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Foreword

Many people have to make decisions about changing schobl programs.

Before a prograﬁ can be changaed, parents, tsachers, and school administrators
must be committed to an idea or a program in erder for if to be success-~
ful. |

One of the areas that is undergoing rapid change these days is the
treatmant of reading disabilitye»rhis book is one in a series of four
concerned with reading difficulties and making adjustments in school
programs to solve reading problems. People ia our schools must face the
question of what they can do about reading difficulty. Bach of the four
books in this series directs its message to a different person in a school
staff. Bach focuses on a different aspect of treating reading difficulty
and #hat different staff members can do to maske that treatment more effective.
The four target audiences are the tgachcr--troating reading difficulty in
the classroom; the readimg specialist--treating reading difficulty within
a school building; the principal--treating reading difficulty that is
related to environmental factors; and the top-level administrator--treat-
ing reading difficulty through a multi-service diagnostic center.

It would be unwise fér anycne to read oniy one of the four books and
feel that he has a complete picture of what schools can do to overcome
reading difficulty. Bach of the books is a part of the broad picture;
all four parts should be read in order to visuaiize.tho scope of the treat-
ment of reading difficulties at various levels. Naturally, the classroom
teacher will attempt to deal with minor disabilities whereas the diagnostic

service center will focms on tha more severe types of reading disability.
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It is possible, of course, ror an jpndividual to read only that book

which is directed to him personally and to get a picture of what research

indicates about activities in his area. He can get descriptions of how

to establish programs that will enable him to ovexrcosme certain typas

of reading disability. As long as he understands that he is concerned

picturing only a limited segment of, the total
within

with, and that the book is

picture, he will have some perspective in tpying to make changcs

his area of rcsponsibility and influence.

The U.S. Office of Bducation gontributed to the support of the prepafao

tion of these books because it believes that the tochuical research

jnformation compiled by researchers and reported in reseaxrch journals

should be interpreted in a veadable fashion to the people who conceive

prograﬁs and make changoc in school systems. The imtent of the books,

therefore, is to cut down on thc tino 1&9 between research demonstratien

of worthwhile projects and the 1lp1|-¢ntntion of thcso projects in sehool

systems. Naturally, the disseaination of information is necessary before

change can take place. 1t must be moted however, that knowledge about

successful treatment of reading disability is only the initial step in

bringing about change.

It takes a perscn with a strong jdea and a strong commitment to the

improvement of the instructional program and the services that the school

offers to instigate change. Someone has to be convinced that there are

better ways of doing things and be willing to expend extra effort and

time in order to bring about more effective teaching prograns.

The overall strategy of thase books is to look at the range of reading

difficulties from slight to extreme, and to suggest that treatment,

therefore, has to move on many fronts with various professionals working

er=

simultaneously. Thus, the ideal is to provide action by teachers, sup

o .

visors and administrators. 1f for scome reason or ¢vher 217 o«




persons do not act on the problem in their vespeetive spheres ol nfiuidde,
an individual is not prevénttd from mapping plans appropriate to his
responsibility and initiating action at his own lcv;l. That is the reason
each of the four documants is directed to a different person. It enables
an interested party to set up a program in kis own area regardless of
what happens on other fronts.
Each book contains a) interpretation of research about a set of
causes
b) model programs aimed at overcoming the
probleus
c) steps for settimg up a program (directed to

specific leaders im the school system)

d) recoamendations amnd guideiiucs for those

Prograns
These manuscripts were davclopod in the foilowing manner: 1) There was
a review of the research on r‘ndihg problems from the published research
literature since 1957. The data bank of BRIC/CRIER, Clearinghouse on

Reading, was screened for data, as was the ERIC/CRIER book Diaﬂgpsis of

Reading Problems by Ruth $trang, published by the Intennational Reading

Association. 2) School systems that had successful programs aimed at
overcoming types of reading problems were viiited.by the authors in order
to get a firstehand description of those prograns; 3) A conpilition of
the research data and the program descriptions was made in an attexpt to
correlate what research shows with what people are doing to overcome
reading problems.

This book is directed to classroom teachers snd deals with their role
in preventing and overconing.reading difficulties. It recognizes that
most classroox teachers o mot have specialized training in diagnosimg

and treating reading problems and so it Inclvdes a discuseiz: o aor o
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iaentify specific skiil deficiencies, sample techniques Ful Cowaieay
specific deficiencies, as well as discussions of such broad matters as

organiziﬁg the class in order to treat readiamg problems,

INTRODUCTION

The classroom teacher is tue siuglérnost important factor in whether,
and bow well, the child learns to read.

But to speak of Egg_clasn:odl.tcuchct in this connection is to suggest
a uniformity among tcathrs that silply does mot exist. Not all elememtary
school teachers bave beem trained to teach roading effectively. Most
secondary school teachexrs, who are confromted daily by childremn who
cannot read with ilhe efficiency needed to master high school material,
have had no ccurses in reading. Scme forttnéto teachers are given a wide
array of materials and equipmeat te help with the teaching of reading.
Others have only the most 1i-itod resources with which to work. The
other problems, which are the problems of educatiom 1tse1f--ova€2?rowded
classroomns, children with mo readiness akills 1# language, 1nidequate
budgets to ppovide special help for difficult cases--confront teachers
in varying degree. Finally, of course, not all teachers are equally
talented. |

Those classroom ieachers who are courfronted with children baving diffia
culty in leaming to resd--which is to say virtually every teacher in
the nation--could well'profit from seeing what is beingﬂdnne around the
country to overcome reading problems. That is the reﬁl purpose of this
booke-to describe any of the good ideas, techniques, and materials that
are currently proving to be effective. Some depend for their success on
greater expenditures of money for specialized personnel, natefials, and

equipment. Some depend on expanded in.service training to help the teacher
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isprove her skills. Some depemd, to a large @xtunt, i &ivessdo e,
children with speciric reading problens, and it follows, an improved
attitude'toward then, |

The range of problems that the classroom teacher finds in the class~
roon has been treated in other books in this series. The problems
created by the child’s.epvironuoht, those that require cliinical help, and
those that cannot be effectiécly handled in the classroom but reguire |
special remedial help'are-thc-yﬁbjict of three other boocks. The classe
room teacher's understanﬁing of those matters dan be increased by reading
the books preceding this one. iht'bock diiccted toward the reading
specialis® womld be cspaciully hnlpful to the classroom teacher since
much that goes oOn 1n remedial classes nuct‘be followed through uhen the
child returns to his regular classxoom.

No one person cam solvy all the zouding_ﬁ:wbluns in a qcho@l district;
nor can any one type of hctivityiiaxigfy all nseds. Hvery school sysiem
has reading difficulties that vary Lrom tligh& niounderatandiags of
rules to severe disabilities with accompanying psychgloﬁical and social
deviations. A comprehmsiv‘ reading progran, therefore, includes the
diagnosis and treatment of reading problems at all levels, slight to
severe--a program that ranges fyom correction bf a classroom teachexr to
treatment by a clinician. without that range of tﬁeatnent some children
are bound to suffex sorious defeat in learning to rtad.

The classroom teacher, the readlng specialist, and the administrator
all provide necessary ingredients in a workable, comprehensive reading
program, Whem one or more fails to contribute his part, he destroys a
significant pertion of the program,

The classroom teacher providesnthe diagnostic and dorrective bases. He

must identify problems and determine to apply corrective treatment in

the classroom or refer the child to someone wio can give the needed
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diagnosis or treatment on an {ndividual basis, he sende the child to a
remedial reading teacher (readiag specialist). |

The reading specialist works with individuals cr with small groups and
provides specific and concentrated treatment as long as the child needs
the help. Estimates put 10 to 25 percent of the school population in need
of that kind of specific help in reading (Strang,'1968; p.2)¥ The specialist
and the classroom teacher remaim im constant touch about the individual
child so they can work coopotatively in bringing hiam to satisfactory
perfornance in reading. Often a sp-cia;iot will work only in one school
building or share his time betwaen two buildings.

1t is estimated that one to five percent of the school population need
highly technical diagnosis and treataent fbr severe reading disabilities
that may have their roots in emotional, social, or physical problems (Strang,
1968, p.5). This kind of clinical diagnoaic and treatment meeds the
support of the central school administration, Funds, coumuhicatiohs,
support, and encouragemént for a coiprehinaiwq program must come from the
top-level adninistratoz. Unless the top-leveli administrator, the principal,
the reading specialist, and the classroo= teachers see reading problens
from various levels and work with one anothex in refcrrals. treatnehts,
and evaluations, every child with a reading problem will not get the help
he needs. | | .

It should be evident, therefore, that a comprehensive attack on reading
problems comes about through the cooperation of many people. Certainly
it is not possible foxr the classroom teacher to conduct an lnedepth
clinical type diagnosis and treatment of severe reading probleams in his
classroom. Neither his time nor his training permit him to do so. But

the classroom teacher does have the obligation and the opportunity to

identify specific reading skill deficiencies and can direct the chiid

LTl L ¢ .
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toward improving his reading by appropriate classroom exercises.

Definition of Terms
A number of terms will be used in reference to the roles of various
people involved in the t«aching.of,reading; The following definitions
of roles should sefve as a guide to the particular duties of each., These
definitions, and Analyse§ of qualifications'fqr each of the roles, are

taken from the Journal of ﬁcqﬂigg;for October, 1968,

A reading sEdcialist is that person 1) who works directly ox indirectly

with those pupils who have either failed to benefit from regular
classroom instruction in reading or those pupils who could benefit from
advanced training in reuding skills and]oi 2) who works with teachers,
administrators, and other professionals te improve and coordimate the
total reading pxogran of the school.

A special teacher of reading has major responsibility fer ranedial and

corrective and/or developmental reading instruction.

A reading consultant works dirdctly ﬁith teacaers, adninlstrators, and

other professionals within a school to develep and implement the reading
progranm under the direction of a supervisor with special training in

reading.

A reading supervisor (coordinator) provides leadership in ;all phaseé

of the reading program in a school system,

Developmental reading instruction is characterized by starting at

the instructional level of a chiid, helping him proceed at his own rate;
and following a sequential series of reading sctivities., This kind of
instruction is done in the classroom by the ¢lassroom teacher,

Remedial reading instruction imcludes the ckaracteristics of develop-

mental instruction but deals with clhiildiren who mead at two or more



years below their capacity ox grade level, Tnis kind of instruction is
givan by a remedial reading teacher outside of regular classroom settings,
wsually in a clinic oxr special classrooa.

Corrective rsading imstruction, like remedial instruction, includes

the characteristics of developmental instruction, It deals with children
who read up to two years belew capacity exr grade level and is given by

the classroom teacher in the regular classxoom,




Trii EXTENT O Tt PROBLEM

In a typical school class of thirty, reading ability will range from
those whose severe problems prevent them from xeading at all to those who
read with facility. Strang reports that from ome to five psrcent of
children have severe disabilities resulting from physical, psychological
or neurological disorders, from 10 to 25 percent of children nave moder-
ately severe disabilities resulting from failure to master nacessary
skills, and from 40 to 60 percent of children have mild disabilities re-
sulting from minor difficulty with some basic skill.¥ Applying these per-
centage figures to a school class of thixty ome or two children might
have problems severe enough to warrant clinical help. From three to s$ix
of the c.ildren might have problems severe enough to require remedial
help outside the clascroom. Of the xemaining children, between twelve
and eighteen might have mild skill problems that require classroom atten-
tion if they are not to develop into more severe disabilities. The re-
maining children, who are doing just about what can be expected of then
for their age and'grade, might display slight difficulties in specific
skills or might require imdividualized pxograms to prevent them from
losing their skills and ihtcrest through boxedom,

In far too many schools, the classroom teacher is expected to deal with
all thirty children, includimng those who cannot learn to read without a

highly technical diagnosis and treatment. School systems are now begirning

to recognize that such an assignment is impossible for the classroom teach-

er to carry out. Remedial reading programs, dascribed in the third book
of this series, give an indication of increasing recognition of the need
for special programs.

The classroom teacher is in a pivotal positiom, since the only gemeral

*Strang, 1968, p. 2.
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.olution to re&wiiay difficulties is ©O pLuveénl thew ...~

stage. Without prevention of this nwture, the naubers ol CRl.Gren anud the
expense involved in treating them in remedial programs assunes such pro-
portions that school systems are unable to deal with them.

No one is in a better position to prevent yeading prowlems or to correct
them as they appear than is the classxoom teacher. An elementary school
teacher, for instance, whe meets a class for over 175 days, has some 800
hours for observation. Assuming a class of 30? theoretically there are
more than 25 hours to devote to aeach pupil. Even granting the time spent
for group instruction, the classroon teacher has an opportunity for in-
dividual obsexrvation and imstructien that is denied anyone else in the
school systen.

The secondary gchool teacher doas mot have as much time for observation
of reading difficulties bacause he meats his youngsf.rs usually for only
an hour a day and, therefore, has approximately 180 hours of observation"
time for any given youngstcr.lrhio doesa't excuse¢ him from taking a diag-
nostic look at the reading and comprehensien skills of the children that
come into his cla;selg it omly means that he will nafnrally be less spe-
cific and more broad and more general im the observations he makes. He
will be more concerned with the ckild's ability to recognize the vocabulary
pertinent to his subject, his ability to read different length selections
and respond to appropriate comprehension questions, and his ability to
make use of the various study skill activities that are usaed as part of
his teaching.

Bnvironmzental Factors

The classroom teacher must be more aware than anyone else of the effect

of environmeat on the performance of childrem. Recently, much has been

written about environmental factors as a cause of reading difficulty.

One of the books in the Target Series is devoted to ways of overconing




cavironmental fec.orfs that Can cause rvalide} problems. «.oa or e e
teachar should be aware of is that a anowlddge Of the homd and aelghoox-
hood, and language patterm that the children have, can give kim significant
diagnostic imformation and help to adjust imstruction to meet the specific
neads of the children im his classroom. A child from a home where language
is important and conversation is a significant part of family life will
usually have a much easier time learning to read than a child who has

had little home experience with elaborate language patterns (Bernstein,
1960; Hilliard and Troxell, 1937).

What are the factors in the home that are most often related to reading
problems? A low socio-economic level is one, although parental attitudes
and behavior may be more significant thai the parents' education, income,
or race (Dave, 1963). The size of the falily, the child's position in it,
and the opportunity the home prcninto for learning experiences relevant
to school are also important (Gordom, 1965). The usual picture is of a
large, impoverished family, wsually mother-dominated (Gill and Spilka,
1965), living in a moisy, evercrowded atmosphere (Deutsch, 1963) that is
often permeated withvan underlying panic. The basic necessities are un-
certain, adults unpredictable (Maas, 1951), the world suspect and threat-
ening. Communication is oftem through gesture and other non-verbal means
(Bloom, 1965; Milnar, 1951), while the langﬁago used is tersa, not neces-
sarily grammatical, and limited in form. The home has few books, few toys,
and little self-instructional material. The children rarely ventnre beyohd
their own neighborhood or even their own block. They are rarely read to,
and therq is little contact between parent amd child. Rewards and punish-
ment (often physical) arxe immediate (Kohn, 1959;'Lesh%h, 1952). Learming
to postpone gratificatiom is as irrelevant to their way of thinking as

learning for learning's sake (Gordon, 1964).
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In such a noisy and chaotlc enviroamunt, Chiasdfvis . we . .

best they can. They may leara, for instance, to screen out sounas, sSOME-
times only too well. Theirx habits of listeaing and hearing, their speech
patterns and pronunciation, may prove inappropriate to the txaditional
learning situation imn school (Jenson, 1963; Jobm, 1963). In addition, they
may be undermourished ox lacking in sleep, imattentive, disturbingly ag-
gressive, or ominously withdrawn (McKee and Leader, 1955). Their absentee
rate is probably high.

