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- Gettmg an all school _reading p gram estabhshed:and under way is the

- first big.step in-teaching reading at the. secondary level. The:next step';ls
“-to plan for 1nstruct10nal “and class- organuatlon “Then after a program-is

- started ‘there are many specral prob(ems ‘to-be ‘met.” All three -of these

important- topxcs are treated in Chapters- 1-3. B -
Developmental readmg in‘the secondary school is becommg 1ncxcas1ngly

recogmzed as a ‘must, For a time remedial- rcad1ng was the only type of

instruction-taught-at the hlgher lcvels “At_the-present time, however, large .
numbers of secondary schools are teach1ng developmental. read1ng or plan- -

ning to do so. Hence, ‘Chapter 4 is devoted wholly to this topic.
Teaching reading in the content subjects is a matter of major concern.
at this time. For this- reason, Chapters 5-7 are devoted, respectively, to the

teaching of reading in h1story, in science- and mathematlcs, and in

literature.
“There are some students who are so severely hand1capped that they

- : T iv

;
iy e o
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- — nccd spcc1alucd tlcatmcnt F or thlS rcason any  book dcalmg broadly W1th . ; T .
R S rcadmg in-the-secondary school must contain a dlSCUSSlOﬂ of thlS 1mportant- i - = -
S DoTa T topnc Such ‘a.discussion will ‘be- found in-Chapter 8. - - ; - .
SeT L e T " Evaluation of secondary- rcadmg programs-is e\trcmcly 1mportant We R i
~must-know whcrc students-are_at-the: bcgmmng, what thelr needsarcas - - T C
" the program- progresscs and how much they: havc accomphshcd at “the -3 T =
end of the course. In ordcr —to provlde assistance -for -this. aspect: of- ,thef S 7

: rogram Ch' ter-9-i
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B jumor hrgh schools of E lornda were: domg the:; samc' The survcys showed
furthermore,- that the- majonty of those- programs were cstabllshed wrthm :

: }thc last- four or ﬁve years, - i Lo me oo \ 7

“In.a ‘more ‘recent study involving rcadmg in- thc seventh and clghth—,,,;*
'gradcs of sclected- AAA Missouri-schaols, Smith (24) ‘found-some type.-of 7
reading - prograr in-operation-in"81 per-cenit of the schools. When- certain
evaluative criteria were applied- to thése programs, one of which was that
R ~ ‘the_program had to_have been in cffect prior to- Scptcmbcr 1960 only
. - thirty-two schools remained -for further study, - - -
ER It is-a striking fact also that ‘the-philosophy undcrlv' g the programs

being devclopcd is undcrgomg a changc from that of the past: Whereas
at onc time the: rcadmg program “was- thought of as bemg rcmcdlal in
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e nature 1nvolvmg a few students,” now 1t is predlcated -on- the behef that : E .

. ~_the- progx?m should include all-youth rather than the’ few- who, for oné’
= . _ <7 reason or another are not - reading up to expectancy Smxth.found that
* - - “out of 113 _programs studled 68 included.all the seventh .and eighth-
' graders Furthermore, out-of 102 respondents reporting the types of -pro- -
- ':gram in operatlon 72 stated' that it \iwas developmental in nafure Hence,

B RS LA IS T
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f' steps leadmg to 1t.s 1mp1ementat10n Here we shall attempt to 1nd1cate o i
these steps and_show what eachentails. — .- - .~ -° _ - oo
As:umptzon of leadersth “The idea for-a developmental readmg pro- o 7 7 )
‘gram may have its originin-a- professmnal course, ‘a profcssmnal article; I

- “an educational conference, -a curriculum- study, an examination of the =~ = - R -
- school-wide test results; or a dlssatlsfactlon with the existing conditidns o 7
i [Campbell (3) Fields- (9); Ellis (8), Chnstophe (9] The idea may L 7
R - ~germinate -and take form in the mind-of the supermtendent ‘the building L T o N

: E I pr1nc1pa1 the curriculum director or coordinator, or a_classroom teacher. ST - ) |

S = - It may rcpresent the. combined- thinking of a‘departmental staff. - - R ’
-, - = * In-many cases the_person or group responsible for the idea has-neither - ’i o e =
"B = - the time nor the training to guide it to fruition. Here the responslblhty - T -

R =~ = must be delegated to someone who-is trained, experienced, interested, and- - - ERRE - -
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has-the time tb devote to the pro]ect Dependmg on- the size- of the school
and its organizational structure this person ‘may be someone who is already

affiliated ‘with the schaol system; perhaps.a- classroom teacher “whois 7',
- trained and who shows qualities of Tleadership. It- could be the language

arts- supervisor-or a specxal reading -teacher. I other. cases it ‘may be

“schools- hav1ng‘ =

comprehensrvcness, “50 per -

) '}supcrwsor— ad no- formal tra1n1ng fo th
- of the:sma'l schools, 49 “per-cent-

existence of | many fine programs-under the direction- of individuals-without"

-special training -attests to their w1llmgness to take over an essential ‘task.

and to learn- on-the Job through profcssxonal reading and-study.” -
Creatmg staff - interest= After some--person has assumed- responsibility

- for 1mplement1ng the, idea ‘of a secondary level dcvelopmental ‘reading

program, the next major task is that of arousing -active staff-interest,

7 support and’ participation. This step should not be considered a “selling

job,”-but. rather a process of implanting an idea and- stimulating - and

~ guiding i its dcvclopment from within. Though the director of the program. .

to~be may hght the-fuse to an-idea, it is the school staff that must develop

'
ot bl o A A S

necessary to employ.a person. wrth spec1al tra1n1ng and experlence to - take o
'over—,the a551gned dutles = ( : : o -

,,medlum-srzed schools, and 44 per T
_ cent.of the- large schools. This:condition is ‘nearly: synonymous to ‘that of -
cstabhshmg -a-mathematics- department and “placing-a*person-in charge'

wlth no- tralnlng,r in- math In"faimess to “all concerned, however, ‘the

o .
#M&.w»’w«aw’w‘.@n b iy et iy A} o rm‘u%,ﬂm;
. | o o ) -
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e - TR -t and furnish- the drmng power bchlnd 1t Each membcr regardless Of : j N S
sl e L5 - instructional area needs to become. involved. in the program and:comie- oo - .. - o
] o - -scethathchasa responsibility for its success. The program must become -~ - ] =
.. ...~ school-widec-rather-than-one that belongs to.a_person or.a single depart-r; R 1
ST . T = T ment. Grantcd it mlght be moie expeditious for the principal to mandate. = : o
e a-program. .with a’ “let-there-be-light”. edict. And. qu1tc likely, aloyal and

,coopcratlvc staff would- follow .orders and carry onin the best way possnble, ]
- : llbiithef" ipal’s: rogram.

Coopcr (6) -in order to- brmg the rnportance of read1ng to thc attcn- S Ik Tt
tion _of his. faculty, devoted seve:al staff- ‘mectings to-a discussion of - - T =
recent trends-affecting- secondary education. “These trends had fo do thh B
the increased ‘number of students “continuirg into.the secondary sequcncc .
withits concomitant effect on- aptltudc for readmg, retention of youth in -
. ) school,-and thé effect of social- ‘promotion-on-the junior- high' program -
- e - - = It became obvious to_the faculty after- discussing 'such questions as these = s .

- R L that a developmchtal readmg program should be a- part of the secondary : R o N
SR A “curticulum. - — o — — S -
- - -~ - Several of the rcports 1nd1cated that durmg tms stage a reading- spcclahst ST
A S or authority was brought in to address-the staff. This is a good suggestion P
o S provided that the speaker at this point attempts to help the faculty develop = T
o & concept of and a need for-a: developmental prOﬂram and to help them Bt ’

o
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-  persons; he adds g@naalWazs:cqme:;upf—fwﬁhzs’olutiénsfiféii}ié
- ... It should be apparent that -if  this second ‘step

ARTLEY ~ -~ ©- T 0 T 5 s s Ll

understand that this njust};be a éqppcﬁ;ﬁvé ,cﬁ'ciztt,x;n:w}jiri:h;cach hasan - - .0 -

opportunity - and a responsibility. He should resist the temptation of- telling I =
- the staff kowto organize a projram. - . S R
-~ Tt would scem-as though there should be at least two important results 0 - - -

of-this peiod of staff action t}iéft,:Eé’rrly:——(])—'i(:all,s “teacher readiness.” - i

- - The first is a series-of understandings about reading itsclf. These would
- invelve the concepts that reading is a“process rather than:

- “taught,-and:because of -this,-where ding-js done at

competence -possible; -

e_cffective- ~_

Freudenreich (10 -
: hese words: “Unless there
~on_the_part-of- tatf; unless there s the -
- realizationthat o othet single progra ich the staff might plan would
" have as far reaching an effect_on- improvement o the- total ‘teaching=
’ ’ [ ny developmental reading. program,

~ learning situation’in- ool

- regardless ‘of “source” ofimpetus; may

e “Interested - -
ir problems.-
ol cond step s taken carefully, a
~“considerable amount.of time will be involved. Christophe (%) indicated
- ft}iaffi;hgﬂénd’ihi’s,—,srt;{ﬁ'—'—tmki'onc:sﬁfcfr’n’éféftfe'f;tbfthiiik'ftrhijc’)rﬁghftE?’;bésié issues
and-lay the groundwork for-a program. Severson (20), Reading Con- -
sultant-Coordinator- for the Nicolet High- School in Milwaukee, recounts
that she took one year. for the initial planning stage. Better it is to move
slowly and develop strong. internal” motivation for. a new program than
to move into one before the staff has accepted it and-is familiar with what
will be involved if one were to_be undertaken; o N
Organizing the staff for- action.-Upto this-point the faculty has been
working as a group under the- guidance of the program chairman. It s
obv.ously difficult for a large and diversified ‘group of staff meimbers to
make -decisions and establish policics. Consequently, whenever it is felt
that the staff. is sufficiently committed to the development of- a school- -

fully -effectiv




DEVELOPMENTAL PROGRAM

wxde readmg program, it is- ready for step three—organizing for action.
Reports of reading- -programs in -progress indicated that one of the first
things to_be done in-organizing the staff for action was'to elect or appoint
a representative all-school faculty committee to-design a master plan for
‘a developmental reading program-and ultimately to-assume responsibility.
for putting it-into effect. This-committee should be-made up of represen: -
: tatlva of the several mstructlonal -areas who will hkely:be key teachers.

,accelerated ret(.rded,‘etc
6. Groupmg students for ins

: 1sous510n .
10 Development ofrread g,mterests and tastes in all mstmctlonal areas
_ 11, _Parent instruction - -~ - - B =L
12, Evaluatnon of: the program T co )

The reports- showed that in"some cases sub-commlttees were_ establxshed
to study ‘and -fake- recommendations to- the reading ‘committee with- -
_respect to ‘such issues as- those involving mater1als -and equipment, skills -
and competencies to be developed in-each.area, or grouping for instruction,
In considering these issues it is advisable to see that the lines of com-
munication are kept. open between the readmg committee and the faculty.
In the- Nicolet High-School in Mxlwaukee, for example, the members of
the all-school committee relayed all information to the” departments rep-
resented, and, in ‘turn, received suggestions from them for consideration.
In this manner, all staff members became acquainted with the theory,
51gmﬁcance, and practical aspects of the reading program




in the capacity of a“resource-person-or consultant. Out-of his -experience

- would-be sufficient, or that"
‘machines: i&ouid'—'bé,iadéqﬁa;g 7 L T
- - -Of all'the deceptively eas 7solutioﬁé;tﬁé}pne}t6,ggg’rd:'a'g:i’ip's,tfisitrhaticjf; o
 turning the respansibility- over
~ English-can-do it and- the rest of us won’t need to get involved.”. This
- -approach should be avoided-for §cV§iél,fcaéqns,:Inath;}iﬁ@g: place, it negates-

g e o e

ARTLEY - i - : - 7

o

o it

Bamman, Hogan; and Greene (1) give a-check list of practices that
would serve as an excellent guide to points-to be considered by. the plan-
ning committee. This is the time also at which an outside reading authrity
might make his best eontribution to ‘the work of the committee-by acting

he:can react to the thinking of ,:t}jc,cpfminitteé, help_clarify issues, suggest
sources -of - information,” and giv

“general guidance and encoiragement.
“to be told- how_to-organize a reading -~

P

b A b s M R ot e

T3 :w
P kits of materials in the hands of-homeroom teachers. ~ -
Corrective:pr those reading-below-
g-laboratory ‘equipped- with-teaching- - -

[N
:

i

the_English-teachers under the assump-
tion” that_since-reading is. one —of the- communications-areas, - “George

the-basic- concept -of déifél&jbfr}épf@l;’—}éhciigg.5 ;Si:gicerfigiidi'}ig{is: a“process -~
ard not a subject, it is a-fallacy to"assume that responsibility for promoting

its continued growth can-be turned over to a single- division, class, or

Al | '
b 1 gt bl b o bk 4 OV A bl Kol bl
. o N1 . ' oo o '

teacher. All teachers, within the .context of- their teaching area, must i
develop the competencies that' coitribute_to effective reading. In" the - -
second place, the English teachers-as a group have no greater competence

 for teaching reading than any other group -of teachers. It would be rela- -
tively difficult to find a-teacher-training’ institution including in its cur-
-riculum a course in secondary reading procedures. as part of the program 3
for English majors. Where it is offered it is quite likely to be an elective, I,
and academically oriented advisers are more-inclined to place the student . 3
in courses in the modern novel, cighte;:n;hxcn;ixryliteratugc; or specialized §
courses in Byron, Shelley, and - Keats than in one that deals with such - i
mundane topics as word perception, critical reaction, or reading to ascer- 3
tain idea relationships. . ) . %

The above is not meant to be critical of English teachers. Traditionally, ; 7




-~ ‘put together -in_a-“Blue-Book” which- ¢

8 ] - i DEVELOPMENTAL PROGRAM

the English program onthe - secondary level -has been concerned with
_grammar, literature, and. composition. Reading has not been considered
a-part of the English cumculum under the assumption™ that this area had
been thoroughly_covered on-the: elementary-level. Hence, the addition of -
reading to the English curriculum tends to make-it -an extra, an: -adjunct;
rather than-an inhereat part “of the language-arts_program. There is- the
tcndency to dcal W1th 1t as: Early (7) 'pomts out bv settmg up spcc1al

T a rcport was prepared b

"~ the all-school- readmg committee: part1c1patcd It developedilesson Plans; L

: 1deas, and- spcc1ﬁc suggestlons for-use thevfollomng fall:“These-ideas were -
xplained - the phllosoph/ under

* ~ which the program-was to- opcrate, the- charhctensms of good-readers and -
symptoms- of -reading” problc}nc dtealso mcluded an_outline- of teachmg

plans. Regardless of - the-form -in-which -it is- presented ‘acurricalum -or
instructional gulde very hkcly wﬂl bc thc cnd product of thc dll-school
commlttec ’s work - - : S

Puttmg the. Program mto Operatton

Evcntually the: talkmg ‘and-initial planmng must terminate and the -
_gears be set in motion. Time should be included: in the schoal schedule
for the purpose of introducing-the-program: Severson indicated that a
part of the pre-school workshop was devoted-to its launching: The “Blue -
Book” was- discussed and a reading specialist from - nearby. umvcrsny
was brought in to consider problems of concemn to the staff.

But setting the gears in motion is only-part of the task, for in Splt(‘ of
the planning that has gone-into the program, few, if any, of the teachers
are actually prcparcd to teach - reading. This being truc, an in-service

' trammg program appears to be an essential part of those programs reported
in the literature. The aim here, of course, is to_help all teachers perfect
their ability to promote continued growth in and through reading. A
- number of ways were indicated by which in-service instruction was pro-
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- vided. Among those mentioned were the following: .~~~ .t .~
" 1. Demonstration lessons .~ 7 ' ' ’

2. College extension courses - L

3. After school, evening, or Saturday moring workshops ~ ©
4. Departmental study groups - . '
5. Reading conferences” - - - - -

6. Classroom visitations: -~~~ _- Sl o

|
sl 1ok
v

L]

i Ot e

’

T CrOAe
|

- Through such activities as. those -mentioned
- veloped-aroun oblems
o '1';5 i :

understandings-were de- - - -

" . ‘1‘“‘:‘“ ! | "
it sl s pegetns o o st e, e
K oot i I [
I o
.

oy
i

e Tt aTC i E:
S Grouping pupils for effective teaching - R
11, Clasiying and grading supplementary materisls o’
< 12. Developing multilevel reading it for socal studies amits |

13, Dividing responsibility for sl

Loretan (16) gives & detailed explanation-of the Kind of inservice |+~

training program being.used in. certain high-schools in New York City. -
- Though this program. has-been-developed-for use in a large city, many -
_ ~ofits. feéigresiéoul(i,ibe;adgﬁied'?to}a smaller system. One-of its interesting
- features is the use of reading :nigzthbds’—dérji,dn,stfr}iﬁgﬁztééifxs’frhéa;ftii%éf i
 trained spgéiélisis;wﬁp;iwork',pﬁkha’filyQW}tbfbg:giﬂhihgfcéhﬁént, area teach- .- . . =
- ers. Each consultant works with a “group of teachers in various subject . -
aré;is,,ﬁgachiijg—'dérrhgn,stgﬁtion,lesrsons‘iand—;fqﬁa’ucftrih’gr individaal and group - sl
.- conferences. The value of- this _particular program, lquetaﬁ_'stafes’,,is o ER
.“the psychological impact that it has in the schools in question. The | i T

[y

whole school bé:éome's motivated.” o - ) .

The question- might be raised -as te why such instructional helps were - -
not given during the planning stage. The reports show that in some-*~ § = BRI
cases they- were; yet-experience seemsd to indicate that in-service help - R




10 » . DEVELOPMENTAL PROGRAM - =
was of maximum value when given at the time it was needed, when -

B ) o _ suggestions _could be usechmgnedrately with a group of students. Then, ]
io.o- S too, it is difficult to pre-plan for some - aspects-of the- program One simply - i
- - D has-to learn on'the job.:Clark™(5). in discussing this point writes, “Our o
-reading- speclahst planncd as the-project unfolded; and thus produced for - .
o : us an in-service experience-much nearer to our. actual needs than consclous . i : = B

B I S pre-p]anmng could have produced T s T T T e

The most practlcal and usefuf evaluatron comes through the day-by-day
observatlons of those part1c1patmg in the various aspects of the ;program—- - .. -
both teachers and supemsors “How does the- method the proccdure, -

,,,,,,,

finds of self-evaluatlon questlons asked The check 11st of readmg pract1ces e
by Bamman, Hogan and. Greene referred to earher would also bc useful
in evaluatmg the program.. : - : -
= -~ A more soph1st1cated approach to- evaluatlon would -invlve the use LoiE
) = of experimental groups, each group employing a particular kind - of = =
- approach, technique, or practrce Thornton (27), for example, described: :
~the use of this approach -in ‘the Atlanta school system. A program - of - CoET :
reading - 1mprovement, stressing chu.ﬂy the development of rate was T - =

B compared with one that emphasized vocabulary and comprehension. ) P o
- . ( e When it was found that-the group employmg the latter approach- made : P - -
2 e 4 gains greater than the one stressmg rate, the program was modrﬁed ) - -
I B - accordmgly

E‘,
i
P
I




= - -= -collective “past-experience

- the-program under-way. True, no ir dication is-given-that-this-can-all-be

- - ~junior-"high -school program™ assumes-that “one year “will “be used for -

ARTLEY - : - e

- - -

As was just implied, the purpose of evaluation is not only to determine
the growth made by the group or by individuals, but to guide subsequent
development of the program. Figuratively speaking, the. members of the - -
staff are carving ‘out the plow handles to fi their own hands. ‘They are’
ot superimposing upon themselves a program built by someone else but ~ I -

~are constructing -and re-constructing one that fits their own situation. - B

Each year sees -the- teachers tryi

G s by el

o g

-~ HIl(12); afe

ideathat 2 dynamic
a “procedures -as well as in_
erstanding of all staff members. as they

volved. tive_enterp, T e T T
- Possibly-one of thequestions hat- might-be-raised with respect to the
implementation of -a-sccondary school  readifig ‘program such as that:
-described- would -have to “do with the ‘amo “of time required-to get

- becom

al

) ,don:cZih{ai?’t:giwfwcg:k;s?d:r}jeyeq months. ,,qxiérfsoj{;qijoiédriffég}i’chftly’t;ih‘;;his -
report, described their program as one’ requiring three years to get under - :
- way. Likewisc, fFrt;’udcj;r,eig:hffili"’{hi’s;—rdisgiifs;{ibjfiofjthje,o’rgani’zatiron—;bf a7

learning,: one for orientation; and"one for putting the program.in action. -
Early, in her discussion of-the problems.t_be considered by the faculty
“in setting up’;:ij:xfcédihgg?fpr&gr@iﬁ,:t,Qautiéﬂs’,—against'fmqVing— before the -

- faculty ‘has- given- careful consideration to- questions thaf “penetrate the
‘philosophic structure on which a sound program can be erected.” True,

- nothing should stand in the. way of the-teacher who wants to try out a
new idea in her class befofe the -organized program gets under way.

- However, if we are considering, introducing an all-school program it
would certainly be advisable to build it on a firm:base of faculty interest,
support, and competency. To do otherwise militates against the Possibility

of its success. -

' ' ! \ I [ \ i to i
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DISCUSSION

~ Dr. ROBINSON I’d hke to underlme the ﬁne pomts that were made by
Dr. Artley. First, 1 too hope that- the 260’s will bring a- really good develop-
mental program to every high-school. One. readmg methods course, at least, is
‘required of all high school teachers who are to be licensed to teach in Illinois.
Even though we recognize the limitations of courses per se, we think _this
is going to be a_start; and it is not just for English teachers, but for other
teachers too.

When a secondary reading program gets underWay, all teachers bcneﬁt and
their pupils benefit, tco. There are different degrees of teacher participation

é venth: and-Eighth :Grade Readmg Pro- ]

] - {A4=Schools- -of“Missouri.. Unpubhshed Doctors Dls- o
I sertatlon, Umversrtyo Mlssoun Columb Mo, 1963. =

uist. T/ 'Admzmstrator'and'the Improve- o
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which will undoubtedly be discussed here as the conference goes forward. I
worry a little bit-about the practlcahty of waiting until all“school personnel
- are ready to support the program. I've seen schools where 1 doubt -if we'd
ever be ready. In. theory, it’s absolutely right,-but I think-that we might- face
facts and say that we could-get under way with_the co-operation of most of
the teachers. Sometimes we can-introduce a partial- program | if we recogmze
it as that, as a means of selling a total- program e .

SR JULIT’I‘A I'—would hkefto consnder the role of the Enghsh teachers, who

7—desngned for “the partncnpatxon of

not-do- the job.- TR ]
Dn SHAFER I thmk that Dr Artley has set theiscene for us in- thlS con-

by any-school. attemptmg to desngn a ’secondary’ re

Artley has suggested, and you'will: 'do.a great-deal in. mﬁuencmg attitudes about
reading. But-I'm concerned that you might go through all.the steps recom-
mended- and still not -solve_ the_ problem ‘of  helping - young people ‘to- read
eﬂ‘icnently inthe content fields; because we don’t really know_enough, T feel
about readmg ‘priorities and- skills-at-the higher levels- of - comprehenslon in
these dlscnplmes We. snmply "have niot done the-basic-research necessary, those
of us in uniyersities, in ordef to solve this-problem...
" The English- teacher, it is true; does not have the whole plcture of the
teaching of reading; but the English teacher is in-a unique position, 1 feel,
to do something about it, because the ‘English- teacher’s colleagues think that
he knows the answers about reading; the principal thinks so, the superintendent
thinks so. It's a matter of drawing the English teacher into our common
- school concern in reading, as has been pointed out here. -

QUES'HON. How do we get the content teachers to tak(, over their respon-
sibilities in the teachmg of reading? -

I beheve that “you - can- -organize-a- reading- prog?" .n An Just the way Dr )




I

- -students -who-can’t. read-the"text? A

. Tbelieve that:we can begin. “level‘whr
. shoving them tha they
that might be done.
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Dr. Suarer: -We need to become intimately involved with--the various
mathematics experiments, the work going on in the sciences, and in the social
sciences; to the extent that we can isolate - the reading demands in these areas.
We must-show our colleagues in these areas that we are not simply interested

- at the center of their interest. .~ - S

Dr. ArTLEY: I think there’s an. added point-he

ith -many of -the nt-teachers, -they-will: ¢

-it-that Some
e

in something external to their iriterests, ,cérll:ed,}éadi’ng,fbdt that we see reading -

-are already-teachingreading,

- taught by a reading teacher? -~ - L

‘thie place of the spe

- -:Dr. Arriey: This is not a program that we can turn over to ane_person -
- —fg'lid;raés@iigtthiat,,pn(:g:thi?gihagbgeii;rdéjig,fdi;r:pfdblgé:igig:are;,i}llétgkén,'@reﬁéf; R
~ I-would -think ;;th"at;ztheisoéializstiidies;f{ﬁiat}i': 1Ce - :

teachers would-be_cqually concerned-with a develo

developmental’ reading program, I-would -have-some “Thesitation-in deciding. -

7VDR.fROBiN'soVigti{I’iﬂlﬁinl’{7wéif¢;s:ééihgfﬁégg a confusion in terms. I think
we have-tended-in high school fo label as:developmental reading anything that

is not remedial -reading. Therefore, a class: is “developmental- reading” if it

does not take retarded readers. “Therefore, a combination program of any sort-

The point.that Dr. Artley made was that a developmental reading program
‘Permeates the whole sbho@l. It does not :
class. It may begin with it, but it certainly doesn’t -end -with a class labeled
developmental reading. - - : T

The question that was raised earlier, as to how to involve the other teachers,
may be closely related to what some people call a developmental program
by one teacher. When that program is primarily in-service training, it may
make.a great contribution to the total all:school. program. When it is pri-_

is @iévglopmbhtél*féaaing— if-it-does not work primarily with rétarded readers.

necessarily - begin- and ‘end. with" a -

LS

ce-and-home- economics- ~ - -
- ing; only now, it’s a devélopmental reading program in"so ar as.it. relates -

- to-sacial stidies; to- mathematics; and to -English; not one, but all of the *
* teachers: being involved" in_it.-Now, -which one -of theseyou-call the main ,
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R manly to do the whole job of teaching reading, then I think it misses its mark - CoiE - E
- T Dr. SuarEr:- This gets ‘at a very. critical question which came up-in Dr: e - - - .
s o Artley’s paper; that ‘is;-how- do you select the person- who can work as a- L -
Tt " reading consultant-in- a secondary school” What are the quahﬁcatlons that - T
) this person should have?

