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TODAY ] hlgh school teacher often ﬁnds hlmself ina predlcament as
_to how bcstto help a large number of students who are experxencnng
drﬂiculty in his subject area, Often- the teachér may suspect that the

 difficulty. is somehow connected’ with the students ‘reading abl]ltICS'

- However, since the scheol’s facllmes for: readlng instruction-may - well be
hmnted to- assisting” those students: who. have extreme reading: problems
-and ‘since “the” téacher himself - -may well -have had no training -in the
teachnng of readlng, the teacher is at a loss_in knowing what to do.
This Perspectwes in- Readzng is dwgned especially - for ‘the teacher
described in- the preceding - paragraph ‘The volume- presents many pro-
cedures for i unprovnng instructions in the several content areas; procedures
which are’ applications of various sound prxnclples of -reading. Not only
are these procedures well founded they are tanglblc -and practical as well.

“Some. Pnncxples and Procedures

In chapter two, Dr. H. Alan- Robmson emphasrzes that corrective
reading iustruction is the responsibility of all teachers who use the medium
of print. Since reading is-a“process rather than a subject, it is 1mpossnble
to separate readlng from content; the practrce of removing ‘students from

classfor training with materials unrelated to acadermnic subjects defeats .

- the purpose of. instruction. Fxrst, foi many.students there is little transfer
of learning. Second, although : some-reading skills may be taught in one
situation and applied in another, other skills need to be taught, applied,
and reinforced specifically in- ¢ach content area. The idea; then, that

reading can be taught first and content later would seem to be fallacious; -

the improvement of reading ability should be part of the content area
cumculum ‘ :
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2 ) ' - . - PROMISING PROCEDURES

Teachers should be aware.that a wide range of reading levels, strenrgth*;s,r

and weaknesses exists in the contentyarea classrooms, even in various
“tracks.” Included in this range are those students who are in need -of
corrective reading instruction. While these students are not as severely
handxcapped as the retarded readers—those who’ ﬁnd reading a totally

- frustrating: expenence—-—the) -have vanous difficulties - and dcserve the

maximum_help which the content" area teacher- can give,”

‘Among the general procedures for any content area” teacher to use in
the classroom are: - First, the teacher shouild establish readiness for reading
and studying to improve students’ understandmg The teacher, therefore,

“ should focus-the students’ attention on (1) relatmg priof experlences to
reading and (2) developing ]\ey words and ‘concépts necessary for various
selections. Serond, the teacher should assist. students in developing and

applymg individual study techmques Since “formula” study methods ‘

cannot be used.mechanically in all content areas, apphcatlon ‘with neces-

_Sary modifications should be stressed. Third, the teacher should utilize
multi-level materlal whenever possible: Differentiated assignments offer
increased . opportunities for accomphshment by individual _students.
Fourth, the teacher should place emphasis on purposes for reading.. These
purposes for reading are innately linked with readiness for reading.
Fifth, the teacher should be aware of the need for cont'nuous evaluation
-as an infegral part of instruction. Rather than evaluating an entire unit
“as such, the teacher should separate the work into smaller parts and
evaluate the smaller parts. Finally; the teacher should develop classroom
libraries in-order to enrich students’ backgrounds. These libraries should
be relévant to each content area and should contain materials at various
interest and reading leyels. As an addition to existing sthool libraries,
classroom hbrarxes can provxde on-the-spot motivation for readmg

Dlagnostxc Techmques

Dorothy Kendall Bracken stresses iin chapter three that in today’s high
schools specific evaluations of student reading abilities are necessary. A
teacher can no longer be satisfied with general comments; rather, evalua-

tion in terms of specific areas of comprehension or speclﬁc vocabulary

skills—to cite just two examples—is necessary.
In: ew:plormg the various factors that could contribute to reading_ diffi-
culties which would require corrective instruction, the teacher could well

" employ a specialist approach. In this approach, a vanety of measures,

both formal and informal, may be used. The teacher, therefore, should

-
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weigh' the relative values of standardized and -informal testing, possibly
* using informal testing as a means of supporting or extendmg the results
~ of standardized tests. Regardless of the measures used, it is important
that thc teacher evaluate expcd:ently and assess accordingly,

An 1mportant area to be evaluated is that of mental capacity or ability.
It is essential that the teacher be cautious of usmg just one capacity score '
as a-valid measure. -Further, since the ‘capacity score may well be influ- S
enced by reading ability, the teacher should be cognizant that individual )
capacity - tests adm:mstered by trained personnel often yleld higher scores o .
-than group test scores. . e :

.Means of evaluating mental ab:ht) other than group or md:vndual
testing amay -be' judiciously used: (1) speed of.learning, (2) spoken
vocabulary, (3) ability to orgamze ideas; (4) ability to see relationships

-among -ideas, (5) ability to gain ideas from listening. "In assessing the :
last-mentioned ability, two comparable tests may be used, one to be read e
-by the student, and the other to be presented orally by the teacher. A o -

Reading coriipeténcy or rcadmg level is a second important area to be - ' 7
evaluated. For this, the teacher. may use the reading section of a battery T
of achievement tests. Much can be gained by the teacher’s scoring these
tests himself—or otherwise analyzing the student’s errors—and by eliciting
from thie student the reasons why he responded in a certain way. Reading
survey tests may also -be advantageously utilized. Informal means of

) , evaluating reading competency include: (1) standard informal inven-

- o AR 1, tories, (2) teacher-prepared informal inventories, and (3) checklists of
S skills, - i

- The high school teacher should consider various other factors which

- - can infiuence students’ reading abilitiés. Among physical conditions which

B - ‘ may be of significance are visual functioning, and a history of severe |

o S “illness or unconsciousness, Emotional problems, educational problems 5 |
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such as class size or frequent change from school to school, and lack of

interest or desire to. learn must be considered m diagnosing reading
. difficulties.

.

The Reading Consultant

Nancy Vick, in chapter four, discusses the role of a reacding consultant
in content area classrooms, There are various services which the.consultant .
. * can provide: (1) knowlédge and understanding of students with reading
T 13 problems, (2) assistance in applying the special study: skilis needed -in
: IR each content area, (3) understanding of special methods of study, (4)
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PROM!SING PROCEDURES

demonstration of ways to teach vocabulary, (5) dcmonstratnon of ways
to increase comprehension, and (6) help in selecting materials.

In assisting teachers tc - now and meet students on their own ground,
the consultant can‘aid in- checking reading levels, both instructional and.
mdcpcndcnt He may- hc]p identify those students who are in need of
corrective reading. Further, the consultant may aid the teacher in under-"
‘standing individual differences in_ motivation, interests, and mental ability.

To help classroom teachers with special study skills, the consultant may
be of service in dcﬁnmg and separating the various skills so that they may
"be taught- ‘effectively. In- asccrtammg what- study skills-should be- taught,
consndcranon should be, given-to these. necessary for. locating- mformahon,

for-previewing and setting purpos& for reading, for outlmmg, for note- .

taking, and for effectively using maps, charts; graphs, etc.

The consultant may ‘introduce asspecial study mcthnd such as SQ3R
to be used in spccnﬁc contunt area classes.

Assistance in vocabulary  may.- be given in several ways. hrst, the
consultant may suggest methods by whlch words can be introduced.
Second, he may suggest words which probably will give students difficulty.
A third way the consultant can aid the teacher in the area of vocabulary
development is to help him keep informed of appropriate standardized
test results. Fourth, the consultant may suggest ways the teacher can give
instruction in the cﬂ‘ic:cnt, mtcllngent use of the dictionary.

The consultant may provide additional behind-the-scene services:
(1)- aid in sclecting, admlmstcrmg, and . interpreting various tests;
(2) aid in the use of informal means of evaluation; (3) assistance with
teachér-made tests; and (4) assnstance m dcvclopmg instructional guldcs

g

: ‘ Readmg and Writing

Leitha Paulsen and Nancy Larmer present in chapter five a method
for using writing to help the poor reader. Since many prior attempts to
integrate the reading and writing aspects of language arts have been
futile, perhaps the dlfﬁculty has been in the traditional read-then-write
approach. The method given in chapter five places first emphasis on
writing. Through organizing his ideas, the student can ‘better grasp the

meaning of the writing of others. In addition, skills ﬁxcd in writing are-
~ more readily available for transfer to reading.

All good writing, it is assumed, has structure; good writinig is not an
amorphous mass of words but a harmoniously patterned whole. Since
structure shapes meaning, the student must be made aware of structural
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unity. Further, the student should becomc conscious of structure in units
of varying sizes and forms.

Employmg the key word techmquc, the teacher assists the student in -
stripping down sentences which the student has written without guidance;
then this skill is- apphed to the analysis of a paragraph. From the key -
word analysis, the main idéa of the paragraph becomes apparent. The

~key word techmquc is thus used as a device for building structure. mto

writing.

- The student ncxt formulata cntena for a good paragraph a: clearly
stated main -idea, all-details supportmg this main idea. In addition, he
learns ‘to limit the topic senience. The student subwquently imposes
structure on what .others have written, The teacher leads the student
through various paragraphs, showing_that the main idea may be devel-
oped in-several paragraphs. Thus, the student is better able to sec the

" structure in-the writing of others. .