This generalization, however, suffers the diaﬁback of all generaliza-
tions: It is just that and mothimg more. It points with accuracy to no
individual case. Some childrea of poverty have learned to read easily
despite economic deprivation; some economically middle class homes are as
barren of cultural advantages as the poorest (Gordem, 1965). Middle class
parents, whose anxiety about their child's progress in school takes tke

form of reproach rather tham emcouragement, may contribute as much to their

child's reading problems as lower class paremts who were dropoﬁts and

whose hostility or lack of sympathy toward school is reflected in their
child's attitude. |

Data about the home and noighbérhood envirommgnt, then, can offer sig-
nificant insights into learning--study habits and motivational drives--
important factors in the treatment of any reading problem.

Even the most unskilled observex can spot the nonreader. (Recognizing
the reasons for his inmability to ru;d is anothor matter.) But spotting spe-
cific reading difficulties and being able to analyze the skills involved
in the reading process require knowledge, training, and experience. After
having analyzed the problems, knowiag what tc do about them is something
else. The remainder of this bauﬁ ii intended to help the classrcom teacher

sort out the problems and learn how other teachers are coping with then

effectively.
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With any problem, diagnosis should precede action. In the diagnosis of
reading problems, the teacher tries to understamd the child's reading
strengths as well as his weaknesses. The more his strengths and weaknaessas
can be pinpointed, the more likely it is that a corrective program can be
devised that will take advantage of what he does well and attack directiy
those skills he lacks.

A few general things can be said about reading diagnosis. For ome, it
should be continuous and interwovea with treatment. Secendly, the earlier
the problems are discovered, the more hope there is for conquering them.

A specific diagnosis is probably the key factor in prevention as well as
in remediation of readimg diffiqultics. Hopefully, diagnosis leads to
ndiagnostic imstruction," wikich attempts to imdividwalize imstruction to
match the teaching with the problems to be cvercome.

The first step in classroom diagnosis is to describe the reading perform-
ance in terms of vocabulary, word :ccobniticn,‘ccntcncc and paragraph com-
prehension, and related dbilitiei (Strang, 1968, p. 4). Idachér‘observa-
tion and informal and standardized tests, which will be discussed later,
are the chief tools foxr the tcicher. Other indications might come from
classroom exercises related to reading performance, short vocabulﬁry
quizzaes over assigned new words, paragraph rtndinﬁ followed by writing
sentences stating main ideas, new vocabulaxy words introduced through at-
tention to woxrd analysis skills. With some students who are having relasive-
ly minor trouble, the teacher can spot the difficulties immediately and
take equally immediate steps to corrxect the problens.

Ancther diagnostic technique for the classroom teacher is to consider be-
havior, other than reading performance, which could be affecting the puapil's

reading. The teacher may note, for example, tkat the pupil is passive or

has a low energy level so that he simply cannct put out the efioxt that
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reading  demands. Some pupils dave such MeAGRX SPEaKilly Vi ...

At is impossibie for them to decode or understand the words tasy encounter
in reading. Still others display emotional problems, such as amxiety,

that keep them froa concentrating in ;chool. And there are many instances
of poor work habits, with an "amything goes" attitude, thaf can influence
a child's ability to read (Strang, 1968, p. 5).

Checklists can be holpful in estimating pupil skills, attitudes, and be-
havior. A sample checklist for use in observing and evaluating attitudes
toward reading is reproduced below. The toachcf might use + or - to in-
dicate the presence of or lack of the attitude umder consideration. Other

checklists can be devised to serve other needs.

i Iﬂvontory of Growth in Attitudes

“Apnf
uwy

“Rxx3p

i Toward Reading

l. Does he anticipate reading periods with pleasure?

i 2. Doas he use books frequently during free periods?

3. Does he find opportumnities for readimg at home?

var

4. Does he read newspapers and magazines?

S. Does he show interest in reading a variety of books?

6. Does he read for information?

i

PR

7. Does he usually finish the books he starts?

8. What kinds of books does he like best?

9. Does he make frequent use of the school or pwblic library?

A deeper level of diagnosis comes from an attempt to analyze activities
related to the process of readimg, such as auditory amd visual perception,
differentiation, associatiom, retemtion, analysis, and evaluation leading

X
to motor, visual, or vocal output. The Role of théReading}SPecialist in

Conquering Reading Problems, the third book in this series, describes
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L. and other sevels of dragnosas move fULLY. SOLE (evea. o oo,
are ordinarily reserved for clinicisns who include in & diagnosis suci
things as psychological, sociological, and imtellectual disabilities that

prevent a child frxom learning to read.

Two Objectives

In diagnosis, the classroom fchcher has two objectives in mind. One is
to determine the correct instructional level for the child. This level
can be defined as that at which the child can read successfully with di-
rection froi the teacher. At this level, the child should be able to com-
prehend 75 to 80 percent of what he reads, to pronéunce at least 95 percent
of the woxds encountered, and to rcad.orally with matural rhythm and good
phrasing (Betts, 1946, p. 539). In any given classroom, it is likely that
there are as many as five instrﬁctionai levels. The secoﬁd objective of
classroom diagnosis is to discavgx the specific skills a child lacks. If
this objective is not kept inm nind; the teacher ﬁight continue instructing
the child in skills he has already mastered amd ignore those on which he
needs special hepo* |

Finding the instructional levels for children in the classroom and iden-
tifying the specific readiné skill weaknesses that each child has can be
accomplished through various measurement and evaluation teéhniques. Formal
group survey tests, informal imvenioxies, smd daily observation in the
classroom are three specific ways of identifying the needs of children.

Group survey tests are one imstrument to measure comprehension, vocabu-
lary, and reading rate, as well as detexnihing the grade ltveliat which
the child reads comfortably. Tke,Gates»Pfinnry ﬁeading Tests, the Iowa
Tests of Bducationél Developnent are‘insfxunents widely used for group
survey. In addition, the publishers of basal readers have produced tests

intended to be used to see whether a child is ready for a specific book in

*See Appendix A, "Techniques for Classroom Diagnosis of Resdginy Probirs e U
for specific tech-icwss -t rpes .t
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1n a reading suries.

Survey tests are diagnostic §n1y in that they give limited informétion
on vocabulary, comprehension, and reading rate. However, moxs diagnostic
information éaxlbe obtained through the use of teacher-made tests and in-

formal reading inventories.

Teacher Tests

Probably the nost wi&ely used diagnostic tools are the teacher-made
tests. In these, the teacher makes up.the tast om the spot and is looking
for only one or fwo things. For initaucc, in working with a pupil, the
teacher may wonder if tic child can identify a certain digraph, such as
nch." She gives him severai words beginning and ending with *"ch." If
she wants to test the child's comprehension, she simply asks him to read
a paragraph, clﬁse the book, amd then'tcll her what was in the paragraph
or answer questions about it.

The informal reading invento:y is somewhat more structured. Using a read-
ing series the child has not seen before, the teacher has him read orally
sample paragraphs at varying 1§ve15 of difficﬁlty. Comprehension questions
dealing with facts and ideas fol;ow cach reading. By carefully marking
errors made in oral reading and by evaluating the kinds and frequency of
errors and answers to comprehension questions, the teachexr can identify
the child's independent, inutruétional, and frustration levels. (Johnson
and Kress have a reading aids booklet on the development and use of the
informal reading inventories, published by the International Reading
Association;)

A word should be said aboutvthe various reading levels a child-~-or am
adult, for that matter--has. The independént reading level is the ome at
which the person reads easily and comfortably, where he reads with and

for pleasure(Betts, 1946, pg. 446). The imstructional level is that at
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wiach ne can pronounce 80 percent of the words O COMpw. wii s . o

70 percent (Betts, 1946, p. 339). The frﬁstration level is the onc at

which the reader bogs down hopelessly (Betts, 1946, p. 45). Group survey
tests usually indicate a ghild's f:ustfation level. The child will wusually
have a higher instructionai level than independent reading leﬁel, so if -
it appears that he likes to read material that the teacher things is too
easy for him, he is simply seeking tﬁe level at which he can :elax. In

too many classroons, especially those where ingtruction is not geared to
individual différences, Rany of the children may be f#rced to read at their
frustration levels. Further information om r‘adiﬁg ievels can be found in

the foreword statement oX this book.

Information To Look For

Whatever instrument is used, a toacherlis looking for information about
the child's general reading skills, his'uord‘att;ck skills, and other
relevant data.

Uader generxal reading skills, the teacher wouldAnete expression, nature
of enunciation, skill in phrasing, woxd-by-word.réading, physical habits
during readiné, and attitude towird reading. Word-recognition skills en-
compass the use of context to gue#s the woid, adeqmacy of sight words,
adequacy of procedure in phonics and struciurll_analysis. Word é@tack
skills will show up the‘pupil's_ability to blend sounds, analyze]gprds,_
syllabicate, recognize parts of compound words, and to recognize Jpecific
vowels and consonants. Word-recogaition difficulties the :eader might
display are reversals, the wrong beginning;'niddle; or ending. Other
difficulties the child might display are in repeating words, omitting them,
oY refusing'them. |

Related to general reading ability are such data as whether the child

hears and sees well, whether he has speech difficulties, or other physical
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dufects that maght interfere witk learninc, Nig apalii.d
oa and persist in tasks are directly related to whetuer he wil. ieadrn TO

read.

Classroom Observation
The most obvious, and perhaps the most important diagnostic teqhniéue
is the teacher's'classroon observation of the child. It is a technique
used cvery day by every class:don teacher and is probably the bést one
for understanding how a child reads. But i%_tdlls nothing dboﬁt why a
child reads as he does.
Dr. Ruth Strang suggestslfoux safeguards for the classroom teacher fo
avoid nisinterpretihg observations of‘tho child:
11, Since the student is always changing and growihg,
and obser#ation that wau made last year may not des-
cribe his preseﬁt'reading‘peszrmahce." |
2. A teachex cam observe - only a. small part of a
student's total bchnvior. On the basis of such lznited
informatlon, the teacher can make omly t.ntativc gen-
erallzatmons about the student's reading."
n3, Observations made by a teacher may tell more about tﬁe
teacher than about fhg student. Kis first ilpreésion of
the student, his philosophy of educgtion; and ﬂdﬁy other
factors may colo;.whgt he seed."
n4, Ideally, observations should be interpreted in
conjunction with interview, fest,}and other data. How~
ever, observntioné'often are the only data that arxe
avaiiable at the moment, and séneﬁines action should
not be deferred." (Strang, 1961, p. 43).
The more a teacher is aware of'what.gggié'he observed, the more she can

improve her observation skills.
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As a child is telling an experiénce AN LN CLABBCOCh, A e
observe many things:
. whether the child's use of 1anguage shows a rich vocabulary ox one that
is meager or even downright wrong
. whether the child Speakslin complete sentences, and whether he uses com-
plex sentences |
. whether he shows creative or bizarre inaqination--or noné at all
. whethexr he organlzes his thouahts in properx lequence oxr just rambles on
. whether he shows a sense of humor (humor is highly correlated with in-
telligence which, in turn, is highly correlatod wmth reading ability)
. whether he is 1nterosted ox npathetic |
. whether he 1s self-confxdent or shy

when the child reads_aloud, the teacher hus & chance to see what skilis
he has in recognizing words, in pronunciatiom, phras1ng, and expression.
The student wiil aléo give away his feelings (attitudes) about reading,
either by sitting up :traioht, eager to read next, or :louchiné in his

seat, paying little atten1ion. | |

If a child substitutes woxds in a samtcnmo, he gives clues about his
abilities. If the word is imcorrect but nlknp good sense, then he probably
comprehends what he reads, If it iakes noHsaﬁse, he is just pronoumcing
words with no‘undeistandiug or regard fox nénniﬁg. |

Group instruction and ditcnséion present many opportunities for observa-
tion, but also bring up some questions fdr tke clissroqn teacher. During
group reading perlods, the teacher can dbscrvc the children who lzke to
participate and willingly do so. Durzng group discussion, a usually sxlent
child may reveal undetected dbil:ty, such as responding to a story or a
picture with exceptional origindlity. HoﬁeVer, theré are pitfalls in

group instruction. For one thing, the childrea probably do not all read

at the same level and 80 there is always the danger of the good readers
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Even so, group interaction has its sa.utery effects. The brighter stucents

may stimulate those having difficulties and encourage them to read better.

The poorer ones may catch the sense of excitement in reading and motivate

them to learm. It is up to the teacher to see that the poorer students are

not embarrassed by having the others laugh at their mistakes.

The more able tba classroom teacher, the fewer children who will need

remcdial instruction. Providimg imtelligent reading instruction depends

on the ability of the teacher to diagnose the child's reading status, to
teach him on his appropriate instructional level, and to develop a reading
progranm that is sequential and relevant to the child.

Part of the classroom teacher's job is to kmow when a disabled reader
needs greater help than can be offered in the classroom. Pupils who should
be recocmmended for remedial classes or for clinical study are sometimes
not referred by teachers who feel that such referral might, in some way,
be a reflection on their teachimg abilities. An honest recognition of the
1imits of time and expertise open to the classroom teacher would be far
better for the child who, if he is denied extra and expert help, could be
doomed to the life of am illiterate. It is mot always easy for the classs
room teacher to know when the child ceases to benefit fxrom instruction
available in the classroom and needs special attention outside the class-
room on a more individusl basis. In those cases where the teacher has
difficulty in making a decision it is good forxr hin to discuss the problem
with the principal or the school counselor and the reading specialist. These
are the people involved in making decisions about the movement of children
from one kind of teaching situation to another, and, gradually, some cri-
teria should be established that would help all classroca teachers aaking

the decisions. Naturally some of these decisions have to be based upon tie
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treatment by that specialist. It should aiso be evident that the teacher
must provide scme cbservations and data on any child that he wants to re-
fexr for special help. Part of that referral should include a statement
of what he has done im the classroom to try to correct the disabilities

that have been observed.
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Children learn to read in a number of ways, not through a single appxroach.
The Harvard-Carnegie study found that schools use basal readers, experience
charts followed by basal readers, phonics programs that precede and accoa-
pany basal readers, the langﬁage experience approach, and individualized
reading programs to fcaeh childrea to read (Ausin, et. al., 1961, p. 21).
Most of these so-called approaches are associated with specific kinds of
materials and so we are accultoied to thimking of correcting problems in
reading by referring to materials of a special kind. A more fundamental
notion of how to correct reading difficulties, however, should be to think
of the approach to teaching children t0 read as a system. A system is a
planned strategy for instruction with an underlying rationale. If the
teacher knows this strategy amd rationale, it is much easier for him to
identify problems that the children axe havimg and what steps to take to
overcome those probless. H@st of the approsches to teaching read, es-
pecially at the beginmning level, can be arramged into four kinds of sys-

tems: 1) the controlled wocabulary approack, £) the mmlti-semsory language

‘arts approach, 3) the programmed instruction approach, and 4) the individu-

alized approach. Each of these systens represents a way of getting child-
ren to look at reading, handlo the analysis of how words, develop amn at-
titude toward the process of readimg, and build habits of interest and
interpretation of what is read.