“Tt seeriis to me that- the consultant not only needs to- know the ﬁeld of

readmg very well mcludmg begmmng readmg, “but he, also needs to-be ‘able .
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that all students ‘mayatt;

- interests so'the pendence and-enjoyment in. -
- - reading; This requires not only leadership but organization, whichis the -
_-subject of this paper._ t:;t:éai{féiéén’tj:sruﬁé?iﬁﬁieé&i’nfglpfiét’i’ces'in—,g o
 of the-country revealed-some sharp discrepancies between: whiat-actually. -
" is being done-and :Wh};i}fo'ﬁla:bgfdbiﬁ:;—ing@h;éisqfrjéyi—mbfef than'a third
- ofithe schools responding stated that they had no_reading |

= =~ kind. WbEﬁ:feéa}Hgfiﬁrégraﬁxsfwé’rjc;i'cﬁoftg’:fdﬁfihé*'rriaj'prifygﬂcf@:’:hag'rowiin' o

* y w‘ﬂ‘“wk“‘
' ! i I

i , - - -scope,_rigidly administered, and-quite Timitedin the number of students - | -
ST s served. (2) This problem exists nationwide. ~ = - oo s b
o We have heard recently a great deal “about the population_burst, but-
far less ‘significance-has been placed upon_the burst in- knowledge: To
keep. abreast of this burst in knowledge requires proficient, successful-

" reading_habits. Teachers must become more vigorous proponents of the

tremendous role that reading “competency and interest in“reading -play in

7 : promoting individual welfare and social progress, - 7
_ o - “For the. purposes of discussion in this paper, the writér proposes’ the

following criteria for judging a successful level of performance resulting
from a reading program in'secondary schools: ' i ’
| T D Approximately 100 per cent increase in reading speed; -

17
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A substantial increase in levei-of comprehension;

An extended general reading vocabulary

Increased ability for critical reading; :

An awakened recognition of the role of readmg inan 1nd1v1dua1’s career.

.vv‘.* SR

S S Thcsc are all criteria-which can-he quantltatlvely evaluated at. the
N 7 secondary school level. Any program which falls substantlally short of
- - these ob]ectlvcs is madcquatc. e

:?iwivr:l concuvcd:f secondary school rcadmg program provxdcs 7four
proachcs to- hc]p tudents learn to read -better. These four: appro’ 2
! t'all-schoo] rcadmg program lec-

gram 1s a balanced o T * e
First, -the - basic* readmg [)rogram to teach students how to develop

henszon, tate -and study and work habits.

Second, the- :peczﬁc ‘reading- and sudy ~skills- that ‘may. best be taught

n lze -various content- subjects by the content- teacherc themselves:™

"Jihzrd guided reading -to- “provide. expenence for- purposeful growth
h as readmg to develop a hobby or to pursue a vocatzonal mterest

= Fourth, free reading for enjoyment.~ S e e -

- program o

l ) - ~reading programs arc the ones that are “t'ulor-madc” to-meet the diverse
BN EE **nccds “of cach -school: However, there-are  five- rcqulrcmcnts that are
T - fundamental to the success of all reading programs:

- SR “Readiness” on-the part of the staff to develop the best” p0551ble -

. o readmg programs in-a school.- It is. _highly unlikely- that -one hundred
N I - per cent staff readiness will exist in all schools, but the success of the
L - “=program is highly correlated with how eager the tcarhcrs are for all

students-to read better.
2. Adlmnlstratlvc enthusiasm and support.-Administrators are the kcy
catalytic agents between the teaching staff and: the community. Admin-
- istiative leadership is essential to organize and extend the rcadmg program.
- 3. Active interest on the part of parents who have -an important role
i 1n the rcadrng success of )oungstcrs Parents profit from guidance from

eneral reading abilities—uword recognztzon, vocabular) meamngs, ‘com- - -

Al] four approaches need to be emphasrzcd concurrentl\ by thc appro- E
~ = -priate staff” mcmbcrs for an cﬁ'cctlv wc]'-organm:d devclopmcntal rcadlng;

~—There is no one bcst “ay “to organize- rcadmg programs “The bcstr

.
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the school. Some schools hai';r orgamzed Pparent study groups on- réading.

» These parent study- groups are conducted by the: reading teachers who

~meet-regularly with-parent_groups -to-discuss- issues related to reading.

Parents can set-an example for youngsters with their own reading-habits.

- 4. Adequate budget: This requirement is self-explanatory; - -
- 5. Emphasis -throughout the-school -and - in"-the- community upon

ow:=mote-than- fore. -

th

"~ committee. Membership

_~ Specifically, the reading -commit
- the-reading program throughout -the schor

} ds

for the-program, 3)
‘ously-evaluate-the-program d to-make-improv

ements-beyond - wh;

7 program o

As has been stated.carler, there is no orie plan for organizing 4 reading
program that will meet the needs of all secondary schools. Throughout this

country there are a.variety.of secondary school reading programs in“actiori-
which-are working -effectively. The ’—Writ,éi'-'}i’afwdrké;d“with or actually -

observed the reading programs described in this paper. - )
~ -~ For schools beginning-a developmental reading- program, the voluntary
-approach is most effective, In starting such a program it is wise to work
with classes’ cdmnos;ed,of:stpdénts with-above-average to superior ability,
who are not reading-yip to their potential. The reasons for beginning with
the more able students are that more rapid progress can be made and
 such results will help to set standards for the reading program, not only
 to other students but also to_staff membeis and to the community. Often
the brighter students are being Held back by some inefficiency in their habits
of reading. These students are hifhly motivated, and excellent results

the- valuesof “reading. “Increased - concern- for. reading: as-an_ esteemed -

leve P!l,@lt%&@:lc@é{@l& }'gt,qt;pgfmcm@g@@@;op&héf&ﬁi; 7

the teachers to extend- -
~aids in_public relations
1-review -board to continu- -
ton : -the-
teachers- alone -can’ doj, and 4 ) facilitatescommunications _about the -
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may be obtained in -a relatively short period of time. Such voluntary
~ programs range in length from six- to nin.- -week units and sometimes a
semester. They are usually so organized that students give up-study hall
time to enroll in the reading program, although in some schools -the
instruction occurs outside of school hours. Schools establish a readmg
center, which is well equipped with a wide variety of materials, and
“directed by a reading tcacher who teaches the -volunteer groups, Somc
schools have programs - which-take students voluntarily, regardless- of

B - their reading ability {19+ Thls “plan” of. grouping _usually- results in a

‘wide range of° readmg abllmes neccs51tat|ng the need for a wide vancty of

~ materials. - - - .

_ Anotherplan is a unit devoted to the-basic readmg Skl"S as an mtegral
part of the English curriculum. “This unit occurs usually as a part of the

ninth. or- tenth -grade Engllsh program. A few schogls have developed a = -

unit of reading in -cach-of the four years of the Enghsh curriculum,
- Frequently it is the reading teacher who tcachcs the reading unit, with
the -assistance of the English- instructor. If- the English classes- are- homo- -
- gcneously groupcd for ability and reading, the nature of the reading unit
varies from one class to another. The length of the unit varies from school -
to school. One of the criticisms-of this plan of organization is that the
unitis not-long enough to-provide adequate instruction in-reading for the
less able readers. In-some high schools the less able rcaders—not the poor
learners—are - placed in special Freshmen English sections in which
considerable emphasis is placed upon reading skills and related language
arts abilities throughout the entire year. In one such situation there are
four such sections with twenty students in cach class, or a total of cighty
students. The weakest readers among-the cighty are given two extra periods
of reading instruction -per week by a special reading teacher. The students
selected for these four classes are identified from the end of eighth grade
testing information. Such intensive assistance in the-ninth grade has meant
the difference between going to college and not going'to college for some
students. Parents of these students should be made fully aware of their
reading habits and guided to encourage them in every way possible. This
parental awareness will help likewise to strengthen the reading program.
However, r¢ading training should not be the sole responsibility of the
English department.

A third plan is a program that provides for both voluntary training
and a required unit of reading as a part of English. The reason for
referring to this plan separately is that when both approaches are provided
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within a schocl, additional staff, time, space; materials, and budget are
required, Actually, this plan’is a combination of the first and second
patterns of organization mentioned above. - )
A plan that provides more extensive training than the ones mentioned
above is frequently referred to as an all-school reading program. This
is a reading improvement program designed to increase the reading
efficiency of all students in a school. = I
One such program is now in-its fourth year-and. rapidly expanding. It

. was proposed-to the teaching staff by the s:ﬁ'péirinitqugﬁt’ and"approved

whole-heartedly by the faculty. In order to-give-direction to the program,
a reading strategy -committe¢ was -organized: The program is school-

wide, not isolated and renedial only. It concerns reading in all depart- - -

ments of the high school and ‘at-all-levels of learning. Through-in-service
training, content area. teachers were shown how to-Contribute to reading
and study improvement. During the first year, major emphasis -was
placed upon- speed and- comprehension. Authorities on reading were
brought to the school to meet with-the staff. Professional ‘materials were
purchased for the-faculty for further- in-service training. Each, department

could also add to its professiona! library. Bulletins were issued to keep

the faculty aware of the program’s progress and new developments in

- reading. A reading club was formed under the direction of the teachers.

The purpose of this club—called Sigma Chi Sigma—is to stimulate

~ interest in efficient reading skills. This club is now becoming national

in scope with membership from other schools throughout the United
States.* While speed and comprehension are stressed by all teachers,
there are other important elements in the program. Teachers in the
content fields analyzed and developed the reading abilities that are essential
for successful study of their own subject-matter areas. This was done by

_ departments.

Another phase of the program concerns vocabulary development. All
teachers in all departments worked under the direction of their depart-
ment chairmen and have developed vocabulary lists in each subject.

One of the first projects undertaken by the reading strategy committee

was the preparation of a pamphlet called Growth Through Reading.”

This pamphlet contains a recommended reference list prepared by the
teachers in each department. The pamphlet was distributcd to the honie

*For further information concerning membership in Sigma Chi Sigma, write to
Mr. George W. Walker, Coordinator, Reading Improvement Program, Maine Township
High School West, Des Plaines, linois.
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of every student in the high school. Other schools are also developing
the sarae kind of pamphlet with some variations. - -
As the program developed, major emphasis has becn placed upon the

development of good study habits as they relate tc good reading habits.”

To implement this objective, a group of staff members developed a
Study Habits Manual. All students receive this manual in their home-
rooms and, in addition, are provided -with a supplemental insert to the
booklet_for each: of their classes. These supplements were written byrthe

- teachers in each depirftmgntfiand' -contain- specific study- aids-for "each
“subject. Slides -have-becen developed to complement -the Study Habits

Manual* A group of teachers and students: planncd and drew a series
of thirty-six slides cmbodying key ftechniques,

The next step in the development, of this program has been the dcvclop-
ment of reading interests and tastes. The school librarians and the reading
coordinator make available listings of books which cover -interests areas
and ability areas. All tcachers are mv1ted to turn in their recommenda-
tions for these lists. :

In cach_of the buildings in this school district -is a reading center.
To the readmg center come the least able readers—not the poor learners
—who remain varying lengths of time according to their progress Each
center is staffed by qualified reading teachers.

Another approach to an all-school reading program is onc used by a
large West Coast city. There are three parts-to the program which are
referred to as Basic Reading, Reading-Improvement, and Power Reading.
Basic Reading may substitute for a-required English subject for a recom-

mended maximum of two semesters. This course is intended for the’

slower learners who are reading considerably below their expectancy.
Reading Improvement may substitute for a required English course for
a maximum of onc semester, not including twelfth grade composition.
This course is intended only for students of average or above-average
ability who arc reading considerably below expectancy. Power Reading
may not substitute for a requirgd English course, being intended for
students of above-average ability who already read well but who wish
to improve their reading proficiency.¥*

Recognizing that the major method of learning is reading, some schools
have organized what might be called a required reading improvement

coursc for all students at a certain grade level. Such a plan may impose

*A copy cf the Study Habits Manual may be obtained from Maine Township High
School, District No. 207, DesPlaines, Park Ridge, 1llinois, for 25 cents.
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3
scheduling hurdles-in a secondary school curriculum. In order to introduce
a-required reading course at the secondary level,-one school shortened its
class periods, adding one additional period to the school day. In another
“school, the reading abilities of ninth graders were analyzed by the
principal, who then took the data to the superintendent, who was amazed
" at the reading needs. Consequently, reading courses in addition to English
. classes were organized and required of all freshmen students five ‘days a
weck for one year. The less-able students receive two extra periods a_week.

Still- another school system- has- developed:a. one-year required: courseé -in-

 reading in addition to English for all sophor: ores, ‘with. gratifying results.
The tenth-grade was designed for reading-training because of the emphasis

on speech in-the niinth grade curriculum.-
Reading Centers

In some schools the eritire reading program-centers in what is commonly
called. the reading. center, or ‘reading laboratory. The- reading center is
available primarily-for the purpose of providing reading instruction for

individuals and small groups of studerits in harmony with their abilities )

‘and reading needs. A finimum of onc staff person is available at all

-times in- the reading center. The writer has helped -design the physical

requirements of various reading centers (3). Students may come to the
reading center voluntarily or upon the recommendation of a teacher or
- counsclor. The number in the reading center-at one time varies according
‘to the needs of the students, the variety of materials available -and the
actual competency of the reading teacher. Instructional miaterials and
reading aids should be available to cover a_wide range of reading abilities
 and interests. The teacher needs materials for instruction in word recogni-
tion skills, vocabulary development, comprehension skills, speed or flexi-
bility, reading and study habits, and spelling. Also, there should be a
wide variety of hard-back and paperback books to be read for pleasure
and to provide the opportunity to apply the basic skills acquired. The
reading teacher nceds to' be familiar with a wide variety of instructional
materials to select the most appropriate reading aids for each student
during cach lesson. To be most effective, the reading center should be
known as a place to which the able as well as the less able students come
tn improve their reading. In one small school the ninth grade class was
divided into two rezding groups according to rcading test information.
~Each group came to the reading center two times each week for one
year. During the other periods of the day, the reading instructor worked
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in the center with studcnts who were refeired- by other teachers and some 7
a of whom came -voluntarily. No student remained in the readirig-center- 3
: -- for less than one semester. Also, this readmg instructor analyzed' the )
- reading test information for all studcnts in the high school and dlssemmated 7 - T

it to other teachers. ) - )
Some schools, -particularly larger schools, use the reading center for - ) .

in-service training of teachers. A reading center or centers are established . - :

in a city and staffed by well-trained personnel. Teachers are released on - T
= L EE school -time to .come- to -the reading. centerfor obsefvation and: actual - S P B &
S "~ -~ - cxperience under supervision. They return- to their classroom better able 7 e 7 E =
. to ‘work with the*wide spectrim of reading abilitics in their classes, and - AT L N

- better able to communicate with. other tcachcrs about the readmg -habits -~ - o

R of their students. - - - -

" To the center come’ ‘students who are-not reading up to thelr capac1ty

o fronthe- area in which the center is located, but the primary purpose of o

- -+ 2=~ - thecenteris theidn-service:training of larger numbers of - teachers. - - - - e
I - In some communities, these reading centers are utilized in the summer -

for further in-service training of- teachers who ‘volunteer for summer

training. They are paid by the board of ‘education during’ thc period they

are enrolled in the reading center for in-service training..”

In othier secondary schools scheduling: is such that reading can best be
taught during the homeroom period. Inasmuch as homeroom groups are
usually qmte heterogeneous, this plan nccessitates a wide variety of reading
materials in terms of both difficulty and interests. Likewise, the effec- - .
tiveness of this plan may be increased if homeroom teachers- are given A
in-service trammg, for many- homeroom teachers may not - mmally be
interested in reading improvement, nor have had any experience ‘or train-
ing in how to teach reading. .

Still another plan for organizing reading instruction is centered in the
study hall. In one Mid-Western high school a program of orientation,
. : testing and supervised study, known as the Sophomore Enrichment Pro-

gram (S.E.P.), makes study rooms more functional. Students are grouped
according to their reading grade level on the basis of a series of reading’
and mental aptitude tests. Two periods a weck are set aside for supervised
study; other time is devoted to orientation and dcvclopmcntal reading.
The program was tried experimentally, with such success that it is now

*Descriptions of these courses may be secured from: The Secondary Curriculum
Coordinator, Curriculum Branch, Los Angeles City School District, “Los Angela, Cali-
fornia. Ask for Service Bullctm No. SC-44.
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required of all students cntering the highi school.

~ In some schools the réading program is centered in the library primarily -

because of the qualifications of the librarian who many have -training
in both library and rzading skills. Under such circumstances the librarian
needs an assistant to manage the library during the time the reading
program is taking place."Students are referred to-the program by teachers
“and counselors. Usually this plan results in a-more individualized pattern
of - instruction, ‘and students remain in the program varying lengths of

-time -according to. their -progress. The.ifistructional ‘environment is ideal -

“for the ‘use of a wide variety of reference-materials- as well -as books that

““may-be read- for eﬁj@yrhcnt.iThé::—]ibra;iah"’has'— a: wealth of knowledge
-about literature for teen-agers and:stimulates- them to read for-pleasure,
-applying the skills developed through the more formal reading instruction

-provided. - :

- In order to start a reading program in- one small. Mid-Western com- -

_-munity, a group of eightéen students” volunteered for a rcading course.
-The school administration provided the facilities and needed reading mate-

- rials and securedthe services of a-trained: reading -teacher from- a junior -

high school to work with these volunteers three ‘evenings each week for
-one and-half hour ssions over the period of ‘a semester.* These students
paid a small tuition fee to reimburse the teacher for this additional work.
As a result this particular teacher was employed as the reading teacher
in-the high school the following year. ] :
~ In some schools that have core curriculum programs, reading is taught
as a part of core time: A reading teacher may be the one to provide this
instruction, working closely with the core staff at periodic intervals
throughout the year. In other situations, the core teacher himself may
be the one to emphasize essential reading and study skills. Because of the
_nature of the core approach, this provides an’ excellent opportunity to
emphasize the inter-relationships among all language arts skills.

There is a definite increase throughout the country in summer reading
programs. The length of these programs generally varies from four to
cight wecks. Therc are those students who need the additional reinforce-
ment of summer reading training, as well as those more able students
who are highly motivated to take time during the summer to learn to

*The cightcen students were divided into threc groups of six meinbers cach. In
the onc and one-half hour sessions, on a rotating schedule each group did three thirty-
minute reading practices which emphasized different reading skills.
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read with even greater efficiency. Summer programs not only aid" the

students, but maximize the use of materials. There is an increase in both
public and private s'chools of the practice ‘of providing summer reading

offering readmg and other language arts trammg as a part-of the camp s

program, :
In a given- geographical area there mav be a professmnal reading center
through which a-s~hool system may find the assistance to drganize or to

university. or college sponsored -or pnvately organized groups, such as
-The Remedial Education-Center in” Washington, -D. C. The example
with- which the- writer is thost-familiar i is the Reading Services, a part-
" of the Institute for Psychologl,cal Services, at -the Illinois Institute -of
chhnology For more than a decade the influence of 2 center, such as-
the one at_the Illinois Institute of ‘Technology, has been a determining
factor in ‘both-the public and" private schools in the Chicago area. The

organizational functions vary wnh,loca! conditions. A contract between -

the Illinois Institute of Technology and the schonl-is written for a year’s

services. The organizational functions always include consulting, which-

entails assistance with all-aspects of the total reading program.*-In some
~ schools the Illinois-Institute of Technology is asked tc provide the qualified

rcading teacher or teachers who will be employed by the Institute but -

-work in the school’s reading program. The teachers and consultant are

responsible for recommending and obtaining all reading materials used
in the school’s program. Also, they work closely with the librarian in

stocking the library with a wide range of good books that vary in interest
and difficulty. During summer vacation the Institute is frequently asked
to organize summer reading programs. These vary in length from five
to eight weeks with five days of instruction each week. The Institute tests
those students who wish to enroll, counsels the students and their parents
about the results, and provides the teacher and materials, Except for
the initial testing, the.summer programs arc conducted on the school’s
premises. Re-testing is donc there at the end of the course, and again
each person is counselled about his progress. A progress report is thcn
prepared for the school.

*Continuous cvaluation is one important organizational function. Upon occasion
the consultaut will be called u,.on to administer various tests, the results of which
are analyzed and used in the re1d|ng program.

extend-its- readmg program. “These_professional ‘reading - centers may be
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Self-Instruction Programs -

In secondary schools there is increasing- interest in self-instruction or

- sclf-improvement programs in reading. These self-instruction programs
are usually-centered in the library or homeroom., Recently a few programs-

for self-instruction have appeared on the market. These include two
Book-of-the-Month Club and two Science ‘Research Associates “reading

programs designed primarily for self-instruction with high=school and -
college students and adults. These programs: require little teacher super-
vision. The' SRA programs are-based on the premise that all reading
skills must be- dgkrclépc,d{o'gethbrfahd:ﬁqtfscparrdtcly; therefore, in each

lesson ‘there are practice sessions on comprehension, critical reading,

vocabulary, and-speed.or ﬂe’xibilit:y.fNot ,allii)éoplp have the same feadingj

needs; and therefore in the SRA programs-the students start at one of
three different levels. The level at which “they enter” the. program is
determined by a Pre-Reading Index. The Book-of-the-Month prograrms
offer a variety-of interesting practice materials and selections. -

Suinmary

Recognition of -the-importance of the role of reading in the secondary
school curriculum makes the careful organization of reading instruction-
imperative. There are fundamental requirements that are basic to the
effective organization of all reading programs. Variations of reading
programs in action, with their distinguishing characteristics, have been
discussed: Important factors encountered in organizing a secondary read-
ing program include the following:

1. Support of the administration.
2. Structuring the reading program within the curriculum as it is now
organized. .
. Support of all teachers.
Budget available.
Selection of a reading committee.
In-service training of all teachers.
Testing to locate the less able readers and encouraging students to
avail themselves of the reading program.
Selection of the most appropriate instructional and personal-choice
reading materials.
9. A reading program that encompasses the wide spectrum of reading
- abilities. ) o
10. Developing community interest and support for the reading program.
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11. Providing a reasonable load for teachers.

12. The most effective method of grouping y students for readmg mstructxon -

13. Exploring the use of self-instructional. programs.

Fmally, the strategy for teaching reading. is the responsrbxlxty of all
teachers and administfators. The most successful reading programs- are
those - that are “tailor= made” tofit local needs, but are balanced and

developmental in-nature to extend and refine reading proficiency and to
develop- interests and tastes in reading in secondary schools. ’

Rnrsnsncss -

1. Cawelti, Gordon L., “Readmg Improvement Programs in Selected Mid-
western High Schools ? The Readmg Teacher, XVII { September,’ 1963) ;.
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Chicago: Scrence Research Associates, 1954, 125.-

- DISCUSSION

Sr. JuritTA: We have been given several ideas on how to create programs
in reading. As you noticed, in some cases it was a sandwiched program that
a student may take after school time; or take as part of his study time.

Some of the other programs gave more important status to reading; for
instance, the unit of reading within the English class (throughout high school).
Now, a program like that in which a great deal of interest is created would
lead the students, naturally, to think that there is something very important
about reading.

I liked the idea of initiating programs in the sophomore year. Our experi-
ence has shown that at that level students are more highly motivated to
work at reading than they are in their freshman year.

Self-instructional programs may be good for the student who is highly
motivated. However, for many students, the sclf-instructional program loses
momentum after a few periods, and eventually it becomes almost nothing.

As for the librarian, he certainly can do much for the program; but in a
school of 1,000 students, will he have time to help those who have difficulty
in reading?

Dr. Suarer: I would hope that any discussion of pnontles would be
comprehensive. I feel that there are some things left out of this discussion of
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priorities. For example, it's quite apparent to anyone who teaches. reading -
today that we’re in an age of post-literacy; that we need to talk about reading
many things other than print._ - S

So Iam concerned that this paper omits a direct statement of the necessity
to deal with mass media- of communication, the symbols of which our young
people need to contend with in all areas of their lives. If we’re talking about
reading as part of the exposure to-knowledge, I think we-need to be concerned

_about this matter of post-literacy. It seems to me ihat we are not-yet prepared

to face the:implications of the paperback explosion,- which is part of the bulk-

exposure-to knowledge; and:thc media explosion; and -the increased need for ~

critical reading. That.is, ‘when we ieacb—yohngj people to r@d}_bgoks more
critically, and” when we supply them with a stepped-up information flow

- through the paperbacks, what's going to happen? They are going to read

increasingly -more_adult books, more controversial books; they are-going to
want to-talk about these in school: Are we prepared to-give them “the kind

- of instruction that they really need in order to copy- with these-books? _

I think this point relates very directly to the role of the administrator as

- well as to the teacher. There is nothing_worse, 1 think, than’an administrator

who does not support a teacher in-an instance where the teacher has given
instructions to a young person-to read a- book really critically, really compre-
hensively; a book which he has.chosen because he can read at a fairly high
level of sophistication. ... : 7
Dr. Rosinson: I would differ with the writer on the order-of her criteria
for successful reading programs. Her criteria began with 1009 increase in

-speed of reading. I would instead place the last one first: 100% increase in

critical reading—if we knew how to measure that, but we don’t. However,
this is what I would look for if I were ordering the criteria. ’

As for the five requirements for a successful reading program, the fifth
may very well, in my opinion, be questioned as applied universally; that is,
empbhasis throughout the school and the community on the values of reading.
This is highly desirable; but today we are faced with large school communi-
ties of uneducated parents who may place no value on reading. Are we to
neglect these schools just because they don’t meet the criteria? Surely, we
cannot limit a reading -program to those schools where parents already are
supporting it. -

Another point I'd like to make is this: Although Mrs. Simpson refers to
a "developmental reading program as one that permeates the entire school,
the examples and emphasis have been on organizational plans in which students
come to a reading center or to a laboratory, or in which the reading teacher
takes over some part of the class. Now this is a part of a broad program; it may
be the starting point if the reading teacher is gradually shifting responsibility
to the content area teacher. :
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QUESTION Id hke an opmlon about the use of machmes in the reading
program.

Dr. RosiNsoN: I'm tempted to quote Nila-B. Smith on this: she said
that she had never seen a- reading machine as smart as a reading teacher.
It follows from that statement, it seems to me, that the value of a reading

machine becomes that of a_tool. It is as the scalpel in the hands of the surgeon.

A scalpel never performed surgery. Likewise, the reading machine does not -

teach reading. It is a tool that effective reading-teachers use or don’t use,
as the need arises and as they. know what- values and" hrmtatlons to place upon

the machine. - -
Question: 1 would like a vxewpomt on the idea of credxt being gnven
for reading courses in secondary-school. .- - -
SR. JULITTA: I believe credit should be given to the -students. In com-
munication, reading is just as important as writing; and if we give credit
for that type of commumcatxon, why not for reading? -
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3. Special Problems in Reading

in Secondary Schools = _

HE desire to read and the aﬁi)ropgiété skills for doing so are needed -

in ample supply by the maturing youth of this.country. The problems

that stand in the way of procurement of these assets are complex, both’
in school and out. Among_the areas of concern is the factor of interest,

both_in relation to teaching and in relation to léaming. Students vary

considerably in this trait. - )
Without causing special concern, thousands of young persons move

with average success through the areas of schooling which are intended

to help them become functionally literate in the areas of living- that they -

choose. More obvious are those who fail. While labeling with approval
and praising the students who achieve success with distinction in the field
of reading, and while increasing the reading tasks to cause the especially
able readers to continue to reach for achievement, the reading teachers
and the student counsclors consider daily the problems of others students

-who display a shortage of interest in school work, work that is nearly

ninety per cent reading-oriented. Whether or not interest has been dis-
played, a shortage in reading skills usually is present and crucial. Records
of research during the years of 1963 and 1964 may surpass all others in
the reporting of information about secondary school dropouts. There is
no doubt that a large portion of the findings will bring reading problems
under focus as causal factors.

Identification and description of the students most seriously handicapped
in the areas of reading is becoming increasingly accurate and thorough
in both elementary -and secondary schools, Provision of reading experi-
ences that are more challenging than technical has made the modern
rcading clinic where these students study as attractive as a modern library
reading room. However, the solution of the specific problems of individual
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studcnts continues to be a struggle for even the most vigorous of clinicians
inany setting.