A sccond technique for dealing with paragraph umty is the use of_ ‘
carefully programed lessons which-seive “as cognitive .*“maps.”” These
maps, patterned_ after samples of -good paragraph writing, are worked

- out by the student :id teacher. Maps for.unity, order, and purpose.are

evolved; the student then follows these maps when writing paragraphs of
his own. The maps not only show the student where to begin and where
he wantstogo, but also they prescribe each step to be taken,
‘Specificity is a second concept considered in chapter five. Students
often tend to write in generalizations; their paragraphs lack “flesh and
blood.” In attempting to correct this weakness of student writing, teachers
have frequently used the generalization: “Add more concrete details.”

-The failure of this advice to significantly improve specificity suggests

that teachers should otherwise aid students in being more concrete.

Seven methods of support are suggested in this cliapter: (1).general
to particular, (2) particular to general, (3) division or enumeration,
(4) comparison and contrast, (5) details of space and time, (6) defi-
nition, and (7) causc-cffect. The teacher should recognize, however, that’
paragraphs scldom contain but one method of support; more often
methods of support are used in combination.

o Bvaluatum of Author’s Theme

Oliver André}scn cmphasrm in chapter six that a significant purpose
of reading literature is to gain insight into one’s own problems. In order
to assist students in ferreting out and passing judgment on the theme in
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i work of literature, it is valuable to utilizea profundity scale or measuring
stick that can be used from story to story. . . -

Such a profundity scale is detailed in this chaptcr. For the firz planc
of this scale, the physical plane, the reader is concerned only with the
physical actions of the characters, At the mental plane, the concern is
with-both physical ind mental actions. The third, or moral plane, involves
physical and mental activities in-light of a moral or ethical code relevant

‘to-time and place. The fourth plane, the psychological plane, incorporates
- the preceding levels plus the reasons why characters act as they do. The

final plane of the- profundity scale, the phllosophxcal ‘planc, embodies not
only the preceding planes but also the universal quality—valid, but not
entircly true—comnion to ail man.

The teacher may devise and implement other scales for the tc.ndung
of literature. Such scales could be .\dvantagcousl) “used in trc:mng
characterization, style, and the like, .

Reading in the Social Studies

Marion Jenkinson ohscrves in chapter seven that social studlcs cmbodics
a wide range of content, The reading material that conveys social studics
concepts is equally varied in term- of words, ideas, and modes of thinking.
The student not only must bring meaning.to the page, he also must derive

meaning from it. To comprehend this material, the student needs the

ability to interact appropriatcly with small and- lartzcr units, units which

Jdncrease from single words through paragraphs, The student must first

perceive words, then produce associations with these words. He must alse
select relevant associations and synthesize associations to produce meaning.

Two major considerations for increasing reading power in social
studies, then, appear to be: (1) the development of functional word
knowledge and (2) the development of strategies for understanding
material of this content arca. Three arcas of functional word knowledge
considered are (1) function words, (2) shifts of word meaning, and (3)
classifying through word meaning.

The development of function words-—-coordmators or connectives—

" should be systematic, since these wo~ds give direction to thinkiug. Among

these funciion words are those that indicate cause and effect (c.g.,
because), show condition (if), reveal contrast (whereas) }» indicate time
rcl.monshlpa {before}, and show parallel ideas (lhcn‘fore) Further,
among ‘these words there are many which have varying meanings, for

example, while, which may indicate time, condmon, or parallel ndc:m. .

s
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Beginning with his own expaience, the student should be made aware of
the differences in meanings,

Diflicultics which students in social studies experience with shifts of
word meaning arise from the usz of familiar words in unfamiliar contexts,
and from the metaphorical implications of terms. Some understanding of
students’ difficultics may be gained from considering a term such as

“machine age.” : -

One of the main methods by which the %ocml studies teacher can aid
thinking through language is b\ mmg words to aid in the classification
) of ideas. Since most learning occurs in the recognition of similarities and
-9 X differences, the teacher should explore the possibilities of direct classifica-

S i tir ) through this method. Sccond, the teacher should recognize that the
i ability to apprehend overdapping classifications develops slowly and is
barely achieved by the time a student enters high school.

The second miajor consideration for increasing rcadmg power in social
- studies is the development of strategics for understanding material of this

R . context arca, and may be divided into teaching strategics and studying

- strategies. The fiest teaching strategy is dcvciopmcnt of awareness that

o ] “the: main idea of a passage may occur in various positions, or it may be

. o iny phut A scoond teaching strategy is developing competence in coins-

' prehension through discussion with a student of his own errors.

- ) . Inherent disadvantages to the traditionat methoc! of outlining indicate

that application of diffcrent-methods of organizatidri which follow the

steps in the developing logic of chikdren is an important strategy for

studying. Two different methods, the hicrarchical and matrix plan, are
detailed in chapter seven,

R Y i

Corrective Reading in Science
‘ Students who need corrective reading instruction in high school science
. classes, George Mallinson observes in chapter cight, arc primarily in
’ “gencral” courses such as gencral science, general biology, or general
physical scicnce, These students, who often have been discouraged from
- taking more specialized courses, experience difficulty because the content
- of the general courses is drawn from many science disciplines, because
extensive basic vocabulary is used and because many terms appear which
arc infrequently used in other materials. In addition, students often are
taught by teachers who have received little or no training in the tzchniques

= ¥ involved in teaching reading or in the.principles involved in learning to
% .
o ‘ g .
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8 PROMISING PROCEDURES

T fVaﬁopé “positive actiéﬁq—'.techniqucs‘ which” have been successfully

tried-—may be used by the science teacher to aid the student who needs
corrective reading instruction. First, the teacher should take time to assist

the reader, rather than merely asking him to read a certain number of®

pages. Second, the t;;;cligr' should -explain-_the -various parts of the
textbook c.g:, table of contents, glossary, and index. A third positive action
is having' the students outline chapters of the textbook by copying and
Placing in-the proper hicrarchics.the headings and subheadings. The
student: then places items in-the correct hicrarchies and. explains his
reasons for doing so.-Fourth, the teacher can profitably-use material other
than the basic texthook: The use of this material should be- carefully

planned. Fifth; the science teacher can compare and- explain varying

usage of terms, for example, the scientific_use of —‘fa.gfgy” as compared

with the everyday or -colloquial usc. “Syéth, the wucbcrmay_ have the
student compare - “‘science. corners™" of “newspapers with _appropriate
sections of textbooks, Thus, the student is given the opportunity to detect
estors, and he learns the importance of considering- the- authenticity of
pfinted statements. - - - - R :

~ While there is no appareat panacea for the teacher of science working
with students who require corrective reading instruction, judicious use of
the foregoing positive actions—with adaptations when necessary—should
help climinate some of the problem reader’s difficulties in science.

| Corrective Reading in Mathematics
In chapter nine, Richard Muclder presents several methods for helping

“students read mathematics. The teacher should initially consider the use

of various results of tests of mathematics skills which (1) help define the
limits of the reading-problem in this content area; (2) suggest categories
of ‘the problem, for example, speed in. relation. to comprehension; (3)
focus attention on individual students’ strengths and weaknesses; (4)
point out  nced for supplementary materials at a variety of levels; and
(5) are . in choosing aids to help promote readiness.

- Various techniques for aiding students during the school year are

detailed. By establishing; early in’ the year, purposes for feading mathe-

matics and by suggesting ways for improving their reading, the teacher
gives the students a good start. Ways of improving mathematics reading,
suggested by Mr.. Muelder, -include, first, assisting -students in using
textbooks effectively; second, discussing the condensed nature of mathe-
matical writing—the density of ideas, the importance of single words, and
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the high level of abstraction; third, emphasizing the need for several rates
in reading mathematics; fourth, previewing an assignment- to gain 2
general idea of what it is about; fifth, mdlcatmg the importancc of carcful
rereading. For this rercading, the student may need to use pencil and
paper, and work out parts to understand the whole. The student should

try to picture what he is reading and should draw ﬁguns from definitions.

He should also ask questions of the author and be critical. A sixth method
is. undcrtalung planned vombulary study. The student may maintain his

own glossary; not only for-review of words but also for cmploymg luncs-—

thesia to-aid learning. -

Following presentation, th& tcchmqus should bc evaluatcd by the

students. This evaluation - pcnod offers the mathematics teacher an

-excellent-opportunity to reemphasize the significance of efficient mdmg

. Questions Admmnstmots Ask About Radmg
Nila Banton Smith obsesves in chapter ten, as educational history goes,

- it is only recently that the teaching of reading has been considered an

appropriate sccondary-schuol cubjcct. Administrators have only recently
displayed a keen interest in‘the: teaching of reading; they have shown an
eagerness to do something worthwhllc to improve reading instruction;
they have actively sought mfotmatxon and advice.

A frequent question which administrators ask about reading in the
secondary schools concerns the u:tmmologv which designates the differing
types of reading instruction. For-the purpose of this Perspectives, it is of
value to distinguish- between corrective and remedial reading. “Corrective
reading,” Dr. Smith states, “is used to designate the type of work done
with less serious cases, those who perhaps are retarded only a year or so
in terms of potential, who apparently have no deep-scated cause of
difficulty; and who respond readily to treatment. Such students usually
are taught in groups according to their particular needs and abilities.”

A second question, frequently asked, concerns methods of convincing
both students and parents that corrective reading instruction is necessary.
The_current job situation requires an education which is in a large part
obtained from reading. Further, our modern, fast-moving civilization
demands that everyone develop speedier and more effectivé reading skills.