The controlled vocaﬁul;ry system approach is the most structured of the
four systems for teaching reading. The learner road£ from a Book which
is carefully graded in terms of reading difficulty and controlled from
the standpoint of vocabulary, sentence length, and complexity of stoxry.
The learning principle of the‘contrclled vocabulary approach is to pro-
ceed from the known .to the unknown. This principle applies both to rxead-

ing vocabulary and to the content of the stories that appear imn the
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hood environmeri are used in the beguiaing stages of readiing. These words
are repeated again and again so that the only problem is ome of visual
recognition and not one of meaning or comprehension. One of the features
of the controlled vocabulary approach is the caicfully selected vocabu-
lary and its planned introduction of elaements in a givcn sequence. The
child is introduced to/;:ictices the ¢lements watil he has mastered them.
This approach or system is the one most freguently used by school systems
in the United States (Austin, 1961, p.'21).

The multi-sensory language arts approach contrasts in‘stxucture and or-
ganization with the controlled vocabulary approach. The multi-sensory
language arts approach springs dircc{ly from the interests and needs of
the child, thus very little structure caﬁ be predetersined. In this ap-
proach, the children create or select their own r;ading materials and a
teacher uses inductive techniques to getvthe children to understand word
recognition techniques and to comprehend sentences and longer passages.
The emphasis of this approach is on the interrelatedness of various com-
munication skills. Speaking, listening, reading, and writing form various
facets of personal communicatiom, and of course the basis for all com-
swunication isé thinking. Therefore, the pxinciple om which this systen
operates is thisg _What a person thinks cam be said; what he says can be
understood and written; what he writes can be read and understocd by some-

one else (Loban, 1963; Strickland, 1962). In the beginning stages of thxs

approach there is a decided attempt to show the relationship between oral '

language and writien language. Often, teachers ask children to dictate
stories to them, and the teacher writes down the stories with the child-
ren. The students are then encouraged to read back from the papef what

they have just dictated. Thus, reading instructionm utilizes the language
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the teacher identifying words and sounds as necessary, the child begins
to select books that are uppropriite to his interests and to his reading
level, all the while sharing his ideas and his mew-found interests with
other members of the class. This is not to say' that commercial materials
are not used, for teaéhers often supplement the experience stories and
individual exercises gemerated froam these stories with exercises from
commercial workbooks that fit the needs of iho children as the teacher
identifies then.

The programmed instruction approach takes the student through a series
of carefully planned steps, often.iu the form of statenehts or questions,‘
leading to pre-designgted behavior. The child, for exanmple, ﬁould be able
to make distinctions among a nunbir of words and find those which rhyme
with the word "rat." Programmed imstruction uswally relies quite heavily
on carefully sequenced materials that enable a child to move at his own
pace and to make indﬁctive conclusions about words and sentences. One of
the significant features of programmed imstruction is that it provides
immediate reinforcement to the learner and enables him to see when he's
making a correci of an incorrect :oaéonse.

The individualized approaéh is rolatgd to the language arts and the
programmed approaches in these two ways: It enablas a child to select
his own reading material based on his interests and needs, and the child
proceeds at his own rate through the development of reading skills. Nearly
all reading is done from trade books that the child selects himself after
a conference with the teacher. The teacher's responsibility is to provide
a checking system and to evaluate the child's progress. Children are
brought together only when the teacher finds that several of them need
an explanation or practice in a given reading skill, or as a mutual in-

terest among the children indicates the desirability of having discussion




or creative activity related to thnis inztecest.

it would be advantageou#, of course, foﬁ eyery learuer to ve matched
with the system that best suited his personality and his learning style.
The matching of learner with a system to suit his needs will, however,
usually not occur, due to the organizational pattern and the materials
selecticn practices of schools iﬁ the United States. Even if learners
were matched correctly, that still would mot eliminate all problems, for
some learners are going to experiemce difficulty no matter what system
they are in. The advantage of teachers kmowing about several systems is
that they can adjust their instruction to individuals aﬁd use techniques
from various systems wﬁen they find that students learn certain phases of
reading best when a'particular approach ;5 used. Generally, however, the
same techniques that are eaffective in the ggneral developmental program
¢an be used effectivgly in corxective activities.

Each of the systems described here indicates different arrangements, or
organizational patterns, for classroom instruction. The same variation is
_necessary in organizing classes for corrective ingtruction. A classrdom
has to have a flexibility for corrxective imstruction and has to be organ-
ized so that it can be carried on with a miniwum amount of confugion.
Schools across the country have experimented with'a nunber of techniqﬁes
for corrective reading activities in the clasasrxoom. These activities can
have two different focuses: One is aimed at prevention and the other is
aimed at the correction of a speciric skill daficiency found in a specific
individual at a given time.

Schools interested in proventibn organized a classfoom and carried on
scheduled activities that were designed to eliminate some long-standing
problems. For example, some schools set up listening posts in classrcoums

and had the children go through a series of exercises to develop good




language patteras, thus applylay Jrevaative Seasules .

reading difficulties. On the other hand, upon realizing that a chilu does
not know how to summarize or give the main'idea of a paragraph, the teacher
can have that child work in a conference COIRex with a series of exercises
that he takes from a supply of books in the classroon,

It is the opinion of many of the adninistrators and teachers interviewed
for this book that unless the classxoom structure is changed to erncourage
work on specific problems, either for groups ox for individuals, gorrective
activity is likely to go undonae. Tﬁo next few paragraphs, thén, discuss a
number of instances in which teachers have crganized their classrooms,
organized their instruction, orx changed the stxucture of their classrooms
in order to carry on corrective reading activities. It is understood, of

course, that the reader must consider the system uwnder which he is working

and try to adapt the suggestions of these successful organizational patterns

to his own situation. o
Here are some of the olonénts that were used or juggled in successful
programs:
1. Materials

2. Rearrangement of Desks and Equipment
3. Personnel Changes
4. Reduction in Class Size

5. Ungraded Approach

|
t
E
6. Teanm Teaching
Successful Programs
Given below are brief descriptions of the organization of successful
[ programs for corrective reading in the classroom. In many cities teachers

and administrators reported a decided improvement in students who were

being treated in the classyxcom under these organizational patterns. As
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system or conditions exist in the teacher's own classrogal.

The teacher, though interested in meeting the needs of the individual,
faces an entire class. Organiziamg instruction so that a class iay be
taught as a community, with all members doing educationally worthwhile
things, is the teacher's goal. At the same time, instruction must be adjusted
to meet the needs and characteristics of imdividuals. This means that

the classroom and the teacher must be so organized. that the teacher can

devote attention to children who needspeéial guidance. The problem of
adjusting instruction to individual differences in a classroom is probably
the most difficult of all.

Title I reports from the U. S. Office of Bducation and the Austin and
Smith study (1967) summarize many of the innovative ways in which school

systems are attempting to reorganize the classroom for more corrective

work on reading. The most frequent change, though not innovétive, has
been the addition of new materials and equipment. Many reading directors |
feel that providing the materials and equipment is an initial step im

getting corrective activities into the clasaroon.wifviust be noted, how-

: ever, that simply providing that material will not assure improved reading

ability on the part of the children. The lauorlala must be easily acceés-
ible to the teacher and the students, and the teachers, of course, must
have training.in the use of the materials and equipment. Probably the
most significant benafit of having a wide variety of materials and
equipment, beyond simply enAbling the teacher to turm quickly to a h;ndy
reference on corrective instruction, is incrnaseﬁ student interest. The

abundance and availability of these items spark the students'’ interxest

and can lead to learning, provided that imterest is capitalized on.
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people who choose do ot know enough about reading 1o $e.ect waterlidss

that will serve classroom neads. San Franciaco, California, tries to solve

this problem through their "Market Basket" plan. Principals choose the

material and equipment for their schools. They are shown reading materials
from a wide variety of pﬁblishers aﬁd are asked to comsult with their
teachers on what would be most beneficial in the classrooms. This program
is called the "Market Basket" approach because all the teachers have the
opportunity to pick and choose. The principal then ordérs materials accord-
ing to the amount of mozey that is available tc'hin.* |
Another interesting development 1: that sone s$chool distiicts hire their
own teachers and reading congultahts to wrifo and publish materials that
are especially suitable for the population ia that school district. In
Sarasota County, Florida, for example, a diagnostic readimg test was de- i
veloped by the faculty. The test was given to the students ié&he county
and then county norm$ ware established. Many detailod activities for
analyzing reading problems and a cbu:se of siudy were prepgred by the
reading faculty for use by the classroom teachers. The course of study
offers suggestions for helping students who xeed it im specific areas
covaered by the test. Richnohd; California, mot only wrote its own study
guide for corrective reading in the classroca but also developed sample
exercises to be used by the classroom teacher for specific skill devélop-

ment.

*Dgscriptions of programs and activities im the schools are taken from
the Austin and Smith study of Title I reading programs (1967), a report
by the President's Advisory Council on Educationm, and from on-site visita-

tions by the authors.
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Some administrators feel that in order to bring about diagdsls atud CUL«

of reading difficulties in the classroom, the physical arrangement

t be changed. Chancging desk arrangements aloae

a teacher more conscious of individuals and individual activity,

and so the diagnosis and correction take place.

Ope of the simplex arrangements for pandling individual problems is the

inelusion of a listening post {n the classroom so that the teacher can tape

with specific directions for a child or small group

an individual exercise,

of children, and then have them listen and raespond to this tape through

headphone sets. Santa Maria, california, is one of many cities where this

is done. There, one tape recorder and phonograph can be plugged into a

The equipment sits on a utility cart for

unit containing twelve headsets.
mobility and can be moved from omne COrmer of the room to another.

A more elaborxate example of rearranging the classroom for specific ceor-

rective activities can be seen in the classy

Four different areas are set up for differxe

ent kinds of instruction ca

a controlled reader area, amn overhead projectox

a tape recording area,

area, and a library area. The diagram below indicates the arrangement.

Diagram of Pinellas Co. Classroom

RN S

ocons ofPinellas County, Florida.

nt kiads of instruction. piffex-

n be given simultaneously. Pinellas County uses
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In Youngs:oam, Chio, another approach 10 YEOIGomiisain wiv w.w.ie <. wiim
provides for fivé different areas of instruction within the same class-
roon. This approach, however, requires the wse of a teacher aide or teacher
assistant in order for the fi§c ATr@as t§ operate successfully. There is
a 12 by 12 glass-enclosed area called the confrontation area in which the
teacher can instruct a small group of students. The room is also équipped
Qith a kinesthetic unit--a caﬂpartnentalisid table housing six standard
typewriters; a tactile table--a S'by_6 table for six students who need

sensory experiences such as puzzles or mamipulative games; a listening

‘console with headphonas--to_dnvolop specific listening skills through

the use of specialiy prepared tapes; an auwdio-visual area--containing an
overhead projector, filmstrip projector, and a screen. These areas are
used for a variety of instructional amd motiﬁétional purposes. The dia-

gran below iilustrates how the various pa;?t'of the room are put together.

Youngstown, Ohio Classroom Diagram
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Many school aistcicts have given tie classroon teucher tow .

to correct reading preblems by offexing them additiomal help. These puiu-
grams may have been initiated under the concept of lowering the teacher=
pupil ratio and thus giving the child more frequent adult contact and
direction. This approach works well where teachaers have been guided in the
use of an assistant and consequently know how to handle the additiomal
person in the classroom.

New persomnei may range in formal school training from volunteers recruited

from the commun:ty to highly trained reading specialists and consultants.,
The addition of good personnel can be a great benefit to the classroom
teacher and to the students. The specific duties or obligations of these
teacher aides vary greatly. The teacher aide, whether full- or part-time,
can relieve the teacher of many routine tasks, iacluding some tasks that
are directly associated with instruction. Santa Maria, California, hired
teacher aides for every elementary classroom. Each side worked two hours
a day in the school. The duties of these aides varied from school to
school, but their primary purpose was to rali;vn the teacher of clerical
duties. Some of the teachers hnd the aides listen to children read and
also read some stories to the cliildren. |

Some school districts use teacher aides as instructional assistants.
In Youngstown, Ohio, the teacher sets up a plan for each of the pupils in
the classroom, and the taachor‘aido carries out some sections of the lesson
plan of each child. The aide gives the child directions as he preﬁares to
write his own stofy, or sets up a flash card game so he can practice his

vocabulary, or puts on appropriate tapes and gives the child the worksheet

he needs in orcer to follow aleng.

Some school districts have hired highly qualified help to provide guidance




for the classroon <eacher. Teacaers shcuic take dUVaiitd o

of the readir.; consultants or reading resource person in Oroer WU Laiue dl
what diagnostic and corrective techniqueé are available. Some school sys-
tems like Cincinnati, Ohio, Kansas City, Missouri, and Detroit, Michigan,
have one‘reading resource teacher for every inmer-city school. Teachers
are free to assc the resource teacher to acquaint them with materials, to
demonctrate how to handle a small group of childrem having specific read-
ing problems, to come into the classroom and diagnose a child who is having
difficulty, to take a child privately for diagnosis, to plan a program of
treatment to be carried oat in th§ classroom, and to demonstrate a variety
of techniques for trgatnent of children with some of the minor reading
problems that the classroom teacher is able to treat. Other school systems
have similar rescurce teachers, but share them aBong two or more schools.
Los Angeles, California, and Cleveland, Ohio, operate on a shared basis.
The teacher should keep in mind that the resource teacher is available for
his benefit and the benefit of the students, and he should feel free to
have that teacher come in any time or come in often to help out.

Another type of classroom modification is the addition df teachers hired
specifically to roam from room to room to do corrective reading. One form
of this roaming teacher caﬁ be found in Oakland, California, and Denvér,
Colorado, where they have "swing" teachexs., In Oakland, three teachers
work in every two classrooms. Two of the teachers are regular home roow
teachers and the third is a "swing" teacher who spends half the day in
one classroon and the other half in the second. Usually he engages in
corrective rcading activity with those children who need help. The swing
teams find it convenient to rearrangé the furniture so both of theﬁ can
perform at the same time. They put up dividers, bookshelves, or racks so
that one corner or even one third of the room is blocked ofr for the

swing teacher. In New York City a slightly different arrangement has been




made 1n order tu rvauce class size., There, o the sr.a.,
teachers perform in one classroom.

It should b¢ obvious that where two professional teachers are teaching
separately in the same classroom, some rearranging of classroom structure
is necessary. Teachers have used their ingeauity in creating small group
confrontation arecas as well as large group and general work areas. Most
corrective activities take place in small grodps in what is known in some
classrooms as the teacher's cormer. The children return to a larger work

area to carry out the practice activities given to them by the teacher.