Outside the special reading classes desxgned for the most seriously
troubled and staffed by the rcadmg specialists are many students who
need help. These are the students seated in the classrooms taught by those
teachers especially prepared in- the fields of-industrial arts, history, geogra-
phy, home economics, literature, science, English, and other areas. Accord-
ing to Dr. Elizabeth Drews, a third of these students cannot -read -their
~ textbooks. Dr. Drews based her statement on_her research “concerning
© 600 ninth- graders in East Lansing, Michigan. She told those present:
- at t‘;t; October 1963 meeting of-the Minnesota Congress of Parents and
Teachers in Rochester, Minnesota, that only-20 per cent-of the students
could read at grade level; 40 per cent could read above it. The other 40
per cent were below-average readers. Dr. Drews stated -further that
interests varied with abilities, -and, whether or not she-emphasized a case
for it, these young people obviously needed instruction in the skills of
reading. Since it has been demonstrated that every teacher is not a teacher.
of reading, developmental reading classes under the instruction of specially
prepared reading teachers are indicatéd by the East Lansing study. All
other. studies that bring attention to the reading disabilities of secondary
school youth point out similar needs.

Developmental Reading Class Problems

Fortunately, the establishment of developmental reading classes early
in the secondary school program is a growing trend, though trend and
~ not common practice is the rule. Where such classes have been in opera-

tion for many years, certain teaching problems have been reported. Even
serious problems are numerous and they vary from community to com-
munity, from school to school within the community, and from class to
class a. ‘1€ years go by, to say nothing of the differences in problems
that are ndicated from student to student.
Common among the questions most often raised by teachers of secondary
- reading classes of a developmental nature (those teachers to whom all
students, except those severcly retarded, go for required reading work as
a part of the curriculum for all secondary school youth) are shortage of
interest in reading, lack of certain factors of commonality in materials
of differing readability, and personal inadequacies of the teachers for
meeting the challenge of the numbers of young persons facing them with
a complex of reasons for their reading dilemmas. In short, questions of
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student interest, appropriatc materials, and talented personnel are -vital
areas of concern.

‘Teacher Interest

Interest in reading begins with the teacher. The teacher who likes to
read, and who does read, carries to his- students a part of this pleasure
without realizing it. An informal comment about a good book, shared by
.a.teacher with a_student or with a class, can do more good -through
cxample-than -¢an_hours of planned discussion-about interest as a char-
“acteristic of 'a good reader! In her interview and questionnaire study -
- of the reading habits of 92" teachers, in a typical county of New York
State, Burrows (1) supports the experience of teachers who share with
others their reading enthusiasm. These teachers, who read about as much
in’ books and newspapers as-other persons of the same educational back-
ground, tended to give more place to 1€ading in classroom activitics, a
most significant finding when contagion is a alleged method for eliciting
reading interest. . ) )

Smith and Dechant (12) list sixteen arcas of teacher interest that they
fecl must be present if teachers are to gain help in the facts and principles
concerning the psychology of reading. The value in the allusion to the
Smith and Dechant source is the fact that these authors go so far as to
consider the interest of the teacher a factor in student success.

Teacher interest can foster drives of energy toward the preparation
of materials when apparently none exist, at least not accessibly. Take,
for instance, the case of Clarence, who shows one day in class an uncom-
mon desire to read something about a camel, something he may be able
to manage by himself. A movic inspired him and he “inspired” the teacher
of rcading! The result is a quickly put together collection of pictures
clipped from a National Geographic magazine with sub-titles written by
the teacher, followed by short paragraphs of revised comment at a level
of difficulty appropriate for Clarence. This useful " customized material
becomes a part of a looseleaf notcbook of selections developed especially
for and sometimes by him. ’

Nothing seems to interest six-foot George in reading. He tolerates
reading class because it consumes only fifty minutes of the day, because
his parents are acquainted with the teachers and with .the school and are
eager to have George cooperate, "because the reading teacher has built
a reputation of good fellowship with him, and because there is a supply

. of Popular Mechanirs magazines in the back cupboard. Of all avenues
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tried, the teacher has made the most progress toward George’s desire to
read by showing interest in his hobby. He dives for objects lost overboard
from the decks of houseboats.

Hours of discussion about these adventurcs in home-made diving gear
had encouraged the teacher tc go to the library in search of books about
diving. Referring George to the library was not the first step in building
the use of this resource because ready accessibility to the appropriate book
eliminates one hurdle to reading it. Shortly, Commander Edward Ells-
berg’s books about submarine diving and Captain Scott’s writings about
similar exploits under water preceded the reading of books by. Jules
Veme. On the Bottom by Ellsberg was the first book that this thirteen-
year-old ever had read, and he was in the eighth grade when he read it,
completely, with pleasure, and fairly well. Clarence and George represented
a considerable outlay of teacher energy and time.  Without interest on
the part of the teacher, the effort would not have been made. .

A sincere concern for the interests of each student in the developmental
reading class may not lead to interests that translate as readily into
readable writing as did the temporary curiosity of Clarence, or the lasting
interest of George. (He now dives for a living). Classroom teachers of
reading need to care enough to pursue reading interests beyond the norma-
tiv~ studies already made. They need to learn whether or not the general-
izations drawn from the studies fit the specific cases in the classroom.
Such care demands teacher interest in young people and in reading. Such

"pursuit burns energy, but it is energy well spent. Small reading classes

and an extra free period do encourage the individual-interest approach.

A timely collection of suggestions and sources about reading interests
is presented in a college textbook by Strang, McCullough, and Traxler
(13). They -varn the teacher that one is never quite sure exactly what
the responses to various types of interest inventory questions really mean.
A combination of all appropriate and practicable techniques, together with
the judgment of the teachcr who knows the students, wi'l yield about
as much as cne can expect as an aid to solving one problem in the
developmental reading class, that of finding and using interests of young
people for the improvement of their reading.

Research About Interest

Research gives the reading teacher the advantage of the findings of
others with which to compare informa! teacher-made surveys. Among:
the studics are those of Norvell (7), who reports that content was shown
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> to be the dominant influence affecting children’s choices of reading
materials in grades 7 12, and that sex was a highly significant factor
.in responses to the content of the selectiocns he used in his study. Russell
o (10}, in a portion of his bock about the teaching of reading, emphasizes
that timeliness is a factor to consider wher: studying interest trends; the
o most recent studies should give the best cstimate of current trends among
’ ’ young persons. Clarence and Jim’s interests were both “here” and “now.”
Robinson (9) reports in a summary of the findings of research a
consistent change in the interests of groups of children as they grow older.
Group interests begin to be different for boys and girls at the middle
grade level, and this difference is continued into adult life. Robinson states
that adolescent boys show dominant interests in reading about mysteries,
. - sports, recreational activities, and comics. Girls turn toward romance and
7 stories about teenage problems. Girls at this level begin to read adult
books and show greater preference for fictitious characters than do boys.
Retarded readers show, in general, interests similar to those of other

} youth their own age.

Materials and Method

A continuous study of materials written for young people yields nearly
satisfactory information on which to base purchase of teaching materials
for developmental reading. Because of local differences there probably

always will be demand beyond supply. There certainly always will be
spontaneously discovered interests that cannot immediately be satisfied. -

It is well to approach the problem of supplying reading materials with
a knowledge of the findings of research, with an understanding of young
people, and with specific acquaintance with the students who are to be
present in class. .

Educators know the value of common discussion as a multi-purpose
communication process, and educators a%o know that the range of ability
in reading the materials about which discussions may occur is a wide
range, indeced, in the secondary school. How then may a teacher meet
the needs of reading for the varying abilities and, at the same time,

. provide a common core of content for discussion? What may be equally

' important is the question: how may a teacher meet the needs of a wide

range.of reading talent and at the same time efficiently provide an

opportunity for developing needed basic skills in reading? Ways of plan-

v ) ning for disecussion of content, and methods of providing for group-
learning of skills require foresight. .

[€)

ERIC

PAFullToxt Provided by ERIC

E]
23
e
3
E
>
3
z
3
-f

d W

R T v NP N F




36 SPECIAL PROBLEMS

By establishing a broad theme about which most of the reading is to be
done, the teacher and class may raise some questions, from which to
choose thc most appropriate one, when the members are ready for
discussion. For instance, a study of biographics of persons who have
contributed to the growth of the knowledge about early peoples of the
world might propose to answer some of the following questions: What
-did you learn from your reading that would contribute to a discussion

-~ about the hardships of scientists who went on anthropological surveys?
How did they live while on location? How did they preserve for future
study the information and artifacts discovered? Where were the campsites-
of the most successful field studies? Assuming that-such a topic might be
satisfactory in the first place, considering interest, available materials, and
reading range of secondary reading classes, . is hypothetical situation
could be a practical one, as far as common ground for discussion is
concerned. -

A study of the experiences and personalities of men and women who
have faced life with unusual courage against uncommon odds might be
undertaken with general questions as follows: How did other individuals
help this person to serve his cause? Compare the individual in the selection ‘
with someone suggested to you from from literature you already have
rcad. What sacrifices did the person make in order to achieve his goal?

The writings in the professional literature about the problems of uniting
the thinking of a group of students give further insight into the problem.
Handlan (3) discusses the guidance of conversation of students who have
read many different sources. Squire (12) describes the situation that one
finds when onc tries to individualize completely the teaching of literature.
Reeves (8) explains the role of the gifted student in the reading class
or literature class setting. The Curriculum Commission of the National
Council of Teachers of English (2) takes the historical look at the
problem and gives suggestions and solutions for making homogencity
from heterogeneity, should this be the desire of the teacher.

To find commonality for skills development is a somewhat different
problem from that of finding common questions about content. In some
ways it is more difficult than to find broad topical questions for discussion.
Some developmental reading teachers have arranged to have all students
read materials that represent, by their structure, similar skills-development
possibilities. This may mean that they all read the same selection, some
students with special help. If the skill to be considered were that of
finding main ideas sufficient to break a selection into chapters and to
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give cach a title, all might focus on the results of the work of one another
in their search for the best possible sequence. If the skill were to learn
how to make inferences from given content, a different selection question
arises. Where only a few copies of a selection are available, the materials
may be passed around and a time limit may be set for the preparation
of the paper to be discussed. - -

While many teachers of developmental reading prefer to scout for
their own materials to use in their classes, those appropriatc for the
development of specific unit themes, there are others who use materials °
organized and prepared for the purpose of developing ‘reading skills. It
is not-unusual to find teachers using combinations of personally collected
materials and textbooks, or even combinations of textbooks.

The needs of the students in the classes, the availability of the materials,
and the personal familiarity of the teachers with the materials in the field
all operate to produce the variations in organization of materials that
may be found in the hands of students.

Textbook materials usually consist of carefully graded selections, short
expository or fictional items related to one of several themes in a book
or handbook. The themes have been chosen to fit the interests of young
people today, and the themes usually are based upon findings of interest
surveys and studies. Such organized teaching materials are a continuation
of the general plan ¢ organization of selections used in the clementary
classrooms for the teaching of reading. There, too, the topics have been
chosen because of what is known about children’s interests as sampled
over the country by surveys and studics. The longitudinal look at interests,
pre-school through secondary school, is typical of the long look that reading
specialists give to all of the continuous strands of the characteristics of
the activity of reading. There is no specific culmination point for interests
or skills of young people, sixth grade, ninth grade, or grade twelve!

Interest and Life Goals

Sometimes there is cause for wonder when teachers and researching
. scholars at work on the problem of cliciting interest in reading in the
classroom find such interest high in the primary grades, at a lower level
in the intermediate grades, and even lower at the early secondary school
levels. Observation of classrooms, and the individuals in them, yield some
facts to consider. The primary child is excited about the very act of
learning to read. This is a new skill, and in a literate society, it is a skill to
be attained. Thais motivation wells through third grade and fourth grade,
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at which time many teachers consider that the young children already
know how to read; they are now ready to use their accomplished skills
for gaining information and pleasure. This point of view has been credited
for the misconception, “in the primary gradés we learn to read; in the
intermediate grades we read to learn.” Perhaps, in this quotation, there
is a clue to the cause of the sometimes slump in skills development among
intermediate grade pupils. These are the children who are about to
become the students of the seventh grade developmental reading class,
a continuation of the 1-12 reading plan. )

As materials become more complicated in readability, frustration rises.
The frustration level becomes a major irritant for many young people
in the junior high school where quantities of reading materials become
greater, when time for accomplishing the reading is shorter, and where
instruction in the continuing development of reading skills has only
begun to appear. Current periodicals are picking up the cries of frustration
and building them into editorials, feature stories, and news items. A
selective reader-of both popular and professional literature will see frequent
reports of local and national concern, and the reader will be only a little
surprised to find the lack of reading skill a contributory factor even in
items headlining secondary school dropouts.

School Dropouts and Reading Problems: Related?

The status of reading among the young persons who drop out of school
is a current focus for study and research. This year and the next will not
close without a broader, if not deeper, understanding of the problem.
How to identify and provide for the reluctant, slow, or disabled reader,
among both the avantaged and the disadvantaged children, in the element-
ary school might well be studied by all teachers, whether or not they are
immediately concerned with children younger than twelve years of age.
Reading problems have . way of snowballing, and the junior high school
teacher of reading is among the first to feel the results.

Perhaps the employment problems of youth may have a motivating
influence on reading development. The primary grade child does not
anticipate employment for many years, but reading is an exciting new
skill; the intermediate grade child does not look definitely ahead to
specific employment, and reading is not an exciting new skill; the junior
high school student does look ahead to choices of professions, and he
is not entirely realistic in his planning; the senior high school student
feels ready for employment, would like to be ready, but is he?
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In our literate society it is necessary to be able to read in order to
complete secondary school and to be graduated. Today a high school
diploma is worth more than years of experience. The completion of the
high school curriculum may have a monetary value of around $2000
a year to a young man, Twenty years ago, experience was worth more
than the certificate of graduation. The United States Bureau of Statistics
has figures that underline this reversal of situations, and technological

. change plays no little part in the upset. ‘

The National Educational Association (5) announces plans which
Promise some figures and findings at the completion of the special project
on school dropouts, established as a project in 1961 with a three-year
schedule, under a Ford Foundation grant. The project provides a con-
sultative and clearing house service for school systems trying to develop

programs to keep potential dropouts in the classroom and to encourage

those who already have left school to return. This year the project
will hold symposiums on curriculums for potential dropouts and on
training programs for teachers working with them. It can be assumed
that developing functional literacy will be a topic of concern. In another
National Education Asociation publication (6), 75,000 to 100,000 drop-
cuts were reported to have been returned to school in 1963.

The teaching of reading became the problem of -those who report a
project in Cook County, Illinois, in which there was a successful attempt
to wage. war on illiteracy. Raymond M. Hilliard (4), Director, Cook
County Department of Public Aid, described the experiences of his
department for This Week Magazine in May, 1963. The case study

he reported makes encouraging reading for educators who find, late in

his report, the following comments:

“. . . Course work starts with basic literacy training and goes through the
curriculum required for an eighth-grade certificate, but it doesn’t end there.
Because we know that better reading skills can help anyone get ahead, we
offer work leading o a high-school diploma, and encourage our people
to stay on even after they find jobs. .. ”

Picking up the challenge of “Each One R+ -h One,” a motto for
those who join the National Education Association in the drive to stop
dropouts, recipients of the 100,000 letters sent to educators in July, 1963,
went to work. At the University of Minnesota the Minnesota Student
Associations’ Educational Affairs Commission found volunteers for such
a cause. They went out to meet some of the youth who had_dropped
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out of school, became acquainted with them, and are now pursuing their
plans for stemming the dropout tide. It can be hoped that social accept-
ance will be followed by appropriate leadership for those who need to
slip back into educational channels that will enable these students to
improve their reading skills, A

Reading: A Lifelong Habit?

In an inspiring editorial in Saturday Review, Richard L. Tobin (14)
describes the habit that reading can become. He phrases well the view

~ that he takes of youth who have not acquired this- habit which, once

adopted, becomes a lifelong possession: Mr. Tobin finds, for himself,
as do many, a sadness in the fact that a large segment (he says “whop-
ping”) of the exploding new teen-age generation never really ends any-
thing unless forced to do so. In his words,

“Reading is a habit. Once you've got the habit you never lose it. But you
must somchow be exposed to reading early enough in life to have it become
a part of your daily routine, like washing your fact or breathing. Many an
unfortunate grade-school child in our highly seasoned, clectronic, picture-
conscious age has never been exposed to the reading habit and cannot,
therefore, read without effort. Some modern children seldom if ever read
for fun. Like muscles that are almost never used, their concentration and
interest give way quickly. . . .”

“.. . Reading is one of the most private of satisfactions. Reading is com-
pletely portable, perhaps the handiest of all art forms. Reading offers a
tremendous subtlety unavailable through sound or pictures, for reading stirs
the imagination as nothing clse. Reading is also a communicablé habit:
children will read if their parents always have a book or two going and
habitually devour newspapers and magazines. . . . We feel sad when we
realize there are some who do not know its [reading’s] glories and its
fun. ... " )

The complex problems of reading are present, here and now, today.
The most vigorous attacks upon the problems scem to be reaching the
people of the nation who may, directly or indirectly, have responsibility for
solutions. Certainly, everyone, educators and lay people alike, are inter-
csted. They need to realize that the continuous process of growth in
reading begins early and never ends during a lifetime. The secondary
teacher of developmental reading joins the clementary reading teacher
in a continuous cffort to assist the youth of the nation to attain the
vital skills of reading. ’
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DISCUSSION _

Sr. Juritta: One of the major problems emphasized was the problem of

. reluctant readers. What are we doing about them? How can-we help them?

Some suggestions were given and I would add these: using audio-visual aids
in which lessons can be taped; using guide questions which show the student
how to think in relationships.

The idea of teaching a skill using a large .vaiiety of material is also excellent -
and is a great help to teachers. We can do it easily in some of the examples
given. However, generally I question whether one teacher alone can inanage
this if she’s expected to do it while teaching five classes.

In reference to the drop outs, my question is: what are we planning for the
75;000 or 100,000 that are coming back to us? Do we have a curricilum that’s
going to interest them? Maybe we can get some help from onc of the other
discussants as to what kind of a curriculum we should prepare for those who
dropped out, who could not read, and who are back with us. While they are
learning to read, what are we giving them and how are we helping them?

Dr. SHAFER: I’m interested in this question "about curriculum. Basically, it
is related to the problem of our changing culture. Someone asked me to explain
what I ncant by the term post-literacy; what I meant is simply that print is
not the sole medium of cominunication any longer, as it was when our country
was scttled.

We have some evidence that teenage culture has changed very rapidly from
the teenage culture that we knew. In our present teenage culture, oral com-
munication is much more important than print; so, the teenager responds in a
very dramatic way to forms which are other than print.

Now, the problem here then is to get with it; it’s with us. We need to bring

into our experience all forms of mass communication. In the curriculum called

English “S,” which the Detroit Public Schools developed, there was a little
note to the teacher about the reluctant reader and a quiz that the teacher was
asked to take. The first question—and this was a quiz on  hich all of the
students usually scored 1009% and all the teachers flunked-—was: who is the
main character in the television program called The Untouchables?

I think that here is a little lesson about our own world, our own communi-
cation world; that print is very important to us and always has been, but even
so, we must make a great effort to enter the world of the teenager and to
discover the forms of communication which are iinportant to him; and to help
lead him from where he is to where we wish to have him go, that is, toward
a sophistication with print, but with a realization that print is changing its role
very rapidly in our electronic world.

Dr. RoBinson: I was glad to hear you complete your statement about
inceting these people on their level and leading them somewhere. This morning
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I was under the impression that you were just going to meet them.

Dr. Suarer: Oh, no, I'm a leader. : .

Dr. RosinsoN: I'm glad to hear that. I'd like to underline the damage
done, I think, by the misconception that Dr. Chasc mentioned about learning
to read in the primary grades and reading to learn thereafter. If we adopt this
policy, and some people still do, I think we’re going to continue to be in all
sorts of difficulties; and this'may indeed account for some of the problems that
we face in junior high schools. . ’ -

I'd like to suggest a few other special problems of reading in the secondary
_ school. First, therc are special problems to be considered certainly for average
and superior readers. As she pointed out, studies show that many students do

not read a great deal. We know we are turning out adults who do not read a )

great deal. One study showed only seventeen per cent of adults were reading
a book at any given time. Is book reading an essential habit for students to
take into adult life? If so, how can we give the high school reading program
the necessary wherewithal to contribute to greater satisfaction from reading?

Many adults who watch television feel guilty about using their time that way.
They associate relaxing with TV, in contrast to self-improvement associated
with reading . . . “My conscience might say I spend-too much time watching
television because I get behind on my reading; probably won't stop though.”
However, nobody says the opposite—it is hardly conceivable—“my conscience
says I spend too much time reading because I get behind on my television.”

Now, in this I sce an attitude that we have created-in high school students,
the attitude of respecting reading without using it. We may have inculcated
the values of reading without the interests and abilitics to accompany them.

Secondly, I think studies have been made in the last decade that reveal that
those who read well, according to standardized tests, sometimes do not read
really well; particularly, they do not read critically and do not use many of
the higher level reading skills.

Are we failing then to develop a dimension which was described recently by
Frank Chase when he discussed two levels of literacy? Dean Chase described
the higher level illiterate, the individual who could indecd reading according
to standardized tests, but who did not use the material he read to improve
himself and his society.

Sr. JULITTA: Another prchlem came to my mind when it was mentioned
that students are frustrated by the amount of reading which they arc asked to
do. This particular problem grows out of lack of flexibility in reading. We fail
in the upper grades to give children the idea of changing their rate and
changing their technique of reading according to the situation. From the lower
grades on we should teach them to establish purpose before reading and to
decide what they want to know. I think we can help them to overcome this
frustration; that is, help them to develop into flexible readers.
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DR. Cuase: I know that Dr. Shafer has a special interest in mass media
and brings this up to us in his comments; and I think it would be quite appro-
priate to report here some research done in the School of Journalism at the
University of Minnesota on newspaper reading time. I think it's appropriate
here because we all know that reading is not necessarily limited to hardback
books. Adults over a ten-year period averaged thirty to thirty-five minutes for
reading the morning paper; they gave forty to forty-five minutes to the after-
noon paper; and they gave from sixty-five to eighty minutes to the Sunday
paper. Youth aged twelve to eighteen gave fifteen minutes to the inorning
paper; twenty to the afternoon paper; and forty to the Sunday paper. )

Dr. SHAFER: I'm very glad that you mentioned that because I think there
are other things that we need to look at as regards newspapers. In New York
City the other day we lost a newspaper. We lost the New York Mirror. The
New York Mirror, like the Post, the News, the Journal-American, is a news-
paper that has been estimated to be about the fifth or sixth grade readability
level. But the newspapers that have been expanding are the New York Times
and the Herald-Tribune.

Also, we have other interesting statistics on adult and teenage reading. The
membership in teenage book clubs is up. The sale of paperback books in school

“book stores is up. Library attendance on the part of high school students is up.
Now, as I look at this picture, I wonder if we don’t have good evidence that
teenagers are reading and that our job is essentially to get them to be critical,
more selective.

Sr. Jurrrra: It is my experience that the students who-can read easily are
the ones who engage in reading a great deal. If we can build up their skills to
a high degree, students are going to read.
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4, Té;aching Develo'pmeﬁtal Reading '
“in the Secondary School

“DEVELOPMENTIAL reading” designates a sequential plan of in-

struction, the purpose of which is to produce the skilled and enthu-
siastic reader. It is concerned with maximum progress for every student:
slow, average, and superior. While its content is, in general, based upon
the concepts and skills judged appropriate for the various grade levels
of the curriculum, in actual furictioning the developmental reading pro-
gram provides for both vertical and horizontal growth in that “new
learnings are built on previous learnings and the base is broadened
constantly.” (4) There is a shift in emphasis as the child progresses into
the upper grades away from learning to read as an end in itself toward
utilizing reading as the essential learning tool. Secondary curricula, requir-
ing the efficient use of reading techniques unique to various subject fields,
exert strong demands upon the reading program for purposeful content,
effective methods, and positive results,

Léong Range Goals

Regardless of the manner of implementation, reading instruction in
a developmental program must be based on planned objectives if content,
method, and materials are to prove appropriate and to achieve desired
results. '

Long range goals of the secondary reading program include:

1. Developing critical thinking in reading.

2. Developing the ability to read and think in the language of the subject

areas.

3. Developing the reading vocabulary.

4. Developing effective work-study skills.

3. Developing judgment and skill in the use of a flexible reading rate.
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6. Developing reading interests at increasingly mature levels.

_These goals apply to all students in the developmental program whether
they are slow learners, average, or superior. The major differences involved
in-the reading instruction-of children of varying abilities and achievements
are to be found in materials and methods rather than in curriculum content
and purpose. Critical thinking, for example, can and should be developed
with material of any level of difficulty. Vocabulary work might, for one
group, require review and re-teaching of phonics and syllabication whereas
exercises in making analogies, building word families, and delving into
the etymology of words would prove more worthwhile with another class.
Regardless of potential, however, all pupils would profit from certain
common experiences, and every child should be taught so that he may
achieve his optimal success in learning to read.

The methods and materials used in secondary developmental reading
“programs are determined largely by such factors as: (1) class size;

(2) class composition (i.e. heterogeneously or so-called homogeneously

grouped); (3) the professional training and competence of the teacher;
(4) the interest and cooperation afforded by the administration.

In a heterogeneous group, the teacher generally takes one of two
courses, his choice depending largely upon the amount of training in

_ reading instruction he has had. He may decide to teach to the average

level of the group and have all students use the one reading book and
do the saine exercises, or he may attempt to provide diversified instruction
on multi-levels. For this latter purpose he will utilize many self-help
materials. Skillful planning, high professional competence, and an abun-
dance of materials are needed to keep this kind of program operating
successfully. Class size, length of period, and the number of differentiated
levels of concept development represented will determine how much
individual attention any one student may receive. If such a program
suffers, it is from a kind of “assembly line-itis” to coin a term descriptive
of the situation where student responses are mainly limited to one word
answers, multiple choice selections, matching vocabulary items, etc.
Group discussions, wherein conclusions are reached and inferences drawn
concerning the material read, might be omitted almost completely unless
definite provision is made for their inclusion by a teacher who under-
stands that thinking and language activities which help students order,
relate, and integrate experiences must continue to be an integral part
of the secondary developmental reading program. Regular opportunities
for free play of thought and oral self-expression upon a commonly shared
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reading experience must be provided if reading is to fulfill its primary
function of helping all of us grow more human through nourishment
of mind and spirit. ) .

While the teacher of the secondary class grouped ‘“‘homogencously”
may find it practical and rewarding to work with the whole group as
a single unit, it is necessary to make sure that such a reading program
does not become dominated by materials and methods deemed suitable
in terms of achicvement grade levels. When this happens, there is a
danger that some curriculum goals will be sought at the expense of

others. Specific examples of this can be found in those secondary reading

classes where (1) all the students being evaluated by test scores as “superior
readers,” speed reading is emphasized almost exclusively; and where
(2) all the students being assessed by test scores as ““poor readers,” drills
on phonics, syliabication, and sentence completion, are used constantly
to convince the already reluctant reader that reading certainly is-not fun!