Since surveys reveal that many high school students are not rcadmg as

well as they should, corrective reading seems necessary.
A third question pertains the involvement of subject-matter teachers in

corrective reading programs. Interest may be created by requesting

T




10 PROMISING PROCEDURES

teachers to be- present at preliniinary activities designed to create and
encourage interest in the school’s reading program Teachers should be
.included in pl'mnmg activities, too.
A fourth question concérns what specific thmgs the content area teacher
R .can-do in his classroom. Ch.lptcrs ﬁw through nine proude a wealth of
L “valuable: procedures. — :
R \nothcr‘f?"c@ucntqumuon asked by admlmstratoxs pertams to. locatmg S -
s quahﬁcd reading - specialists.. Placement burcaus andstatc" educational o -
- institutions should be-of- hclp. Or a school can dcvclop a spccxa.llst from ) -
. _a member of its own ranks. ' e
e - Answers to other qutstlons-—such as “What should I look for in .
- eniploying a reading specialist?” “What may [ .expect of a reading
consultant in secondary school?’—and pointers for starting-a corrective
. rcading program and. for conductmg in-service courses for teachers are
- given in  detail in chaptcr ten.
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“tool must accept the responsibility of “helping his students contend

- H. Arax Rosixsox

_ UxiveraiTy OF Cuicaco

2. Correctlve Readmg in the ngh School R =

Classroom. Some Prmaples and

Procedures

N THE EARLY DAYS of American cducation, it was assumed that a
= student learned to read in the primary grades and then he read to
learn in subsequent grades. Today we know that the assamption has little
validity for the various . dlscxplmes present a multitude of differing,
complex ideas on the printed page. In order to cope with the increasingly
difficult concepts and the rapid-fire changcs within a content field, many

. hlgh school students need concrete assistance in understanding, inter-

preting, evaluating, organizing, and utilizing the required and supple-
mental reading demanded of them. The very curricular changes which
demand- heightened concept development, which call for the ability to
deal with a variety of types of reading materials, and which put a
premium on critical thinking, cause the reading tasks to magnify and
extend the complexlty of the reader’s role.

The assistance-needed by many of our students cannot he provided
easily by someone else—other than the classroom teacher responsible for
instruction in a particular content area. A reading teacher or reading
consultant may be of some aid, but this person cannot possibly:be as
familiar with the types of reading in a given subject as the teacher-cxpert. .
And even if the reading specialist were particularly l\nowledgeablc ina =
given field, the time the student normally needs the did is when he is
confronted with a -problem within the classroom setting. Hence, any
content area teacher who uses the medium’ of print.as an instructional

efficiently and effectively with the reading tasks of the specific discipline.
Transfer of learning. In the past, educators seem to have depended on
the questionable concept of transfer of learning to take care of the many

11
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12 SOMEdPRlNClPLES AND PROCEDURES

3

gaps they did not help thelr students fill during the high school vears; For

- alarge percentage of our high school students the gaps remained, for they

could only make the transfer if the next learning situation was identical
to the initial onc. When the next learning situation displayed different
characteristics,” they - faltered or- failed- because ‘they did not possess the
secunt) of: ﬁexxbnhty which would pemut them to alter-or aniend the
-pattern initially mtabhshcd To some extent ‘the problem still confronts

- “us. When we’introduce a reading skill in one framework;- using a par-

ticular- type of- readmg ‘material, we often- -assume that it is- taught and _the

student can now apply it-in all other situations. Obvxously, “for many of

our students, this is not valid. Direct guidance is needed in application

and adjustment of specific skills as they are used with different materials
and for different purposes, :

If we agree that introduction, mstructnon rcmforcement, and review
are essential aspects of lcammg, then it is conceivable that a skill may be
introduced and taught in one. situation, using- certain kinds of materials; .
and reinforced i in another sntuatxon, using other kinds of materials. Review

- is probably mentlal n both situations. But, if the skill is to be retained

and used, it is best introduced -and taught in the situation where it is
1mmed1ately needed. For example it the hlghgschool houses develop-
‘mental rcadmg classes (this is & slightly mcongruous concept anyway,
since there is no such subject as reading; the reading process depends
upon a content), and if the “common” reading skills are introduced and

, --~taught in the reading classes, reinforcement and gulded application are

needed in the content areas hat fake use of siich common skills, On the
other hand, some skills (often. specnahzed but sometimes the common
skills used in specific ways) are best introduced and initially taught when
needed in a -particular content area. The skill of outlmmg is far better
taught initially with the exposntory material in social studies than with
the narrative material of the literature class. The skill of followmg printed
directions is needed far more frequently in _mathematics, science, and
home economics-than in social studies, English.or French.

_ Patterns of writing, One very important reason certain reading skills
assume pamcular sxgmﬁcance in certain content areas, is because of -
differences in patterns of writing fundaments! to specific disciplines.
Smith (2) pointed out that although patterns m literature have been
established for years, we have not looked carefully-tenough at the patterns
in other subject areas. In her stidy of 206 textbooks used in grades sevén
through twelve, she found some distinct patterns in science; social studies,

o
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ROBINSON - ) - 13
and mathematics. In science she named classification, explanation of a
technical process, instructions. for an experiment, detailed statement-of-
facts, description of a problcm-solvmg situation, and abbrevranons and
cquations as the major patterns of writing. In social studies, she pointed
out. pxctures and maps, cause and “effect; sequential events with dates,
comparison, - detailed statcmcnt—of-facts, and - propaganda as the most
frequent patterns. In mathematics, she described. the short- paragraph
setting forth a problcm situation, cxplananon of a mathematical- process,
-graphs and charts and specxal symbols sxgns and formulas as-the chief
pattcms . - -

The content area teacher who is able to help poor rcadcrs view the

most significant patterns and set purposes - for reading in terms' of the

patterns, will probably help- these students reap ‘benefits they never felt
were achxcvablc:Thc Tecognition-of pattcm is the recognition of structure;

_many v of the chaptcrs in this book wiil pronilgate the theme that problcm
readers can be helped: to best remember and comprehend if they are able

to use structure and orgamzatxon to unearth ideas. For ‘example, the .

student who becomes used to surveying his rcadlngpnor to study, searches
not only for what the author says but. how he says it. Recognition of a

~ cause-effect pattern-in social studies material will help the student set a

purpose for rcading and provide a’pathway for ‘ideas. Leatning the

characteristic pattern of most mathematical problems focuses the reader’s

concern on important steps leading to process as opposed to content.
Hence, emphasis placed on” the writing patterns in the various subject-
matter areas will enhance reading skill, and will, in turn, improve the
poor reader’s opportunities of understanding and remembering the very
ideas which are of chief concern to him and- to his teacher.

- Corrective Readmg

Who is this poor rcadcr capable of receiving hclp in the content area
classroom? He is not the student with such severe learning difficulties and
such a low reading level that ‘he is totally unable to function in the
classroom. He is not the studcnt with a very Tow rcadlng level who has a
severe emotional problem. He is the student who is ‘not reading-up to his
capacity; who usually understands and retains what he hears but has
recognizable problcms in handling the textbooks, reference materials, and
supplementary reading required in the partlcular content area classroom.
In the next chapter, Mrs. Bracken suggests some concrete methods of
1dcnt1fy1ng the student in ‘need of corrective hclp, and also indicates

T T NI
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14 . SOME PRINCIPLES AND PROCEDURES

spec:ﬁc ways of learning more about his individual strengths and‘
weaknesses. T ‘

In the concluding chapter-Dr. Smith contrasts corrective reading and
remedial reading in an endeavor to enlighten the administrator. She
makes a valuable distinction and one which the -content area teacher

" must keep in mind. The- scverely retarded reader i in need of remedial help
needs highly individual help based on ‘highly- spccxahzed diagnosis.-The
content area teacher cannot_be expected. to piovide such trcatment. The
learner i in need of corrective readmg, on the other hand, is not severely
retarded in reading” and usually responds-well to treatment. Stich treat-
ment is ot . only within the realm of possxbxhty for the content area
teacher, but actually his respénsibility. This entire book focuses on under-
lying principles and pragmatic activities related to that responsibility.

Here are some exaniples of high school students-who could profit from
corrective help in reading:

(1) John Jeffrey is a high school senior who obtains satisfactory gxades but
never seems to have time for anythmg else but study. He belongs to no
clubs and doesnt participate in any other -«chool activities. His
intelligence is high and he scores extremely high on a reading achieve-
ment test. On questioning, John indicates that he sperds six to cight
hours every day on his school work. He-finds it necessary to read over

. and over his materials in order to remember the information” and
concepts. His normal study techmque is memorization.
John appears_to need help in learning an organized attack on his
reading in addition to learning how to make notes and outline.
Although his reading level is high; the study reading he accomiplishes
takes its toll on hin by shutting out many other life activities. John
needs help from every teacher in how to most efficiently deal with the
various leadmg materials in the particular disciplines.