Another type of reorganized class that can be quite beneficial for cor-
recting reading problems is the non-graded arramgement. In Portsmouth,

Virginia, a non-graded program uses reading as one of the key elements to

determine progress. A series of tasks in reading must be accoﬁplished.by
each student. When a student experiences difficulty, the teacher becomes
aware rather cuickly of the difficulty because of the specifically defined
tasks. Corrective measﬁres can be administered without too much difficulty.
The need for individualized small group instrhgtion is evident in this
type of program, and organizational arrangements within the classroom
must be made in order to accomplish it. There is no set ﬁattern for class-
room organization in the Poxrtsmouth program except that small-group ac-
tivity is promoted in in-service training programs and is pretty well
assured in the classroom, ror the classroom teacher is given one‘dozen
each of three different basic tests. This makes whole-group instruction
from one textbook rather difficult. The variety of texts also recognizes
the fact that within the series of tasks to be'acconplished there will
still be considerable variance on the part of students,

Flint, Michigan, has a non-graded approach to reading amd adds this
variable: A reading teacher goes from room to room on a regular schedule

and works with a maximum of six children at a time, especialiy helping
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rective activicics for those who are experiencing dirficuliy o Swadadiy.
Within a given roon, however, a variaty of ages will occur, since the Flint
schools are arranged on an ungraded primaxry and an ungraded intermediate
organizational plan.

At the high school level, the most frequently reported kind of corxrxective
activity falls into twc categoriés: 1) a reéding laboratory in which
children come from various classrooms and repori on a regular basis to a
reading teachex. (This is not typically what is meant by correction in the
classroom and 5o does not fit the context of this book.) 2) a form of
team teaching where a team of teachers uses one of their neibers as a cor-
rective reading teacher. This kind of teaching can be found in Oakland,
California, Denver, Colorado, and Phoenix, Arizona. In Oakland, the team
consists of three teachers and an aide. One of the teachers uses almost
all of his insiructional time for corrcctiveiactivipies, and his room is
especially equipped for reading activities. The teacher aid assists in the
collection of data and in kegpiug foldars and test information in order.
The other two teachers, who conduct English classes both vnla whole-group
and small-group basis, make observations abuat yoﬁngsters who seem to be
having difficulty, and they partiéipatc in the recommendation and survey
testing of the children im their class who may benefit from corrective
activity in reading.

In Phoenix, threec large multi-use rooms ware remodeled to form a language
learning center. The center contains room for four English classes, four

reading classes, and a central office.
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Diagram of Phoenix language leariing center

The reading classrooms are equipped with materials for diagnosing
reading deficiencies, for teaching reading compesencies with a wide variety
of approaches and motivational devices, tape recorders, record players,
and overhead projectors. Since four English classes and four reading
classes meet around this learning center during each period of the day,
a student may be moved from group to group ;t any time according to his
particular needs. This regrouping of students is accomplished on the basis
of observation by the eight teachers involved in the program. The eight
teachers meet as a team, not only to plan general instructional strategy
but also to discuss the ways that thq Bnglish teachers and the reading
teachers can work cooperatively to give the entire group of students the
best learning experience. Once again, each teacher is conscious of possible
reading problems so that corrective technicues can be applied almost im-

mediately.




Ctimulating Poox Hiuhi SChool avauus

Programs to lLuprove reading in high schools are lass frequent than are

elementary progcams. This is particularly true of ©lassrool programs. One

reason for this is that secondary teachers often have limited, if any,

training or experience in teaching reading skills. Consequently, they may

not be able eitaer to recognize or correct reading skill difficulties in

their students. They may not be able to determine students' reading levels
or to differentiate between the levels at which students read and the
level of reading required for mastexy of subject anea materials.
Fortunately, this situation is slowly changing. Increased community in-
terest in reading programs and increased availibility of funds to finance

them have made more secondary programs possible. Secondary teachers have ‘

become aware of the need for reading instruction in their classrooms and
are experimenting with a number of mew ideas for building reading skills.
Many secondary teachers are taking courses which enable them to deal with
the reading difficulties of their students.

San Francisco has made a concerted attempt to get subject-matter teachers
in high schools interested in the problems of reading. For example, histopy
teachers in one project hﬁvo half of their classes with students who are
poor readers. fhe subject is still history but new techniques are used.

One class, for inétanco, might have a teacher-devised crossword puzzle on
a film they have just seen about the American Revolution. Finding commercial

materials easy emough for the students to read is frequently a problem.
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In a Los Angeles project, junior high school students who are poor readers
--in this case defined as two years below grade level in reading--are in
a core prograr where they are taught reading, math, and social studies by
teachers who have had training in reading. Classes are kept smail and many

audio-visual cevices are used to capture the students' interests. Since

material was fuurd to be scarce for such a project, the teachers have de-
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veluged games, -iices, plctures for overiitad projeiivas,
teach their ow. sabjocts to the poor readers.

Sometimes a very simple idea-works. A sevaenth-grade teachex in Tulsa,
Oklahoma, accicentally stumbled on an answer to the dilemma of whether
children axe poor readers because they don't read or whether they don't
read because taey are poor readers. The teacher used a proverb one day
to illustrate scmething she was talking about. The students suggested
they look for other proverbs. Bringing in newspaper clippings and using
stories they hecard on the xadio or television, the students showed great
ingenuity in using old proverbs to talk about current events. The teacher
thought the enthusiasm would last about a week but the students never tired
of it. An immediate result was increased use of oral language in class
which, in turn, led to more readiag. |

The Reading Aids Program in San Bernardino, California, is based on the
premise that every teacher is rosponsible; in some measure, for the teach-
ing of reading. Knowing that junier high school teachers have little train-
ing in the teaching 6f reading, kits were prepared for each of ten subject
areas. The kit:, with detailed instructions'an‘their'use, include tapes,
acetates, worksheets, and evaluation sheets. Subject matter of the ten
kits is related to classroom instruction and deals with such topics as °
vocabulary, meaningful reading, dictionary usage, study skills, and word
analysis skills. The assumption is that the teacher knows the subject
matter but now how to present it for poor .readers. The materials in the
kit are desiﬁned to help with the presentation. Nine teachers worked for
one summer to yrepare the ten kits.

Several schouls like Cleveland, Ohio, have programs to discourage high
school students frcm dropping out. One way of doing this is to place read-

ing instructio: in a large time bloc with social studies in which part of

the time is spont in reading skills imnstruction and part in studying multi=
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level content Laturials especially bgmuw;ad for the progrd..
materials are vocationally oriented, giving students information about
occupations and helping them realize how to fit their interests and abil-
ities into possible occupatiomal areas. Reading instruction deals with
skill building, emphasizing the need for basic skill mastexyas a preface
to vocational success. |

In those schools where there is a school library, the librarian can be
of great help to the classroom teacher im providing books and other supple-
mentary materials that will capitalize on the interests of the students.

In some cities, the public libraries will also help.

Working With Individuals to Correct Reading Problems

Program structures often give the impression that most of the corrective
activity can be accomplished with large or small groups. To some extent
this is true, for classyoom correction is aimed at identifying the gros=s
skill deficiencies of children Aid of making efficient use éf groups
where that is possible in ordexr to correct deficiemcy. Increasing ewphasis,
however, is being placed upon individﬁal'attention to even within groups
it is imperative that a teicher develop an individual profile for those
who are having difficulty. We have discoverad some highly successful ways
of organizing ror individual correction and are going to report those

techniques in the following paragraph.

An Approach to Individual Correction
In order to correct the gross skill deficiencies 6f a reader, the class-
room teacher must be aware of his reading levels, his interests and his
personal adjustments. Informal reading inveantories, standardized survey aﬂdv
diagnostic tests ave commonly used methods for detemmining reaaing levels.
Interests and personal adjustwent characteristics can be discovered by ob-

serving children during class activities, by interviewing them, and by
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+ teacher ha »:¢ up an indiviaual program for nhim,

Planniag Structure and Organization of Daily Program

Usually, sevexal children in the classroom will be involved in the cor-

rective prograun on a rather regular basis. It is good for the teacher to
set up routine. for these children and for any others who may become in-
volved in corrective activify on an occasional basis. Once the teacher has

decided who 1s going to participate in the corrective reading program, he

will make the necessary classroom and time adjustments to carry out the
program. Here are some hints for scheduling that might be helpful:
1. Include & pianning period with the children each day. During this i

time the planning serves a dual purpecse. It motivates the children--

entices them to the activitias which lie ahead--and it also informs the

class as a whol.z of the activities for which to prepare. Included in this

planning perio« should be--

a) discussion of who needs ﬁo select new materials and when they
will do it. It is during this time that the teacher can show new materialg,
activities, bouks, magazines, etc.

b) discussionland planning of who will be working alone and with
others--so the rocm can propérly be arranged and supplies provided. Plan
independent rezdirng activities.

c) discussion and solving (if possible) of aﬁy pertinent problems
concerning rout.ine--as problems with traffic around book shelves, etc.

d) arranceacnts for conferences, consultations, and individual assign-
ments. Followiry this planning, each child should know exactly ﬁhat he is
to do during the reading period. Activities c¢an be listed om a chart for
easy review.

2. A sharing poriod may be included. Some teachers find it quite nelpful

to have problem :rcacers very briefly discuss what they have learned or

what they have Lo dame Bae e o us we vk Soselion, 7w
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having trouble. Tiw: teacher may want to schedule this ohce a weeic,

3. A block of t.me must be allotted for the self-selection of books.
The purpose of this self-selection process is again to emphasize the in-
dividuality of the corrective program. Students may have some time during
corrective activi:y to work igdependently while the teacher holds con-
ferences with othurs or they may simply use the self-seledted books dur-
ing other times of the day. An inpqxtant factor in the self-selection period,
however, is to have a good number of books available withAreading levels

at which students can read independently.

4. An evaluation period ox suﬁaary period should be provided so that

, +he children and the teachers can record their daily progress in their
L' own files. This also provides the opportunity_tb identify future needs 3
) )

and perhaps to irlormally appraise the activities for that day.

Planning, for aa during, all these periods is esseatial to alleviate *

many behavioral problems that could arise. The exact character and nature

of the teaching suhedule, however, will depend entirely upon the needs

of the children and the purposes of instruction.

Conferences

E Individual conferences with each youngster are the high polnts in the

E corrective reading program. A one-to-one relationship of teacher and chiid
| is the best way to meet individual differences.

Conferences can be initiated in the firstAyear, using an individualized
language experience story appfbach for a beginning. As the children begin
to read books, couilerences can be used to take a répresentative sample of

K the child's readiic. These sessions chouwld be utilized also for imdividual
instruction. The .ys of organizing these sessions are numercus. Yet there

-~

are some general priaciples and procedures which can be foliowed for ei-

fective conferenc :. .




i

“gtrablish a tin. Limit--Rot mecw..: S G wiged endoouton e
a general goal for the teacher. Lengtity bnmarehenblve conyerences MUyt
be necessary at fiust to help initiate thg program. An often suggested
time 1imit is from 3 to 10 minutes, averaging 5 minutes per child. Some
conferences will demand more time however, so this is only a genef&l
figure.

Often, there wili Dbe youngsfers who might confer with the teacher daily,
while others might only require four or five conferences per month.

The conferences can be on a voluntéry basis, with the youngsters signing
up on a schedule for their time, orxr they can be informally arranged: "Who
needs to see me today?" They can also be set up on a routine basis, using
an establlshed cyclie of conferences which rotates.

Teachers and chiidren can schedule their conferences during the planning
period or, if a sign-up sheet is provided, anytime during the day.

The conference with individual children shoﬁld bé relaxed, yet purpose-
ful. This‘is a time to gain information, share, eng#ge in personalized
teaching, evaluate and plan for the next step in reading. It should be a
warm, intimate tlma for the teacher and the childw

During the conie:ence the teacher should=- |

1., discuss withk the éhiid the choice of books being read.

2. discover tke child's feelings toward the book.

3., hear the clhilid read orally.

r 4. evaluate aund work onm deriving word meanihgso

5. evaluate word attack skills aﬁd work on those needing improvement.

6. work on developﬁent‘of specific skills.

7. check on childéren's understanding bf specific passages or sections
of the book.

8. make assiguments or plans to develop a specific skill.

9. make assigumerts or plans to reinforce a specific skill.

0, ocuide the 1.8 ia se ienting 213 naxt bool.
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the next conferen:. . Pralse or L..: pusitive comment concerning the
child's progress s.ould be included, especially at the end of the con-
ference.

Occasionally, it might be convenieat or appropriate to group from two

to five children :vugether. This might be done if a few students read

the same book at tie same time. Ideas and interpretations can be shared
in a group conferar.ce arrangement. Some teachers suggest a small group
conference plan f>: primary children. In this arrangement, the children

agather around the teacher, each reading his own self-selected book at his

own rate. One chilu at a time from this group then receives individual d
reading guidance {:iomn the teacher for a few ainutes., That child becomes ‘
a member of the gcoup again while the teacher gives her attention to
another member of the same group for a short period of time. This continues
until everyone in the group has conferred with the teacher or until the
reading period is over. The childxen may begin as a group all at the same

time or may volun:arily come and go from the group.

Record Keaping

Record keeping ..s an important part of any instructional program. In a

classroom correct.or. program, where many activities go on at one time,
it becomes especi..ly important 1f the program is to run smoothly and if
chiluren's needs urée to be served. Both teacher and children can be in-
volved in this ta.,x with the teacher concentrating on evaluation of progress
and needs and the cniildren concentrating on recording tasks conpleted.

The teacher sho..d keep detailsd records which will give him a general
picture of the ch.id, his interests, abilities, and attitudes. This wou.u
include the resul . cf mental tests, reading tests of achievezoent aad

capacity, and restl.ts of oral reailing tests. The physical and ment..l health

of a child sheonla 5.0 be noied. Sumuletive vecord 3 af

-
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working with the youngster should be recorded along with notations regard-~
ing specific neeas and types of help needed and given.

Less formal records might include checksheets of dates when individual
conferences are held, summaries of needs of individuals as shown through
conferences or through observation during class activities, and mnotations
of gen eral class neads.

A checklist of conference dates might con.zin a lust of children in the

class and notations of dates on which conferences are held.

Conference Schedule

! Naae : Couference Number
: 1 2 3 4 5 6 7 8

[ 4 b

f . ’ ;
1. Aaron, John 9/21f4/28‘ |

b

-

i LN

g

2. Harris, June ‘9/2229/25;9/2§

»4
P ek K 4

3
1

> u

snl{“{L - P ‘J S -

. 3, Smith, Regina .
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are -
-
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A glance at such a record will help the teacher plan individual conferences
and will give him .n idza of the amount of time he needs to spend in con-

ferences in a given day oxr week.

The teacher is able to, aﬁd should, take careful notes during an individuai
conference. The reuord keeping system used by the teacher should be simpie
yet functional--razcording the overall skills, attitudes, and understand-
ings of the chilc. Record cards, check lists, or a looseleaf notebook can
be used effectivel '. Notes recorded are valuable in planning for the next
conference and fcir roup work. The teacher might use a forx suca as tiat

reproduced below :iur keeping track oX progress and further need.
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After conferences save been held it is often helpful te go back over the
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notes recorded and summarize the neads revealed. This summary could take

a form like the following:

—

r ﬂ
. Group work with: ;
‘ Initial consonaats Oral Reading :

1. 1. f

2. 2. !
! 3. 3. .
i 4. 4. | |
- —

* Individual work: .

i l. J. Jones--readding for details y
} 2.
3.
:* 4.
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Regardless of ta. particular forms used in recoxrd keeping, it is advisable
that the proceduxr:: ve kept as simple as possible. Using a code or a per-
sonal shorthand aiso helps in recording during the conference. The recoras
need not only not: reading skills or needs. Areas such as apelling or

science may be geierally noted as a result of a conference as well.