If good teaching cuts restlessly across all methods, good reading instruc-
tion at the secondary level needs equally well to cut knowingly across
materials to insure achieving all the goals of a. truly developmental reading

program.
Critical Thinkin g

" The normal psychological growth of the child making the transition
from elementary school to the secondary includes both the nced and the

capacity to criticize, to accept, or to reject that part of his environment

which is the product of the authority figures of his world. His awareness
of his environment comes to him through communication media. Much
of his response takes the same form. Critical thinking in reading is a
major objective of the secondary school developmental reading program
and contributes to the individual’s ability to evaluate his environment in
terms of its meaning for him and for the society in which he is to live.

Gray and Rogers (2) describe the aspects of reading achievement
which contribute to critical thinking and which can be taught:

L. Responses indicating the reader’s grasp of meaning.
A. Grasp of literal sense of meaning.
B. Capacity to enrich one’s grasp of the literal meaning through the
recognition of meaning implied but not directly stated.
C. Capacity to clarify and enrich one’s grasp of the literal and implied
meaning through recall of appropriate related experiences (direct
or vicarious) and their association with the content read.
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D. Capacity to_enrich one’s grasp of meaning through the use of the
literal, implied, and related meanings in reaching conclusions or
making generalizations not stated by the author.

II. Responses indicating the reader’s evaluative reaction to the material
read. .
A. An attitude of inquiry concerning such items as the value, the
quality, the accuracy of what is read. )
B. A tendency to suspend judgment and to use rational standards in
reaching conclusions about the worth of what is rcad.

I11. Responses indicating the reader’s application of the materia! read.
A. Reccognition, implicit or explicit, that the: ideas acquired may have
personal or social value.
B. Insightfulness, breadth, and penetration- in making use of the ideas
acquired.

In choosing material to be used in teacliag critical thinking, it is
necessary that the centent include some aspect of problem-solving and
that there be provision for agreement or disagreement. There must be
opportunity for involvement of the reader. The reading matter must
interest him. It must enhance or threaten his sclf-concept and therefore
cause him to react to its implications.

After the qualifications and the bias of the author have been established,
support and substantiation for the reader’s' conclusions must be found
in the reading material. Questions raised by the reading for which no
single correct answer can suffice contribute to the development of critical

. thinking, especially when the teacher refrains from imposing his own

opinions on .he students and encourages them to express themselves
within the framework of logical thinking and articulate speech. Much
of the tea % of critical thinking in reading is made possible through
the-creation on the teacher’s part of an atmosphere genuinely conducive
to inquiry, reflection, and respect for one another’s viewpoint.

At the secondary level, newspapers, magazines, poetry, plays, and
advertising copy providc excellent reading material for develeping critical

“thinking. It is important to remember, however, that critical thinking

should not be limited to the formation of opinions pro and con regarding
the ideas set forth by the author. Interpretation of symbolism, under-
standing of propaganda techniques, awareness of the balance required
between style and meaning intended or sensory effect, sequential develop-
ment of character and plot, relationship of the ideas expressed to the
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reality of the reader’s world, all of these are important facets of critical
thinking to be developed. Any rcading experience which causes the
student tc question, compare, interpret, generalize, or-draw conclusions
can be said to develop critical thinking in reading. Within this fr: e
of reference, creative reading which results in new behavior such as the
student’s writing a poem, an original story, drawing an illustration, or
any activity stimulated by and interpretative of his personal reaction
to the printed symbols can be viewed as a special form of what remains,
basically, critical thinking, ’

Ability to Read and Tbin‘k in the Language of the Subject Areas

Although most educators agree with Karlin (3) that secondary school
teachers in the content areas who require students to read in their subjects
in order to acquite skill or knowledge should be able to teach the
reading skills needed, we nave not yet arrived at the time when this is
generally so. The-reading specialist can help the content teacher through:
(1) -in-service trainifig conferences; (2) supplementary instruction of
the children experiencing difficulty; (3) incorporating-into the develop-
mental program instruction in the special reading skills required by the
various subject areas.

Strang ‘and Bracken (7) list three special aspects of the -teaching of
reading in every subject:

1. .The general attitude or approach to the kinds of reading required in the

subject. )

2. The technical or special vocabulary of the subject.

3. Certain specific reading skills needed in the subject, as for exainple, the

reading of maps in social studies and the reading of directions in the
shop or science laboratory.

Most subject-matter teachers assign one or more textbooks to the
students to be read independently. These books are usually written at
approxinuately the grade level of the group being taught and are often
above the instructional level of many in the class. It should be expected
that students who experience difficulty in reading recreational material
written on their own grade level will be frustrated in attempting to
learn from the grade textbooks.

It is practical then for the reading teacher to examine copies of the
textbooks used by his students for the purpose of determining their specific
reading demands, and to"include in his reading program instruction in
those kills that will be most helpful. Nila B. Smith’s Be 4 Better Reader
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Books 1V, V, and VI, for example, might be studied by the reading
tcacher to determine the different organizational patterns found in the
chapters of science, mathematics, social studies, and literature texts. Once
this examination has been made, the reading teacher’s job is to teach
the particular technigues needed to read chapters conforming to these
patterns. It is not the reading teacher’s responsibility to teach science or
social studies. Discussion in class of the characteristics that enable the
student to recognize such patterns as “Problém-solving” and “Causc and
Effect,” and practice in using the special reading skills ‘required by the
nature of each pattern, should be followed by direct application to the
chapters of the students’ textbooks. The success of this particular. phase
of the developmental reading program at the secondary level will depend
to a large extent upon the amount of careful planning done by the
rcading tcacher to make the skills practical in terms of the actual text-
books read by the students.

Studénts should be led further to see that mastery of the vocabulary
items unique to cach subject area is an indispensable aid to better com-
preliension. For the developmental reading tcacher to undertake the
teaching of lists of special terms for the subject areas, violates, in the

writer’s opinion, one of the basic tenets of good reading instruction. -

Words are to be tauglit in meaningful context, and science words are
best learned in the science lesson, math terms in the math class. What
the reading teacher is particularly able to do is to use the vocabulary
taken from the textbooks to teach the word recognition .skills that the
student neceds. Then the purpose becomes, not one of having students
memorize terms and definitions, but rather one of having them adequately
prepared with workable ways of unlocking the new terms still to be met
in further reading. It is a method or methods that the reading teacher
can impart, rather than the content of a particular subject area.

This last point deserves amplification inasmuch as all secondary
instruction in reading in the content areas is properly concerned with
teaching the student effective methods in reading subject content and
should not be confused with teaching the content itself. At the secondary
level, this last is the rightful responsibility of the subject teacher.

Reading Vocabulary

It is generally agreed that vocabulary is best developed through reading
and, therefore, any extension of reading in terms of diversity and quality
should, of itsclf, insure corresponding vocabulary growth. When we

%
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supplement extended reading with increased opportunities for the student
to participate in planned discussions, we provide him with the basis for
recognition of the visual symbol by first making sure the word is part
of his auditory and speaking vocabulary. At every level of reading instruc-
tion, the technique of introducing (orally and visually) and clarifying
unfamiliar key vocabulary items in the prereading discussion must be
. systematically followed. A

Research has conclusively proved that words taught in isolation from
a list are seldom made part of the student’s permanent stock of recogniz-
able words. Words are learned best when they are introduced in con-
junction with meaningful context and when they have emoticiial overtones
for the learner. Repeated meeting of the new words in varied context
enriches their meaning and defines their limits.

The student who participates in many communication activities (listen-
ing, speaking, reading, and writing) is more likely to develop his vocab-
ulary than the one who does not, but providing these activities to the
extent needed for all students to become highly proficient in the com-
munication skills is quite frequently beyond the scope of the reading
teacher. Directed instruction in vocabulary development is necessary.

Analyzing the structure of words and learning the meanings and
functions of prefixes, suffixes, and roots -contribute to the student’s ability
to unlock new words and gives depth .to their meaning. Tracing words
to their origins lends interest to word study and affords secondary students
needed insight into the living nature of language. Cartoon strips made
to illustrate the changes undergone by a word as it adds a suffix or a
prefix or passes from one language to another, illustrated family trees
of words, and other expressions of student ingenuity make interesting
bulletin board displays and provide necded opportunities for creative
involvement. : - '

Encouraging the use of the dictionary as a means of determining
exact or multiple meanings of words can often be made more palatable
to the student through the use of games such as anagrams, crossword
puzzles, and double-crostics. Classrooms which are liberally supplied
with dictionaries pay dividends in that students may become accustomed
to using the dictionary frequently, quickly, and accurately,

Word analogies, which involve both understanding the concept of
relationship and training in the ability to shift mind sets as needed, are
a necessary factor in vocabulary study at the secondary level. Word
analogy cxercises are used with increasing frequency to evaluate ability
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to think abstractly. Students are quick to recognize that, while a large
vocabulary is not the sole requisite for success in working analogies, it
is a basic requirement.

Secondary students are usually receptive to suggestions about keeping
written lists of new words met in their reading. Sensitivity to the
emotional overtones of words may be developed by skimming selections
read for words that produce feeling of sorrow, joy, anger, etc. Planned
learning experiences are required in the teaching of foreign phrases,
idiomatic expressions, and technical terms.

Effective Work-Study Skills

Skills in using the dictionary, in reading maps, tables, charts, graphs,
in locating pertinent subject matter through use of the table of contents
and th~ index, are-demanded daily of the secondary student as he meets
the requirements set by various subject teachers. In addition, he must
know where and how to locate reference materials, be able to read
with purposcful selectivity and good comprchension, retain all essential
facts, and be successful in organizing thoughtful reactions to his reading
into well-structured and articulate reports.

While it is safe to assume that certain_of these skills have been taught
since the elementary grades and will continue to be taught by the secondary
subject teachers, the developmental reading teacher assumes responsibility
for teaching all of these work-study skills whenever students exhibit
deficiencies, or when examination of the subject-matter courses of study
reveal no provision for their teaching.

Beginning sccondary students require instruction in the use of the
high school dictionary. The secondary student should be able to recognize
alphabetical sequence, use guide words, identify root words in both
inflected and derived forms, select the definition that fits the context,
and realize the differing purposes of comma and semi-colon as used in
dictionary meanings. He should be capable of using the pronunciation
key, the etymology key, and responding correctly to the accent mark.
He should know that geographical and biographical information can be
located in some dictionaries and understand also the limited nature of
this information so that he uses it appropriately.

The sccondar; school curriculum makes constant demands on the.
student to consult reference materials of many types—encyclopedias,
almanacs, atlases, pertodical indexes. Effective use of these aids by
students depends upon their knowing what sources are available, which
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ones to use, and how to select material relevant to the given assignment.
The reading teacher may provide each student with a resume of resource
materials such as can be found in The Library, a service bulletin of
the Reader’s Digest Educational Division. This affords the student a
comprehensive survey of the many types of reference materials and the
particular purpose for which each is designed. Students should be asked
to check their school and public libraries to ascertain which of these
reference materials are available. Assignments made in the content- classes
can be discussed in the reading class in terms of : (1) What reference
books prove most productive in assignments of this kind? (2) What are
the key words in the assignment as made? This last procedure should be

specifically directed toward helping the student recognize the point or -

theme of his assignment so that he will select information which i
pertinent. )

Instruction in outlining and note-taking as given in the reading class
should emphasize awareness of the logical organization arrived at by use
of key words, main ideas, and clusters of meaningful subordinate details.
The organization of ideas predicates relationships existing among them.
These relationships, the student must be guided to understand, carry cues
within them which not only help him remember the ideas so associated,
but contribute greatly to his ability to recall and report on what he has
read. ) -

Teaching the work-study skills includes developing concepts relative to
the student’s attitude toward his reading. He must learn to analyze first
his purpose for reading any particular material and then knowingly select
that method (reading for recall, reading critically, skimming, etc.) which
best suits his objective. In most cases the student’s purpose will be affected
by his instructor’s purpose. This may be determined as a result of the
teacher specifically stating the objectives of the reading assignment made,
by the student relating the immediate assignment to the rest of the course,
or by evaluating the assignment in terms of ones made previously.

One of the work-study skills that should be developed to a high level of
proficiency in the developmental reading class is the use of the SQ3R
technique. For most secondary students the ability to survey, question,
read, recite, review, report will be basic to success in the high school
curriculum. ’

Flexible Readin g Rate

Not only has his rate of comprehension become a major concern and
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matter of status to many an American adult reader, but the develop-
mental reading program at the secondary level that today fails to include
“speed reading” in its instruction would be hard to find. Far more im-
portant than any one particular rate a student may achieve, however, is
his need to learn to adjust his rate of reading to suit the type of material
and the purpose for which it is being read. It is not unusual to find that
good readers tend to adapt rate to their reading purpose and the difficulty
of the material while poor readers read all m.terial at approximately

. the same speed.

Mechanical instruments to increase reading rate are more commonly
used at the secondary level than in the elementary grades. These devices
attempt to correct or improve eye movement, directional attack, and

. visual acuity. To the extent that the student’s rate of comprehension is

affected by his ocular habits, the instruments may be effective. More often,
however, one’s spced of comprchension is a matter of interpretation,
assimilation, and reaction to the message initiated by the visual symbols.
Interest in a subject or familiarity with it can, therefore, increase the
spced and uriderstanding with which it is read. The readability level of
the material insofar as both complexity of language and difficulty of
concepts are involved also affects the reading rate.

Understanding of all the variables that impinge upon onc’s reading
rate enables the teacher and the student to avoid thinking interms of one
fantastic rate for all material-—King Lear and The Hardy Boys reduced
to the common denominator of 2500 words per minute! It is quite possible
that the greatest need where reading rate instruction is concerned has to
do with clearing u:» some of the misconceptions that arc being forced
upon students by television and press accounts of spced reading marvels.

Students who desire to increase rcading rate should understand that
they will have to do a great deal of daily rcading. Rate increase requires
regular practice on materials that develop systematically in difficulty and
length. In many secondary developmental classes it is established practice
to begin the ‘period’s work with short timed readings, cach followed by a
comprchension check. Individual charts kept by the students help them
to keep a perscnal record of their progress. When the student maintains
a record of his reading that shows a comprchension score plus number
of words read per minute, rate of comprehension usually increases.

One of the techniques that students should learn to use for increasing
rate is that of surveying before reading. In the survey, the student reads
the title, examines wl atever illustrations are included, reads the summary,
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if one is provided, and, in general, assumes the mental sct necessary for
accclerated comprchension.

Skimming and scanning are generally included in speed reading in-
struction. Skimming is the quick perusal of a page, an article, or a book
to obtain an overall impression of the whole. Scanning is searching through
rcading material to locate a particular fact, quotation, name, etc. Practice
in these techniques is valuable to the secondary student who will employ
both as supplements to his work-study skills, The secondary teacher will
find those scanning excrcises practical help that require locating specific
information in the dictionary, the index, table of contents, etc. Skimming
that utilizes textbooks or encyclopedias for practice can provide the stu-
dent with needed skills in mentally summarizing for main ideas. Duplicate
printed paragraphs, one of which has all but the key words blocked out,
can be made by students. Exchanging them with one another in class
permits one student to check on another’s ability to derive the correct sense
of the paragraph from reading only the key words. This skimming lesson
reinforces the training given to look for key words that convey the sentence
or paragraph thought.

Reading Interests

The true interests of students are usually well established by the time
they reach the sccondary school. The years of childhood are the years of
strong identification with people, things, and ideas. This in no way denies
the teacher the opportunity to use students’ intcrests to increase their
desire to read extensively. It behooves the teacher to assess the interests
of his students. This he can do without too much difficulty if he first accepts

the concept that interests are the expression of the individuality of the .

Student. “Self and interest are two names for the same fact,” says John
Dewey (1).

Although there are common interests at each stage of growth, it is
necessary to determine the personal interests of those individuals who
limit their rcading to that assigned by their tcachers.

Onec way of discovering individual interests is by permitting students
to express themselves freely in whatever form they can. The content of
pictures they prefer, the pictures they draw, the subject of the stories they
originate, and the content of the storics they enjoyed are all ways of
determining individual interest. The subject of any free expression of the
student is significant in asscssing his individual interests. To the extent
that it can be determined and the individual’s interests made known to
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the teacher, it becomes important that reading materials that help’ the

student express these interests either be made available or called to his
attention. This requires that the instructor be familiar with a wide range

of young people’s literature, and that public and school library facilities

be adequate to the demands that will be put upon them. The school

librarian is an essential partner-of the reading teacher insofar as this stage

of the program is concerned.

Class periods devoted to discussions of outside reading done by students
often result in building interest in certain books. Candid lists of student
reactions to books yield needed information and help build up a reservoir
of book titles to be recommended.

Important-as all the goals of the secondary reading program undoubt-
edly are, there are very few teachers who do not feel that developing a
student’s interest in reading remains their chief consideration.
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Discussion

Dr. RoBiNson: I must say that this is an excellent paper. I've been puz-
zled a little by one point. I think we assume that we know almost exactly what
the systematie development of skills on the elementary and secondary level is;
and yet, in perusing the rescarch, I find very little to support certain kinds of
sequences over others.
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If the opportunity arises, I would be interested in knowing how the “se-
quences given in this paper were established; )
- Another point I should like to underscore is this: we too often see secondary
reading teachers who tend to test rather than teach. They 1nake assignments;
they provide questions and mark them right or wrong; and then they do it all
over again. Merely posing questions is not teaching.

So often, I think, we miss our best teaching opportunities when questions

. are answered incorrectly. Any high school student can mark a child’s answers

right or wrong by using a key as a guide, if that’s all there is to it. The im-
portance of discussing the different responses should not be overlooked.

Dr. Suarer: I liked the emphasis in this paper on the processes of inquiry.
« . . Let me add one further word about the dictionary. We need to take a
look, I think, at the process of dictionary-making. Nowhere are the results of
this process so evident or so revealing of our attitudes toward the English
language, than in the controversy over Webster's Third International Dic-
tionary. It seems to me that we need to bring -this controversy into the class-
room, and subject it to scrutiny. We need to examine the process of dictionary
making so that students can understand how we have developed sensitivity to
words which we are currently using.

Sr. Jurrrra: T wonder if Mrs. Jan-Tausch could tell us how this reading
progran is administered. ,

Mgs. Jan-Tavsch: In our system we have two junior and one senior high
school, and all three schools have reading programs. In both junior highs,
every seventh grade student takes reading two days a weck, as a separate pro-
gram in addition to English. In February, the reading teachers go over the
children’s records and make an honest evaluation as to whether these children
should take either French or Latin, or if, they should continue with another
year of reading. Those recommended for further reading instruction receive
threc periods a week in cighth grade. This cuts us down to four or five classes
of eighth graders in each school.

Then, in ninth grade we offer an elective in reading. It has been tremen-
dously popular. We have had each scmester fifty to sixty ninth graders sclect-
ing reading. They get one and a quarter credits; they come for one semester,
five days a weck. ’ .

At the senior high level the program is a little less affluent, shall we say, in
that those students who are doing poorly in English classes are turned over to
a reading teacher for a period of three weeks. What he can do in three weeks
I don’t know, but he does his best.
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5. Reading in Science and Mathematics

T all levels of American schools, children and youth today are heing
enzouraged to include in their programs of studyan increasing emphasis
upon science and mathematics. This emphasis has come about partially
because of strong public interest engendered by modern nuclear discov-
eries and space developments and partially because of the widely publi-
cized shortage of competent personnel for positions in industry which
demand training in science and mathematics, Throughout the nation we
have made great strides in developing modem curricula for these two
important arcas; through the efforts of the National Science Foundation’s
Course Content Improvement Program and similar granting agencies,
thousands of .tcachers in our secondary schools have received financial
assistance and excellent training in the development of courses and in-
structional materials. There can be no doubt that we have taday more
well trained scientists and mathematicians than ever before. However,
the emphasis in these training programs has been upon the substance of
new courses in mathematics and science, with little - attention focused
upon the secondary school student and his skills for understanding and
applying the knowledge of these areas.

Despite a general strengthening of programs for developing basic read-
ing skills in our elementary schools of the nation, we have made little
progress in training teachers to teach specific reading skills for the content
areas. A survey of college catalogs will indicate that there are few teacher-
training institutions that offer a course in reading which is designed for
secondary school teachers of the content areas. Still, discussions with
secondary teachers of their problems of instruction invariably lead to
cxpressions of concern about the deficiencies of their students in basic
reading and study skills.

It is the purpose of this paper to examine the problems which are basic
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to reading in science and mathematics and to propose courses of action
which might be taken to solve these problems.

Difficulties in Reading Science and Mathematics

There are many reasons why students who read reasonably well in
other content areas fail to read well when they read in science and
mathematics.

1. Young readers have been accustomed to reading materials of nar-
ration; they have learned through extensive practice in basal readers and
social studies materials to interpret description, plot, characterizations,
and definite pattetns of sentence and paragraph construction. The exposi-
tory language of textbooks in science and mathematics is most frequently
characterized by its terseness. :

2. Ideas are frequently more complex, and there is little control over
the number of concepts introduced on a page or within a chapter of
science or mathematics. As an example, the author of a typical textbook
in physical science for the high school devotes one chapter to atomic
energy. Within this chapter the student is introduced to radioactivity,
atomic structure, atomic weight, atomic number, nuclear equations,
isotopes, nuclear fission, nuclear reactors, control of the fusion process,
and others. Each one of these topics represents an important concept for
the understanding of atomic energy, and the chapter on atomic energy
is one of fifty chapters concerned with a general survey of physical sciences!

3. Concepts are developed on an ascending scale of difficulty. In-both
science and mathematics, the reader is required to draw uf nn his previous
knowledge and experiences and to relate these to the ideas presented.
Unless a careful evaluation is made of the extent of experiences and the
levels of knowledge of students in a particular course, both the textbook
and the instruction may be pitched above the functioning level of the
students. :

4. Wide reading, particularly in science, is often demanded from a
variety of sources—sources in which the quality of writing and the read-
ability may vary dramatically. Frequently the quantity of materials is
inadequate for a student, a class, or a school.

5. Inter- and intra-relationships in mathematics and science are nu-
merous and complex. Relationships must be recognized and critically
cxamined by thi reader if he is to understand what he reads. Students
who are accustomed to reading for literal interpretation are frequently
incapable of sensing relationships and thinking critically about what they

~
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already know and what they are currently reading.

6. The reader is required to read critically; despite the fact that
science and mathematics are regarded as “‘exact” sciences, the reader
must judge the relevance, authenticity, and value of what he reads. Young
students are capable of thinking in the same general patterns as adults,
but they are frequently limited. in attaining an equal degree of ability
by their lack of experience and knowledge; hence, they are prone to
accept as “fact” many ideas which because of recent scientific discoveries
would no longer stand the test of a fact.

7. A mastery of study skills (interpreting graphs, tables and charts;
using reference materials; and .using a textbook efficiently) is essential
for efficient reading in these content areas.

8. The vocabulary of science and mathematics is often specific to the
content area. Henderson (3) quoting a personal statement of David Page
has indicated that there are three kinds of language used in a mathematics
classroom. The first is the language of the novice, which is characterized
by imprecision and ambiguity and frequently accompanied by gestures
and pointing. “You multiply across the top and you multiply across the
bottom.” The second language is at the other extreme: the precise
language of the mathematician, and frequently of the textbook, including
such words as sets, numerals, variables, symbols for relations, and quan-
tifiers. The third language includes sum, addend, multiplier, and mixed
number, for example. Henderson concludes that most teaching is done
in terms of the third language, whether in person or through the text-
book; but, because of its nature, verbalization on the part of the student
would be easier in the first language. '

We are concerned in the teaching of vocabulary with the functional
aspects and the semantic variations of words. In both mathematics and
science, many words function in a precise context; however, these same
words may enjoy semantic variations in contexts which are already
familiar to our students and hence are confusing in the new context of
science and mathematics, -

Taking Action to Aid Students

Very few secondary school teachers are adequately prepared, thro -ch
their college training, to teach their students to read more efficiently for
the various content areas. Heartening indeed, however, is the knowledge
that some states are requiring that all teacher-credentia} programs include
at least one course in the teaching of reading. The Great City Projects,

A
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Higher Horizons, the Ford Foundation-supported SKIP program in San
_Francisco, and numerous other projects throughout the nation are attack-
ing the problem of basic reading and study skills for high school youth.
And numerous in-service programs are conducted each year for interested
teachers who desire training in both remedial and developmental reading.
Although the English teacher and the reading specialist in the secondary
school are prepared to contribute to the teaching of reading skills, the
responsibility for aiding students to read more efficiently in mathematics
and science must be shared by the teachers of those subjects, Who is
better prepared to anticipate the difficulties that students may have with
particular subject matter than the specialist in that subject, who himself
has developed skills of reading and study in order to be qualified as a
teacher? . .
As we have stated earlier, a concerted effort has been made to upgrade
the substance of mathematics and science courses in our schools. Watson
_ o , (9) has stated: ® '
We shall assume that no teacher can work effectively in a subject which
he does not understand. But what is meant by ‘understanding?’ It implies
such a familiarity with the assumptions, the evidence, and the concepts in a

L subject that the teacher can play freely with their interrelationships and
restructure the instruction in many ways. This competence requires time and
expericnce beyond what usually is available in the first introduction to the
subject. Yet, there is now great haste to ‘update’ science instruction, which
means to utilize in schools quite recent interpretation of complex and cur-
rent experimentation. Frequently this interpretation is novel to the teacher
who has been out of school for some years. He is struggling to comprehend
these new results and ideas. Will he then be competent to handle them
flexibly in his teaching? Or is he likely to present them merely as the latest
scientific dogma from the authorities?

Struggling with the interpretation of recent, complex changes in both
science and mathematics, the teacher may feel that he has no time to
devote to reading skills of the students. This teacher seriously needs help
in’ discovering means of presenting content and skills simultaneously. He
cannot, because of his lack of training in teaching reading skills and his
added responsibilities of keeping abreast of scientific. and mathematical
phenomena, solve the problem alone. What, then, is the solution? Let us
examine some possibilities.

1. The counscling and testing services of the school can be utilized
in the identification of students who are in need of specific reading skills.
Unfortunately, we have few standardized tests that measure a student’s
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ability to ‘read critically for science and mathematics. Survey tests of
reading measure very well the student’s ability to read for literal inter-
pretation. Maney’s (5) excellent repo. ¢ tells us that neither survey tests
of reading nor tests of general intelligence measure critical reading ability

_for science.

With the aid of testing specialists, teachers of mathematics and scierice
should be able to construct informal tests of critical reading ability, using
selections from the subject areas, and measuring these skills: identification
of gencralizations, inferring specific conclusions from facts explicitly stated,
applying information to a problein, sceing the relationships of ideas in a
serics, judging the relevance of ideas, following directions, interpreting
graphic representations, relating ideas to a sequence, and identifying the
central theme. It would be unwise to attempt to construct an informal
test for the measurement of all of these skills within a single test; however,
a’series of tests, designed to measure separate skills or combinations of
skills would be invaluable if the results were used to determine the instruc-
tional needs of the students.

For those students who have scored in the lower quartile of a survey
test of reading, special diagnostic testing should be provided. Such tests
as the Gilmore Oral Reading Tests and the Gray Oral Reading Tests ..r.
of value in diagnosing specific weaknesses in word-recognition skills, phras.
ing, literal comprchension, and vocabulary, : .

2. With the help of the English department, students who need help
in basic skills can be given training in English classes. For students in
junior and senior high schools, the Be A Better Reader Series (8) pro-
vides excellent materials for developing skills in reading for science and
mathematics. ' ’

3. One or two instructors, from each subject area of science and
mathematics may be encouraged to take training in the teaching of read-
ing. These teachers, in turn, may provide in-service aid for their fellow
teachers. An advantage of this attack on reading probiems is that the
teachers who know the- specific: subject matter can prepare reading exer-
cises for their students and can teach reading skills each day in the class-
room.