(2) Jacqueline Crisp just passes in all of her tenth grade subjects involving
reading, although the results of intelligence tests and her general alert
attitude would suggest that she should do mush better, She reads
haltingly when called on to read orally. Her written assignments based
on outside reading scem to show that she uses words incorrectly quite
often. She does poorly on the vocabulary section of reading achmve-
ment tests. e
Jacqueline seems to need help in vocabulary development in all of her
subjects, Perhaps the English teacher might help her work out a
method of improving her vocabulary, but obviously the teachers in each
subject will necd to help her deal with the technical vocabulary of the
particular area.

e
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ROBINSON ‘ - 15
(3) Mike Robbins is having a terrible time in ninth grade General Science.

e He does well enough in his other subj. :ts but he seems to be quickly

= moving toward the failure level in this subject. Upon examination of

the General Science textbook, which is the one book being used in the

course, the reading level is approximately at grade fourteen. Mike's  ~

reading level is about grade ten.

Since the textbook will not be discarded, Mike needs to be helped in
" léarning how. to make use of the various-contextual, typographical, and
o structural aids in the book. He needs to learn a study system using the

N T ' book. This, of course, can best be accomplished by the science teacher
S B ] o and Mike rather than someone not familiar with the book or the
. - - subject. (Incidentally, the classroom teacher will want to soon deter-
) - “mine whether or not it is wise'to use this particular textbook.)
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Here is an example of a high school student who could profit from
remedial help working with a trained specialist rather than expecting
appreciable help from the classroom teacher: ;

Bert Cluny is unable to read any of the materials normally used frr

instructional purposes in any of his clses. He finds it-difficult to communi- T g

o G cate ideas even when magenal isread ti him. He achieves, ona standardized
- : reading test, four grades below his grade level and six grades below his very
- ' fine potential. He seems nervous and distracted in all of his classes excent -

physical education. ‘ .

Bert must obviously have a more intensive diagnosis, but just from the :

evidence at hand he appears to be in need of remedial reading and perhaps

other kinds of assistance too. The classroom teacher cannot do more than be

sympathetic, 'try to make leaming as attainable as possible under the

circumstances, and give full cooperation to a specialist who should be

working with Bert. In the_event that no such. specialist is available, the

teacher should attempt to. get help from an outside agency.

The examples cited above are but a few of the many types of possible
problems. Examples, unfortunately, can often mislead because of too
- much spccnﬁcny or too much generalization. These arc just meant to
- serve as pragmatic definers of the terms used—corrective or remedial
readlng ‘

Track systems and other-methods~of school-wide-greuping will not
: eliminate the nced for corrective reading. The range of reading levels may
s be ‘more limited in the classroom when the school has used a grouping
z system bascd on reading achievement, but the individual strengths and
B ’ wcaknessf:s of the individuals in the classroom remain varied and multi-

3§ tudinous.’ The high school teacher in the classroom using the content of
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o

- the discipline becomes a corrective reading specxahst in his particular

subject area.

Principles and Procedures

In chapter oné, Mr. Parsley summarized a number of basic principles .

and procedures suggested by the authors of various chapters in this book.
He cited several general procedures suggested in this chapter for the use
of all content area teachers. These procedurc-pnncxples are elaboratcd
upon here along with addmonal rccommcndatlons of a genéral nature.
Chapters five through nine, conicerned with the various subject matter

fields, specify application of these suggtstxons and add new ones pertinent
_to particular disciplines.

1. Readiness. The problem reader needs special emphasis placcd on

_readiness for a- gwcn content and for the usc of certain skills that he must

be prepared to use in order to read and study that content. Time spent on
developing readiness with those who need' it “will | prove profitable for
both students and teacher. It is not time taken away from teaching the
subject matter; it is the wise use of time which will ‘result in improved
undcrstandmg and retention of ideas on the part of the student who has

been experiencing difficulty with reading assignments.

Whiether the reading assignment, is to be accomplished in class or at
home, the teacher must set aside enough time prior to the reading for the

development of readiness. Readiness might normally consist of (a) relating

the past experiences of the students to the new reading assignment, (b)
discussing technical vocabulary, (c) setting a purposc(s) for the reading.

O The use of earlier reading assignments and othér vicarious experiences,

as well as actual experiences when pertinent and possible, as a tool to

_ opening a new door is almost always beneficial. The student realizes that

he is hot approaching an assignment completely foreign to him. Discus-
sions of a few significant words or terms used in the assignment, prior to
reading it, also help students feel a sense of familiarity when they approach
their assignments. Discussion of technical vocabulary, in addition, aids in
setting a purpose or purposes for the reading since the reader is urged to
find out more about the contexts surrounding the words. Good questions
by the teacher and questions elicited from class members can also be used
to set purpose(s).

The type of readiness activity described above is probably lmportant
for every student. It is;, however, particularly significant for the reader
who finds the assiznment difficult. Some of his insecurity and his fear of

i
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ROBINSON 17

the complex and unknown is diminished. He knows a little something at

least about what.he is to rcad before he reads it. Setting purpose(s) has.
, limited his responsibility. and he isn’t responsible for rcmcmbenng that

mass of black print. .

Organizationally, the teacher may work on such readiness activities
with the whole class, a group, or an individual. The assignment, a more
complex assignment, or another actmty may be given ‘o those students
not engaged with the teacher in prcparmg for the reading assngnmcnt In
most instances rcadiness work can be accomphshcd within a"ten minute
period. : oo

2. Study-techniques. Readiness for reading and study is an important
concept but may have limited usefulness, unless the student has developed
study techniques which will enable hfn 8 organize, and, hence, com-

~ prehend and retain, the information and ideas he meets on the pages of

print. The content area teacher must play a role in hclping the student,
cspccmlly the problem reader, dcvclop such .techniques.” Each discipline

" organizes and presents idcas in different ways. Each- picce of reading

matter has a somewhat different pattern than the next.
In each subject matter classroom where reading plays a vital role, the
teachier should direct oricntation and follow-up lessons on approaches to

_ study with the important reading materials which will be utilized' fre-

quently. Students need practice in overviewing or surveying or previewing
the material they are to study before engaging in the study act. Time
given to this activity in class, particularly at the beginning of the year and
when new materials are introduced; will help the student develop the
technique fer his independent rcading.

Students can be helped to examine their own study techniques and

make efforts to improve them if teachers in the particular content ficlds -

will talk over each student’s techniques with him, individually. There is
no one technique that is best for all students nor should a teacher be
attracted to a particular study method and enforce its use upon all
students. Overall, the student needs guidance in learning how to survey,
prior to study; to set up reading purposes, to make orgamzcd notes, and
to review his efforts.

The study of a science chapter in a science textbook with its experi-
ments, with its diagrams and accompanying text, and with its rather terse
expository style is not quite the same activity as the study of a social
studies chapter with its maps and charts, its greater redundancy in
presentation of wdrds and ideas, and its somewhat more narrative style.
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Obviously, the-student who learns how to stud\ a chapter, any chapter,
will relate some of his knowledge to all chapters. The problem reader,
as pointed out previously, tends to have great difficulty transferring such
knowledge from onc reading situation to another. The teacher must help
him learn how to contend with thc specific materials in the specific
content arca. .

3. Mulli-level-materials. With the birth of paperbacks and othcr means
of packaging prmtcd materials, accompamcd by important changes in

“school curriculums in the content arcas, it is almost impossible for the

teacher to avoid the use of multi-level materials cven if he wanted to do
so0. A planned program using multi-level materials, when possible written
at the instructional reading levels of the problem readers in particular,
will permit them to contribute to class discussions and begin to make them
more cffective i in reading. There are_n materials available today at many
rcading levels dealing with most of the concepts important in each
content area.

If the teacher expects students todo a g,rcat deal of independent work
through textbook assignments, it is desirable that several reading levels be
represented. One way of assuring this is for a subject matter department

to.order a copy or two of a textbook designated for a specific grade level

or-course from each of the publishers they fecl have adequate to excellent
books. These books ought to be evaluated on the basis of strength in
subject matter and ranked in 1-2-3 order. Then a readability formula (1)
ought to be applied t6 cach text. In ordering the books, both strength in
subject matter and readability should be considered. The teacher might

want to order three textbooks and assign the most difficult to the readers
who appear to be superior, the grade level book to the average readers,
and, if there is an easy edition, the casicst to the poorest readers. Even
though every bit of information may not be contained in each book, ideas
can be shared by discussion and mtcrchangc of books. In fact, crmcal
reading becomes a daily occurrence.

4. Differentiated assignments. Another way of helping the learner with
a reading problem is to be surc that his assignments are feasible. Poor
readers arc often frustrated at the outset when they face a large mass of
black print with hazy jurposes for reading or perhaps none at all other
than, “Read chapter six and come to class prepared to talk about it.”
They may also be very dismayed when confronted with too many
questions to answer (purposes of rcading), or questions that call for
cvaluations hevond their abilitics,

-
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Whether using one textbook or multi-level materials, the teacher may
3 ' ask different individuals to be responisible for different assignments. Such
i attention to individual abilitics enhances discussions, and enables varicus
individuals to contribute in depth on specific topics. The ability to listen
becomes a significant aseet because cach “reporter” has carcfully read
) ) only a part of the total chapter or sclection in terms of his own purposes.
{ o ‘ 3. Questioning. An obvious tool for the teacher, apparent as a part of
. - : . ciach of-the preceding points, is the art of questioning, The teacher who
R S T carcfully thinks through questions to ask during the readiness period can
o ; help the poor reader inumeasurably. Questions which may be turned into
: purposes for reading havesimmediate value. "The more guidance students '
b receive throngh the questions devised by the teacher, the more opportunity ’
they will have to emulate the examples set as they preview or survey the k
material they are to study on their own. 7

The teacher can also help the poor reader fecl an important part of
the group by dirccting questions toward him which he is likely to be able
- . to answer. In some cases the teacher may want to mect with a small group
of poor readers by themselves before a total class discussion to assist them
in organizing their thoughts and to help clarify some confusing arcas.
Questions asked of the poor reader shonld not.be limited to the literal
comprchension type—What? IWhen? Where? Who? How? Poor readers
are perfectly capable of coping with IWhy?, if they have received prior
help with skills of interpretation with materials at levels commensurate
with their reading abilities.