Record Keeping by the Child
The records tha: each child keeps enables him tb follow his own reading
progress. The youwi sters readily respond to this responsibility and their
records prove to .. a valuable aid duyving individual conferences as they
provide the teach.:: with insight intc each child's reading pattern.
Record keeping uust not be overaemphasized; however, the chiidren sicuic

record every boeok ' 1y reud in their ¢n personal filose. O
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Some authorities sugyest that the forms of children's records be changed
frequently. Their xecoxds for the most pdrt should record what and how
many books were read and the spscific skill tasks they have completed.

ways for childrer to record their reading are many and varied. Some
suggestions are-- |

1. Make scrapbocks of illuntrationn and susmaries of stories.

2. Make charts cisplayimg various types cof matexrial read.

3. Make a "collectiom box" of "souvenirs" from good stories--as new
words learnmed, fuairy incidents, etc.

4. Make charts which would evaluate the stories read according to cri-

teria set by the :iuss.

5. At the begianing of a procgram, use a weekly reading survey in which
the child accounts ror the number of pages read each day, the approximate
amount of time spar.t browsing, reading bocks, mewspapers, etc. This helps
ntime wasters" get into the readiag habit.

6. Put each chiid's mame on a divider im a file box. Cards are available
with categories of books lilted on them (fictiom,history, science, bio-~
graphy, humor, amnimal stories, poetxy, newspaper, magazine, stc.) As the

child completes a ook he fills out the card with the name of book, author,

E date finished, icuitafication of importamt characters, and a sentence or

two about the plot, new words and meanings. The card is filed behind his

divider.

Name Dste Fiction

Titles

. v o

Author:

Main chaiacters:

X T

Sumnary




.. osreferred, sum. ..es o this + | SO A

inclusion in a louse.eal folder,

&

Skill Development

The success of . youngster learning to :cad depends primarily em how
effectively he learns the essential reading skills. The teaching of skills
in the primary gr.ces is not, howaever, the main goal. The purpose of teachn-
ing skills is to aelp the child read better amd enjoy reading. The extent
to which youngsters read om their own, imdependently, indicates the success
of instruction,

skill getting i: an intermal, active, and individual process. The pro-
ecure involves mecting the skill, learning what it is and does, practicing
the skill by performing it, succeeding, or further corrgcting the skill
until success is :viaenced.

The teaching of :kills should rot be isolated from the reading act itself.
For this reason most of the skill imstructiom im irdividualized reading is
handled in the individual conferences when tae child shows a need for it.
Reading specialist: differ in their opimions of the proper sequence of
skill development. By checkimg through various basal textbook manuals &
teacher can discovur the variety of these opinioms. It might be helpful,
though, for the tea:cher to have at least one bazal textbook manual on hand
to use as a guide . developing skills. A little further om is a list of
specific reading s.ills and sample activities for their development,

It is advisable o keep a checklist in the records of each child so that
as a skill is masterad, the teacher can check it off the list and proceed

to others.

Skili Bvaluation
In evaluating woutier skills have been acquired, and the progyvesd of

the child, it is avcessary to gain as much infourmation as possible prior

-

to making any Fucc.a.mt. Informa+ion amay b2 caipmed ln maios o 0oL




Cae methods by ich childsen a.v
in other reading programs. Thay include w816 Of--

1. informal and standardized test results

2. checklist o skills

3, inventories of the child's needs

4, child's ora.. reading

5. teacher observatioms of child's attitwdes, interests, and purposes
for reading, and iicw much the child reads

6. teacher-pupil conference records

7. child's seli-evaluation

8. child's independent reading xecozd.

9., tape recordirgs of the child's reading early in the year as compared

to subsequent tapes noting préo:css.




Word Attack Skills Checklist

Nane
Grade Age Date

Mastery -
Skill : Poor Average : Good

1. Recognitior of basic sight vocebulary

2. Ability to souad out new words
a. recognition of consonant sounds
b. recognitiun of vowel sounds
c. knowledge of syllablcation

K M. T st Savondle s : ¥ oy
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) 3. Ability %o analyse word structure
' a. understanding of syllabication
b. understancing of roet words
c. understanding of prxefixes ,
d. understanding of suffixes 5 i

4. Ability to use context clues
5. Ability to supply symonyms and antomyus

6. Ability to use a dictiomary

omotss mine b ad O ad R e




Comprehension Skills Checklist

Nane
Grade Age Date
. Mastery
Skill - ' Poor { Average | Good

1. Ability to undarstand meanimg i
a. word
b. sertence
Ce Paragrash

2. Ability to reéall main idea

s T

3. Ability to give supporting ideas

4. Ability to retell a story in sequence

i B
.

5, Ability to draw conclusions from givenm
facts. '
6. Ability to evaluate material read

7. Ability to relate reading to experience

S
P e

8. Ability to ive sources of iaformatiom
a. table of contents
b. dictionary
¢. Raps ' '
d. index

P ——

9. Ability to nake comparisons between two
or more vers.ons of a story
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Oral Reading Checklist

Nane
Grade _ Age Date
: Mastery
Skill L Poor | Average | Good |

i i
§
1
i

1. Good reading posture

2. Ability to utilize word attack skills
a. sounding out new words
b. pronouncin; words correctly
¢c. using structiural parts
d. using comsined methods of word attack

- gt
B e Y

3, Ability to phrise meaningfully

4. Ability to recognize and use punctwation
symbols

5. Ability to identify main ideas ,

e e L VAR o ? PRV BE Y NAM PO - A Y

6. Ability to reic fluently and enunciate
clearly

B T T e L TR U A

7. Ability to coavey meaning and feeling to
listeners
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An individualiz:. corrective reading program is flexible by nature.
There is no step-by-step program fixed for each school day. Each child
is an individual, with individual problems, and requires am individual-
ized method of imsiruction. Variaty in both methods and materials is
jmherent in this pcrsomalized plan. The varigty'of ideas presented here
serves to supplemznt the ideas that an individual teacher may have. The
teacher should cpasider this as a flexible gaide that can be adapted to
‘any system of reading instruction, Hopefully, it Qill stimulate other

methods to achiev: the goal of helping all children learn to read and to

enjoy their readiag experiences.
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Once the teacher aas ldentified a specific reading problem and
has organized his classroom so that he cam conduct corrective activities,
all that is left to do is to treat the probiem. As has been mentioned
previously, adequstz treatment demamds an adequate supply of materials,
the application of appropriate corrective techrniques, and, natuzally,
that which underlies all of it, appropriate training for the teacher.

Teachers have many hand@cnps when it comas to resding instrection.
First of all, thelir own traiming may nave been inadequate. Them,‘too
often, they are given the job without being given the tools. Materials
are skimpy, classes aré crewded, help ic scarce, and administrators do
not always supply the mttdqd support. Reading comsuitants sometimes can
be seen by appointment only, se that the moment 'hnm.specific help is
needed slips past. However, ways are being found to face these specific

hlndicapl .

Toacher Praoparation

Most graduates in clementary eduacation have had more training‘in teachi~
ing music, art, and physical education than they have had in the teachidg
of reading (Austir, 1961, p.23). Those destined to be secondary school
teachers night very wall have kad wo traiming in the teachimg of reading
or even in the recs nition oY readimg difficwities.

This may be surprisiang im view of the fact that elementary school
teachers spend a great deal of time in the teaching of reading, and
secondary school teichers also are vitally cemcerncd with reading im

various content arz:s. These realities of deficiency must be faced by

adjusting pre-service and in-saervice training,




To make up for caficiencies in background, TwwulLd$ swve wns. i
avenues opem--course work, reading professional books, experience in
a reading lab.or climic, and in-service training. More and more schools
are providing}in-scrvicc training and seme arc sven paying teachers
by means of xclea‘cd time durimg the school day or by giving them
additional money fer participating im in-service training after school
or on Saturdays. Teachers asad toaéhﬁr organizatiomns ought to pursue
ways of obtaining needed in-service experiences so that a more effective
job im correction of réading probleli can be acconplished.

In communities Qith colleges, school iyate&s may often work out with
college authorities spdcial courses useful tc teachers of reading. In
San Diego, California, several college level courses have been devised
to help with the teaching of reading. Seme of them are given right in
the public schools so the teachers do not have far to travel. Such courses
can be tailored to meet the probluns of & specific school or a specific
district if that is desirabie. For example, if a school has a large
proportion of children for whom BEnglish is a secamnd language, the course
could concentrate om how to teach readiag to thea. Bvidently, there
are correction problems that continue throughout the teaching process
of this group of children.

Those communities which do mot have ¢ollegés can often host olff«campus
courses from state universities or teachers celleges. This is especially
bemeficial where teachers can comaute froa other towns ox school districts.
In this way, teachers from a number of school systems can bemefit from
courses in teaching reading which, otherwise, weuld be out of their reach.

In most instances, however, the scheol system will want to devise

triaining programs that are indigenous to the school disirict. Tals meons

a special curriculum for in-sgrvice training programs can be deveioped by
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local school people and outside COLL vitaRts =all then Preasent GeAVLSTIaiiOns
and lead discussions that will arrive at the kind of traininrg and experience
desirable. With specific local goals in mind, schools often conduct ex-
tended in-service programs on Satuxdays or daring the summer. In Terre
Haute, Indiana, teachers may attend evening or Saturday workship sessions
on the edusational problems of disaévantagcd children. Teachers in Tusca-
loosz, Alabama, attend a conccnt:itcd series of weekly meetings in the
spring and a six-week summer workshop, Focus on the program is on the up-
grading of all reading instructiom, particularly in schools which have
many children from disadvantaged howes,The specific techniques demonstrated
jllustrate where problems are likely to arise iﬂ the teaching of reading
and what the specific techniques are that will be beneficial in overcoaming
those problems.

Interest in in-service tzaining of the kind mentioned above can be in-
creased by offering college credit. Kenmore, New York, has an in-service
program in which elemeniary teachers attend a series of nine evening meet-
ings durinrg a semester and receive ome university crcdit.‘Lectures by well-
known reading specialists are supplemented by discussions in individual
schools in the system. Teachers do paersonal projects concerned with methods
used in correcting reading problanms in their own classrooms. Their ideas,
summaries of the meetings, and lists of maierials recommended f~r class-
room use are collected in an idea exchange vooklet which is distributed
to all who complete the course.

Relieving teachesrs of classroom duties for in-service training is a
third means of planning successful prograns. Buffalc, New York, maintains
a Reading Center for the purpose of improving the teaching of reading
through in-service training. The Center's staff of reading consultants con-

ducts three types of in-service pxogramé at the Center, a traimec program,
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Each school term four clasaroom teachers become trainees, attending lec-
tures and discussion sactions and dbserving the adninistration of read-
ing analysis; After several \veeks of training the trainees take over the
teaching of small groups of children who come to the Center for corrective
work., At the end of the term the traiﬁaes}return-to their classrooms.
Workshops, given after school one day a week for five weeks, are conducted
at the Center for beginning and sexperienced teachers at different levels.
All district public school teachers are invited. Demonstration classes are
taught by Center consultants. Each term, two elementary classes spend
every morning at the Centexr fox four weeks. The trainees and other dis-
trict teachers observé these classes. The consultant has a conference

with dbservers_prccceding and following the observations.

Dougherty County, Georgia, is ancther school system which Qeleases
teachers frﬁm classroom duties fox in-service training in reading. Each of
fourteen ta get schools releasat ome tcachér~at.a time for six-month train-
ing sessions at the county's koading Clinie in Alba ny. The first four to
six weeks are spent in discussion with psychologists, professors, an op-
tometrist, and the clinicians, and in preﬁnring for case wark. Throughout
the training the theory and practice of diagnosis and remedial instruction
are well integratad. Aftex the initial training, teachars are assigned
split day schedules, half working mornings and half afternoons with cor-
rgctive and reuediil cases. Thae teachers spend the other half day in their
respective schools teaching developmential and remedial reading elasses
and acting as resource teachers.

Teachers may also use sone of the excellent books taat aré available

on corrective reading in the classroom, guch as Diagnostic Teaching oI

Reading by Ruth Strang; The Teachers Guide for Remedial Reading oY

0 “. . - »
Kettmeyer; Corrective and remedial Teaching by Otto and McMenewy. Readdng




sputiasluvtas and consultants can be of help 10 wewcw.

in finding and reccamending aspecially helpful books for speclal negds,
It might be well for groups of teachers interasted in this problem to group
themselvaes into discussion meetinmgs im ordexr to encourage each other to
read in this area.

All of these suggestions about in-service training and personal develop-
ment are offered merely as stinulants.or ideas to help the classroon
teacher in looking for ways to improve his kunowledge and practice of cor-
rective reading. Bvidently, there are other ways and other means all of
which are aimed at getting at specific problinu with specific techniques

for overcoming those problems.

Specific Reading Skills
Successful techniques for correcting reading difficulty appear to have
three common characteristics:
1. Teachers have definite qbals of imstruction in'nind.
2. Reading is associated with pupilbcxporienco.'

3. Planned sequantial skiil davelopment is provided.

Corrective techniques ;ury widely. It should also be said that no good
teacher uses only one in isolation. A multiple approach to teaching read-
ing benefits the students wlth theii varying sbilities and varying styles
of learning. |

The goals that a teacher sets up may be related *o word recognition,
such as identifying words that begin with the consonant digraph ch, or they
may be related to asuch 1035 easily measured things as lack of experience,
lack of motivation to learm, or lack of concepts to deal with the reading
at hand. | |

One of the techniques that classroom teachers in growing numbers are

using, especially whaere there is evidené:e of some cultural disadvantage-
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technique takes advantage of what tﬁe chiid knows in orcer to get him o
talk and then to interest him in reading about what has already captured
his interest. |

Probably the sinplast foxm of language experience is the show-and-tell
period, widely used in the elementary schools. Tha child brings something
to class that he has found or saen aid tells the class about it. The pur-
pose is two-fold: to make the child more observant, and to get him talk-
ing in a way that will interest his peers. The class ordimarily will join
in a discussion of the subjects brought wp. For many children, a show-and=
tell experience will be tha first time they have had an audience interested
in what they have to say. They find out that language is a tool to capture
the attention of others, that it is something useful.

Children from limited or deprived backgroumds--and ﬁhis, by no means,
describes only the poor--havae little to talk about. rho field trip has
become a prime inst:unont to hxtnnd the language experiences of these
children. |

Field trips.requifo a great deal of plannimg.it they ar; to be more than
outings. San Fraacisco is an example of a s@hool‘systom that has made the
field trip a true teaching device.

Sites for field trips are carcfnily chosen to fit into the curriculum,
with one class concantrating on . becoming acquainted with the city, an-
other with occupational possibilities, apother with culﬁural offerings, and
still another with nature study. Teachers, sdministratoers, and reading
specialists plan the tri;t bylvisiting gelectcd sites ahead of the child-
ren. They prepare for the visits by securing reinforcement materia”s from
the audio-visual department and school library, and by arranging for re-

source speakers to tell children more about the places to be visited.

Children are allowed to express choices of places they want to visit and
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AvLLOW up their field trips w}tn eH3IAYS, wluays, aadyd .

or scrapbooks telling of their experiences, Parents are invatua (0 accoil~

pany children on the field trips in an effort to enlist their interest in

their children's learning activities. This also provides the teacher with

further supervision for fha group and is often ecucational for the parenfs
as well as for the children.