Teaching Reading in the Classroom

Within this section, consideration will be given to techniques of teach-
ing reading in the science and mathematics class. Only four aspects of
reading will be coasidered: vocabulary, comprehension, critical reading,
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and ratc of reading. It is assumed that any teacher, regardless of his lack
of formal training in the teaching of reading, can aid students in develop-
ing increased competence in basic skills.

Vocabulary. The vocabulai; of mathematics and science is often more
specific, more descriptive, than vocabulary found in other content areas.
Traditionally, students have beecn admonished to learn definitions of the
words in a selection or chapter; however, the greatest difficulty in learning
such specific terminology seems to lic in the inability of many students to
apply a term to an exact process, a classification, or a broad concept. Many
words nced special attention, since they take on new mecanings when they
arc uscd in science or mathematics. For instance, preduct, rate, base, root,
interest, and literal arc mathematics terms which have different connota-
tions in other arcas,“Too often writers of textbooks introduce technical
vocabulary under the assumption that the simpler phases of the subjcet
have alrcady been mastered by students, Teachers may make these same
assumptions. The responsibility for introducing technical terms and relat-
ing them to processes or classifications is definitcly a major task for the
classroom teacher. )

All scientific classifications arc based on structural similarity. For exam-
ple, lepidoptera, hymenoptera, hemiptera, and homoptera are terms used
to describe orders of insccts. Each term is descriptive of the wing (pteron)
structurc of the particular order: lepido (scale), hymen (membranc),
hemi (half), and homo (same texture throughout). The student of

biology; 1acking the experience of examining the components of words,

tends to attempt to memorize terms and examples of cach. He may know
that O:thicpierais a term which refers to the grasshopper, without realizing
that all straight-winged insccts are classified in the order Orthopt. ra. The
biology teacher could help this student by taking time to explain th
striictural clements of biological terminology. ‘

Considcrable aid has been given to the teachers by authors of recent
textbooks in both science and mathematics. It-has become common prac-
tice t list new terms at the beginning or at the end of chapters or units.
However, these lists of words arc of little benefit to the student if they
arc merely assigned as word-memorization excrcises. They must be related
to classifications, processes, or concents. They can be illustrated, demon-
strated, and further related to similar words,

The use of prefixes, suffixes, and root forms may be one of the richest
sources of word knowledge in these content arcas. For instance, the Greek
mono in biology is found in monocotyledon; in chemistry, we find
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monomer; physics gives us monochromatic; and in mathematics we use
the word monomial. The Latin equivalent, uni, may be univalve in
biology; chemistry, univalent; physics, units; and in mathematics, union.
Hence, knowledge of a single root. prefix, or suffix may lead to under-
standing of the meanings of hundreds of words.

There are other approaches to teaching vocabulary. Synonyms are
always uscful, but there is a danger of the synonym giving no more mean-
ing than the original word. Dictionaries and glossaries list synonyms fre-
quently; care should be taken by the teacher to determine that the appro-
priate synonym is selected to fit the particular context. Most scientific
and mathematical terms are monosemantic; consequently, using antonyms,
or opposite meanings of words, is frequently impossible. It can be demon-
strated, however, that an antonym may, by telling what a word is not,
give more meaning to a new term than a synonym which may be as
obscure as the word itself. As a simple example, cold is clearly the opposite
of Aot and is readily understood; synonyms for kot are keated, scorching,
scalding, fervid, peppery. Consider the confusion that would result from

“substituting one of these synonyms in this sentence: The night was kot.

The major difficulty in developing vocabulary for mathematics and
science in the secondary school class is that so many terms must be mas-
tered and applicd at once. An introductory chapter in a recent mathe-
matics textbook lists as new vocabulary these terms: “closure, commutative
broperly, associative property, distributive property, multiplicative identity,
multiplicative inverses, additive identity, and additive inverses. Each of
these terms is listed at the beginning of the chapter and the student is
cautioned to know the words. They are also listed in the glossary of the
textbook. However, few students will understand these terms unless they
arc demonstrated, discussed at length in various contexts, and repeated
frequently in problem solving situations.

Words are the tools of all knowledge. They must be taught as delib-
eratcly and as reservedly as they were written. If an cffort were to be
made bv all teachers of mathematics and science to improve the tcaching
of vocabulary, reading skills of their students would be greatly enhanced.

Comprehension Skills. Many students who read well in literature or
social sciences fail to read well in science and mathematics. They appar-
ently lack the ability to adjust their reading to the phrase and sentence
patterns that they encounter in these areas. Paragraphs are written in a
terse language; they are reduced to the minimum number of words neces-
sary for communicating ideas: To read well, to interpret literally and
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An integral part of reading for science and mathematics is the inter-
pretation of problems, preceded by precise, methodical reading. The
student must learn that every word may be crucial to complete under-
standing of the problem or process. Recognizing all words, applying their
specific meanings to the problems at hand, and sensing relationships among

~ several conditions which are presented by the problem are prerequisites to
‘ actual problem-solving.

Careful questioning by the teacher may determine which students are
grasping main ideas and cssential details, which students are merely
interpreting ideas literally and failing to think critically. Some students
are incapable of sccing relationships among main ideas and need careful - :
guidance in determining main ideas and their supporting details, Students
benefit from occasional opportunitics to restate main ideas in their cwn
words and to statc esc ntial sequences of ideas. Listening and speaking
become an integral part of good reading when the teacher involves the
student in stating clearly and succinctly the ideas that have been.encoun-
tered. Further, questions from students are important. Too often the
teacher asks all of the questions and fails to recognize that many students
in a class are not participating in discussions; since their questions are
seldom entertained, these students feel a sense of futility that the content
is beyond their grasp.

Fehr (1) has suggested six steps for improving comprehension in
mathematics. The writer has adapted these steps to include both mathe-

- ~ matics and science. -

1. Help the student adopt a problem consciousness. A problem is not

a problem simply because a teacher or a textbook suggests that it is. There

. must be a purpose for solving the problem, and this may be achieved by
several readings and analyses. Further explorations of similar problems
may be necessary. A knowledge of the contributions of scientists and
mathematicians past and present may help the student develop positive
attitudes towards materials and forces in the universe that will help him
to live more successfully in our complex world.

2. Develop wide experience and broad background in mathematics
and science situations. Too often at the beginning of a course we assume
a level of understanding or proficiency in our students, based on normal
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As discussed above, the history teacher identifies the skills needed to
rcad with understanding and prepares study guides designed to be used
by students during their rcading. He prepares them in such a manner that
onc guide can be used by several groups at various levels of ability and
achievement. For exaniple, the skill. may be “recognition of author's
assumptions.” Faced with a range of achievement levels in-his class, the
teacher prepares his work sheet so that questions are graduated in diffi-
culty, yet deal with the same concept and requirc the same skill. As
students read the text, they are guided in looking for the author’s assump-
tions. The slower students are aided,by-being able to select answers from
possible choices; the more able students, needing less direction, are guided
only by probing questions on the work shect. However, when the groups
contribute to total class discussion, the slower students fecl they have as
much to offer as do the more able.”Both groups will have practiced needed
skills and, simultaneously, acquired the necessary understanding.

“Evidence is ample . . . that . . . social studies students can be helped
to achieve more if instruction includes giving attention to the reading and
study skills used.” (4). This attention includes guiding students while
they usc specific skills. Such attention is profitable since it ‘. . . results
in the improvement of both reading skills and knowledge of subject

— aa " 0N



S, oo T T T eeemmEme S TT AR SRAANAASD VW UM uau\sluuuu AU wiidul*t
standing the laws, principles, or processes. The young and inexperienced
scientist or mathematician lacks the ability to sense and feel rclationships.
Here is where the teacher functions best, in pointing out essential relation-
ships through references to previous learning and through multiple
illustrations.

3. Activate the problem. Aid the student in the statement of the prob-
lem in his own language. Be alert to distorted or jnaccurate sequences of
ideas. Use diagrams, concrete objects, blackboard: illustrations to focus
attention on the problem and to illustrate the practical applications of the
problem to other situations. . :

. . 4. Help students ask meaningful questions. When students have no
questions, they have not read carefully. Guide them, through your own
questions, to read the selection or probler:. again, In problem-solving there
arc always these questions: What are the conditions or details? What,
exactly, are you asked to find? to do? What is the order in which the
conditions of the problem should be used? What processes are required?
What is a reasonable answer? :

5. Become sensitive to the student who is using an unsuccessful attack
on the problem. Encourage rercading, careful and critical thinking.” Help
the student correct his procedures. :

6. Generalize the solution to every problem so that it may have wide
application in solving new problems.

There are two particularly fine references that every teacher of mathe- "
matics and science should read for detailed suggestions for improving
their teaching of reading. “Directives for Developing Reading Skills” in

" The Improvement of Reading by McCullough, Strang and Traxler (6)
suggests numerous techniques for reading for the main idea, reading for -
details, and reading for sequence or outline. The Metropolitan School :
Study Council has recently revised Five Steps to Reading Success in Sci-
ence, Social Studies, and Mathematics (2). They suggest that to read
science and mathematics materials successfully, students must master
certain reading skills: locating pertinent details, distinguishing between
main ideas and supporting details, visualizing, following directions, and
drawing inferences. Five steps of readiness, concept devclopment, silent
reading, oral or written discussion, and osal or silent rereading are out-
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Supervisors and administrators must realize that the preparation of
materials is a time-consuming task. They must work to provide time,
preferably summer workshops, for teachers to write the materials they

. will need. These materials must be made available in quantity for-
classroom use so that teachers will not have to spend time typing and
duplicating matcrials during the school year. Storage space for materials
will be needed, with teachers able to order copies as they need them.’

, , In the same manner that teachers should create a good environment
for students, conducive to learning, supervisors and administrators should
create a good-environment for teachers, conducive to teaching. Neither
environment is necessarily physical. Understanding and support provide
a unique and csseniial environment. In ad-ition to provide the consultant
help of the reading specialist. The in-service training for the teachers,
and the availability of materials, supervisors and administrators should

_ _encourage valid variations in methodology and relieve any “curriculum-
coverage” pressures on teachers. These clements of a good “teaching
environment became major contributions toward teaching students to
Q read history material well.
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cxamplcs are ngcn and thc studcnt is required to supply reasons for steps,
later the steps, and finally the entire proofs. This change in emphasis has
handicapped the poor reader; under the traditional system of models, the
poor reader could frequently work a serics of similar problems in physics,
chemistry, or mathematics thh a minimum of reading and memorization
of the model.

Nordberg, Bradficld and Odell (7) recommended open-end experiments
as onc means of meeting individual differences of experience and abilities.
In contrast to verifying conclusions known beforehand, the student must
determine the methods to employ, the apparatus to use, and the conclu-
sions to reach. Open-endedness of the experiment is varied according to
the abilitics and experiences of the students. Frequently, the student who
cannot rcad the experiment can participate successfully in the discussions
of methods, apparatus, and conclusions and can complete the expcnmcnt
independently.

Critical. Reading. It has been stated carlier that many students are
capable of literal interpretation of what they read in scicnce and mathe-
matics, using only the information which is explicitly stat~d. A question
such as “What is radioactivity?” can.be answered on the basis of explicitly
stated facts; however, to answer the question “What uses can we make of
atomic energy?”’ the student must go beyond the printed page and think
critically, using the specific knowledge that he has about-atomic energy and
inferring or predicting logical future uscs. He may consider the present use
of isotopes in medicine and predict probable developments. He may con-
sider the possibility of conversion of sea water .ito frésh water.

There are innumerable definitions of critical reading and critical think-
ing. What, from our knowledge of critical reading, is practical for the
teacher who wishes to aid his students in developing better understanding
of the concepts of science and mathematics? Maney’s (5) definition of
comprehension and critical reading skills, derived from her study of literal
and critical reading in science, has definite implications for both science
and mathematics. ) .

1. Developing functional vocabulary, or the vocabulary which is
necessary for the understanding of the subject.

2. Developing understanding of the semantic variations of vocabulary,
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The Iowa Silent Reading Test and the New York State Survey Tests
- for both Science and Social Studies were used as standardized mcasures
' of achievement. Pre- and post-test data were available for all three years g
on the Iowa Test. It was available on both survey tests only for the :

1959-60 and 1961-62 groups. .
For all groups and on all measures, pre-to-post-tests gains were signifi-
cant at the 95 per cent level or higher. Regression analysis was'applic.d
to deterinine if there was significant growth in the pre-to-post-test gain
among the three groups on the threc measures. The 95 per cent point

- was established as the acceptable level of significance.

When the program was offered only in history, there was no significant
growth in reading achicvement over the group without the program.
However, when the program encompassed both history and science, there
was significant growth in rcading achievement.. .

Increased achievement in social studies content was not significant
(66 per cent) but was indicative of some trend. Growth in achievement

* in science content was not significant (40 per cent). The difference in
achicvement on science and social studies measures, coupled with sub-
jective obscrvations of the operation of the program, led to the conclusion

) that ‘gain in athcvcmcnt was duc 1nore to the fact that the history tcachcrs
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or the use of words in other contexts,

3. Locating the central theme; separating the central topic from the
subordinate topics.

4. Making inferences; drawing conclusions from facts explicitly stated.

5. Making generalizations; identifying a general conclusion or princi-
ple from information implicitly stated.

6. Solving problems; applying information to problem situations.

7. Associating ideas; relating ideas in a series.

8. Recognizing analoglcs, sceing rclatlonshlps between two pairs of
ideas.

9. Undcrstandmg antecedents. -

10. Establishing and remembering sequences.

11. Recognizing extraneous ideas.

12. Following directions.

13. Visualizing; interpreting graphic representations of an idea pre-
sented verbally. -

Rate of Reading. Many of our students in secondary schools have been

- made aware of the necessity for reading rapidly. Numerous articles in

newspapers and magazines, demonstrations on television channels, and
puveyors of books and programmed materials have made the student con-
scious of the need for acclerating his reading as he has accelerated his other
activities. The amount of reading to be done in a day’s assignment is
increasing with cach gencration; the availability of a wide vatiety of sup-
plementary materials for each content arca has emphasized the need for
sclecting wiscly, skimming, and reading intensively.

The student who reads science and mathematics must be prcpared to
make adjustments to the basic materials, both in terms of his speed of
rcading and his purpose for reading the material. Reading in these con-
tent areas is most frequently slow, deliberate reading. By its.very nature,
problem-solving is more deliberate than reading for pleasure. Skimming
is scldom applicable as a skill, except to familiarize the student with new
materials or to scarch for related ideas. Directions must be read and
rercad, with attention directed toward the exact use of words, the sequence
of ideas, and the questions that arc raised. Fortunately, many of the
concepts of science and mathematics are both observable and demon-
strable; many of the ideas are precisc and if careful reading has been done
they may be related to known laws and principles.

The teacher of scicnce and mathematics may occasionally advise the
reader to slow down and to read deliberately and critically. If essential
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words, phrases, or symbols are missed in cursory reading, then. rereading
is necessary.

Using Diversified Materials and Activities

All classroom teachers are certainly aware that our textbooks are not
appropriate for all of the students in a class. Problems in real life are
frequently not structured like those in the text, and the nccessary data
for an experiment or a problem are not always obvious to the poor reader.
Many textbooks present too many topics in such concentrated space that
the reader cannot clearly understand the essential rrlationships. Frequently,
summary statements at the beginning or end of chapters presuppose
experiences and knowledge that students do not possess. The problem of
the textbook is compounded at higher levels of education, particularly in
junior and senior high schools, where the use of a single text is prevalent
in science and mathematics c'isses, and where the range of reading
abilities of the students may be from a third reader level to the level of a
mature adult. )

The unit or project plan of teaching makes possible the diversity of
matcrials, both in terms of interests and reading abilities of the students.
A textbook is less essentiai when a broad unit is developed and students
arc assigned topics in materials which are commensurate with their read-
ing and thinking abilitics. However, in mathematics we are constantly
confronted by a single textbook and virtually no supplementary reading
materials for the poor reader. As a result, the teacher must diversify the
activities in terms of the abilities of the students. Oral reading of problems,
discussions and demonstrations of problems, and numerous teaching aids
are nccessary to involve all students in sclving the problem. Recent
developments in materials for the teaching of science and mathematics
have inchiided the use of multi-sensory approaches to reading and learning:
films, filmstrips, models, and a wide variety of concrete objects.

In the selection of supplementary materials for the science or mathe-
matics program, the librarian is invaluable. Lists such as Mallinson’s
(4) arc readily available in most libraries and offer guidance in the
selection matcrials for slow learners and retarded readers. We should be
concerned, when we select materials, that they are of a length substantial
enough to constitute a valid reading situation. They should demand the
same competencics of the student as are demanded in reading textbooks.
The quantity of materials is not nearly so important as the quality and
the usefulness.
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Summary

An increased emphasis upon- the substance .of courses in mathematics
and science has not in any sense alleviated the problem of poor readers
in those content areas. Mathematics and science teachers, who know
the substance of their courses, are in the best position to aid their
students in developing better reading and study skills for their particular

“courses. While their genc.al reading skills are frequently well developed,

students may lack the experiences for adapting their reading skills to-

science and. mathematics. Teachers and students in science and mathe-
matics courses are involved in two vital processes: the development of
knowledge of specific content, and the development of skills for li.e-long
acquisition of knowledge.
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DiscussioN

Dr. Suarer: In 1940, I believe, Professor William S. Gray posed a ques-
tion about reading: “Is reading a single general ability which transfers to the
content ficlds, or does it consist of a number of specific abilities which are
unique to the various disciplines?” He indicated that he hoped further research
would provide us with an answer to this question. I would like to ask my
collcagues on the panel, and particularly Professor Robinson, if, in her view,
rescarch has provided an answer. It seems like a very good question if we are
to concern ourselves with new developments in textbooks and text materials.

Sr. JuLITTA: First of all, the matter of vocabulary, which was ably handled,
is the work of the subject ficld teacher, as no one else could have as good an
understanding of these concepts. )

Then, very important is the thinking that is involved in the subject field;
and as Dr. Bamman pointed out, we are so apt to think of specific techniqucs
or skills that we forget that underlying those techniques is the development of
specific types of thinking. '

Dr. Rosinson: I'll go back to the question first, if I may. There have b2ecn
a number of studies dealing with this matter of whether reading is something
that involves a number of distinct skills and abilities, or not.

The answers have varied markedly. The more mature and competent the
reader, the fewer the number seemed to come out of this analysis. The less
mature and competent the reader, the greater the number seemed to come out
of this analysis. Not all of these would be applicable to mathematics, or science,
or literature or anything clse.

When we start to drive a car, we are conscious of the various steps. Once
we've become competent drivers, however, we don’t pay attention to them
because all of them are used at the same time or fairly evenly. If this is the
case in reading, then mature readers have this combination of competence and
ability; so the different skills cannot be easily separated out. _

I'd like to go back to the Bamman paper for just one minute. I'd like to
comment on critical reading and the various definitions given. I’m wondering
if we adopt these definitions, if it isn’t going to confuse us; because many
tcachers will say, “Well, I teach getting the main idea, so I teach critical
reading.” I ask if this is critical reading. Is problem-solving critical reading?
What is critical reading? I think we have to be a little more precise and nat
lump cverything into a new area like critical and creative reading. We talk
about them loosely. )

I'd like to propose a definition of critical reading which does not include -
some of these points. I suggest we think of critical reading as judging the
veracity, the validity or worth, of what is read based on some criteria or stand-
ards developed through previous experience.
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6. Teaching Secondary School Students
to Read History

L

ONSIDER the typical history teacher: a total student load of 150
~~ to 170 students; a curriculum which, chronologically, covers centuries
or, topically, ranges over broad areas of human interest, ideas, and
endeavor; an administrative assignment such as study hall or cafeteria
duty; sponsorship of at least one extra curricular activity; service on a cur-
riculum or professional welfar¢ committee; enrollment in a course for
professional improvement; normal home responsibilitics. Stop him in
the hall and ask him what he is doing to help his students imiprove their
rcading of history and watch his reaction. Accompanied by signs of
restrained emotion and considerable frustration will come the two-word
reply: “When? How?” ] .

Most history teachers are well aware of the re'ading load netessary. for
the subject. They are aware that too many of their students do not
read well, adequately, passably, or at all. They know that something
must be done to help these students. But when the answer is “Every
teacher is a teacher of reading” with neither qualification nor explanation,
it is ignored as a meaningless cliché or impracticable theory.

The purpose of this paper is to provide context for the cliché, practical-
ity to the theory, answers to the teacher’s harried questions: “When?
How?,”” and proposals for success in teaching students how to read history.

Problems Impeding Success

By the very passage of timne, history content increases rapidly. Teachers
are staggered at the amount of knowledge to which their students should
be cxposed. Loving history and possessing scholarly sensitivity to the
importance of hundreds of details, the history teacher finds it difficult to
make selections for his course. Specialized vocabulary saturates the content
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necessitating prior exposure before students encounter the textbook (7).
The fact, concept, and vocabulary load of available texts often exceeds
the reading achievement level of the students, as shown by Arnsdorf: “In
general, reported findings indicate dhat the reading level of most social’
studies books is higher than the avera; e reading ability of the children
in the grades for which the books were intended.” (1) Often the teacher -
must follow a curriculum Aguidc which, though dedicated to cxcellent
objectives, outlines an excessive burder of facts, learning activities, and
sequential experiences (8). Thus the history teacher faces a currictlum
formidable both in quantity and quality.

History teachers themsclves may impede their students’ successful
experience in reading history. Their thorough knowledge of the subject
may trap them-into assuming that students know more than they really
do, leading them to present concepts without proper foundation. Also,
“Many teachers think less in terms of reading the course objectives than
in ‘covering’ the specified ground.” (8) “Unfortunately, the content arca

. is often too broad to be covered adequately. The urgency of time
will tempt the teacher to provide too many ready-made explanations
without allowing the student to develop his ability in independently gain-
ing insight into concepts.” (7) Both the fact that tcachers tend to teach
the way they themsclves were taught rather than. the way they were
taught to tcach, and the fact that most history teachers have had little
or no training in techniques for improving their students’ ability to read
history, lead to conclusions similar to Nowell’s: “Teachers continue to
present traditional courses, painfully and at times embarrassingly aware_
of the outmoded character of such courses.” (7)

On the other hand, students present the teacher with a frustrating
varicty of background, experience, understanding, ability, and achieve-
ment. The teaching difficulty is apparent when one realizes that a solid
“.. . background of knowledge, based on facts and experiences, is obviously
nccessary for good reading. . . .” (2) This requires that the teacher raise
the level of this background. Difficulty also is to be expected since there
arc “. . . unjustifiably large numbers of poor readers in our schools.”
{11) Some students lack the basic mechanics of reading. Others can
rcad, but with little understanding. They fail to note trends, to sense
relationships, or to 1nake associations. Thiy find it difficult or impossible
to react critically to what they read, to interpret its meaning, to evaluate
its worth, to discern its intent, to grasp the new ideas, or apply them if
they do. It seems futile to expect such students to read both the quantity
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and quality essential to an adequate understanding of history. Many
despairing history teachers have come to depend on the lecture for
dispensing the content of their curriculum.

Provisions for Success

The situation is not hopeless; the condition of 1+, the history teacher
and student can be improved. But this improvement requires close asscss-
ment and modification of 1) attitudes, 2) methods, 3) materials, 4)
provisions,

Consider, again, our typical history teacher. He recognizes that his
students do not understand the basic vocabulary “of the subject; do not
possess adequate reading and study skills; and frequently possess only
isolated, ‘unrelated facts after studying a given unit. This teacher post-
poncs the inevitable and prolongs his frustration if he fails to accept
responsibility for teaching skills needed to study history. If students assim:
ilate little content and acquire few skills, the teacher has failed even if
he does “cover” the curriculum. It is possible for the teacher to insure
against such failure.

A change of attitude and perspective by the teacher, the supervisor,
and the administrator often is the first step toward a solution. To blame
clementary schools for poor preparation of students is no solution. The
clementary school is not responsible to teach students how to read tenth
grade world history; it is responsible only to give basic preparation so
that the world history teacher can build on this preparation: teaching
the vocabulary basic to the subject; providing guidance in reading critic-
ally, in sceing relationships, in awareness of organization, in sifting fact
from opinion, in grasping the main idea.

When he satisfies himself that . . . careful attention to the basic
skills for good comprehension of history . . . should be an integral part of
the teaching” (2) and that this attention and teaching are his responsibility,
the history teacher must find the means for making this possible.

The teacher must learn to look at the course content, not in terms of
what he enjoys and has come to appreciate over years of close study, but
rather in terms of what his students need and can assimilate at that grade
level. As Bamman says, “The teacher must use good judgment in
selecting only those details which will actually aid the student in devclop-
ing clear concepts. . . .” (2) The pace at which the concepts are presented
may neced adjusting:

. Teachers should introduce their students to new facts and ideas at a pace
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which is consistent with their ability to assimilate them . . . a student is
actually handicapped by trying to, or by having to try to, cram more infor-
mation into his head than he can possibly hold. (8)

The materials to bc uscd must be carefully examined since:

It is up to the teacher to adapt a textbook to local circumstances—to deter-
mine which portions of it the students are to master, which portions they
arc to skim, and which portions can be omitted without violence to the
fundamental structure of the subject. (&)

Supcervisors and administrators must support the teacher in this selec-,

tivity. If the tcacher fecls he must be selective surreptitiously and only
at the risk of being chided by his superior for failing 1o “cover” the
curriculum, then hc is likely to follow the expedient course.

Reappraisal of what should be taught and, as shall be seen, of how it
should be taught, demands flexibility, creativity, and courage. The teacher
must be willing to try ncw ideas, to discard, adopt, adapt, and constantl);
evaluate. Creativity gocs hand in hand with such flexibility.

No matter how much we learn from research, the individual teacher’s way
of teaching must be his own unique invention. He must arrive at this per-
sonal invention through his own creative processes in trying to accomplish
his teaching goals. As he fails or succeeds in reaching these goals, he becomes
aware of his deficiencies, defccts in his techniques and strategies, and gaps
in his knowledge. He draws upon his past experiences. He increases his
scarch for clues in his ongoing experiences. He tries to apply creatively the
scientifically developed principles he has learned in his professional educa-
tion and reading. He sces things of which he has hitherto been unaware. He
starts making some hypotheses, testing, and modifying them. ‘Through the
pain and pleasure which accompany this process, the tcacher’s personal
invention—his way of teaching—evolves. (10)

And, of coursc, such flexibility and creativity take courage—particularly
if one’s fellow teachers and supervisors are not sympathetic,

It must be remembered that every new idea in the beginning always makcs
its originator a minority of one. It is well known from research that being
a minority of one is tremendously uncomfortable and more than most people
can tolerate. Thus, creativity takes great courage. (10)

Not only must thc attitudes of teachers, supervisors, and adminis-
trators be appraiscd, but also—as has bcen suggested—teaching methods
must bc modified. Principles of elementary school teaching must be
applied to sccondary school practices. When this is done, studcnts will
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g .
:3. acquire the skills to read and study the required material simultaneously
with an understanding of the subject. )
It is characteristic of elementary school teaching that students reccive
careful preparation {or each reading lesson. This preparation includes
- close study of vocabulary to be encountered in the reading, motivation
- ) to arouse interest, review of previously learned concepts to provide a frame
. : of reference for the new undersiandings to be acquired, creation of a
sense of anticipation to cause the reader to seek ideas actively rather than
passivcly, and most importantly,-specific directions as to kow the material
is to be read. In contrast, too often the history teacher’s preparation of
his students for rcading is only: “For tomorrow, rcad Chapter 16.” To
be sure, there are those who do discuss vocabulary to be encountered,
who highly motivate their students, and who provide the frame of reference.
But r'lrcly does-onc find the teacher who gives his students specific direc-
tiors as to how they are to read the assigned chapter. Rather, the teacher
assumes that students should know how to read a chapter in a history
textbook by that po'nt in their educational experience. And the students
arc left on their swn to apply any combination of the dozens of skills
needed to réad critically, tc read with a sense of organization, to read
. : - for laboration upon the new ideas and associate thcm witl, j:cevious infor-
" mation and experience. :

Obviously the history teacher must prepare his students for the reading
they have to do. Then he must guide them through the- rcading experience
so they will-read for the purposes he has established and -apply the skills -
that he has identified. The teacher must not concern himself with pre-
parcd lists of skills needed to read history. Teaching through these lists -
is not his resp2neibility. His job is to make certain his students develop

. ) a working knowledge of history. Therefore, -rather than using a skills list

’ N as the basis for his teaching, he takes his materials to the list to find

those specific skills needed to read a particular passage with proper

understanding.