6. Euvaluation. Poor readers, especially, must be able to meet with
frequent success. They often meet with exceptionally infrequent success
for cvaluations of their progress most often come ii the form of tests of
~ large units of work. There is more opportunity for successful experiences,
A if small units of work are evaluated by the teacher and by the student.
Sclf-cvaluation of smaller units of work will permit the poor reader to
accept failures which can be turned into successes in the near future
rather than having to wait for the results of a big test.

Obvioudly, the cvaluation of small units does not negate the evaluation
of large. units of work. The poor reader, however, is much better able to
cope with the large unit test if he has viewed, analyzed, and reviewed
the smaller units. Continuous evaluation as a part of the total teaching
pattem can make a vital contribution to the reading progress of the poor
reader (4). ) .

7. Classroom libraries, Poor readérs in a content area often have
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limited background experiences related to the area. They find it difficult

to gain these experiences at a rapid enough pace working with the
materials being used for instruction. One way of helpang poor. readers fill
in on this background and have them enjoy doing it is to have a classroom
library. The math class, the science class, the physical education class, the
industrial arts class should all contain some type of classroom hbrary,that
changes at least once a month. The materials in_it should be related to
the subject area and sometimes to particular units of work. The materials
should range in rcading level from the lowest to the hlgh& rcadmgskvcl
represented in the dass, Somé of the books and magazines should be
non-fiction and others fiction. All will help enrich backgrounds, and
increase the ability of poor readers to make contributions.

Classroom libraries are necessary whether a school has a central library
or not; more so, of course, if there is no central library. Teachers cannot
bemoan the fact that students do not do enough “outside reading” when

*the books are not accessible at all times and when the teachers are not

actively encouraging students to read. Obviously, {00, the school librarian
cannot be left with the total task, nor can the English teacher who has no
more responsibility for this than the geometry teacher, the history teacher,
the biology teacher. Each teacher in the school has the obligation of
helping poor readers widen their backgrounds in his subject arca, just as
cach has the obligation for helping with skill development. In this area of
“free” reading there are probably more teachers with obligations. The
physical education teacher, the art teacher, the music teachcr—and others
who may not rely on written material for direct instruction most of the
time—certainly can house small classroom librarics and ercourage stu-
dents to broaden their backgrounds in their particular areas,

8. Non-print materials, Although poor readers need as much aid as
possible with reading skills, they- also need to be encouraged to turn to
reading; the content area tcacher can help through the use of non-print
materials. The poor reader must be able to learn through a variety of
other media planned to reinforce and to replace reading. Tapes, records,
filmstrips, films, TV, models, and realistic experiences are useful if they
are sclected, evaluated, and utilized as carefully as print materials. They
can be potent aids or uscless time consumers,

Often a well-selected filmstrip can clarify a concept that the poor reader
found very hazy when he was reading the assigned selection. The poor
reader must be as carefully prepared for the filmstrip, however, as he was
for the reading selcetion. Time spent in linking his background experience
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to thc film strip prcscmauon, discussing technical vocabulary, and -etting
purposc(s) for the wcwmg ‘will add to understanding and retention.

9. Classroom organization. The poor reader can be helned by the -

content arca teacher through the use of many whole group 1cchmqucs,
but cventually the teacher must work with him in a small group situation
or individually. Although it is difficult to group in class periods that range
usually: from 42 to 48 minutes, there are too many individual needs in
any given d.mroom te permiit lack of some individualization of instruc-
tion. The content arca teacher must plan at times to work with certain
“small groups or specific individuals while the other members of the class

" ~work on other mngnmems. :

" For the teacher who is not used to groupmg but wants to do so in

order 0 carc for some individual needs, here is ene suggestion. Start by

using onc period a week for homework assignments to be done in class.

Make sure the assignments are differentiated so that no student will be

done before the class-period is over. Those who don’t fiaish assignments
may do so at home. Observe the way your students study the first time
you try the method. Give help to individuals as you walk around the
‘room. Gradually; on another day, work for longer periods with individuals
in need of your help. Then one day, after spotting a common need among
five or six of your students, work with one ymall group for twenty minutes
or so. Remember your students will need to beconie comfortable with the
method just as you will. As long as you have given assignments to those
you are not working with that will carry them througis the period, and as
students really sec the value of the method, it will become a valuable part
of cach week’s work. Eventually, you may want to grounp more frequently,
or in different ways for different thmgs.

10. Team teaching. Coopcrauvc planning and coopervative tcachmg
appear to hold much promisc for the poor reader in the secondary school
classrooin: Corrective instruction in reading the material of a particular
content arca could be planned into the teaching design and implemented
rather casily when two or more tcachers are on the scene. It would even
be possible for the reading teacher or reading consultant (if the school
has one) to act as a team teacher, if the activities were carcfully and
cooperatively planned. Such a team effort allows the corrective reading
to take place in the content arca classroom and directed by a specialist,
The classroom teacher may learn some rcadmg techriques and the reading
specialist will certainly learn about the content area. Most important of
all, the poor rcaders should derive maximum benefit. -

]
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- Concludiﬁg Remarks

Students in need of corrective reading will always be present in our
classrooms. No matter how well students are taught to read the materials
present in ‘the elementary school, a large number of them will meet
complex materials, too difficult for thém to cope with, when they arrive
on the scene in the secondary school. Others will come from the elemen-
tary school with low reading levels because._the pace was too fast for them,
or because their ‘experiential backgrounds were poverty-stricken, or
because they were the victims of a multitude of inhibiting factors. Some

* will read well in certain types of materials, but-not'in others. No matter

the reason, they will be present. Teachers will need to be prepared to work
with them. , : :

"When possible, content area teachers in secondary schools will want to
take a reading course which will provide them with many techniques to

-use in helping the poor reader. They will want to work with reading
" specialists who may be available in their school systems. They will also

want to read current- professional material from which they may extract
ideas. It is hoped that this book will offer enough in the way of specific
suggéstions to provide some fundamental assistance.
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3. Diagnostic Técliniqucs for Classroom Use

Dlsccssxoxs with high school teachers often begin with the question,

“What trends in the reading field do you sec in rclation to diagnosis?”
Discovering the strengths and weaknesses of teen-age readers is a vital
issue in the improvement of reading instruction. No longer-¢an a teacher
smugly say, “This student’s comprehension is poor, his speed slow, word:
attack unsatisfactory.” Which areas of comprchension? What degree of
eficiency in speed? Which word-attack skills? Furthermore what is “poor”
and “slow” and “unsatisfactory”? With whom is the student being
compared? Is his capacity for learning taken into consideration? What
attention has been given to physical, emotional, and environmental
factors? These and similar questions need to be raised whenever there is
a discussion of poor reading performance. In order for high school
teachers to work cffectively with students, they need to consider the
reading specialist’s approach to diagnosis, to the place of standardized
tests, to the role of informal testing, to the advantages of observation as a
diagnosis, to the place of standardized tests, to the role of informal testing,
to the advantages of obscrvation as a diagnostic tool, to the teaching-
learning situation as a valid test situation, and to the task of synthesizing
these various ways of securing pertinent information.

A special reading teacher is usually highly successful in helping students
with reading difficulties because the teaching approach is diagnostically
oricnted. Rather than an attitude of “Here I am to give you content
material (or teach you a skill) and then test you on it to see if you
learned it,” the specialist’s approach to the student is, “We’ll find out
everything we can about the factors which operate in this learning
situation and give help at the points of weakness as we are able to
discover them.” The former isa teach-test (sometimes teach-test-punish!)
approach, while the latter is a diagnose-plan-remediate line of action.
Classroom teachers can readily see that the latter attitude makes possible

23
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a contribution from the learner, thus building within him an attitude of
seeking to understand his difficulty and of helping to find ways to
overcome it.

In proceeding with dnagnosnc techniques in the classroom, the teacher
must consider the role of standardized tests in relation to informal tests.

" The trend is to realistically appraise what the scores on standardized tests

indicate and to better interpret tests results. Certainly we should not
abandon. the valuable tool of the standardized test merely becaus of our
misuse of the information it yields. On thc other hand, enthusiasm for
informal methods of testing points a way “for all teachers, regardless of
availability of standardized tests and measures. Informal tests also provide
ways of substantiating results secured from the more formal standardized
tests. Arthur McDonald wrote (12):

Modern appraisal, however, depends on more than just the administration
‘and interpretation of standardized reading tests. Appraisal, as here used,
means the assessment and .analysis of ‘the status of reading performance
based on definite expert judgment. Thus, an appraisal of a pupil or a class
will be based on all means.of securing information which are appropriate
_ to the situation and which are congruent with the law of parsimony. So, in
appraising reading performance of a class, a teacher will resort to a wide
range of means of securing information, including standardized tests,
informal reading surveys, planned observation of pupil behavior in reading
situations and other behavioral settings, study of relevant background data,
- etc.