There is little doubt that the San Framcisso field trips and othexs like
them are sffective. The childrnn'vauirc a common set of experieunces abouf
which they can convarse. They become more aware of things around them as
they develop obcorvatioual powats. Vocabularies grow. Use of color, details

and arrangement in art increases. Secial skills and attitudes improve.

Activities to Teach Specific Reading Skills
Classroom teachers often want to know how to correct a specif;c skill.
An essential feature in that kind of specific diagnosis and correction
;is to have established in ome's mind a rather precise sequence of reading
skills against which a student may be evaluated, and through which the
teacher can encourage the student to proceed. A sample of such a list of
skills is given below, | |
PERCEPTUAL READING SKILLS
Auditory Skills
1. matching rhyw.ing words
2. identifying consonant sounis
3. identifying vowel sounds
4. hearing word variants

5. racognizing syllable length
6. listening for accent

Visual Skills
1. noticing likenesses and differences
2. noticing differences in upper and lower case and between
letters
3. increasing eye-span
4. developing spacial discrimination

Motor Skills ,
1. developing left-zright eye movement

2. developing hand-eye coordination
3. developlng motor awareness and caordlnatmon

4, foounsing
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WORD IDENTIFICATION SKILLS

Sight Vocabulary
Phonic Analysis Skills
1., recognizing consonant sounds

2. recoghnizing consonant blends
3, recognizing consonant digraphs
4. recognizing vowel sounds

5. recognizing vowel diphthongs
6. recognizing vowel digraphs

Structural Analysis Skills
1. recognizing affixes
2. recognizing compcand words
3. recognizing roots
4. recogalzing contractions

Context Clue Skills

! 1. using definition clues

2. using experience clues

* 3. using comparison clues

4. using synonym clues

5. using familiar expression cluaes
| 6. using summary clues

E 7. using reflection of mood clues

(:) Syllabication Skills

. 1. recognizing syllables
2. using syllabication generalizations
3. recognizing accent

COMPREHENSION SKILLS

1. matching words and pictures

2. recognizing meaningful phonograms

3. matching definitions and word symbols

4. recognizing antonyms, synonyms, and homonyms
5. seeing literal and interpretive meanimgs

6. using context clues ‘

7. recognizing meaning in largex units~-sentencd, passage, chapter
8. racognizing main idea and supperting detail
9. recognizing sequence

10. making gemeralizations and conclusions

11l. following directions "

COMPREHENSION RATE

1. using correct left-right eye movement
2. using little or no regression
3. using little or no vocalizing or subvocalizing
4. using correct phrasing to read "
| 5. adjusting rate to purpose
5 6. rapid recognition of sight vocabulary
7. using various word attack techniques nmeeting his own needs
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ORAL READING

1. adjusting rate to purpose

2. using phrasing to read

3. using sufficient eye-voice span to read
4. using pleasing pitch and volume

5. enunciating correctly

6. pronouncing corractly

7. using punctuation correctly

8. being a relaxed reader ’

STUDY SKILLS

Organizational Skills
1. arranging in alphabetical oxder
2. interpretiang diacritical marks, symbols, and abbreviations
3. using the Table of Contents
‘4. taking good notas
5. using the Index
; 6. verifying statements
| 7. daveloping a sense of sequence
8. using summarizing and outliming A
r 9. synthesizing materials from several sources
E 10. organizing and reporting information

(*) Library Skills ,

- 1. knowing the arrangement of the library
3., using the card catalogue

e . using the vertical files

4, using the dictionary and glossary

5. using the encyclopedia '

6. using the atlas

7. using the Reader's Guide

Interpretation Skills
1. using pictures for imformation
2. interpreting graphs
3. interpreting diagrams
4. using time lines
5. interpreting maps

INTERPRETATION AND APPRBCIATION READING SKILLS

1. inferring and concluding

2, recognizing the author's purpese , A

3. recognizing the differemce between fact and opinion
4. recognizing the mood of the story

5. recognizing figurative laanguage

6. seeing cause and effect relationships

? 7. knowing literary styles

In many instances, teachers will have to create their own exercises in

g order to give individual instruction in a specific skill., It would not be
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fair, however, to expect the texiier o Syrente WRerClsies Jos e

and every teacher should realize that many fine instructional mateyrials
are available in most of these areas. Given below are some samples of
the kinds of activitie; that can be used to teach some of the specific
skills listed above, For a more complete picture of the kinds of things

that can be done, refer to the third book in the target series entitled

Treating Reading Disabilities--The Reading Specialist's Role (Smith,

Dapper, and Carterx, 1969) .

AUDITORY SKILLS--Matching Rhyming Words

On the left side of the page, display pictures of objects which exemnplify
the sound being taught; on the right side, display pictures of'rhyming.
words. The children are to diaw a line to the rhyming object. This cor-
rectional procedura cin usually be found in worksheets and can be used

by a group the size of a normal class,

AUDITORY SKILLS--Idnntifying COuionant Sounds

Each child receives a worksheet with a playqround sceﬁe cen it. Many ob-
jects are displayed in the pictnxc; lOﬁt of the objects start with in-
itial consonant sounds already studied. W1th a rcd pencil, all the objects
beginning with ____ are marked. With a blue pencil all the objects be-
ginning with ____ are marked. Only two or three sounds should be tested
at once; the picture can be used again to test othar sounds. This correc-
tional procedure can usually be found in workshests and can be used by

a group the size of a normal class.

AUDITORY SKILLS--Identifying Vowel Sounds

The children are to retum to their readers to skim for words that fit
into the categorles given by the teacher. The categories far sorting are
determined by the vowel sounds the teacher wants to stress. Example: the

long scund of , the short sound of ___ _, the r~controlled sound of

o .
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. This correctional proceduu ... s e e EUAGG

can be used by a group the gize of & nowamal wlass.

AUDITORY SKILLS~-Recognizing Syilable Length

P

- A*Qp,

Give a list of mixed woxds containing ome=z, two=, and three=syliable woxds.
The children are to unscramble the words and put them into three columns,
according to the nunber of syllablcs per wozd. Then they are to label the
columns one=, two=, and three=syllable words. This correctional procedur@
can usually be found in worksheets and cam be used by a group the size of

a normal class.

VISUAL SKILLS-—Noticing Likenasses and Diffcrinccs
On a worksheet with pairs of similar and often confused words, as the - 5;
teacher reads sentesces the children are to undoriine the correct word %
from the pair. Example: qﬁigt-quite, dcop—d&ar, palace-place, throat-
throne. This correctional proccdurc can usually be found in worksheets and

can be used by a ﬁranp the size of a mormal class.

VISUAL SKILLS--Dovelbping Spécial pDiscriminaticn Horizontal Sequence
Display three objects in front of fhe children and demonstrate the nam-
ing of the f1rst, next, and last object. Using any three objects, have
them locate the first, next, and last objects from left to right. This
involves proccduros‘that generally inrclude discussion or similar activity

in a smaller group.

MOTOR SKILLS--Developing Hand-Eye Coordination | E-
Some developmental activities which will enhance visual-motox coordina- ’
tion are the following:.cutting, painting, pasting, tracing, finger games,
coloring, model making, beat stringing, and block building. This involives
procedures that generally include discussion or similar.acti&ity in a

smallexr group.
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SIGHT VOCABULARY--Developing Sight Vocabula:y

This game is played like Bingo. Words are written in columms and rows.
The children cover the:'words pronounced by the teacher; the first child
to completely cover a column or yow is ¢he winner. This involves procedures

that generally include discussion or similar activity in a smaller group.

STRUCTURAL ANALYSIS--Recogniziﬁg Affixes
After reviewing rules about plurals, present the children with a list
of representative nouns. The children are to write the root word next to
the given plural, then state in his own words the rule governing that
root word and.its plural.'This corractional procedure can usually be found

in worksheets and can be used by a group the size of a normal class.

CONTEXT CLUES--Using Context Clues

Present a short story of one paragraph with some words left out. The
children are to read each sentence and complete it with their own words
or those from a given list. The differemt types of context clues may be
exhibited in eéch sentencef This correctional procedure can usually be

found in worksheats and can be used by a group the size of a normal class.

SYLLABICATION GENERALIZATIONS-~Using Sy;lnbication Generalizations

After several syllabication generalizations have been studied or re-
viewad present a list 6! words for the child to divide, have him letter
the divided woxd with the éofract rule govegning its division. This diag-

nostic and correctional procedure is designed for an individual.

COMPREHENS ION--Ma tching Definitions and Word Symbols
Prepare a worksheet where the children must match the word and its def -
inition. The choice of words and definitions depends on the grade levei

of the group. This correctional procedure can usually be found in work-

sheets and can be used by a group the size ¢f a normal class.




CoMINERENSION-~Saeeing Literal and Interpretsve ploua . o,
Prepare questions to be presented before the student® reac. These

questions should provoke thought while reading. Some sample quastions
which enhance iutorpxeéation are "What did he mezn by ____7?";"Do you
think that this sh;uld have happened?"; "What makes this a good example
of _ (some literary style)?"; "Compare these two characters."; "Which
character displayed the most courage?"; and s$o on. This correctional pro-
cedure can usually be found in worksheets and can be used by a group

the size of a noxmal class,

COMPREHENSION SKILLS--Recognizing Hain Idea and Supporting Detail
After the children have read the story the teacher writes sentences
on the board that show main ideas and detail from the reading. Through
discussion the children distinqﬁish which are the main ideas and which
are the supporting detail. Finally, each child arranges on a sheet of
paper the main ideas in their proper sequence. This correctional procédure
can usually be fouad in worksheets amd can be used by a group the siée of

a normal class.

COMPREHENSION--Following Directions
Present a worksheet where directions varxy according to topics that were
studied in each subject for the past wtgk. The list of directions is to
be completed but done in fun. Some ideas for directions are as follows:
Write the page number that tells where ints get their food. (Science)
Trace a picture of an ant. (Science) |
Copy the difinition of a verb. (English)
Give an example of a verb used in a icntenca..(ﬁnglish)
From your notebook, copy three new words learned this week in Spanish.
Draw a Pilgrim boy or giri. (Social Stﬁdies)

State three reasons why we still observe Thanksgiving. (Social Studies)

Spell correctly taree words that you missed nn the provest. [Tuilisg
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Thes correctional procedure can usually be fowi afi wil..

used by & group the size of a normal class.

COMPREHENSION RATE--Using Little or No Regressions

Using a cover card, the child is to read from lerft to right across a
page. As he reads, he uses a cover card to block out what has been read.
This sample is a diagnostic and coirectiomal_procedurc desf&héd for an in-

dividual.

COMPREHENSION RATIB--Adjusting to Purpose

Questions involving material found in the index, table of contents, and
chapter headings, make good waterial to scan for answers. This correctional
procedure can usually be found in worksheets and can be used by a group the

size of a normal ciass.

ORAL READING SKILLS--Baunciating Correctly
Bring attention to endimngs like ing, d, and t. Practice words on flash-

cards could be used for individual or élasu help:

chattering brought quiet
coning feed slid
fishing : dived caught
talking crept . ocarried
stirxing spent tomight
falling listened. right
blowing - chattered _ around
making watched tugged
growling rattled.. that
pushing waited pulled

This involves procedures that generally imclude discussion or similar ac-

tivity in a snaliir gronp;
Auditory and Visual Training

Many children have auditory or visual discrimimation probliems which ad-
versely affect their ability to read. The classrooa teacher can recognize

some of these problems by observing children's behavior in the classroom.




6J

oor word recognition, NAIIOW atlic. .. w0 reversals, o
reading, especially if coupled with bluoodshot, swollen, or teary eyes,
complaints of dizzinas{, blurrod vision, or soreness, may be symptoms of
visual difficulty. Difficulties in sound differentiation, in follocwing
spoken directioms, or in classxoom attentiveness may indicate hearing or
auditory discrimination problems. The teacher, after observing such be-
havior, should make an. informal diagnosis of auditory and visual discrimina-
tion and follow up with specific treatment. If diagnosis and treatment in
the classroom do mot prove successful, or if the problem appears too se-
vere for classroom hamdling, the teachar rhowld refer the child to a
'specialist for hclp.

Classroom diagnosis of auditory amd visual Gscrimination problems can

be done through tescher-devised tests or through formal tests. To test

auditory discrimimation, a teacher might ask a child to listen to a series

of words (e.g., bat, bet, bit, but) and describe likenssses or differences

in the words (e.g., change in middle vowel). The Wepman Auditory Discrim-

ination Test includes exercises similar to the example given and can be

adninistered easily by the classroom teacher. In testing visual discrimin-

ation, the teachcr might ask a child to choose two like figures from a

series (e.g., A. O A ) or ask him to up:odnce a figure himself

(€eg.y Q) ) This kind of exercise appears in reading readiness tests

and in the Frostig Visual Pexrception Test which, like the Wepman, can be

administered in the classroom.

Once diagnosis of auditory or viswal discrimination problems has been
made, the classroom teacher can devise exercises similar to the test items
to help correct problems., Such axercises should be based on diagnostic

findings and should concentrate on developing skills through exercises

similar to those used in diagnosis.
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wiven below are some generas means for Lrediand wdte. .

problems.

Many classrooms now have listening posts or corners whare the children
can listen to'tapc. ox kncords to improve their auditoxry perception. The
use of pictures, filas, and filmstrips ch be_incotporatid in classroom
teaching to improve visual perception.

Filustrips can be used to teach specific skills. For example, to teach ;
time relationships, the class might bcjlhown a single frame of a filmstrip j
they saw the day before. The teacher then asks the class to tell what d
happened just before and just after that pictur..

Games can be used for both visual and auditory perception. Many of these
are devised by teachers Qith specific goals in mind. For example, pictures
are shown of various objects whose only raealationship might bé that they
begin with the same consonant. The children who pick out the pictures and
write down the words beginning with the same letter win the §ane.

Controlled readers are used to improve eye movements. The speed of the
machine is geared to the child's ability and gradualiy moved ﬁp so that
he is forced to use fewer eye movements in ofd.r to kcgp up with the story. §

Many companies have now put stories om tapes. Teachers also will tell
stories into tape machines and children themselves will dictate their own

stories. Listening to these tapes ; and then answering questions about what

they have hcardywill help improve listening akills.

The Language improvement Project at the Fairlawn School in Santa Bar-
bara, California, puts great emphasis on the development of listening
skills. Listening centers have been sat up in many of the classrooms,

The center consists of a cart, twelve headsets, a phonograph, and a tape
recorder. The cart is rolled into the classroom and is ready for use.

The Fairlawn listening centers are used in a number of ways by students:

. to listen to recoxrded stories from their textbooks, following along

while hearing the tape
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. to listen to teacher-made tapos., .uiww v wWadch Bay Lo v a0 e
structions tor drill in specific skills

. to record their oral reading, passing along the microphone in turm
and then listenimg to their own performances

. for group reading of a play |

. to record their experiences on a fielé trip )

. to hear their own improvement by listening to tapes made six months

earlier and comparing them with tapes of the same material just made.

Teaching for Skills

Reading specialists and other resource teachers can be of help to the
classxoom teachef who want to concentrate om specific wkills. First of
all, the specialist can help the clillxoou teacher diagnose the reading
difficulties a student is having. Then the specialist can demonstrate
through teaching classroom lessons or during in-service training, how to
gear insgruction to specific reading problems. Net the least of the speci-
alist's help comes from locating and demonstrating new materials and
techniques.