) It is at this point that the'line is drawn between the reading teacher
and the hlstcry teacher; and it is for this reason that Preston says, “The -

slogan ‘Every ‘teacher a teacher of reading’ while true in a scnse, is

mlslcadmg " (8) The reading teacher’s emphasis is upon skills and he

sceks materials as vehicles to develop the skills. The history teacher’s

emphasis is upon concepts and he examines his material to discover what

skills arc needed to insure reading with understanding. These are the

skills he directs his students to use. It is this latter process that makes

eRlC: o
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possible the simultaneous development of skilk, and understandings.-
After he identifies the skills and directs his students in their applica-

tion, the teacher will need to supply them with study guides. These should |
guide students in reading for the purposes the teacher has outlined and -

applying_the skills he has identified. Though a more laborious process in
the beginning stages, the returns are more than gratifying when the
teacher soon can say: ‘“Do you remember how we read the section on
the effects of the Civil War on. southern economy and the- skills we
applied to the reading? This new material must be read in the same
manner and the same skills applied.” Thus guided transfer of training
is possible. Examples of such study guides are discussed below and sources
for sccuring samples are listed. 7

There -is yet another page to be taken from the elementary teacher’s
book of teaching practices: grouping within the class. With facility and
ease, clementary teachers group their students for instruction and often vary
the groups—depending upon the s.bject or area being considered, Sud-
denly, however, when students.enter secondary school, they are grouped
only into classes, rarely within classes. And there are good reasons for this.
One teacher might fecl that if students are in small groups, he will have
discipline problems. Another might feel that if the principal walks by and
hears the inevitable talking (purposeful though it may be) he will question
the teacher’s ability to control the class. Still another teacher might feel
unless he is in front of the room talking, he is not really teaching.

‘Intra-class grouping is a natural partner to the study guides mentioned
above, allowing the teacher to serve better the individual differences of
his students. It also provides opportunity for what Durrell calls “multiple
recitation” (3), each student having more -frequent opportunity to
participate in discussions and projects ir a smali group than he has in
the full class. The 60-, 50-, or even 40-minute period does not militate
against jrouping in the history class when it is obviously profitable to do
so. When students become acquainted with the procedures, they can be

grouped quickly and efficiently; the téacher is free to work with groups

or individuals; and when the class is brought together again, students
can contribute significantly to the total class discussion and can learn
from one another. The teacher can emphasize points of importance and
tie together any Icose ends. ’

* The “how” in “How can I help my students?’ is answered when one
applies methods discussed above to materials designed for such purposcs.
For example, consider the problem of vocabulary load in history textbooks.

=
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“Helping students enrich their vocabularies is one of the important
contributions the teacher can make to the improvemer of the ability of
students to read social studics material.” (8) The help does not come
by giving students lists of words to define and memorize,

A memorized definition without understanding is worse than no definition
at all, for the student may feel that he has an acceptable answer without
realizing that he has no foundation on which to build. Explanations of con-

cepts developed by the students and pu. in their own language are the )

explanations they remember. (7)

The solution comes in two forms, First, “. . . in th~ direct teaching
of new and specialized terms . . . (which has as its purpose) . . . not only
to have the students acquire the meaning of specific words, but to -have
them acquire the skills whereby they can get the meaning of unfamiliar
words without having to resort to a dictior.ary.” (8) Durrell refers to
this-as “word power” saying that, “Success . . (in meeting) many
thousands of new words in his required and free reading . . . requires many

transfer abilitics which give the child general word power . . . (This task)

cannot be met by separate teaching of every new word.” (8) Thercfore,

by careful selection of words'to be faught directly before assigned reading, -

teachers can show students how to analyze other new words for meaning
as they are encountered. ,

The second part of the solution for helping students enrich their history
vocabularies is in the provision of.vocabulary practice material. Such
material insures multiple  exposure to words in controlled situations,
requiring manipulation of the words in various contexts. A simple cross-
word puzzle using basic words of a given unit provides such practice.
Or one might make a “categorizing” exercise which requires students
to place each of 15 or 20 basic words into three general categorics related
to the unit. Or one might set up a simple matching exercise, ¢~ multiple-
choice, or completion. In all cases, the practice materials require the
student to use the words, to consider their meanings, to reflect on their
usage, to weigh connotation and denotation. The exercises may be used
as homework, for classwork, -and as the basis of discussion; and since
vocabulary basic to an understanding of a given unit is being used, the
student develops not only word power, but ulso a good understanding
of the basic concepts of the unit. Scholastic Book Services publishes a

new vocabulary book which is a good source of ideas for such exercise
material. (5)
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content to do this since both skills and concepts can be developed simul-
tancously. Such teaching is possible when techniques commonly used at
the clementary level are applicd to the secondary: vocabulary study before
reading; identification of purpose for rcading and the skills to be used;
guidance in applying the skills; assistance in reacting to and the use of
ideas gained from the reading; organization of students into different
grouping patterns according to instructional purposes. )
Teachers must be freed from pressures to “cover” the curriculum. They
must be given training in the new techniques to be used. They must have
time to prepare cssential materials. They must have the courage to try
new approaches. t -
. There is both significant and indicative evidence to show that history
teachers can meet their responsibility with respect to tcaching both skills
and -content—and do so without sacrificing either. There is no way to
escape poor readers of history other than to train them out of that
condition. ) ’
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DiscussioN

Sr. Jurrrta: Dr. Herber has presentéd the material in a very thoiough
manner and has given specific suggestions on how we can implement our his-
tory program and take carc of individual reading nceds.

I would like to re-emphasize some of his points. I believe the in-service
program could.be conducted as demonstration -lessons- throughout the year.
“I'hese demonstration lessons could be via TV by an expcrt teacher, or by films,
as you mentioned.

Now, more consideration, I think, should be given to the summer workshop
idea. Can we engage teachers to prepare the materials, to work out the cur-
riculum in detail? I think teachers would get an cducation in doing this; and
also, it would help the teacher because the load is too heavy during the school
year for curriculum building.

As far as vocabulary is concermed, I believe there is much more danger that
the history teacher will neglect teaching vocabulary than that the science and
math teachers wili, because their terms are obvious. In liistory, we very often
overlook the vocabulary lead Lh_&_l} the students encounter, especially the gen-
eral vocabulary which may hav¢ different connotations in history than in other
subjects., -

Dr. Rominson: I should like to ask one question, and that is: on what hasis
does the history teacher choose to group? Is it on the basis of reading ability
or some other kinds «f abilities? perhaps our speaker might have an oppor-
tunity to make a few comments on this point.

I think that the emphasis upon the directions for reading and upon practice
is exceilent. T should like to point out that we nced perhaps one other dimen-
sicn, and that is a kind of diagnosti procedure whereby the teacher not only
provides the direction and the practice, but also helps to find out where pupils
go astray and shows them how to do a better job.

Continuing to practice mistakes is a common procedure not only at the high
school level, but in many instances in clementary school where neither time
nor know-how is available to the teacher to find out what the difficulty might
be. .
I’m also particularly pleased that the speaker mentioned the importance of
critical reading. This is an arca that we must never overlook, because we are,
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indced, preparing these young people to use social studics materials as a back-
ground for intelligent participation in life. Blind faith in the text has too often

_ been the procedure in the social studies, and students may develop blind faith

in whatever they read later. 2

Dr. Suarer: I was also very much interested in the case study of a school
system which has made successful progress in attacking the problein of im-
proving reading in history. I think that it's necessary to inention here, of
course. that the teaching of history is not limited to the social studies teacher
alonc, for the teacher of English teaches literary history and the science tcacher
teaches the history of science, and so forth.

In the paper yesterday and in this one today, we have been reminded that
textbook materials arc not really adequate in helping young people to under-
stand the concepts in these various fields. :

I wonder if ‘Dr. Herber would comment on two things; number one, the

_ materials which were produced by. the teachers working in the summer—can
these be produced commercially, and perhaps more cconomically, and marketed -

comercially? . :

Sccondly, as a supervisor, what were some of the biggest obstacles which you
found in’proceeding with this project?-Was it the matter of taking practices
from the clementary school, such as grouping, into the secondary school? 1
think this would mean a fundamentzl change in the instructional procedures
of many secondary teachers; and I’'m wondering just how you tnanaged to
convince the many sccondary teachers that these were good things to do.

Dr. Herser: Mostly by persuasion and intrigue of all sorts. For cxample,
I taught a class in which students worked in groups, and had the teacher walk
up and down the ha!l and listen for noise. Teachers are very sensitive to this.

It’s really a traumatic experience for secondary teachers to put student? into
groups. For some reason they fecl that unless they're up there talking, they're
not carning their n ney; if they aren’t talking, there’s n. learning. It's hard
to convince them w:at many times they stand in the way of good learning by
standing up there talking. .

I was particularly fortunate to have a young teacher who was full of ideas,
secure cnough to try something new, and if it failed, evaluate it and try a
different way. She was particularly sucéessful in having a, many as seven groups
goit.g on at one time. So we had teachers come in to watch this, and they saw
that there wasn’t chaos and that the students were not crawling up to the walls,
but were really engaged in a purposcful activity; and so they would try it.

- We were fortunate in having a reading specialist in e.ch of the buildings.
When I went to the district, they were primarily remedial teachers. We
changed their role to that of consultant so that cighty per cent of their time
was spent working with classroom teachers; they we 1d give demonstrations
and show teachers how to group within a class.

7
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With some teachers we never did succeed. I recall one who would never
put her students into groups. She always had nice, ncat rows. However, she
did permit her students to work in pairs, because they could look across the
aisle and work together.

The biggest obstacle standing in the way of this program, I think, was
probably grouping. This seems to really be very difficult for a secondary school
teacher. I also found that it’s a traumatic experience for a social studies
teacher to skip a chapter in a textbook. There’s something really sacred about
this text and everything must be used. You cannot even skip a section in a
given chapter. It is very difficult to convince tmchers that students will not
suffer forever if they miss a section. =~

For the slower grcups all this material is not essential. Tcachers should pick
out the essential clements ‘and guide the students. With the slow groups, we

- would give them the page, the column, and the paragraph they were to read
. Dr. Shafer asked whether the materials we produced could be made
avallable commercially. I e you are not asking for these particular
materials, but anything like this. I think it could be done, although so many -
-times a specific-school district and a specific teacher have unique requirements.
1 have a feeling that it would be-difficult to make this material commercially
available.

Another question was asked WIth reference to the basis for grouping. Many
times this grouping process was very subjective. 1 think it could have been
tightened up considerably. We used test scores and made out “scattergrams”
for each teacher so that he could see the relative achievements of students
within a class; this sometimes was used as a basis for grouping. Many times,
“particularly after the teacher became involved in grouping, she was able
subjectively to determine-how she would put her students together in grcups,
depending upon the purpose of the given activity. Other times we would use
different materials for grouping for different purposes. -

Dr. Robinson: May I say that I thoroughly approve .ie idea of groups
being loose enough to fit the needs and flexible enough so that children can
be grouped and regrouped. I merely wondered if this were being done at the
high school level. ’
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7. Teaching. Students to Read Literature

s

OMF. definitions and limitations seem necessary as a prelude to any
discussion of teaching students in the secondary school to readitcrature,
First, like Wellek and Warren (14), I arbitrarily define literature as those
genres which have reference to a world of imagination, of fiction. Excluded
from this discussion. then, are such forms-as biography, essay, sermon,
letter, and speech, though these have a place in the reading program of a
school. ’ . .

Learning to read literature is a part of the global area of learning to
read, to deal with printed symbols. This discussion is concerned with the
direct cfforts teachers may make to ir -ease the student’s power to deal
with imaginative literature. Teaching ¢ rerature in the secondary school
takes place in a total context of school and life and between two arbitrary
points on a continuum in one type. of human development, What has
happened to studients in the elementary school and in life, obviously, and
what happens to them in any contexts outside of the literature class have
definitc bearing on the teacher’s efforts to increase their power in reading
literature. .

One condition basic to any effective effort to give direct instruction in
the reading of literature is that students must previously have experienced
enjoyment with imaginative literature. Early (1) has identified three
stages in the development of appreciation of literature: 1. Unconscious
enjoyment; 2. Scli-conscious appreciation in which the student secks to
learn why selections of literature affect him in certain ways; 3. Conscious
delight in which the reader responds with delight in the literary experience,
knows why, and reads with range and  wer. Obviously, this discussion
must be concerned mainly with the crucial stage 2 in Early’s analysis. It
is equally obvious that most students. by the time they enter junior high
school. should have experienced unconscious enjoyment of imaginative
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literature of some type. Such experiences, which we hope will continue
no matter how much study of literature the student carries on, are neces-
sary readiness for the efforts of the secondary school teacher of literature.

The student’s ahility to profit ;rom direct instruction in the reading of
literature depends, further, on the attitudes he develops in approaching
literature and on his freedom from characteristics associated with immature
or unsatisfying responses to literature. Squire (12), in his doctoral research,
identified five characteristics of adolescents who respond perceptively to
imaginative literature:

1. They react with genuineness; they do not substitute the standards or
judgments of others—the teacher, critic, or other students—for their own.

2. They suspend judgment until they have tested tentative interpretations.

3. They are willing to search for meanings. o

4. They weigh evidence, judge details objectwely, and maintain esthetic
distance.

5. lhey fuse emotlonal and intellectual responses; they are abie to respond
emotionally at the same time that they are concerned with the way in
which literary artists achieve their effects. )

Squire’s findings corroborate the much earlier ones of I. A. Richards
(9), who suggests certain factors which impede the literary experience:

1. Failvre to make out the plain sense of the sclection.

2. Misleading interpretations caused by a personal experience.

3. Dependence upon or use of stock responses (“it was very true to life,”
for example, or “the style was masterful”) which may or may not indi-
cate any real feeling about a selection.

4. Sentimentality—the student cannot accept that unhappy ending, for
example. -

5. Inhibitions or hardness of heart—the student simply may lack sensitivity -
to human suffering, for example.

6. “Doctrinal .adhesions”—that is, the student is unable to overcome the
preconceived ideas and attitudes he brings to his reading. The racist, for
instance, may be blind to everything in a novel which incidentally rcveals
some sympathy for maltreated Negroes.

The interaction of a human personality and a selection of literatare will
always produce some imponderables, but it seems clcar that mere exercises
in analysis of the various genres of literature aze not sufficie 1 teaching
students to read literaturc. Such activity must take place i.  context of
the structure of imaginative literature, and each teacher must develop to
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his own satisfaction some analysis of that structure, else he will not know
really what literature is, and he thus cannot know, in given instanccs,
whether he is teaching literature or something else in which literaturc may
be an accomplice, incidental or otherwise. The teacher, for example, who
asks students to seck morals in short stories may be teaching ethics, Puritan
precepts, or something else, but he may not be teaching literature unless
identification of a “moral” coincides with an approach to the story as
genre.

A committce 'of teachers-in Toronto (3) concluded that the basic prin-
ciples of structure in literature are to be found in the “different forms and
the recurrcnt themes.” Proceeding from this premise, I suggest a-four-
layer description of the structure of literature:

Layer 1—Themes which develop from four basic relationships: Man and
deity; man and other men; man and nature; man and himself.
Layer 2—Modes, of which there are four basic ones, according to Frye (2)°
—romantic, comic, tragic, and ironic. Romantic and comic modes,
Frye maintains, are the casier, ¢ragic and ironic the more ditficult.
Layer 3—Genres, of which the modern imaginative ones are novel,. short
story, poem, and play. .-
Layer 4—The individual selection.

Lcarmng to read literature implies an awareness of these layers of struc-
ture. All teaching of the skills of reading literature takes place in this
gencral context.

If the major purpose of teaching students to read literature is to enablc
“them to gain “felt” knowledge—and I think it is—and if the training”
which leads to this ability involves enjoyment—and I think it does—then
the relationship of enjoyment or appreciation, on the one hand, and study ~
or analysis, on the other, becomes a dilemma of the chicken-or-cgg variety.

This brings us, then, to the actual hierarchy of skills with which we will
be concerned in teaching students to read literature. It scems to me that
threc sets of abilities comprise this-hie- archy:

1. Abilities needed for imaginative entry into a work of literature.
2. Abilities needed for perception of meaning or central purpose.
3. Abilities needed for perception of artistic unity and significance.

All of these three sets of abilities involve both intellectual and emotional
reactions on the part of the reader, for literature “engages . . . the whole
man in -his responsc—senses, imagination, emotion, mtellect ”(6)
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Imaginative Entry .

Imaginative entry or empathy is the first essential, otherwise the reader’
is barred from an esthetic experience; he is not reading literature. Unless
he can enter imaginatively into the work, he cannot determine for himself
the meaning or purpose, though he may take someone else’s word for it.

~ And if -h> has not experienced literature deeply enough to perceive its
_ meaning or purpose, he has no business judging its artistic unity or signifi- .

cance. It is our common failing that we demand judgment of literature

by students before they know what the literary experience is, and we have

the: sterile tradition of periods in which students criticise the plot, the style,
the imagery, the characterization before thgy know how any of these"
relate to meaning or central effect. ’

We know, of course, that some students are more imaginative than
others, more ready to suspend disbelief, more “fantastical” as Banquo
said. But regardless of quickness of imagination_or inherent flair for the
non-literal, all students are ‘capable of imaginative entry into vicarious
experience merely because they are human and because they have had

_ many experiences. The problem is to relate the experience recreated in

the work to their own experience; and the answer, I think, lies in the
identification of correlative experience. Just as the literary artist éxpresses
cemotion indirectly through his work, so the reader must cull up experiences
in the general field of emotion represe.ted, for it is only occasionally that
the reader’s actual experience closely matches that reproduced in the work. -
Our student has not traveled down the Mississippi on a raft with a run-
away slave and tussled with his conscience over knowledge of law versus
fecling of personal loyalty, but he has been in some situation which in-
volved a conflict between his relations with an individual and his relations
with society or a group. He has not spent a day or night upon the ocean
fighting and finally subduing a -gian* marlin, vainly fighting off sharks,
bringing to shore, in complete exhaustion, only a great skeleton, but he
has rcalized the hollowness of a victory or he has carried on a lonely
struggle to achicve and perhaps no one has undevstood.

. The student must lea-n to use his experience, to examine it constantly
for its relevance to the work of literature. This is not easy for, by ard
large, in his carly years he has read in the cscape tradition. Reading of
literature, from the fairy tales forward, has represented escape from his
experience. In general, he has learned to approach literature as something
divorced from his own life, and therein lies its appeal. His experience with
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stopped makmg progms It appearcd that they had begun to wondcr; -

7 --and lead normalfamily lives. -
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- by- both teacher and chmc1an should be a contmumg process. IR
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-~ (2)-sharpen -the-clue -to- whxch ‘you -want the: chnld to rtspond “Two- ~

"~ -general-clinical - pnnc1plcs seern-to'be- cspecnally 1mportant -for mdmduals o
- with- neurologlcal dnsorgamzatxon (l) ‘start at.the- point- whercithcy can~ .
~- achieve success, and (2) begin to-build-up the skillsin which- they are wcak f )

X0
1

TWO procedures seem-to” bc parucularlv hclpful to mdmdua.s w1th’ E B O
ncurologlcal dxsorgamzahon (1)~ reduceextraneous- stlmulatmn, and i

Both “clinical- and classroom s1tuatxons should,Be ﬂcxxble,

Umverslty of - Chlcago whe
explored all the posmble ‘Cau
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L ,aldes were recommended It was’ also tecommended that they be- glven ‘a
- - - curriculum tailor-made to- their- needs. -Any- experimentally-minded- high - -
-~ -~ - school principal nr college president-should be: interested -in-this “kind“of -

- -curriculum. The boy’s’ program should comprise only the- thmgs he can learn.

“and® dxscusslon, but would ‘not ‘be expected to: do -any- readmg ~Instead _he -
- miglit listen to records, receive individual i instruction, and study pictures-and
" diagrams: For- example, there mlght L 'useful plctures and dlagrarh’s; iﬂ

Popula _Science-and-other scie ;

o We have,menhoned,_erei nly a- few of the many dlﬂ'erent kmds of
- . cases-that- might- ‘profit from“clinical study In-view of this’ dwemty, both

. 'Standard Dmgnosttc Prqcedures ERERDEE

Most reading clinicians use a pattem of- dlagnostlc procedures that
- includes. interviews with parents-and-with the- ‘client himself; information
~ blanks filled -in by the school, individual intelligence tests, achievement -
,tests dlagnostlc readmg tests -a-test of Lstenmg comprehensxon, less often

- He would be’ pemntted to_sit-in- regular classes and Tisten to the- instruction - :";

LR el

o dlagnostlc and treatmeni rocedures should be'mdxvxduallzed o

LT k] 0t

ol
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¥
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L 'the Bender stual Mo?or Ge:talt Test, and ‘one_ or, more. pro;ectlvc L
. techniques. In these ways-the clinician- (1) obtains- information:about - I
- the-client’s readmg development, #(2) “seeks - to-understand - causative - -
~ conditions; and (3)-uncovers inhibiting factors. A comprehenswe dlagnosls

fwould mcludc all these approachs :

EUTRTE




test cons:stmg of twcnty concepts w1th six- cards pcr conccpt F our- words
‘were typed on‘each card, one-of which ‘has- something i “common- W1th
. -each of the othcr six-cards, The subject is-asked to tell the concept common
“to eachof the six- cards; Tests of - hstcmng comprchensxon also-have been -
used. to predxct reading: potential.“A-test- of - listening comprehenswn ‘may”

~ indicate superior-ability-to_ comprchcnd when hstcnmg, as-contrasted- with - -

s readmg corhprehensxon of similar_materi

g atloh 'whi h ‘we- can apply, -
1mmed1atcly Thcre dsno- gap betwecn thc dlagnostlc mformatlon obtamed"
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- and its. use. Although we may lack some- dlagnostlc mformat:on we. could, .
~ have: used, -at least we-have not wasted_time obtaining data-irrelevant
-~ to-this- parncular problem.- Ancther advantage of-this -approach is-that
- 'the “client from thc begmmng is takmg untxatxvc:m thc solvmg ;of hls— :
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LY : What are you thinking? -

w
. 7 7G . _ E - ';,
-~ W: What sort-of thing. do-you want to l&m EoT LT
)
w
G

- don’t- knowiwhatrt'oi'sayr' =

i Thmkmg of somethingto- sa;' o e

‘G: Well, improve my reading,-I guess. And:how to. pronou'lce bxg words
say them LAlL that stuff What do you: usually ILaCh the chnldren’

re roublesomf than'i gonesfr

- 'rf;i—Yeah B1g words you can. geti ttle by

S yf Sl

- = Th,q the worker not only ‘obtained- mS1ght mto  somie.of the boy s readmg ’

problems,and how ‘he felt about “them; but also cpnveyed the 1dea that -
-the’ boy s responsibility, ~ -~ - -

Chents may also rcveal sxgmﬁcant attltudesi
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mfenor ‘to” others in: the class

Chmcxan -Is it-because they aren’t’ bhght or- because they arent sure of them-

selves"‘ If the teacher “calls on’ them, what mnght they do"‘

eading- 1mprovementi
7eed fo ,sympathy and for hope

,cuNicAr. s'rubn;si
toward school as in the follomng quotatlons from an mtervnew w1th
-a seventcen-ycar-old severely. retarded-reader: -

Boy ~There-are- some students who_ feel that they ciont belong 'l‘hey feel
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of rehef from the embarrassment and. the sense” e of farlure caused by- the- :

- discrepancy between his asplratrons “and his- performance It is°a-comfort

“both to the client-and- to his. relatlves and teachers to know that somethmg -
’}' _isbeing done" about his- problem ST SRR

- Outside the sessions-with_the chmcran, the chent is” expenencmg various e
types “of ; mteractron wrth other'peropleiwhrch may erther prompte or- block '—7 B

hrs progress in readmg There:

€y:-to=wo

o example, a :boy'who had made httle -progress: in- learnir
taught the short a-sound-in several familiar

to_the boys discovery-that" he- couldfrcadi

;wnhout further study, by drawmg on- hls C
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! e It was a. moment cf dlscovery He had found an orgamzmg prlnCIPIC ] e i
R oo 7. that cnabled lnm to-unlock - unfamxhar words. Now ‘he had ‘a key to- S
I - readmg on-his - ‘own. The" fact” that the words ‘were"- easy words and M =
D e ’ _some of the sentences’ nonsensmal d1d ot bother h1m It ‘was an achxcve- '
mcnt for h1m to- bc ablc tooread - o e T el S e
- The fat_ cat had a bat. e mnEre T

method of studymg hlgh school studcnts readmg" “The broposed mcthod -
would: rccogmze the" continuing developmcnt ‘of ‘the ‘client’s- readmg, his
inner urge s 1mprove, the envxronmental COHdlthﬂS that are elther 1nh1b1t- :
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mg ‘or- facrhtatmg 1mprovement and- hls mteractron wrth the chmc1an and -
- - -~ with others in s¢hool -and-at “home: The clinician - would bcgm workmg
with ‘the’ readmg problem as “the client. sees_ jt, -assist him to clarify ‘his

N 71nh1b1t1ng hrs progress

strongly on. words per se :
-‘We must have. -equal:conce: )y 1510 me, when the problems occur w1th )
_ the-building of- vocabulaxy, ‘with-the- develop nt-of the - drﬁ’erent aspects of o
,;eomprehensxon, -interpretation-and- even critic :Freadmg = -
1 -agree that relieving -children’s tensions helps them leam 1) read but I
have found; in a- large majority -of - the- -severely retarded-readers ‘with whom
T've dealt, that learmng to- read helps reduee the tensron because it helps them ]

Pperception-by means of tests and- interviews, teach him leammg methods"",;i -
- which he can’ apply to- h1mself and try to- change eondmons that are’, S |

‘ L
TN IR
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self Perhaps it also depcnds upon the convxctlon and- the trammg of the: person
“whois’ worknngw:th -him. The_person: trained-in- guidance and_personnel may- -
'be _able to be more successful in- reducmg tension- first.- Someone who is more
famlhar w1th tea;:hmg may be ‘more’ successful in teachmg readmg ﬁrst but I
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TEMPLE UNIVERSITY:

: —though‘not a umvcrsal:onc, 1n:pro\rlrlmg éoltablc mstructlon in- rcadmg to I S
i aII secondary school studcnts;Manya dcv1 : '

fnot orgamzcd 7for7 -

till
thls kmd of work How good is- thc -work- which-is bemg -done? What -
further needs to be- done ifrorder to assure-a- gcncratxon of mature; efficient,
critical _readers? These are-the: ‘basic- qucstlons ‘to“which-answers must be
sought as we: evaluate junior-and senior hrgh school readmg programs

' Purposes of Evaluatmn

Too- often, evaluation is confused ‘with_ thc much narrower concept
of formal testmg The tremendous interest which has- developed in this
latter area in recent years-sometimes seems like -emphasis on-testing for
its own sake. Although-this has- certainly not been the intention of those
working in the field, it has occurred. Extensive “evaluation” of pupil
achievement has often been merely a matter .of accumulating test data
which seemed to have little effect on the teachmg-leammg program.