Master teachers have always used observation as a means of studying
their students, but today an even greater emphasis is being placed on the
informal use of observing the student as an important means of diagnosing
his strengths and weaknesses. To go further, the teaching-learning situation
itself presents an opportunity for the teacher to gather diagnostic data
concerning students’ reading performance. At the University of Chicago
Reading Conference, Mary Austin (15) stated:

. Diagnosis is an on-going activity in the classroom of an able teacher who
regards teaching as a continuous diagnostic process—a daily evaluation of
children’s needs as they learn. The skilled teacher sees diagnosis as a first
step in planning appropriate instruction and materials for his students.

Today’s teacher must use all the techniques available in order to
evaluate expediently and assess accurately the wide range of performance
found in the average high school classroom. Therefore, he needs to know
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(1) the techniques for discovering mental ability, in order to set up
expectancies for his students; (2) techniques for discovering reading
competencies so that he can give help in areas of weaknesses; and (3)
considerations which must be made of other pertinent factors, since many
students may have deficiencies resulting from problems in hearing, vnsnon,
emotion, cnvn'onment, mouvatlon or interest.

Techmques for Dzscovenng Mental 'ABility ~

One formal way of securing an indication of native capacity of students
is, of course, to administer a standardized group intelligence test, such as
the California Test of Mental Maturity (4), the Primary Mental Abilities
Test (14) or similar tests suggested by Austin, Bush, and Huebner (7).
Since most schools have a testing program which includes the administra-
tion of mental ability tests, the scores from such tests are oftcn available
from cumulative cards.

Several warnings should be considered at this point. First, attention is
called to the fact that when the scores on group mtelhgencc tests are
compared with those on individual intelligence tests given by a trained
psychologist for the same student, the individual test often yields a higher
score than the group test. Second, teachers and administrators must

. remember that the score on 2 mental maturity test is not the pupil’s 1.Q.
- but only represents a score the studént made on that particular test on

that particular day in the student’s life. Furthermore, any score is subject
to the physical stamina and emotional status of the student at that
moment; hence it is important to consider mental maturity tests as
indications of capacity rather than as capacity. Third, important also is
to consider the amount of reading involved in the test and the unfairness
of this characteristic of the test to those having difficulty with reading.
Fourth, it is well to think of a test score as just that—one test score—and

- not some infallible number to be held forever in “holy esteem.” And,

finally, since mental maturity scores are subject to all of the above named
extenuating circumstances, they should be handled as highly confidential
data.

For all practical purposes, a teacher can rank student capacity expec-
tancies as normal, below, or above. However, even this general infor-
mation on capacity should be carefully guarded for fear of damaging or
prejidging a student’s educational future. Many teachers code informa-
tion on student capacity when placing it in their record books.

If a teacher has recorded a standardized test score—or better yet, test
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scores, accumulated over a period of years, which indicate something of
the capacity of the student—informal observation may serve to either
reinforce or change the indication of capacity. Or, if no test scores are
available, informal observation can supply information useful to the
teacher as he attempts to reach a tentative eonclusion relative to each
student’s capacity. . '

Strang often has pointed out that if the teacher observes students in
the followmg four ways he will have some indication of that pupll’
learning power: (1) speed of learning,- (2) speaking vocabulary, (3)
organizing ideas, and (4) seeing relationship of ideas. A teacher might
list the names of his students down the left side of a sheet-in his progress
book and, across the top, place the items suggested by Strang. This type
of observation will extend throughout many assignments as a teacher

directs learning situations. Using a check system, the teacher can record

which students appear to learn with the greatest speed, which students
take an average amount of time, and which ones are slow in completing
assignments.

Since oral language activities are part of almost every lesson, the
teacher has many opportunities to observe and record fluency in oral
language. Is this student having difficulty expressing his thoughts? Is this
one exceptional in the extent of his vocabulary, complexity of sentence
structure, or effectiveness of communication? Do others move satisfac-
torily in the language arts area?

Observing and recording as students organize ideas is the third way a
teacher can determine something about students’ native ability. A simple

classification assignment may be given the students, such as: “Classify -

into four categories all the words (or phrases or sentences) in the
following list.” Giving several classification assignments, each progressively
more difficult than the last, is one method teachers can use in assessing
the capacity of students. Seeing relationship between ideas, an activity
closely related to organizing ideas, is another activity in which a teacher
can observe students’ abilities. Asking students to determine the ways a
list of phrases relate to one another, when some represent the main ideas
of a paragraph and others simply name details, is a way of observing
which students recognized relationships. Several exercises of this type,
increasing in difficulty, yield important information for the teacher.

No one of these informal tests alone is completely valid for indicating
capacity. However, a combination of observations based on several types
of performance will enable a teacher to set up expectancies of accomplish-




v

Q

Aruitoxt provided by Eic:

ERIC

RGN

N
oo

=
£

el
B
v

e

,:,r“.?"'f"v

B

S RanlIs) FIAL S TRAY D
2 b e e R GRS R RV Py M A AR RN

fariaen

e

BRACKEN : 27

- ment for his students after other inhibiting factors related to reading
problems have been reviewed.

Another way to informally seciire ait indication of capacity is to usc
listening ability-as a measure. Years ago, Durrell and Sullivan produced
a reading capacity test (6) for the elementary level which was made up
of selections read to the children after which they responded to questions.
Any high school teacher-can readily devise an- informal listening test based
on this idea, using material at hand plus questions he creates for- the
selection. Or the second form of a reading comprehension test can be
read orally to a class and each student réspond to the questions in writing.
Betts’s (2) capacity level represents the high level of reading at which a
student is able to achieve 75 per cent comprehension or better when
listening to someone read. Harris (8) recommended the selection of *. . .
a reading test that measures level of comprehension and has at least two
equivalent forms. One form is given to the child in the usual way. In
giving the other form the test is read to the child as slowly as is necessary,
and his spoken answers are recorded. The test used should be one in
which speed is of little importance.”

Techniques for Discovering Reading Competencies

Important competencies in reading achievement include reading level,
types of comprehension, and word-attack skills. How to determine reading
level has been a topic of much .discussion during the past few years.
While it is true that determining reading levels is a complex problem, it -
is also true that any classroom teacher who is sincerely interested in
determining the approximate reading level of each pupil may .do so
through both formal and informal mcans. .

In considering the formal ways, several types of standardized tests may
be administered : the reading section of a battery of achicvement tests,
tests which accompany basal reading series, or survey reading tests.

The least information probably comes from the reading section of a
general achievement battery. On the other hand, if the reading section
of such a battery provides sub-test scores, information from this source
can be helpful in indicating reading level. If the total score and the
sub-scores on the reading section are available to teachers, these may serve
as the formal indication of reading level, in addition to some information
on comprehension, vocabulary, and speed, since these areas represent the
usual breakdown of reading performance in standardized reading tests.
However, much more valuable to the teacher are the actual test papers,
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since a study of mistakes made on tests is a diagnostic technique profitable
for both teacher and pupil.

Tests which accompany basal reading programs usually include grades
seven and eight and offer a great deal of diagnostic information. If the
use of the basal reading series is continued througlhi the seventh and eighth
grades—as a number of reading specialists urge—and if teachers at these

_levels have the tests which accompany the basal series,-they have a
valuable means for securing diagnostic information as the result of
-administering such tests.

Standardized survey tests—such as the Gates Reading Survey Tests
(7), the Iowa Silent Reading Tests (9), or the Diagnostic Reading Test
[Survey Section] (5)—are appropriate for use at the high school level.
The Gates test is devised for use in grades three throiigh -ten. While the
Iowa Silent Reading Test is recommended for grades nine through
thirteen, the Diagnostic Reading Test (Survey Section) is satisfactory for
grades seven through thirteen. Subtest scores yield information on
comprehension, vocabulary, and speed; raw scores on these tests are
convertible to percentile ranks, or grade levels, or both. Remembering
that total scores often represent the point at which the student breaks
down (his frustration level) the teacher will use reading materials for
informal testing—and later for instruction—at a lower level than that. ;
which is actually indicated on a standardized test."

Although they do not exemplify standardized tests, Niles, Bracken,
Dougherty, and Kinder (13) have devised diagnostic tests to be admin-
istered to ninth.and tenth grade classes. The items covered in the' ninth
grade test are: words (sound, context, dictionary, structure, syllabica-
tion, word families); and sentences and ideas (paragraphs, inference,
sequences). The tenth grade test inclndes: words (context structure,
sound, dictionary); figurative language; sentence meaning; judgments;
inferences; relationships; and imagery. The tests reveal the area of each
student’s weakness and practice exercises are provided to correct those
weaknesses. ’ '

As for informal ways to diagnose, Nila Banton Smith (/7) reports
that from an historical point of view, during the years between 1935 and
1950, “the use of informal diagnosis with basal readers was an innova-
tion.” Betts was first to describe this technique in his discussion of “The
Informal Inventory” appearing in the first edition (1946) of Foundations
of Reading Instruction, pages 443-481.