Iin San Francisco, a special program is aimed at_children who need help
in reading. First, an informal riading inventory was devised to help
teachers determine the reading pxobmems their students were having. A multi-
media approach was instituted whmrcby teachers were encouraged to use
newspapers, trade books, magazines, filmstrips, radio ghd television
Programs, resource speakers, records, tape recordings, and field trips in
order to tune in to students' intorosfs and wotivate them to read. Listen-
ing skills were emphasized through opportunities for the exchange of
verbal ideas, discussion, and réporting. Reading specialists singled out
materials that would teach specific skills, such as phonics, blending,
final consonants, time and space rclationshipg, and correct use of pre-

positions.




Geutes introduce an element of fun iafo Ccl.ssrotat Lol
in reinforcing cpecitxc skills, Both elementary and SeCoAGlLy siudents
enjoy playing coumarcially devclopad word games in class, Dolch card janes,
such as Word Rummy, und word bingo games like Lotto provide fun and
motivation for elementary schildren. Scrabble amd Spili and Spell can be
used effactively in secondary glassrooms with ioné adaptation by the
teacher so that groups of students can play against one another.

In addition to wsing commercially available §ancs there are a number or
ways in which teachers can devise game situations for classes. Very young
children li§ht find three ox fpur word cards on their chairs when they
come into class. The children use these word cards to make sentences.
Variations of anagrams, where letters are used to build and change words
can be effective wit) both elementary and s.conﬁnry students. Telephoning
each other on play phones can encourage the use of language as well ;s
social skills. Blementary childrem can build word collections by writing
each new word on a card and'filihg it for later wse in language experience
charts., Secondary students can use the same method for building specific
vocabularies for content area courses. Classification can be learmed by
finding newspaper and nagazine itorics that have to do with pets, cars,
sports, or whatever interests a chiid most, Stories in trade books that
concentrate on certain sounds a child is having trouble with can be used

profitably in building needed understandings and ski}la.

Materials and Books
Selection of books and other mgterials for instructional and independent
reading should be done with the iutarosto and abilitics of children in
nind. As commercial materials and books bacome more varied and more help-
ful, the selection task of the téacher becomes more difficult. By con-

sulting reading coordinators and by using reference sources on children's
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Licerature, classroom teachers can become MOSE LAk} b bl

and reading levels of children's books. School librarians can be of assis-

tance by providing teachers with their sources of information on new books.
There are a number of references which list books available for individwal

reading programs and many of these are constantly updated to keep teachers

and librarians acquainted with outstanding publications. The 1966 revision

of Good Reading for Poor Readexs by Spache discusses book choices for

specific children and includes lists of Books, workbooks, and games for

use in individualized reading programs. H. W. wWilson's Children's Catalog
is such a reference tool. Published annually, it gives summaries of books

in all fields, estimates of their difficulty, and assessments of literary

value. Another reference which, like Wilséh'u Catalog, is available through

school librarians, is The Hoxn Book Magazine. It .is published bimonthly and

contains reviews of outstanding children's books. Téache:s can also consult

such professional journals as Elementary Bnglish and the English Journal

for information on new imnstructional materials for classroom use.
The school reading coordinator ;s a vitzl source of inforlatioq on
materials for use in individﬁalizcd reading preg:ais. He can investigate

new aterials as he receives infoxrmation on them from publishers and can
relay this inforn&tion to classryoom and special readiné teachers. He can

also use the results of his 1uvnstigatious.ta plan angd present demonstra-
tions of innovative materials for ci&csrocn teachers.

Still, teachers say, the commercial materials are too few; they lack
realism; they don't notivitc the nonreader; they are geared fdr girls
rather than for boys; their vocabularies are too controlled (another com-
plaint is that thé vocabularies are too extensive!); the materials contain
two few phonics practices; and they are unsuitable for independent fead—

ing programs. To overcome any Or all of these deficiencies, teachers are

creating their own materials. To surmount the problem of time to do this,
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teachers are sometimes released .o . v lwi&E L0 WOTK Of a Low uiih, i
they may devote a summer to the tsuk. MOsY uslassroon teachefs spend theix
evenings and weekends greating their own teaching materials. More sharing
of materials could be dona, even of teacher-created materials.

Sirce teachers, like dveryonq else, preifex the faiiliar, theie is a
tendency o0 hang on to familiaz naterials regardless of their worth. The
basal reaiers are often the only materials a teacher will use, and even
then she may igho:a the acconpanying teachaex manual. Such fesistance to
change has to be overcome, either through the prodding of the reading
coordinator or principal or ﬁhrpugh convincing demonstrations of materials
during in-service sessioné. |

Further use of the audio-visual coordinatar’and of the school librarian

can be made to supplement materials “or the classroom.

Testing and G:quping'

One of the difficulties in both testing ﬁnd grouping ii an attitudinal
problem. Some teachers tend to %bjlievé that once a claas is tested of
grouped, that it will remein so for all time. Childrenm, of course, do not
stand still, and both festing and grouping have to be continuing processes.

Even in a homogenesus setting, all children do not read at the same level,
nor do they haQe the sane specific okiil needs. But too often teachers in
such a setting tend to think that grouping‘has been finished and thiﬁk
there is no further need for individualized instruction. Even a homogeneous
class will have as many as four or five levels o; reading ability, and
individual children, at whatever level, will have specific reading problems.
For these reasons teachers should create fluid groups within the classes,

giving children the help they need in specific areas without consigning

them to one group for all reading instructicm.
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Ciassroom teachers, aware of the fact thao aillooorao
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exist, can do much in the way of building these abilities. The Tarst effurt
should be to use skill checklists, such as those shown below and those in
the appendix dealing with individual differences, to single out skill
weaknesses in children. Classroom observations of behavior in reading
situations and of attitudes shown toward reading can be of great help in
determining areas of difficulty. Formal tgsting of areas of difficulty dis-
covered in daily dbserﬁation and measurement can follow as needed.

Knowing what tests to use and how to usd them will come only from
special effort and from experience. Reading coordinators and otﬁer read-
ing specialists in the school can help classroom teachers in finding and

using standardized tests. A semester's in-service training could be planned

around classroom diagnosis of reading difficulty.

 Evaluation and Communication

whatever techniques and materials are beimg tried, plans to evaluate
them should be built into fhe project. Although teacher cbgervation will
be enough to sense class enthusiasm for matzrials and techniques, discrete
skills can be tested bast by before-and-after evaluations. The school's
reading coordinator or principal should be iguolved in setting up methods
of evaluation.

One way of evaluating children's progress is to use checklists, such as
those below, to measure skill abilities. A careful examination of such
checklists, coupled with teacher observations of class participation and
results of reading teéts, will give the teacher a broad base on which to
evaluate progress.

Communicating with parents ig essential. In some cities, the parents
are actually involved in the cirriculum by serving as paid or volunteer

aides or tutors. In other placés, pérents go along with the children on
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field trips. Parenta; use of the schouli L.lLiagy is @NCORLw efs Wl o
usually informed--or should be--when a chaage in reading ianstruction is
about to be tried, orx tpey will have only the children's garbl«d versions
of the experiment. Student demonstrations of methods and materials at PTIA
meetings and othex parent gatherings help show what the schools are trying
to do and how they are gding.about it.

San Bernardino has a simple dbvi&c to capture the interest of parents.
The mothers and fathers aze iuvitnd to the ;ah&ol to "haar your éhild (7
tape" or "see the pictures we took on eur trip." wnin home vislts to
axplain the reading pregran have waen undqx§much. one of the glearest
yesults has bean & d«cwaﬁu im txuancys-an indication of increased parental

interest in‘thc'nchool. | . : | i




V CONCLUSIONS AND RECOMMENDATIOND

The Probleme Remain1n§

With the increakéd recégnition of the importance of reading and with
the changing school clientele--especially in big cities with large numbers
of public school children from disadvantaged backgrounds--the problems of
teaching reading at all levels seem to be increasing rather than de-
creasing. Reading problems, iike crime, seen to increase as ﬁethods of
diagnosing and reporting improve. Better diagnostic and teaching techniques
seem to reveal more problen# to be handled.

Nonetheless, some of the emerxging problems show a hopeful paftern and
point toward solutions. Foxr onme thiha;‘it is becoming clear that all class-
TOoOR teachers have to become tetchers cf reﬂding to some degree. The high
school history teacher cannot teach history to nonreaders by his old
methods. The fifth-grade to&cher Bust know how to SPOt reading difficulties
and either know how to overcome them hercolf or know where she can get |
some help for the child.

More individualized instruction is called for. Grcuping solves nothxng
unless instructional tcchniqueo are ad;usted to the needs of the reaﬁer.
The glaring failure to do this is seen in ungraded classes which are~
identical in practice with graded classes. individual reading programs
are talked about ﬁore than thyy are put into opération. One of the chief
problems is lack of books--a problem that can be solved with money, since
the books are on the market. |

New techniques and matexials must be received with an open mind. Pro-
grammed instruction, for ;xunple, is just beginning to come into its
own. Its use has been impeded largely by teacher résistance.

Administrators must give support and attention to the improvement of
reading. It is only through them that thé classroom teachers will obtain

the materials they need and that the school system will nire the speci-




Finully, there has to be closer cooperation Delwdei i .

and others, such asfihe reading specialist, who are concerned wiih over-
coming reading problems. 1t is impossible for either one teo work effectively
without the other.

The classrocm teacher occupies the pivotal position in discovering read-
ing difficulties, in taking steps in the classroom to overcome them, in
referring children who need special hélp, in pxoviding-gifted ieaders with
individualized prograﬁs to enhance their skills and hold their interest,
and, ultimately, in preventing reading problems before they become critical

and crippling.

Pitfali- to be Avoided
Below are presented sone of the more connon mistakes that classroom
teachers make in estimating their personal involvement with reading dif-
ficulties in the classroom.

1. Not my job. Since a number of classroom feachers do not have specific

training and are not called roading teachers, they feel that identification
and correction of problems in rcading do not fall to them. And, of course,

in a specialized sense they are correct.-nvery tqacher is not expected to
have a specialized knowledge of the causes, diagnoses, and treatment of
reading problenms, but_avé:y teacher must realize that reading is the basic
tool that students use and that, no matter what the subject, thére are
peculiar éleménts that demand different npptpaches.for reading intelligently.
In that sense, evety teacher is a teacher of reading. The elementary teach-
ers are more specifically concerned with'reading instruction aﬁd ordinarily
have some minimal background in thé teaching cf xe#ding skills.

2. Over-involvement in diagnosis., Jecause it is easier to test and

diagnose without making conclusions, some classroom teachers become en-

| tangled in diagnosing problemé and never do anything about them. The

classroom teacher has to deal with the reality that he does mot hove the
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children in his classes. His diagnosis is a generxal practitioner's analysss
of the gross faults that a child commits im reading, and he tries the

most obvious kiuds of treatments to overcome these faults.

3., Haphazard treatment. Classroom teachers often approach the treat-

ment of reading problems in a haphazard way. Instead of asking themselves
what skills a child must have in oxder to overcome the weakness they ob-
serve, they simply ask the §hild to do some practice activity that seems
somewhat related to the observed weakness without trying to find out if
other skills more basic and fﬁndauontal are also deficient. Then, too,
some teachers proceed with a number of activitiés that they call corrective,
not relating them to any sequence of reading skills or without evidence of
progress. They simply give the child a programmed instruction book, for
example, and ask him to work in it~--without nofing progress or without de-
termining whether the child needs to go through all of the exercises con-
tained in that program of materials.

4. Poor selection of materials. A teacher can't possibly recall all of

the good books and practice sxercises available for corrective activity.
It behooves him, therefore, to select a guide for the materials that he

will use in corrective activities. Perhaps a book like Spache's Good Read-

ing for Poor Readers, or books published by the Children's Book Council,

or the reviews and lists published by the Children's Library Center at
the University of Chicago would be beneficial for a classroom teacher to

have in ordering and selecting materials fox his classroom,

5., Lack of flexibility. There is probably no greater fault in teachers'
attempts to correct reading problems than lack of flexibility. If the
teacher is truly going to meet the individual needs of the children he must

be flexible in his organizaticnal structure, in the materials that he uses,

in the techniques, and even in the methods that he uses to teach reading.




no one method will solve‘the problems Of evety Sex .ty L
of materials or technique will solve all the problems. It is necessary,
therefore, for the teacher to be concernéd with individual diagnosis and
correction in the classroom and to be willing to make all sorts of adjust-
ments in meeting with the child and finding appropriate materials and
techniques for handling his pxoblea. |

6. Failure to make a referral. There has to come a time (with experi-

ence, it becomes evident early) when the classroom teacher realizes that

he cannot solve or treat the problems of certain ycungsters in his class-
croom. At that time, it is necessary to call in a specialist who has ad-
ditional diagnostic. tools and skills. There evidently are children who do
not profit from the usual classroom instruction and must be turned over to

a specialist who has the time and the facilities to work with the child

(:) outside the classroom. One of the important things to keep in mind in

making this referral is that the classroom teacher should indicate what

steps he has taken in the classroom to overcome the problems. Those steps

give the specialist some indication of what not to do, since they have already

been tried by the classroom teacher.

Steps for Action

Once the teacher has looked at the probles and ways of handling it, and
is aware of some of the pitfalls, the only thing to be dcne is to take
the necessary iteps to change his attitude and.change his classroom $O
that he can conduct corrective reading activitiec. In orxder to do_this,
the following steps must be taken;

l. Stock up. Teachers must stock up on knowledge, causes, and symptoms
of reading problems, and understand what those reading problems mean in
terms of finding specific activities to overcome.them. The teacher must

also stock up on materials, so that when there is a problem he has a handy

reference ror help. He should also collect & supply of checkliists so that
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fie cdail maxe use of these during daily Classruom Occep.. ... .
will give him a systematic way to observe the child's pexformance and will
enable s better diagnosis and treatment of the prxoblem,

2. Reorganize. There seems to be a lot of truth in the statement that one

reading director made when he said, "Unless the classroom teacher reorgan-
izes the class, he isn't likely to carry on individualized corrective ac-

tivities." In the pages of this book there are a number of suggestions for
ways classrooms can be set up to encourage the teacher and the student to

engage in a more personal kind of &iagnostic and corrective activity.

3. Observe and evaluate. As the student progresses through a sequence

of skills it is necessary for the teacher to watch his progress, and to
evaluate it so that he knows thn the student can proceed or when he has
to have additiknal help. Once again, checklists and other kinds of evalua-
tion instruments must be stocked and used. Tests from basal reéders are
helpful, as are unit tests that often accompany workbooks.

4. Treat the problem. After observation and evaluation have been made,

the teacher must make a decision about what specific problem has to be
treated. Unless the problem is isolated and put into specific terms, the
chances are that treatment will not be direct enough and that the student
will not beiefit from the treatment. |

5. Make a referral. As stated above, when a teacher finds that his own

diagnosis and treatment does not -atisfactorily help the problem, he should
not hang on tenaciously to the child and prevent his progress. Make a
referral to the appropriate specialist so that the child can progress with

his ecucation and become an adzquate pupil.

Conclusion

Again, the classroom teacher is the pivotal person in creating good read-

ers and in correcting difficulties as they arise. The classroom teacher

carries a rather awesome responsibility, therefore, for the su.cess or




Jailure in many aspects of life Of thy «i..GivA wiied as

of corrective reading, he probably should consiaes himeelf as a general
practitioner who must be aware of the most cbvious symptoms of a variety
of learning disorders, and must have at his disposal a variety of obvious
treatments for these obvious disorders. That, at the moment, would create
a tremendous amount of good for individualizing instruction and correcting

many reading probiems that arise in the classroom.




