on sharing what the individual mshes"to share with the group.

Those aspects of the individual thit are shared are the positive. .
dimensions of the individual's history ‘and personality During ) ‘
this process the individuals in the group begin to realize what ) o
they have in common with the other members of the group. ‘

1. Basic unfolding - a three minute sharing of one's past.
2. Empathy récall - an exercise whereby we remember
what is common in others' bakgroynds. .
3. Peak experience recall - positive yet critical experiences
. _are remembers and shared.
4. Mlm-peaks - a review of small pleasures and satisfaetions

B. Achievement Analysis - Qs a structured exercise in which an individual -
’ ~ first lists both major and minor <achievements, and then.using an
evaluation grid looks for those conditiois we deem necessary to consider
something a success, achievement or gtrength.

'S

C. Value Clarification - through both games and a study-exercise approach,
4‘\ the participants are assigted.in identilying their, values.
1. Value Analysis Chart - a eonscious analysis of values that
_ . *" . is later used to point.out "should" values .

» - 2. Values Auction - a games approach used to identify sub-
‘ * conscious,values. ' )

3.  Structured ‘Value Analysis - a series of questions and answers

* are reviewed: by the group to help the indwiduals identify their

.operative vdlues.

N
N ,
Tos

.
o.l‘
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Strength Acknowledgement - a structyred exercise during which the
now close-knit group exchange with one another those talenmts,

strengths and abilities they see in one another. Often others will

note talents in a person that he/she does not see in himself or herself.

Goal Setting - a series of activities spaced ghroughout the program
whereby the participants learn first how to set goals and then to
achieve them. The participants learn the criteria for good goal
setting thend practice achieving goals based on these criteria. Goals
are first set on a concrete basis then on a value-related Dasis.
Life-Style Planning - this culminating activity has the pe‘gticipants
review their strengths and values and establish some specific and
achievable goals for themselves. Because the pa.rticipants are now
positively aware of their strengths and talents, they are able to set
value-related goals with confidence. .
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