Because the informal reading inventory yields a fairly accurate instruc-
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tional reading level, in addition to many other items useful in subsequent -
teaching (such as independent and frustration levels), it is highly regarded
today as a realistic and practical way of evaluating a student’s ability to
handle print. Not only will it yield an approximate reading grade level,
but also it pinpoints specific needs of the reader.

Some éxcellent informal inventories have been commercially produced
most of which, however, are appropriate, for the lower grades. From a
study of Smith’s (18) Graded Selections For Informal Reading Diagnosis,
Grades Four Through Six, a high school teacher could: quite easily
construct his own inventory. The procedure on the informal inventory is
based on a diagnostic use of oral reading. The pupil reads aloud a passage
which the instructor is reasonably sure is easy for him. The initial reading
is followed by oral reading of other selections each more difficult than the
last.The reader is asked literal comprehension questions and interpre-
tation questions; vocabulary is checked from the point of view of sight
words, phonetic analysis, and structural analysis, The Spache Diagnostic
Reading Scales (20) “are a series of integrated tests, carefully developed
over a period of eight years to provide standardized evaluations of oral

~ -~and silent reading skills and of auditory comprehension. The tests are
individually administered, and may be used to determine .he proficiency
of normal and retarded readers at elementary school levels and of retarded
readers ip junior and senior high school age groups.”

The teacher must be a perceptive observer if the informal inventory is
to serve its maximum purpose. In other words, the teacher must know
what he is listening for and how to evaluate what he hears. Listening to
someone read orally is one thing; listening to record, in order to interpret
a pupil’s strengths and weaknesses, requires perceptive listening.

High school teachers would have little difficulty constructing factual
and interpretative questions to determine a pupil’s comprehension in these
two areas, Using oral reading to determine, diagnostically, the needs of
the reader in the area of sight vocabulary or word recognition is more
difficult.

First of all, the teacher must note carefully and record the words which
are not recognized instantly; these represent the deficiencies in sight
vocabulary. Next, he must notice the pupil’s use of structural analysis as
he attempts te work out words for himself. Does he recognize compound
words as two small words joined together? Does he see affix words in the
light of roots, prefixes, and suffixes? Is he able to look at a word and tell
how many syllables it will probably have? Can he then proceed to divide
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it into syllables according to the simple formula VCCV or VCV (V=
vowel, C=consonant)? Thirdly, the teacher observes the reader’s use of
phonetic analysis, recording carcfully whether the student is able to
recognize consonant sounds, vowel sounds consonants and vowels in
various combinations, ctc. -

The teacher should also observe the rcadcrs ability to blend the
phonetic clements, since the ability to blend-is a higher level of perform-
ance than mere “calling” the sounds, The blending ability is essential to -
“unlocking™ the word, since blending the sounds according to structural
and phonetic knowledge is really “saying the word in slow motion.”

Careful details for administering the reading inventory .are prescnted
by Johnson and Kress (10) in one of the Reading Aids bulletins, published
by the International Reading Association, entitled Informal Reading
Inventories, These two experts show the teacher the underlying concepts
of an informal inventory, the procedures to use in dealing with an
individual inventory, those to be used with a group inventory, how to
prepare the materials, and how to score and record the results. In their
conclusion, Johnson and Kress voice the importance of the teacher
constructing his own inventory:

Far greater impact on both diagnostic and instructional work is apt to be
felt when construction of inventories, not merely administration of them, is
cxperienced. Whenever possible, of course, building, administering, and
interpreting an inventory should be done under the supervision of someone
well versed in techniques for informal evaluation. In this way, one’s
individual limitations could be more readily overcome. However, cven when
such cxpert guidance is not available, much can be learned through
successive experiences with one’s own inventory materials. Careful selection
and preparation of aterials, followed by try-outs of the inventory with
children and resultant modifications, should be real learning experiences.

Another source of invaluable help is the very comprehensive “Checklist
Record of Classroom Observations of Pupil’s Reading” which appears in
Strang’s definitive book, Diagnostic Teaching of Reading (23). The
checklist is divided into the following parts: I. When Giving Oral Reports
I1. Oral Reading and Group Instruction Periods III. Dramatization of
Stories IV. Silent Reading Situation (Frec-choice Reading or Library
Time) V. Listening to Story Read Aloud,

One teacher who devised his own individual inventory proceeded in
the following way: (1) He made a form for his cntire class on which to
record the areas he needed to consider. (2) From permanent cumulative
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rccord cards he secured data pertinent to his aim. (3) He made a separate
chart for cach member of his class, listing in detail the items he needed
to observe. (4) He chose five reading selections which represented five
rcading levels, his own grade with two levels above and two levels below.
(5) He constructed comprchcmlon questions, varying from main idea
qucstlons to inference questions, a°set cach for the five scparate pieces of
materials. (6) Theri he planned his lessons for several days so that the
class would_be- involved in some educationally worthwhile activity, thus
cnabling him to hear cach student read orally to him onc at a time without
disturbing the others in the class, By taking four students before school
and four after school hours, this teacher, in one week’s time, has accom-
plished his aim of hearing cach individual read orally and had accumu-
lated information on cach which was invaluable for making lesson plans
throughout the remainder of the term. “I did not lose a week,” he
commented. “Quite the opposite. I gained a semester!” -

The diagnostic information which he accumulated cnabled him to
instruct those students who were reading below thcir grade using special
materials which they could handle. He discovered students who knew
nothing of structural and phonctic analysis. Furthermore, some students
evidenced inability to read for the main idea and others had difficulty
with inference skills. Thus, he was able to group his students for instruction-
not only o the basis of rcadmg level but also on the basis of spcclﬁc skill
needs.

Various Factors Contributing to Failure to Learn to Read

The causes of failure to learn to read are always multiple, and although
the classroom tcacher is not a specialist in physical and cmotional causes
of reading failure, he needs to be conscious of the part these factors play
in the reading performance of his students. He also needs to consider
environmental, motivational or intercst deficiencies which may exist.
Spache wrote (21):

In the fullest sense of the term, a reading diagnosis is intended to help us
understand how the present reading performances are a projection of the
reader’s self-concept, how they reflect his physical and emotional adjustments
to academic demands or to lifc in gencral. Reading behaviors are frequently
an expression of the reader’s attitudes toward the reading task. For example,
he may read slowly because of anxiety, distaste for reading, lack of self-
confidence, neurotic perfectionism, or rigidity. The emotional reactions to
reading are the basic causes of po~r rate as often as the more mechanical
factors of habit, poor vocabulary, and lack of rate training. In addition to
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these emotional causes, variations in visual, auditory and inicllectual powers
contribute to reading retardation. Simple description of the present reading
skills ignores the role of all the major factors which may bhe conmbutmg to
the reading .disability,

" Since reading is a visual act, the teacher must always be conscious of
the importance of visual acuity, visual functioning, and directional attack
—the three cos:ponents of vision. Too long have we used visual tests
which only screen for near-sightedness or far-sightedness. This, then, is
the teachers’ first responsibility in the vision area: to have his students’
vision tested by screcning devices such as the Keystone Visual Survey Tests
(11) and the Spache Binocular Reading Test (19). Many schools
routinly screen pupils’ vision cvery year or every two years with these
devices or similar ones. As a result of giving the Visual Survey Tests, the
tester knows thirteen things about the way in which this person sees,
including vision functioning. A large number of students who read poorly
do so because of fusion problems, vertical or lateral imbalance, or
suppression of vision in one eye. Since schools do.not provide visual
spzcialists, teachers or nurses must assume responsibility to screen, identify,
and refer visual problems to vision experts. As a classroom practitioncr,
the teacher can work faithfully on the improvement of reading skills, but
if the student has a visual acuity or visual functioning problem, it will be
of little avail. So fundamental to achievement in reading is the vision
problem that it must have attention before much progress will result.
(Read George Spache’s Toward Better Reading, Chaptcr 6, “Diagnosis
of Reading Disability.”)

Some disability cases in reading have directional difficulties (i.c., a
confusion of left-right shapes and movement) which is the third com-
ponent of vision. Although no onc has satisfactorily explained the cause
of confusion in letters of similar shapes, such as b and d, or the reversal
of the words saw and was, or ‘the tendency of some readers to prefer to
move from right to left in print instead of left to right, as the reading of
English demands, all teachers have observed students with one or more of
these problems. In order for proper remediation to be given, the classrcom
teacher needs to identify those students whom he has observed and refer
(em to a remedial reading specialist or dlinician. Clearly the respossibility
of the classroom teacher in this area is onc of identification and referral
to specialists who can determine the extent and nature of the difficulty,
and provide remedial measures.

Auditory malfunctions occur less frequently than visual abnormalities.
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But, because of the relation of listening to reading, teachers need to use
informal methods of observation in order to screen their classes for
auditory difficulties. Such behavior as tilting the head, continual inatten-
tion, watching the speaker’s lips, etc., may be clues to loss of hearing.
Bond and Tinker (3) suggest informal “watch ticking” and “whisper”

A loud-ticking watch, such as an Ingersoll or a Westclox Pocket Ben is
.cmployed for the watch-tick test. The child with normal hearing will hear
the usual ticking at a distance of about 48 inches. Testing is done in-a quict
room. The child stands with one ear toward the examiner and puts his
finger in the other ear. The examiner holds a card beside the child's head
so that he cannot see the watch. Then the watch is held close to the child's
ear and gradually withdrawn until it can no longer be heard. The distance
at which the ticking is first heard is recorded. An average of the two
distances is taken. If this average is less than 20 inches, the child requires

further checking.