A .
S »
‘l.&t-. SE

VAt Poaper a2 ¢

Techniques for Classrwon DLagnosis
of Reading Problems

Definition of Texms

In describing the various types of reading instruction, educators commonly

use three terms: developmental, remedial, and corrective.

Developmental instruction. Developmental reading instruction has the fol-

lowing characteristics: 1) The instructional starting point is the level
at which the ehild is presently reading; 2) the child proceeds at his own
developmental rate of accomplishment; and 3) readihg instruction is se-
qential, i.e., following a definitc sequence of skills and activites. Un-
fortunately, many educators use the term developmental in a limited way;
that is, they describe developmental instruction as sequential instruction
given on one level (the average level of the clas#) and at one rate (the

class's average rate of learning).

Corrective instruction. Corrective reading instruction alsc includes the
three characteristics of developmental instruction, but it too has a moré
specific referent: instruction which a) is given to less severe cases of
reading disability' and b) is given, by the ciassioom teachex, in the class-

room.

Remedial Instruction. Remedial instruction includes the three characteris-

tics of developmental instrudtion, but it also refers more specifically to
instruction which a) is given to more severe cases of reading disability
(children reading at least two years.below cap&city and/or grade level) and

b) is given by a reading specialist outside of the classroom--usually in a

special classroom or a clinic.

e




Diagnostic Teckniques Uod 2@ Ciatmilsmi. Cord Lo s

The classroom teacher's initial diagnosis of the child's reading diffi-

culties has two major objectives: 1) determining the child's instructional

reading level, This is the level on which instruction should take place for

the child. Reading materials on a child's instructional level are neither

too easy nor frustratingly difficult for him, yet these materials are just

difficult enough so that the child can make reading progress under teacher

guidance. 2) determining the igecific skills in which the child is defi-

cient. Unless the diagnosis can determine particular skills, instruction

may either give practice on skills alfeady mAstered or fail to give help on

ckills needed. Skill deficiencies must be pinpointed.

The classroom teacher can use the following techniques to diagnose a child's

reading diffiéultiesz

Group survey tests. Group survey tests normally provide measures of com-

prehension, vocabulary, and rate, but their main purpose is usually to pro-

vide a fairly adequate measure of the grade level at which a pupil reads;

hence, these tests can be used to reveal those children reading below grade

level who may be candidates for either corrective or remedial instruction.

Examples of group survey tests are the Gate&_?xima;xgrkeading Tests and the

Iowa Silent Reading Test.
aimed primarily at determining a pupil's average read-

Those survey tests

ing grade also carxy some diagnostic elements. There are other group tests,

however, that are more analytical and more diagnostic than the group survey

test. The purpose of these group Jdiagnostic tests is to pinpoint skill de-

ficiencies. Those that covex kindergaxten through fourth grade usually

measure reading readiness, visual and auditory discrimination, vocabulary,

ding, or the comprehension of stories ox paragraphs. Tests for

and story rea




Lzedis four to elght usually measarss - - Couddne b iy \ Cae e
bulary, rate, and word attack. In high school grades and coliege graaes,
the tests focus on measures of vocabularxy, comprehension, rate, and word
attack. Some typical examples of group diagnostic tests are the Dvorak-Van

Wagenen Diagnostic Examination of Silent Reading Abilities for grades four

to five, six to nine, and ten to thirteen: the Bond-Balow-Hoyt New Develop-

mental Reaiing Tests for primary reading; and the Bond-Clymer-Hoyt Develup-

mental Readiggirests for intermediate grade reading.

Teacher-made tests. Am effective and widely used technique for diagnosing

reading dificiehcies is the teachér-u&da test. The most commonly used teacher-
made tests are those which, because they are testing only one oxr two factors,
are short, simple, ang often made up on the spot; i.e., when the teacher is
working with a pupil. For instance, if a teacher wants to know if Johnny
knows how to blend the digraph "ch," he can simply ask him to pronounce
several words which begin or end with "ch;" if he wﬁnts to test his literal
comprehension (xecall of facts", he can ask Johnny to read several paragraphs
and then ask him factual questions about the paragraph; if he wants to know
if he can divide words into syllables, he can give him a number of words to
syllabicate.

The informal réading inventory, however, is a longer, more coﬁplex test
which the teacher gives to individual students. A carefully graded serxies
of basal readers can be used to construct an inforn#l reading inventory.
Selections of 100 to 200 words are chosen from each book in the series,

taking three selections from each book, one from the beginning, one from

the middle, and one near the end. For each of these selections a few questions
focusing on ideas and on facts should be constructed and presented to the
pupil after he has read the selection. The pupil should be started at a
relatively easy level, reading orally to the teacher and then answeriﬁg

the comprehension questions based upon the content. If he is unable to
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asndle the first seleélpion that is given to ala for wies..

toward an easier level. The child continues to read suceessively more dail-
ficult selections until the teacher finds out what his various reading
levels are and gains the appropriate diagnostic information. The levels are

as follows:

1. Independent reading level. At this level the child can read comfort-

ably without assistance from an outsider. It is the kind of selection that
he would pick on his own and feel satisfied by his performance in reading
it. As he reads oruliy he would probably make no more than one word pro-
nunciation exror out of 100 words and achieve a comprehension score of
about 90 percent. Generally his oral reading would be conversational and
well-phrased. There would be little or no evidence of tension as he reads
for you (Betts, 1946, p. 446). |

2. Instructional level. This is the level at which pupils can make satis-

factory progress under-teacher guidance. The material, therefore, is chal-

lenging enough to cause the student to stunble and to need outside assistance

in order to handle it with comfort. The instructional level is determined
by a 95 percent accuracy and word recognition and a compréhension score of
at least 75 percent. The oral reading at this level should be generally

tension-free and there should Be avidence of proper phrasing and rhythm

(Betts, 1946, p. 539).

3, Frustration level. The frustration level marks the point at which

the child can no longer function adequately with the material. He makes so
many errors and has such difficulty in co‘ﬁrehending what he reads that it
is truly a frustrating experience. Usually the score the child achieves on
a group silent reading test in class is a kind of frustrationilevel since
he works at the test with high eneigy and concentration and would not or-
dinarily apply the same kind of encrgy and concentration in his reading.

The selections that form the informal reading inventory can be admini-

stared to the child botha in an orael reading exercise and iy oo 700




reading exercise to see what differences there &Xv. Jiv. oo ..
reasons to have the child read orally is to give the teacher am opportun-~

ity to observe the phrasing and pronunciation skills that he exhibits

while pronouncing the words.

In addition to determining the student's reading levels and gathering
information about his comprehension ability through informal techniques,
the teacher can note many things about a child's reading performanée. By
using checklists and a + and = nétation, he can develop a picture of the

child's strengths and weaknesses.

General Readiﬁg Skills:
___ Enunciation
_____Adequate phrasing
______ Word-by-word phrasing

Head movements, following with finger, posture, distractibility,
tenseness |

Word-recognition difficultiei:
Revérsals |
Wrong beginning
Wrong middle
Wrong ending
Word-recognition skills:
Use of context |
Adequacy of sight‘vocabulary
_____ Other difficulties |
Repetitioﬁé
Omissions
Substitutions

Other

: Lo .




word Attack Skills:

e Blending skill
—___ Resorts to spelling attack | :
— No method of woxd analysis |
____ Recognition ot familiar parts

— Recognition of parts of compound words

Recognition of word roeots:

Recognition of suffixes
Recognition of prefixes
Consonant sounds

Vowel sounds

Other Relevant Data:

___ Hearing status
Visual ;fatusv
____ speech difficulties
____;Other physical difficulties
____Fluency in language usaga
Chief interests
—___ Ability to concentrate

Persistence in tasks

Emotional reactions (confidant, thy, uvexaQQtossive, negat1v1st1c,
cheerful, etc.)

Attitudes (toward school, teacher, reading)
Home environment

Other obsérvations

The following information can be sbtained by watching the child as he
reads silently from basic reader selections:
Name and grade level of booi

Rate: (words per minute}




Vocalization (degree of 1lip movéiaen' SALGUREANG, QUGLLLG e 0l
Finger pointing |

Head novementé

Sogns of tensaness

Posture |

Distractibility

Other habits

Observation in the Classroom* Observation is a technique that can and

should be employed in the classroom at all times. Even while giving instruc-

tion to the clsss as a whole, a teacher may be noticing how the class and

certain individuals are responding to the instructioh.
A teacher easily xdentxfies a student who cannot read: He avoids reading

and gets better narks in subjects that do not requlre readxng. Upon closer

cbservation, the teacher may discover difficulties im vocabulary, word
recognition, and comprehension. From furthex dbservatlon and from interviews
he may infer that emotional dxfficulties are also entering into the student's
reading disability. |

Observation is a basic tgchnique, Since it requires no'extra.time or
materials, it is employe& every day by every teacher. Usually, observations
go unrecorded; they are used at the first opportunity to help the student.

Limitations. While observation is anellent for gaining understénding of

the way a student reads, it fails to tell us why he reads as he does. We

can only make inferences about the causes of the student's successes ox

failures.

Four specific principles to keep in mind when observing individuals are--
l. Since the student is always changing and growing, an observation

. that was made last year may not describe his present reading

performance.

#This section is a aummary of Strang, Ruth, "Observation in the Classx ooa,"
Dieerrastic Meaching ri Readine, MeGwaw-Hill, New “awk, 1504 w3 G




A teacher can observe only & .. part of a stasdiaci o o,
behavior. On1the basis of such Limited information, the tecacher
can make only tentative geﬁeralizations about the student's
reading. |
3. Observations made by aifeacher may tell more about the teacher
than about the student. His first impression of the stiudent, his
. philosophy of education, and many other factors may color what
he sees.
4. Ideally, oﬁservatiqns shoﬁld be intirpreted in conjunction with
intérview, test, an& ofher data. Howe#er, obsexrvations often are
the only data available at the moment, and sometimes antion.shouid

not be deferred.

Analysis of Classroom Situations. Teachers are confronted daily with

situations from which they can gain au'uuderitanding of their students'
reading. A detailed analysis of these nituations serves as a guide to ob-
servation; it alexts the teacher to reactions or behavxor Wthh ‘he might have
overlooked otherwise. He may either start with the situation and describe

the understanding he hopes'to obtain from it or start with the understand-
.ing ané decide from which situations such uudéxstmnding cén be dbtained.

' He should try to systematize his obsexvations with checklists, thus making
learning pattexns more avidﬁnt;

The following checkiists chow kinds of information about students' read-
ing that may be obtained in different classroonm sitﬁations. In the lower
grades, students aré given hany opportunities to tell their experiences to
others. From listéning to his students, A tgadher learns about their voc-»
abulary and language patterns; their interests, and personality traits.
Also important are comments about home conditions and attitudes.

Some specific observations to check:

Language abilities: vocabulafy: neager , rich accuratq“_;,

incorrect

K
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Suntence structures INCUmJ aete oo oy Blfigdd "
complex suliteaces |
Imagination: oreative _ , bizaxre
Organization: redounted events in proper sequence_ _ , well-organized _ ,
disjointed_

Semse of humor; enjoyment of humor , makes others laugh,... -

when students read aloud, the teacher is given the opportunity to observe
their word recognition skills, pronunciation, phrasing, and expression. The

student often reveals his attitude toward reading--whether he reads with

enjoyment, indifference, dislike, anxiety, resistance, or hostility. Drama-
tized reading gives an even better picture of the student's ability to read
with expression, feeling, and meaning.

Some specific observations:

Method of word attack: sounds out words , tries to analyze structure ’
uses context clues
Word recognition problems:; skips words , reverses letters, words, 4

phrases , substitutes words , guesses J

wildly 1

Substitutions give the teacher valuable clues about the student's compre-

hension of the material he is reading. If he substitutes a word that makes

sense in the context of the sentence, he is probably reading for meaning;
however, if the word substituted makes no sense, he is merely pr@nouncing
words with little understanding of what he reads. When a student comes to
an unfamiliar word, the teacher should observe what kinds of words give him
difficulty: common words, leng words, words within his experience, or words

foreign to him. The teacher should also observe how he goes about finding

the meaning of unfamiliar words.
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Some specific observations:

Phrasing: reads word by word_ __ , reads in phrases or othex thougnt
units____, loses place easily _  , reads clearly and with
expression___

Comprehension: recognizes basic vocabulary at sight____, shows an
understanding of material read__ , sees relationships
and sequences of ideas__ _, can discuss what he has read

, shows originality in interpretation

A student's reading interest or level may be indicated by his selection
of reading material in a free reading or library period. His behavior
during silent reading indicates his power of concentration. (Is he merely

daydreaming or is he really thinking about what he read? If he was dis-

tracted, what caused it?)'
Some specific obsexvations:
Approach to books: leafs through many books , chooses quickly 3

looks first at chapter titles and/or table of contents -,

pictures , printed pages _ ; tends to choose small books

_____» laxge books____, one kincl of book _, a particular
F author or series__ , is rather uﬁiforn in choices_ ,
f chooges a variety of books____ j chooses books ‘at his own
age level of interest_ , below__ , above _  ; takes
books home often.___,‘seldon__m_,_never____, reads them
through ___ ; can discuss what he has read; returns books

on time , undamaged ; asks for books he does not find

on shelves

Oral reports are  anothexr good way of observing students' interest in
certain topics and their ability to organize and report it effectively to

their classmates. By observing the audience, the teacher can get an indi-

cation of aAbility 40 'doctmm col e STm w et
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e teacher will observe that some siugenls ' Wai G

others need to have a new concept explained several times. Whale the slow
learners should not be ignored, the student who learns quickly should not
be held back until the others catch up. While most teachers are aware
that retarded readers are often embarrassed when they are laughed at for
their mistakes, many fail to realize thit the bright child who finds
pleasure in reading may suffer equally from an anti-i *“ellectual spirit.

Specific obserxvations:

Attitudes: _eager to participate____, interested __ , indifferent____,

withdrawn
Creativity: inventive ___, shows imagination____, is intellectually

curious » shows maturity of interests

While obscrvation is only one of several techniques that should be em-
ployed, it can be useful and helpful to the classxoom téacher.'He can
learn much about his students through this method that he would not
learn, while using only a written test. The teacher only needs to make sure
that observation is used in conjunction with other data. Howeﬁer, sometimes
observation is the only data available at the moment, and, if this is the
case, action should not be deferred.

For additional suggestions see Bend, Guy L., and Tinker, Miles A.,

Reading Difficulties Their Diagnosis and Correction, New York: Appleton-

Century Crofts, 1967; and Strang, Ruth, Diagnostic Teaching of Reading,

New York: McGraw-Hill, 1964.




Corraspondence to any of these sclovi systems gshould be addnessed as follows:

Reading Coordinator

% Name of School System

City, State, Zip Code
Los Angeles, California
Oakland, California
Santa Barbara, California
San Bernardino, California
San Francisco, California
Dougherty County, Georgia
Terre Haute, Indiana
Buffalo, New York
Kenmore, New York

Tulsa, Oklahoma

Portsmouth, Virginia

MAN‘}k L“; f; l.
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