‘Evaluation is useless unless it is comprchcnswc and is a part of the
total instructional plan of -the school ‘The purpose of cvaluanon must
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be to lead to the i 1mprovement of-the program through a better knowledge
-of both the  needs of the students -and ‘the “degree-to- which these needs
- are being met (13). It seems obvious, therefore, that the ob)ecnva which -

the school is-pursuing .are basic not only to-the plan-of"instruction, but

also to the evaluative procedures which are. ‘employed.” If the school is - '
* desirous of having_its- students merely compare favorably “with- those
students i in other: schools in the,conventlonally measured areas-of content -

,thmgs whlch will:
- reader-in-our- soéiet

-can-be determmed through standardlzed tests” of readmé achlevement )
It includes also such matters -as-the. degree to-which students are able
~to apply their skills - adequately -within -the content fields, the -amount

and nature of beyond- thc-school-asmgnments feading which-is-done; the
attitudes and. actions which- develop from-reading; and the standards

by which students judge their own performance, Strang-(12); concludmg

a discussion-of evaluation, has- stated"’“Evaluanon of reading programs
is not an end in itself; it is a neans-to better-instruction. . . . The present
emphasis of evaluation of reading seems to-be on continuity of appraisal
and instruction, co-operation or the team approach and complexity,
which recognizes the broad view of reading instruction. ., .” (p. 397)

Simply stated, the- fundamental questions to be consndered in relatmn-
to the high school readmg program are’ these:

1. Are all students showmg progress, at an adequate rate, in the development
of reading ability commensurate with their ‘ndividual capacities for
achievement? - .

2. Is the reading performance of the students such that it is contributing -

to adequate academic, social, and personal development?
3. Is each member of the school stafi making his top-level contribution to
the success of a comprehensive program designed to promote maximum
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growth? - -

If these questions are consndercd evaluanon does not become a matter -

of sansfymg curiosity, hut rather a guidepostto point the way to progress.

Spectﬁc Areas to Be. Ezmluated

Deﬁmng the. evaluation process as-one part of a total mstructnonal
program’ may be something less than_ satisfactory for bringing about -the

- - desired-results. Specnﬁcally what should ‘the- hxgh school 1nclude in-its -
- evaluation? -
~ Skills'and Abtlmes. , Any good program for the development of Junnor o

and-senior- high school students’- ‘reading-ability-takes-into account a wide -

varietyof skills and-abilities. The: -competence with which-the students can

‘use these is one of the basic things to be appraised. If instruction is-based
on-a thorough -grasp “of the. nature and- relatlonshnps of these skills and- - -

abilities, if the-objectives of- the -program-in-terms of skills and abilities are

:clearly understood constant evaluanon comes as.a normal part of the )

program,

Word- recogmtzon and analym The ultnmate -aim of -the readlng pro-V

gram, in-relation to. word- -recognition -ability, should- be the ‘spontarieous
recognition of virtually every- word.“Accompanying this ablhty to react
effortlessly to the majority of words should be ‘a reservoir of word

analysis skills to unlock the: few unfamiliar words which arc met from ~

time to time. One_additional criterion must be met before the student
can be considered truly adequate in-his approach to thetask of connecting
meaning and oral language with the printed symbols. He must know

- when to use references such- as. the dictionary and the hke and must
-be able to use them well. :

" Evaluation of the individual’s achievement in this area cannot be made

~ on the basis of an overall estimate of his handling of the word recognition

demands he meets. It must, instead, be made in terms of the specific
skills which he has acquired and the degree to which he uses them.
Pertinent questions to be asked would be similar to the following:

Does he see base words in affixed-forms?

Does he apply the final e principle? -

Does he use the dictionary spontaneously to get the pronunciation of
a word he cannot analyze on his own?

Does he use his oral language background as a checkpoint for his
analysis of a printed form?

Does he skip over unfamilar words or use a slurred pronunciation rather

i
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than attempt to analyze them?

] get 1dcas from:the-process.- Comprchensx n=is- an integr
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- 2

Does he drop word -endings?

These are questions directed at evaluatmg the mdmdual’s handhng of

specific elements in words or specific attitudes toward the task of word -
recognition, Only- thrcugh questions .of ‘this 1 -type can his needsbe discov-
ered and his strengths -appreciated: In-other words,” “only as the result of-

- an-evaluation of this type can a sensible-plan be evolved for-his continuing
mstructron Knowledgc of ‘the. systematlc nature-of. the-development.- of o

Comprehemzon There appears o] be no- ‘Teason. fori rcadmg cxcept to
l-part-
meant by. readmg Unfortunately, even. though ithas long:been éstablished

- that comprehcnsron is not a- umtary functxon, -but-a‘complex of -many
‘abilities, rclatrvely,httle attention is-given to the evaluation of:the:specific -

abilities and students’-grasp-of-€ach.- Fmdmg out-where the student-stands-
in the- comprchexxsron area; however, 1is- unpossrble unless individual evalua-
tions-are made in terms-of those things which-he is able to-do. and- those
thmgs which he cannot do Questxons such- as thc fOIIOW1ng must be
answered: - -

Can he answer- factual questrons based ‘on-the- materral‘

Can he mterprct the ideas in-terms of his past expcnenc

Can he follow printed- convexsatxon’ ) ]

Can he select materials which are pertinentto a problem’

Can he use headings, etc., to gct -an overall view of the material bcfore
more careful reading? :

Can he follow the sequence of ‘events?

Can be select significant facts from the material?

Can he differentiate between facts-and opinions?

Can he get the intended meaning from satiric writing?

- Can he generalizé on the basis of what he has read?

Can he infer the author’s feelings and purposes from the matcnal’
Unless such questions sre asked, the teacher cannot really become aware
of the strengths and weaknesses in the individual’s performance, Thus he

cannot plan a truly appropriate mstructlonal program to help him over- -

come these weaknesses.
Here, as in the area of word recogr.mon, the tcachcr must be aware of

of ‘whatis -
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the sequence of - abxhtm and the- relatxonshxps ‘among them; - Efficient
evaluation can be accomplished only if these mterrelatlonshxps are known.

Otherwise, the process would have to become one of - checking- on each -
* - individual ability even ‘when-it-actually could be measured as'a factor in-

a complex. There is-no-need; for-instance, to check a-child on_ abxhty to

get specific ‘details if he-can demonstrate the- abxhty to -infer -a main idea
from specifically stated details. Were- he unable-to get-the details, he would
. 7alsoibe unable to-make the: inference. If-the- chlld is unable to- malre—:the;; )

meets wxll be wntten ina’ vanety of s(yl@ seme of- whxch include consxd-f
‘erable paddmg around. the: main: thoughts “On- the- other -hand;- some
- ‘materials will-present with each new sentence ‘or phrase anothcr meaty

idea to-be. managcd T T 7 ‘

Readmg in“these varied sitaations: reqmres versatxlxty in both approach‘
- @nd specific reading-techniques. The- need_for- ﬂexnbxhty in-rate is-now

fairly well recognized: Unfortunately, the. reason for the changing rates
of reading is often missed. The- speed with which materials: are handled
is not the basic issue. The speed is_determinied by the kind of. reading

- whichiis being done; It is an outgrowth of-the- charactenstxcs of the material

itself and the purposes for which it is ‘being read. A direct relationship
exists between the measurement- whxch is done in the area of comprehen:
sion and that done-in'terms of versatxlxty How adaptable is the individual
in choosing an approach which will allow him'to get the kind of com-
prehension which is requlred"' Pertinent questxons in this area would be
similar to these: . )

Can he skim materials to get specxﬁc 1hformatxon’ : :

Does he get bogged down with details when they ‘are not necessary?-
- Dbes he read everythmg the same way and at the same rate?

Can he use organizational and struetural devices to gmde a first, survey
reading of study matenals"‘

ilit djust ; 7c1rcﬁms;tances he meets in- readmga I
—sxtuatxons. He may ﬁnd hxmself ealin )
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Answers to these and similar que;tlons would proV1dejev1dence on whether
or not the individual was- equ1pped to approach readmg w1th adequate
flexibility.

~ Degree of Self-direction.- V1rtu. ily every teacher has_met the- -pupil v who

appears able to use all the varied-skills to wh1ch he_has’ been exposed ‘but -

_does not use them. This is the person who can find the main idea-when he.

is” mstructcd to do 50, but 'never th1nks, to do 1t on- hrs' own. ’Or thrs is- the

spontaneously, in- fact frequently uscs them W1th no consclous conS1deratlon
of them. - - R g

“In. choosmg matenals Many factors need to be con51dered in: the area
of choice. of matcnals Reference has already been made to- the necessny

moment. All of the abxhtles wh1ch are taught in- the ﬁeld of decxdmg on
the pertinence, rehablhty etc., of reading: matenals however, would be -
taught uselessly if- the -child* d1d Tiot make “use: of these skills, -

~ Another very important consideration in-the chéice-of- matenals is that
of the degree of difficulty. Is the child capable of picking out materials
which he can actually read with full understanding? Is he willing to sur-
render the satisfaction of getting ideas from a book for the satisfa i1 -
of carrying what looks like a “hard book?” Is he aware of the fact that
he could be reading satisfactorily a more complex book which would offer -
him additional information and enjoyment? If the child is dependent on
another to decide what book he can read, he likely is not really much of a
reader.

In applying skzlls and abilities: As a child learns any skill or ablhty,
he will probably need close guidance in its use. However, once he has
mastered the process, he -should be able to function without being re-
minded. There appcars to be, with many children, a stage at which they
can use a skill but do not think to do so. It has not yet become so much

a part of them that they use it naturally. .
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In the area of word recogmtmn, this can be seen very clearly Many

children seem to go through a stage i’ handlmg aﬂ‘ixed forms, for instance, -

- at which- they. know all the' parts but-do-not use-them. “When ‘a_teacher
asks, “What is the base- ward? Is there. a preﬁx"’ ‘What suffix is added to
the base form?”, the individual is able to see these parts- and-to-use their

_pronunciations and- ~meanings-to_ arrive at-real recogmtmn of the word
thc word appcars to thcm

form Howevcr, untxl thc suggestmns are. madc,

Subject ‘to- absorbmg anythmg when hc is-on
a-mature reader. - - s

- In setting purposes and deadmg ‘o~ approaches Untll an- mdmdual }

can guide his own readmg of ‘material; he-cannot be- considered to be an
mdependent reader. For-much of the: work of the secondary school- rcadmg

-program, the child’s.job-is-actuallyone of- gu:dmg himself, -Many-assign- -
ments demand that he do.this, and nghtly sosince he will not always -
have a teacher available to guide- him: Whenever he-has the required

abilities, he should take on-the-major share of the guidance himself. Fre-
qucntly, however, -there’ are -children -who-are not- good ‘readers in the
sense that they can guide themselves. They can read to accomplish a par-

ticular purpose if someone tells them-what the purpose is. They can find -

out something if they are told-what to find out. They can get the impor-

_tant ideas if-someone tells them that the important ideas are to be gotten. )

‘They can read something for details if they are told to get the details,
When they are not guided, on the other hand, they find that they are

, reading along with no-particular objéct in mind. There is no real goal
which they are pursuing. They do not even pick out the clues which the

author has written into the matcnal to help with the setting of purposes
and directions.

Students of this type cannot pnck up a piece of matcnal, look it over,

) jzfné own, hc is: stnll far from '

18
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dCCIdC what they mnght expect to get. from it, and-then read it in- the

* most -suitable - way. Instead; they -go ahead- aimlessly, using - whatever
~ approaches : and techniques come most easily to them They are not: really

readers in the true sense of the word. -

- Too many-evaluations-are ‘made-in. art:ﬁcml rather than normal _every-_

day, practlcal sxtuatxons The artnﬁcnal sxtuatxon cannot- provxde informa-.
ion" on: *'h h1s daxly actrvmes For

ost wxdely qu tedr (and-the least-effective in
leadmg to. 1mprovcment5:1, e

level. Davis (4); Lennon (7), and-others=(8) -have -evaluated-many .of

thes¢- tests andtheir- use“in- ‘schools. Both- “weaknesses-and’ strcngths inherent- - .
“in the use of existing tests’ have been: rccogmzcd ‘Suggestions have also been

made for better interpretation ‘of the:results- and for- advances in test con-
struction to meet- the nieeds of the school. )

‘Several- things-must be kept in-mind:in’ relatlon to standardxzed tests
of readmg achievement. First, they are dwgned for group administration

and comparisons between ‘groups or of-an individual with-a group. They

are not designed, even those which purport to be dlagnostlc, to give a-full
analysis of the irdividual’s. competence -and performance in all facets of
reading. In the diagnostic tests; not all skills, abilities and- attitudes can
be measured "and -those which are mieasured -often are tapped by only a

- very limited number-of items. Smith and-Dechant (10)- have stated that

“for effective diagnosis; the teacher must rely on his observations of the
child and his reading skills and deficiencies.” (p. 431)

Second, the reliability data quoted in the manual for a standardized
test are, in virtually all instances, reliability. figures for group results, not

ace in-the. overall program ofii

: jprogram) is the ‘standardized 7
achievement test.‘Many of fthae are- avaxlable for. use-at the’ secondaryf,

e
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* scores are considered, Too-often; onlythe ‘score is retained. In fact, many
lngh schools- ‘attemptto-allevi 1e-“clerical” burdens_ placcd on teachers
by having the standardxzed tests scored outside-the realm of the- classroom

'
* et i+ s

or the proﬁlc ‘which- results from: -the- tcstmg “These offer- nothmg to the
: teacher in terms. of- mformatxon which- would - be helpful in- planning
- T .subsequent instruction, Perhaps_some errors in. scormg are eliminated in
o e this way, but the losses seem to offset the potential gains. Fourth, the tests

- ~which. are designed for particular age or grade ranges are not always

|
-

s

appropriate for the students within-this group. If a child is unable to .

= e i handle the test designed for his ,gradc level, nothing is discovered which
T . was not known before the test was given. The results simply say that he
cannoFread well enough to handle this material, The teacher undoubtedly

- 7 ) . knew this beforehand. At ‘the other extreme is thie child for whom the

whole test is much too easy, His abilities are far above the range which

. the test covers. Again, the information gained through the administration

. of the test was already available—he is a better reader than those usually

. ; ~ encountered at this age or grade level. How far his abilities extend or
' : C ; what higher level needs he might have remain a mystery. Only through
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for individual pcrformancc This mcans that- thcrc is no guarantee that a
particular individual will earn-a- comparablc score on a second- admm:stra-
tion of this type.of test. Many factors may influence the level of operation
of a student on.a test that he takesat a- parncular time unaer specific
cucumstanm An cxtremc case of changc in pcrformancc may make thc, )

four. grade levclsfhnghcr 7

" Third, litle opportunity is offered for. pracucal wse of test resultsif only

e " In all too-many cases; the tcachcxsfc'onccmcd -see-nothing -but-the scores _
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differentiation of tésting.as well as-differentiation of mstmctxon can this
weakness be-overcome.

"Many of the same elements would be in operatton in structured tests of
othertypes. Teacher-made.tests frequently are no-more rtevealing, more
reliable, or more suited- to the individual than are the standardized ones.

If these are to- ‘bereally helpful in evaluatmg the- readmg performance of

the students, they ~nust be -designed to-do-a thorough -and - pointed-job

- which-will really reveal- the strengths and weakness& of the mdmduals B
'—bemg tested: T = -

“Testing- devxcas such as the 1nform 'l readmg 1nventory are also actually
structurcd tmts, ‘but ones whxch measure agamst absolute- standards rather
than - comparing thh norms On: exther an: mdmdual or-a-group basis,”

inventories-can-serve a useful function_ in- appransal of readmg -ability.
_ Much, however, depends on the: competence of “the_teacher~or clinician
* who' is ‘administering the inventory. The- -amount of- 1nformatxon whxch

can-be obtained is Tlimited-by the “observational- “powers. ( _of -the _tester.
The ba51c pattem of the 1nformal mventory is- the -use: of graded selec-
‘checks oh-

',all of the matenal As thc readmg is done, -an accurate record,gs:kept of

the-performance-and- the- responses to questions- which-are- asked: 'Rca'dmg

is done in-a-purposeful situation-and-a variety of types of skills and-abilities -

is tapped Determination® of - the-instructional and- mdependent “reading
levels is made in terms of certain- deﬁmtc criteria- ‘which have-been estab-
lished. Analysis-of -specific-responses prowd& -an- opportunity -for actually :
evaluating the individual’s ability to-handle specific-skills-and abilities.
Various reading inventories- have been- developcd and are available-for
use (1, 23,9, 11). Discussions of their use‘are also available. “Probably
most useful to the regular classréom teacher in the secondary school, how-

" ever, is the modlﬁcatlon of informal inventories for classroom evaluation.

The science teacher is most concerned about the performance of his pupils
with science materials. The social studies teacher is- concemcd about the
handling-of other materials and certain skills which are particularly appli-
cable in his field. The best measurement of these will come if materials
comparable to those used for instruction in the particular area are used
in the evaluation process. Group inventories can be constructed to meet
these needs. (2, 5, 6)

Dmgnostu' Teaching
It has been said rcpeatedly that all good teaching must be dtagnosuc
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in nature. Effective evaluation of -the high  school read1ng program is
particularly dependent on the presence- of diagnostic’steps as an-integral
+ part of the instructional program. It is through this means- that the real®
job of evaluation in'the area of application of skills and self-direction must
be done. The diagnostic side of teaching must encompass not only the -
directly 1nstructlonal'situations, ‘but also the lndependent actlvmes which
the child carries on-as a_part- of the teachm 'lcamrng'i rograrn

The teacher, of course’ inf 3 -heis

ary of hxs evaluatlon Onlyf as:he- understands the various skills, abrlmes
“and- attltudes ‘which are- lmportant w:ll evaluatlon of them bccome an
essential part-of his- tcachmg : :
_ Only as- evaluatlon becomes an. mtegral part of the 1nstructlonal pro-
gram,:-carried onin-each- classroom by-each ‘teacher;-will maximum gains
" be realized. Formal “testing must basrcally be: cons1dered only a- supplement B
to the- systcmatlc obscrvatlons of- the teacher o . o

=20 - = - T T ot

- Comluszons - e

" Three. questlons were posed- as basrc ones_to gurde the evaluatlvc aspect
of high school- readmg programs These were related to the individual’s
rate of progress in terms of his capacity for acﬁxevement, his overall devel-
opment, and the contnbutrons of all staff members to the effectiveness of
the mstrucuonal -program. It has -been_ proposd- that* “diagnostic teaching, =
based on_thorough understandmg of - the -reading process- and readrng
abilities, is the foundation of good evaluation. Structured tests of various
types can be used for screemng, group companson, individual and group
diagnosis.

Unless each teacher who works with a child is aware of his specrfic ]
assets and liabilities in the area of reading, evaluatlon cannot be said to
be complete. Unless the results of the evaluation result in changes in-the
instructional program, desired changes in reading performance are not apt

~to occur. Unless desired changes in reading performance do take place,
the reading program of the school cannot be considered satisfactory.

Finally, it seems fair to say that evaluating the high school reading
Pprogram cannot be done apart from the rest of the program. Instead, it
must be accomplished with full attention to the aims of the total school
‘program. There must be recognition of the fact that a good program in
any content area demands a good readxng program if the students are to be _
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- able to function adequately. The readmg program and evaluation of it

must involve all pupils, all teachers, all subject matter fields. It is a con-
tinuing program whxch has much growmg yet to do. -
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. A, ’Drscussde -

DR Suarer: 1 think it's interesting to note-the connections between - thxs'

- -paper-and’ others, partlcularl Bttrton - paper. 7Here we-have :a statem

the people in-the- subject field to- develop a hst -of “abilities drawmg from.-

- structures.of those fields. We can’t construct tests to measure the-abilities until
- we -know-what- the abilities are. ‘Now Burton attempted to define these for~ -
literature. We need” somethmg similar in -other ﬁelds and a concern_ for in-- =
- structional- procedures to follow- from this. - RS
- SR JULITTA ‘The emphasrs given to- “the pupil’s self—dlrectron in_ readmg, -
I think, isa pomt that we-ought-to consider qulte seriously. Many times_ stu- -
dents ‘are able to attain the skill. that we expcct in readmg, but it is not a

- functioning skill. - = =

‘The student- -may come- out wrth a rather good rating on a standardlzed B

test, or at-least up to grade level; However, his. Afunctioning in actual situations
in-which he needs a complete understanding of-the material -is not-that hlgh

Dr. -RoBiNson: Dr. Johnson discussed -two different evaluations. One is -
the evaluation of the readmg program; and.the other is evaluation of student
progress. I-would like to point up the importance of evaluating the-total read-
ing program in the school-in and through 4nd related to pupil progress. We
have-talked since yesterday about the necessity to have all teachers participat-
ing in the reading program. We need to look for this in evaluatmg the school

- program. How much partxcrpatton is there"’ Is it active; is it middle level; is
‘it passive? :

Eva'-ation nnphes measurement or rating against some kmd of standard.
If we're oing to assess growth, we need to ask, against what? I rioted numerous
references 10 adequate; quick- growth; rather quick progress. I think we have
to ask: What are our needs? Adequate to what? We must avoid vague gen-
eralizations, Each school is going to have to answer specifically these questions
when it decides to evaluate the program or pupil progress; or; preferably, as
they relate to each other.

y lly do not. have,the tests- adequate to: meastm; -
- " reading at- hlgher levels.of comprehenslon in- the-subject field. She calls* upon.. -
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7 ITHIS paper does notnpurport to be-an exhaustxve revxew, but attempts

to examine the nature and-direction of some: of the. sxgmﬁcant reading
research at- the secondary- school level Research at the elementary and
college levels is also include

~_ for reading in-the junior -and r-hig

Ina dlscussmn of -trends: ‘based-on samples of readmg rosearch taken An-
1945, 1950, and1955; Smith- {(29)-noted-*“a-dearth-of ‘rescarch ‘on-read-
ingin-high: schools. Includmg -all articles’ sampled (N—230), 61 -per cent
concerried. elementary. school- children, 13 per cent, lugh -school-pupils,
and 26 per cent, college- students * The. subsequent-years of investigation
have not greatly amended the paucity of research at the-secondary level,
Out of some 500 references i in‘the annual-summaries of reading research
contained in the February issues of the ]oumal ‘of Educational Research
for 1960 through 1963, approxlmately 16-per-cent of the studies reported
involved secondary school students. If the approximately 500 items. had
been reduced to only those_reports which were- examples of -rigorous re-
search procedures and methodology, the percentage might have been still

- smaller.

In a critical review of reading mvestxgatxons pubhshed between 1940
and 1950, Scott (28) describes their major characteristics as “volumin-
ous,” “fragmentary and unrelated,” “practical rather than theoretical,”

“oriented toward content, methods and- mechanics,” “varied in qua.hty,”

" and ‘“varied as to importance.” He adds that the “most tantalizing and -

stxmulatmg characteristic of reading research findings is their inconclusive-

? While to a certain extent, these same charactenstxcs continue to
descnbe some of the research produced from the ensuing penod to the
present, an increasing proportion-of the studies now being published are
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more thoughtfully planned, more carefully controlled, more _rigorously
analyzed, and more soundly "evaluated. One can be encouraged with
Scott, who concluded: “With proper tending, pruning and thinning,” the
forest of research in reading “can be greatly enhanced in value.”” This
paper represents one attempt to “tend, prune and thin” reading research '
-at the secondary level and to emphasrze pertinent issues which still need
further investigation. B

Reading research - has -covered a- W1de range of problems. However,
certain areas. -appear to have: ‘been miore widely and carefully investigated
than others, and to contain problems which appear to be more significant
and urgent at the present time. The followmg areas will be considered in
this report:- (1) Identification and Measurement of Reading Skills; (2)
Effects of Reading Improvement Upon Aptitude Test Scores, (3) Self-
Directed- Tzaching of Reading Skills.

Identiﬁeation and Measurement of Réizdirrg Skills .

A review of the literature on reading research at the secondary level,
including reports of reading research as well as critical appraisals of read-
ing research, reveals a renewed interest in the fundamental nature of the
reading process. Strang (31) and Scott (28) in their critical reactions
to reading research-raise serious questions- concerning our present under-
standing of the dynamics of the reading process.

Strang, for example, suggests that an understanding of “the dynamic
process by which individuals. of -different ages, mental abilities, interests,
and backgrounds actually comprehend.and interpret what they rcad” is
prerequisite to test construction and the improvement of reading mstruc-
tion. Such questions as “What is the nature of comprehension?” and
“How does the reader actually achieve adequate comprehension?” are
basic to an understanding, of the reading process. Similar questions pci-

_taining to the nature.of and measurement of vocabulary and speed of
reading are also fundamental to the understanding . the reading process.
The followmg sections of the paper will consider a iew of the basic issues

_and will review some of the pertinent research. T

Comprebension

- Lennon (18) notes that an examination of reading tests reveals some

seventy or eighty reading skills which appear to be individually identified
and measured. However, as he suggests, it is one thing to prepare exten-
sive lists of components® of the silext reading process, and quite another




T g - e S A I o e i S e S e S e s g ek e = it e

SCHNEYER 133

thing to devise true measures of these specific skills which are not actually
measures of a more gencral or global  -ding ability. (18:327)

Factor analysis was one of the earlic. approaches to tiie problem of
identifying measurable components of the reading process. Probably the
- best known of this type of study was Davis’ (6) attempt to identify some
of the basic factors in reading comprehension and to devise a means of

_ measuring them. Davis employed nine skills of reading comprehension -

which he had derived from the literature. Tests based.on these skills were
administered to college freshmen, A factor analysis of the test results
disclosed nine factors corresporiding to the original nine postulated by
Davis, six of these clearly significant. Two of these factors, word knowl-

edge and reasoning-in rcading, were found to account for 89 per cent of

“the variance. : ) :

Using a different method of factor analysis, Thurstone (34) reanalyzed
Davis’ data, and reported that only a single factor of “reading. ability”
could account for the obtained correlations. Later studies by Conant (5),
Derrick (7), Harris (13), and Hunt (14) furnished additional support

for the theory that a single general factor appears to underly most reading.

comprehension. Apparently a factor of general verbal ability or knowledge
of word meanings (highly correlated with measures of verbal- intelligence )

accounts for most of what is actually measured in comprehension tests. At-

most only one-or two other comprehension factors (such as, “seeing rela-

tionships among ideas”) appear to have been identified as being “meas-

~ urable.” Lennon (18) and Jenkinson (16) have suggested that reading
comprehension at the high school and college level may consist of ‘a com-
plex of interrelated and independent skills that cannot be measured indi-
vidually by previously tried statistical techniques. ~ )

Strang (31) has pointed out that factor analysis cannot be depended
upon to discover new factors in reading comprehension, but that this pro-
cedure only rearranges previously identified factors into new patterns.
Fresh approaches to the problem of measuring comprehension must be

. made if we are to obtain new insights into the process through which: the
individual reader reconstructs the meanings of an author from printed
materials. '

In a discussion of new methods for measuring comprehension, Gray
(12) suggested the possibilities of retrospective and introspective techniques
as tools for furthering our knowledge of the'comprchcnsion process. One

. such investigation employing these techniques was conducted by Piekarz

(24) using sixth grade children. Piekarz was concerned with the process
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ofe’;:‘ading itsel{—particularly “how meaning is derived from the printed
page . . . and what factors influence the way pupils interpret reading
materials.” (24:303) The subjects of the experiment were twenty-two
pupils with better-than-average reading ability and intelligence. The
pupils were asked to read a selection about parent-child relationships. The
selection was read first silently, and then orally in short units while the
pupil verkalized his thoughts. Each pupil was then asked thirty questions
about the material which he answered orally, explaining his reasoning
processes where nccessary. . . ’

An analysis of the verbal responses of the pupils who made the highest
comprehension scores showed that these pupils made a greater variety and
number of responses which were more evenly divided over tlifee areas of
comprehension: literal meanings, implied meanings, and a critical evalua-
tion. These high level readers tended to remain objective and imp: sonal,
to eurich the author’s meaning from their own experience background, to

resirict their answers to the text material, and to employ personal illustra- -

tions only to prove a point. They were able to control their own personal
reactions even though these were strong, and they were able to distinguish
between their own opinions and those of the author.

The lower level readers limited their answers almost entirely to literal
meanings, and had difficulty in maintaining an objective attitude. It was
hard for the low level recaders to separate their own opinions from the
author’s, and they tended to base their evaluations on an emotional plane
rather than upon an intellectual one.

_ This investigation explored new possibilities for evaluating comprchen-
sion through introspection and retrospection. However, this exploration
was based upon certain concepts of reading comprehension which had
been suggested by expert opinion or by factor analysis studies. That is,

- while this study represented a forward step in terms of utilizing rather

untried procedures, it did so within a traditional frame of reference. It
still remained for other investigators to penctrate in greater depth the
actual intellectual processes which are involved in reading comprehension.

Jenkinson (16) undertook such a study using a cloze test rather than
a series of questions as a means of evaluating the reader’s comprehension
of a passage. The cloze test is similar to an extended completion test in
which a series of blanks occur within a reading passage at regular prede-
termined intervals. The reader is asked to supply the precise word which
the author intended. )

The subjects of the study were 210 high school students in grades ten,
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eleven and twelve. The students were presented with three types of cloze

tests. The first was based on allegorical material, the second on.descriptive-
metaphorical material, and the third on material of an ironical nature, On
the basis of the cloze tests results, twenty-four students were selected for
further interviewing. Twelve of these were students with high cloze scores
and twelve had obtained low scores. During the interview, each student
was asked to complete again two of the cloze passages that he had.com-
pleted previously and to explain as fully as possible the reasons for his
insertions as he went along. Following this, each student took another
cloze test that he had never seen before and again verbalized the reason
for each of his responses. .

The esponses of each student were then analyzed and a classification

“scneme consisting of three categories was devised. The first category,
labeled “structure,” was concerned with the basic elements of language, -

and the manner in which this controlled the suﬁjects’ selection of words
to insert in the cloze passage. The “semantic” category included responses
involving ways in which the subject obtained meaning from the passage.

The final category “approach” dealt with the method by which the reader

attempted to derive meaning from the passage. These three categories
were furth::r subdivided to include a number of separate elements.
‘The results of this study demonstrated; among other things, that high

scorers on the cloze tests (those whn had supplied the greatest number of _

correct words in the blanks) tendeu to relate more ideas. The high scorers
had a better understanding of language structure and made more frequent
use of grammatical and syntatical clues to meaning than did the low
scorers. The high ‘scorers also showed a more active role in interpreting
the author’s ideas according to the author’s own words rather than sub-
stituting the reader’s subjective ideas from his own experience. The low
scorers, on the other hand, tended to verbalize fewer ideas, many of which
were irrelevant and concerned purely with personal reminiscences, Jen-
kinson concluded that there were “observable and classifiable differences
in the introspective and retrospective verbalizations of those who make
high scores on the ‘cloze’ test and those. who make low scores.” (16)

It is worthwhile to note here an interesting point concerning the rela-
tionship between knowledge of language structure and comprehension,
which was referred to above in Jenkinson’s study. In two investigations of
this problem at the high school level using objective measures of gram-
matical structure, O’Donnell (22) and Strom (32), found little relation-
ship between knowledge of grammar and syntax and reading comprehen-

[

AN

i

. . S S L i by b e
R b bl i b e N B L N b

e

1

O
eEH AT

"

T

0
S e

Bt

g

B ot
PR

"
b

0’

LR

el
o

AR

W

4 1) LM

i

% &Mﬁ,) i b

o




[CTE St

136 SIGNIFICANT RESEARCH

sion. O’Donnell used both a self-made test of language structure, and a
standardized test of grammar. He found only moderate correlations (.44
to .46) between these tests and level of comprehension as measured by
the Cooperative English Test, Reading Comprehension. Strom also in-
vestigated the relationship between the ability to ‘comprehend materials of
a literary or informative nature and the ability to analyze grammar and
syntax of sentences. The -subjects of the study were 327 tenth grade stu-
dents selected from ten public and private schools-in eight states. The

students weré tested on vocabulary, comprehension, and knowledge of -

grammar and syntax in sentences making up ten passages. :
An analysis of the data revealed a correlation of .57 between compre-

hension and knowledge of grammar for the public school students and a

correlation of :39 for the private school students. Strom concluded that

there, was little relationship between-knowledge of grammar and compre-

hension ability as measured by the instruments used in- the experiment.
Strom also noted however, that in-a group-of four experimental classes
there was a marked relatxonshlp between the two factors studied. She
suggested that the difference in the findings might be explained in the
way grammar was taught. In the groups where there was little correlation

- between comprehension and grammar, the traditional method of teaching

grammar was followed. But, in the experimental classes, grammar was
taught according to a program developed by linguistic specialists. Strom
suggests that the emphasis in the newer-approaches to grammar may make
the relationship of grammar and reading clearer to the student.

In contrast to the studies of Strom and O’Donnell, Jenkinson (16)
found 'that her high scorets made significant use of knowledge of grammar
and syntax in unlocking meaning from reading passages as revealed by
their responses on the cloze test. One explanation for the significant differ-
ence of ]enlunson s findings may be the greater sensitivity of the cloze test
in allowing the students an opportunity to explore the relationships of
language structure to their understanding. Their use of grammar and
syntax clues as aids to comprehension may have been more obvious to
them as they verbalized their responses to the cloze test. A second explan-
ation for the difference may be that Jenkinson’s study compared high
comprehenders with low comprehenders and perhaps the difference in
findings was due to differences in verbal intelligence or verbal ability
between the two groups. In the studies by Strom and O’Donnell perhaps
the difference between good and poor comprehenders was not as evident.
Whatever the explanation of the differences, further explorations of the
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relationship between knowledge of grammar and syntax as aids to com- -
prehension involving actual reading situations would appear to be fruitful
sources for further investigation. . .

Jenkinson also studied relationships between cloze test scores and
objective scores on standardized reading tests. Based on scores obtained

from the Cooperative English Test, Test C2: Reading Comprehension,

she found a correlation of .78 between cloze scores and vocabulary, and
a correlation of .73 between: cloze scores and level of comprehension,
These correlations, both significant at the .01 level, are as high as the

- reliability coefficients for many silent reading tests.

In another investigation using the cloze test, Rankin (26) found that
cloze scores based on deletions of nouns and verbs from a- passage pro--
duced lower -correlations with group tests of iintelligence than did" cloze
scores based on deletions of words at regular intervals regardless of the
part of speech. He also noted the possibility of using -pre-cloze tests-(those.
administered before the actual reading of the complete passage) as a

- means of evaluating a reader’s pi'ejviousrknowledg'e of a subject. This test

score could then be compared with a post-cloze test score- (taken after the
reading.of the completed passage); the difference indicating the actual
comprehension of the passage, free of the influence of previous information.

Thus, the cloze procedure, originally devised by Taylor (33) as a measure B
- of “information,” may prove to be a promising tool for exploring the
nature of reading comprehension and the manner-in which individual

readers may arrive at effective comprehension. - _
Another matter that recent research has illuminated concerns the va-
lidity of multiple-choice techniques in the measurement of reading com-
prehension. Preston (25) investigated the ability of entering freshmen at
the college level to respond correctly to multiple-choice items in a stand-
ardized reading comprehension test without having previously read the
reading passages from which the test items were taken. A group of 128
students took a passageless test based on the first thirty comprehension
items of the Cooperative English Test, Test C2: Reading Comprehen-
sion, Form R. The subjects were asked to select the best response to each
item based on their experience in dealing with such multiple-choice tests.
Analysis of test results revealed that the subjects “were able .z recognize
correct answers without reading the passages on which the questions are
based.” The author suggests “that by . . . intuitive analysis, learned
through years of experience in taking tests and. practicing on comprehen-

sion exercises, the student acquires test ‘wisdom’.”
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Further substantiation of this phenomenon was offered by Vernon (36)
in a penetrating investigation of the components of comprchensnon and
a companson of the effects of essay-type questions versus multiple-choice
questions in the measurement of reading comprehension. The subjects
were groups of American and British college students who took a scries
of eleven tests fo measure various aspects of -reading. One of his findings
indicated that American students obtained superior results on compre-
hension tests -involving multiple-choice items. The scores of the British
students on these same tests- were initially lower, but tended to improve
with succeeding administrations of different multiple-choice tests. Vernon
notes that the significant improvement. of the British students following

practice on the multiple-choice type tests “dlustrates the importance of .

facility or sophistication at such tests.”

Vernon also compared the- results of ‘comprehension tests-in which
understanding was based upon questions answered after the reading
of the passage without reference to the content, with the more conventional
procedure which permits rereading during the answering of the questions.
Vernon reported that the former type of test “appeared to measure a
somewhat different ability from the conventional immediate comprehension
test and it was found to be considerably more valid . . . in predicting
academic achievement.” -

Kingston (17) has observed about readmg survey tests, “other than

technical refinements in the instruments themselves, there has been little

advancement in the past forty years.”” There is a-need for reading
researchers to re-examine current concepts of reading comprehension and
to experiment with new methods for its measurement. The cloze procedure
is one of the methods which appears to offer promise as a new diagnostic
tool. For example, a comprehension-test might be constructed consisting
of cloze -passages of varying types of content. In some of the passages
just words relating to basic concepts in the content may be -deleted. In
other passages the deletions may consist of words which provide clues to
relationships among the ideas. A comparison of scores on the two types
of passages might offer clues as to a student’s competency in dealing with
these two_aspects of comprehension.

Vocabulary

Although fewer studies were concerned with the problems of vocabulary
measurement, questions concerning measurement aspects -in this- area
were also raised.
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Hurlburt (15) investigated the comparison of “the active or writing
and speaking vocabulary with the latent or reading vocabulary of high

. school students.” She constructed tests containing multiple-choice items_

1

measuring recognition and tests containing completion items measuring
recall. Separate items involved -nouns, verbs and adjectives. The subjects
were ‘192 ninth graders and 210 eleventh graders. Each student took
two forms of each type of test with the recall-completion form taken
prior to the recognition multiple-choice form. The results indicated that
the average student in grades nine and eleven was able to recall and
write 45 per cent of all words he was- able _to recognize correctly, 60
per cent of the nouns he .was able to recognize, 42 per cent of the verbs,
and 32 per cent of the adjectives. The investigator concluded that the
two types of tests “have only a limited number of factors in common.”

Dolch and Leeds (9) posed the question: “How well do -existing
vocabulary tests measure children’s knowledge of word meaning?”’
They compared the total number of words in five vocabulary tests to
determine the extent to which these words were included in a widely
used school dictionary. They reported that the percentage of the various
parts of speech found in the vocabulary tests was about the same as the
sample of words from the dictionary. .

But, even more important, Dolch and Leeds found that the word
accepted as the right answer in scoring the vocabulary tests was “almost
universally . . . the first or most common definition” for each word. They
discovered that other derived meanings of the word, homonyms, and
figurative meanings. were seldom included as appropriate choices. The-
authors raised serious questions about the adequacy of many vocabulary
tests for providing true measures of a student’s meaning vocabulary.
They suggested that vocabulary tests should measure how much students
actually know about a word’s meanings, rather than the fact that they
recognize “a meaning” for the word. As Hurlburt (15) noted in the
study previously cited, a student may recognize the correct meaning

for a word from a multiple-choice selection, but not really be able to

recall the word for use in his own writing.

In line with the suggestion by Dolch and Leeds (9) that vocabulary
tests should measure more than a student’s recognition of a single mean-
ing for a word, Russell (27) completed a very thorough investigation
of children’s meaning vocabularies in grades four through twelve. The
subjects of the study included 1,752 children in grades four through
twelve. Using words from four areas—science, social studies, mathematics,
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and extracurricular activities—Russell constructed vocabulary tests to
measure depth of meaning and breadth of meaning.

The depth of meaning tests were based on items which fequlred children
to respond to increasingly difficult questions about concepts in mathe-
matics and science. The-results of the two tests indicated that the depth
of meaning tests did not produce results significantly different from the

-vocabulary subtests-of the California. Reading: Test. The -author. con-

cluded that either the usual vocabulary test is also a measure of depth
of meaning or that the tests used in the study did not adequately measure
this area.

‘The two tests measuring breadth of vocabulary requlred the sub_]ects
to respond to six questions of comparable difficulty about certain social
concepts and to supply the correct word-in blanks in sentences in which
four meanings for each- word were required. These two tests.had lower
correlations than other tests with general vocabulary and all vocabulary
subtests used-in the study. Russell concluded that “measures of breadth
of vocabulary such-as these get at word knowledge not measured adequately

“in the usual multlple-chmce vocabulary test.” ‘One other- mterestmg

conclusion was a tendency for the rate of vocabulary growth in social
studies, science, and other areas_evaluated in the study, to slow down
at the senior high school level.

These studies by Russell and Dolch and Leeds seem to point up the
need for further experimentation "in vocabulary test_design to com-
plement those tests currently in use and to provide for a more extensive
measure of vocabulary than presently permitted by existing instruments.

s peed

Research in the measurement of speed of readmg is currently concerned
with several problems. One of these problems is the shift from the con-
sideration of readmg speed as a unitary factor to the consideration of
reading rate as varying and flexible.

Students enrolling in a reading course often ask: “How fast should
I read?” The implication here is that there is a single optimum speed
at which all readers should read all kinds of reading materials for all
manner of purposes. Many silent reading tests which include a measure

of speech of reading (such as the Survey Section of the Diagnr-tir. Reading.

Test), provide only .a single measure of reading speed bzs.d upon a
single type of material.
Important pioneering investigations in the area of flexibility of reading
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speed have been carried out by Flanagan (11), Tinker (35), Carlson (3),
and Letson (19). In studies utilizing high school students as subjects,
Flanagan (11) and Tinker (35) in separate studies concluded that
relationships between speed and comprehension depend upon the purpose
of the reading, the difficulty of the material, and the methods of measure-
ment. Carlson (3) was concerned with the problem of whether the
relationship between speed and comprehension remained constant or
varied -as the nature of the material and the reader’s purpose varied.
From the results of his investigation, Carlson concluded that: “The

~effectiveness of fast and_slow readers as measured by accuracy of com-

prehension was dependent upon levels of intelligence, purposes for rcadmg,
levels of difficulty of material, opportunities_for referral in answering
comprehension items, and continuity of context.”

Letson (19) followed this line of investigation -by attempting to
determine whether the nature of the material or the reader’s purpose
for reading was more important in determining rate of reading. The
subjects of the study were 601 college freshmen, each of whom was
given a two-part test of reading flexibility.- The first part evaluated

" the reader’s flexibility of rate in accordance with the difficulty of the

material, when the purpose for reading remained constant. The second
part of the test evaluated the flexibility of rate according to purpose,
when the difficulty of the material remained constant.

From the results of bis study, Letson offered the following conclu-
sions: “(1). the difficulty of the material exerts a greater influence on
rate than does the purpose; (2) slowing down to read more difficult
material is important to good comprehension, but it is not necessary to
slow down for mastery of the material, provided the difficulty level

of the material remains-constant. The call to ‘read for mastery appears -
‘to engender an altertness above normal, and such a mental set renders

the reader capable of reading with greater comprehension and speed.” (19)

Building from these research foundations, tests of reading flexibility have
been developed by Spachc (30), Carrillo and Sheldon (4), and Mc-
Donatd (20).

There has been little consideration given to the problems of whether
(1) reading flexibility can actually be improved, and (2) if the improve-
ment can be measured by flexibility tests. One such attempt, however,
has been reported by Braam (2). Two forms of a reading flexibility test
devised by. the author were administered to seventy-one college-bound
high school seniors. One form of the test was admiinistered before and
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" the second form at the end of a six-week reading improvement program -
sponsored by the Reading Camp of Syracuse University. The results
- of the pre-test reading rates when plotted on a graph are represcnted
by a nearly straight line, whereas similar measurements on the post-test
are represented by lines showing marked- peak_ and valleys Based on ;
_ these results, Braam concluded “ (1) In addition to increasing reading : -
T rate, it is possible to develop increased flexibility-in reading through a . ;
- reading improvement program. (2) Flé)iibilify and increased flexibility- -
; in reading can be shown by.means_of i instruments such as_the- ‘ﬁexlblhty
test’ used here.” (2:251)

The research described above appears to mdncate that the relanonshlp
between reading rate and comprehension varies according to the reader’s
purpose and the difficulty of the material, that flexibility can be improved
through direct teachmg, and that this improvement is measurable,

Effects of Readmg Improvement upon Aptttude Test Scores

Since reading ability appears to play a fairly large role in accounting
for scores on group tests of intelligence (correlations between group intelli- -
] F_ gence test scores and reading test scores range from-.50 to .80), one

. . ) might postulate that improvement in reading ability would result in
improvement in IQ scores. The evidence in this area, however, is con-
flicting. Three studies W1ll be cited to illustrate the nature of the con-
flicting evidence.

Barbe (1) provided a group of 51 college students with a ‘twelve- N t - -
week reading improvement program. Each student was given an Otis
Self-Administering Intelligence Test before and after the program. The
author reported marked improvement in reading rate-with'comprehension
remaining at a satisfactory level. Barbe réi)ortcd a mean IQ difference
¢~ of “only an insignificant plus 1.2 points” between the pre-and post-1Q
: tests. He concluded that the improvement of reading ability does not

necessarily improve group IQ test scores. »
Contrasting results were found by Pallone (23) and Dobrin (8).
Pallone provided a group of 100 college-boind high school seniors with
a developmental reading program for both six-week -and six-month i
: periods. The students were given the Scholastic Aptitude Test at the i
beginning and at the end of both the short-term and long-term programs.
: The results showed highly significant growth in the SAT-V scores for
both the short-term and the long-term programs. Students who completed
the short-term program made a mean gain of 98 points; those who —
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completed the long-term program alone made a mean gain of 109 points.
The students who completed both the short-term and long-term programs
made a mean gain of 122 points. Dobrin reported the results of a
reading improvement program for college-bound high school juniors”and
seniors. Test results demonstrated significant improvement in SAT-V
scores when the group receiving reading instruction was compared with
a control -oup not receiving instruction, -

~ The differences between the results-of Barbe’s_study and the -studies
of Pallone and Dobrin may be accounted for in two ways: In the first
place, the programs described in the Pallone and Dobrin studies were
thorough developmental reading programs which involved instruction
and practice in a variety of reading situations and in a variety of skill
areas. The students received instruction to develop vocabulary, com-
prehension skills, critical reading skills, and flexibility of reading rate.
The program in the Barbe Study does not appear to have been of this
type. In the second place, the students enrolled in the Pallone and-Dobrin
programs were specifically selected because of inadequate reading per-
formance. The students in the Barbe study do not appear to have had
similar reading difficulty. Cne might imply that the students in the
Pallone and Dobrin investigations demonstrated improvement in SAT-V
scores because they had learned to read more effectively, and therefore,
to answer correctly more of the test items after they had completed
the developmental reading program. The students in_the Barbe study,
on the other hand, may have been able to read the SAT-V- test items
without difficulty before they took the reading course.

Self-directed Teaching of Reading Skills

The increasing current interest in programmed learning and teaching
machines appears to be stimulating interest in individualized or self-
directed approaches to teaching reading. Two studies will be reported
here illustrating the research that js currently available in this area.

In a.two-part report of an investigation concerning the self-directed

teaching of reading, Noall (21) discusses first, an individualized reading-

Program at the high school level, and second, a comparison of an individ-
ualized approach to teaching reading with the traditional uniform class
instruction.

To investigate the problem of meeting the wide range of reading skills
existing at the high school level, the author first attempted to devise a
program of reading instruction that would develop vocabulary, speed, and
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study skills such as reading for organization, following directions, thinking
critically and understanding graphic materials.

One hundred and fourteen high school students, 70 eleventh graders
.and 44 twelfth graders, were the subjects-of the study. Before the experi-
ment began, students took the following tests: an intelligence test, reading
and achievement tests, a study skills test, and a critical thinking test, The

latter three tests were also given-at the end of the experiment. The

materials used in the experiment included the SRA College Prep Labor-
atory, a unique type of mechanical reading accelerator called the Mahal
- Pacer, and a variety of spccnally prepared exercises to develop thc various
reading skill areas.

An individual program.to meet the needs of students as revealed by
weaknesses on diagnostic reading tests-was provided for each student.
The teacher communicated with the individual student largely through
the contents of a folder which contained the specific practice activities
_ and directions for proceeding. When analysis of student progress revealed
certain common needs, small-group instruction was provided.

Arialysis of the post-test results at the conclusion of the experiment
revealed statistically significant improvement in all areas on the reading
test, the study skills test, and the critical thinking test.

In a second part of the experiment, students in a summer school pro-
gram who volunteered for reading instruction were randomly grouped
into a “class using self-directed procedures or a class using the same
materials for all students and a uniform teaching approach. The two
groups were simply told they would be working in different ways, and
no effect was made to emphasize differences in experimental procedures
for_either group. Tests administered before and after the experiment
included a form of the Wechsler Intelligence Test, the Iowa Silent
Reading Test, the Morrison-McCall Spelling Scale, the Michigan Speed
of Reading Test, the Durrell Phonetic Spelling Test, and -a visual memory
test. Analysis of initial scores showed that the groujis were fairly evenly
matched, with no statistically significant differences on nine variables.

An analysis of the final test results indicated that “both groups made
statistically significant gains on two different reading tests; gains of nearly
three grade levels after six weeks of practice.” However, the gains between
the two groups were not statistically significant. The lack of statistically
significant differences in Noall’s study does not obviate the contribution
of her investigation. This was an important exploratory study describing
in detail the multi-level materials, the mdmdua.hzed teaching procedures,
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and. the many problems of continued motivation which confront the

teacher of a self-directed reading program. Noall’s report also describes
research with a new type of pacing device which certainly -warrants
further consideration. More investigations of this type are urgently necded.

Another experiment with self-teaching materials ‘was conducted by
Eichholz and -Barbe (10) to determine if such an approach could result
in the greater learning,andfretehtri\oh_, of new words. The subjects of the
study consisted of four classes of seventh graders in “two schoals, with
one cxperimental and one control class in each school. There were no
significant differences between the groups on initial tests of reading or
intelligence. The authors prepared~a series of twenty-word ‘vocabulary
tests in three forms. A spbcially designed formboard for easy self-checking
of the tests was constructed for the experiment. Each test had _the same
correct choice for cach word; but with- different alternate choices. Each

“weck all of the students in the experimental groups were given two tests

and a story containing the words on the test. One test was taken as a
pre-test, then the story was read, and then a second test was taken for
homework. On the following week the third form of the test was givén
for evaluation purposes. The experimental group was also exposed to
brief lectures on the history of words andother vocabulary activities.
The control group took only the final test without the exposure to-context.
An analysis of the final results showed that the experimental group had
learned and retained a significantly greater number of words.

S S TR

These two investigations have considered in part the possibilities for

developing self-directed teaching materials in reading instruction. They

represent isolated beginnings in the attempt to individualize reading

instruction at the secondary level. A much greater amount of rescarch

is needed to determine if such efforts to individualize instruction are
worthwhile. Their effectiveness should be compared with sound develop-
mental reading programs conducted with Targer groups by thoroughly
well-trained reading teachers.

Concluding Statement -

This paper is a review of significant reading rescarch at the secondary
level and also includes reports from the elementary and college levels
when they bear on certain problems. The main topics considered here
represent particular areas of research which the writer believes are indi-
cations of important trends in- reading research at the secondary level.

Based on the review of research included in this report, the fullowing

X etdvon Ebom S 5 L4
oo ké‘kumlﬂ’ m.mﬁﬂ,i‘,w,HM,.,@%M,L

o e N 0§y o

A AR o o e At M 1 1

PRR———

L i et 1l e st
|




146 : ) SIGNIFICANT RESEARCH

conclusions might be drawn:

-1. There is a need for revision of current -instruments for'measuring com-
prehension, vocabulary, and speed. New formulations or models within which
to view our conception of the nature of each of these processes are presently
being evolved. o

2. There is some evidence that under certain conditions a developmental

reading program may be able to increase the results of verbal-type aptitude
tests.

3. Tk.re is little significant evidence at present that individualized readmg
programs at the secondary level are greatly superior to w iform group
instruction.

One final observation appears to be relevant. The literature on second-
ary school reading contains many articles advocating a school-wide devel-
opmental reading program for all pupils in the junior and senior high
schools. Yet a review of the reading research at the secondary level did
not reveal a single well-designed research investigation concerned with
a developmental readmg program involving. all members of a secondary
school faculty in a cooperative effort. Research into the nature, values,

- problems, and methods of such an approach is sorely needed at this time.
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Discussion

- _Dr. Robinson: I think that in-the time available Dr. Schneyer has done
an excellent job in selecting and discussing the materials. Of course, any of us
might make different selections or different reactions: All I can say is that his
conclusions from-what he covered are excellent. T

Dr. Suarer: I’m interested in the last conclusion, of course; that, although
we have been talking for the_past two days about cooperative programs between
subject specialists and reading specialists, we need to design and research these
programs ina much more comprehensive way.

_- Once again we have heard, as in several of the papers presented, the call
for a new conception of reading. comprehension ; a new model in which to
view what happens when.a student reads at higher levels of comprehension:

Sr. Jurtrra: There are more problems in the area of reading than in other
" areas because of the intangibility of factors involved in thinking. We should
try to think along the lines of evaluating thinking ‘abilities, -

Dr. ScuNEYER: I just want to comment very briefly to be sure I didn’t
give the wrong, impression. When 1 pointed out the limitations of measure-
ment in comprehension, I was not concluding that the specific skills in com-

_prehension- which we had discussed in _other sessions are not necessary and

. need not be taught. Pm simply -pointing. out that the measurement of these

separate skills is extremely - difficult. . -
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