The following method has been used succesfully by the writers for admin-
istering the whisper or low.voice test: Four cr five children are lined up in
a row in a quiet room about 5 feet from the examiner and with their backs
to him. The latter remains in a fixed position and gives directions to the
children, speaking in a distinct, low tone of voice. Directions such as the
following are given: “Take five steps forward raise your right arm; take
two steps forward; hold up three fingers”; etc. By watching the children,
the examiner can note those who hwtatc, turn to see what other children
do, look back at the examiner, or fail to follow directions. The children who
get to u position approximately 20 feet from the examiner without signs of
secking help have normal hearing. Hard-of-hearing children are readily
detected. Whisper tests may be given by softly saying single words while the
child stands about 20 feet away with one ear turned toward the examiner.
i.c., a distance at which the majority of children can hear in the particular
room used. The child attempts to repeat each word as he hears it. If
necessary, the examiner moves closer until responses are correct Each ear
is tested scparately.

Again, the role of the teacher here is that of identifying students with such
problems and referring them to an expert.

In some disability cases, severe illnesses may be a contributing factor.
Items which might relate directly to the reading disability in the area of
physical experiences are: severe childhood illnesses, head injuries, gland-
ular malfunctions, unconsciousness for any duration of time, serious
allergies, prolonged sinus infection, etc.




ERIC

Aruitoxt provided by Eic:

(23

34 DIAGNOSTIC TECHUNIQUES FOR CLASSROOM USE

There arc many psychological cansés of failure in reading. Emotional
problems miy be so severe that the student is “blocked™ in his efforts o
learn. The extent of the severity and the source of the distress, of eaure,
determines how mnch the factor will operate against normal progress, A
mild cmotional problem may be one which the student can overcome, if
feclings of confidence wnd accomplishment are built into the reading
situation. Many teachers have shown students how they can be indepen-
dent in the area of word attack skills, for eximple, and have therehy
helped to balance the emotional problem with success, At the other end
of the scale, the student may be a seriously disturbed person and in need
of professional nclp from a psychologist or psychiatrist,

Many emotional problems have their roots in the student’s home and
school eavironment, Although there are not many things a teacher can
do to improve the home environment, he can recognize the problem and
deal sympathetically with the student, adapting the techniques she uses
with him to knowledge of the pupil’s background. In so doing, the
teacher creates a school cimate favorable to success by producing a
friendly, compassionate environment in his classcoom, Perhaps, in many
of our overcrowded urban high schools there is nothing needed so
desperately today as this kind of classroom setting. Roswell and Natchez
(16) cxpress somewhat the same idea:

In aszessing emotional factors in childven with reading disability, it has often
been assumed that such children suffer from an emotional disturbance which
must be cleered up through some form of psychotherapy before they can
benefit optimally from reading instruction. This assumption is highly ques-
tionable not only because our theoretical framework is as vet on shaky
foundations, but because a great number of children with reading disability
may be disnlaying emotional disturbance as a direct reaction to their poor
schoclwork. In addition, poor performance in school reinforces and
intensifies any emotional disturbance t1at was already present,

Although some students may have no physical or eniotional problems,
many have educationl reasons for 10t developing in reading, Consider
the record of one student. He begar. the first grade with fifty-nine other
six-vear-olds. In the spring, he had the measles, mumps, and chickenpox
which caused frequent absences. In second grade, he had a teacher who
had no previous classroom experience but who had served as thé clerk

-in the office. In the third grade his family moved three times, Being i shy

boy, he failed to adjust to any of ‘these changes, and ny this time found
himself far behind the i erage reader. In the fourth grade he had his first

: (2]
.
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opportuni’y to mitke progress, but was enrolled in it scheol which made
little effort to meet individual differences. 'F'wo  more moves in successive
vears left this youngest at a second grade reading level when he enteerd
junior high school. The chief factor responsible for this student’s disability
must be considered educational. :

A host of other canses of reading difliculty might be listed as miscel-
lancous, The classroom teacher, even as the clinician, has litde to guide
him in the neurological asea, Positive imswers to certain problems remain
wnanswzed, These problems ave: brain diunage. neurological complica-
tions, dircetionad attack, letter confusions, aphasia, cte.

Al teachers know that o lack of interest based upon the Tack of a desire
to learn to read or to improve in reading, is the basic problem of many
who are behind in reading achievement, Discovering interests and moti-
vating a desire to read has long been considered the hallmark of good
teaching, Formal and informial ways have been devised to accomplish
these ends. Most teachers find the informal ways more pract 1, although
formal interest inventories are valuable, too, o reinforce and perhaps
expand the information gained from conversations with students and in
discussions of stories and content materials. Records often facilitate the

“teacher’s use of knowledge gained in relation to student interests, Com-

mercial devices, such as “My Reading Design™ (22), often stimulate
students to expand their range of interests.

Summary

In many ways dingnostic techniques for classroom use derand a new
set of attitudes by the classroom teacher as he follows the trend of using
informal devices, as well as formal ones, for obtaining pertinent info,ma-
tion concerning his students, “The results of standardized mental ability
tests must be handled judicionsly ind techniques may include observation
and listening as testing devices. While survey tests, diagnostic tests, and
readng tests which accompany basal readers vield information on reading
achievement, the informal reading inventory has proven its worth at all
cducational levels. The causes of seme reading disabilities are easily
discernible, altkough others cude not only classroom teachers but ako
the reading specialist. The multiple causes of reading retirdation indicate
the complexity of thie reading process.
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4. The Role of a Reading Consulmt ina
Content Area Classroom

IN THE SECONDARY SCHOOL, approximately 85 percent of the learning

which takes place is based on reading. Yet today we are retaining in
school many students who, in former years, would have dropped out
because of their inability to read adequately. Textbooks are becoming
increasingly difficult in the content areas as new discoveries, new develop-
ments, and new concepts are added to or replace former information.
Libraries, both central and classroom, enrich and supplement the curric-
ulum, but increase the reading load of students. Small wonder that
individuals whe are aleady behind their classmates in reading ability
often despair of meeting *he increasing demands of their teachers.

Today, also, teachers must keep pace with the current knowledge
explosion. They are having to learn and teich new discoveries, new
developments, and new concepts. They, too, are faced with ever-
expanding libraries which increase their reading load. Small wonder that
some teachers despair of meeting the increasing demands of their pupils.

It is at this point that the reading consultant can be of service to both
teachers and students. It is the reading consultant who can help teachers
to recognize and to understand students with reading problems. It is the
consultant who can assist teachers in applying the special study skills
needed in each subject, and who can suggest special study methods. Also,
the reading consultant can demon-trate ways to teach vocabulary effec-
tively and methods of ‘increasing comprehension, Finally, the reading
consultant can help the teachers with both the selection and use of multi-
level books and materials so that teachers can more nearly meet the
individual needs of their students.

37
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Know Your Pupils

What raust consultants do first in order to improve the rcading skills in
content classes? They must help teachers to nect their students on the
corners where the students stand! Onc does not lead a person whose hand
he misses by a city block, nor does onc teach a student whose instructional
level he misses by scveral grade levels. Contact must be made—and
maintained—between the teacher and the students. The reading con-
sultant can help the teachers to locate these individuals, and to make
provision to mcet them “on their own ground.”

The first indication of the corners on which the students stand may be
gained by checking their reading levels. This will provide the teacher
with the instructional level of cach individual. It is at this level of difficulty
that students can read with proper instruction. Any indcpendent reading
required of them should be onc or two levels below this level. The reading
consultant can assist the content arca teacher in locating materials which
arc appropriatc for their students’ levels of ability. A student who is
approximately fourth grade reading level can not be reached via a ninth
grade level book. ’

Next, the teacher must be cognizant of the general characteristics of
students who arc in nced of corrective reading. Knowing these, he can
then plan work suitable f-. s students (7). However, there is no
substitute for a teacher who is sensitive to individual differences, for that
which motivates one individual may embarrass or antagonize another.
For that rcason, the teacher must make a continuous effort to discern the
reactions of cach individual, then plan future strategy accordingly.

Another considcration which influences both teaching methods and
materials is the individual’s mental ability, for this affects both his
learning capacity and his rate of lcarning. In general, the less intelligent
child will have greater difficulty with reading. He frequently lacks
curiosity, a quality basic to learning. Often, too, he lacks the ability to
rcason, to see causc-and-effect relationships, and to generalize, The
consultant can help teachers understand these characteristics which arc
typical of the slow learncr.

However, teachers must be cautious in applying the slow-learner label
to individuals (4). Bright students who cannot read adequately will score
low on an intclligence test based on reading. Adverse home cnvironment,
bad health, and poor tcaching can produce these same symptoms in
average or even bright students. Once necds always to remember that
Edison, Newton, and Einstcin were thought to have been slow learners!
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The students in need of corrective reading are usually lacking in fluency
and precision of speech. Their vocabularies are frequently meager and
inadequate. While their own specch is usually replete with colorful
metaphors, they fail to comprehend figurative expressions in written
language. The consultant can help the teachér develop many activitics
which involve spoken language to help overcome this problem.

Furthermore, the attention span of low achievers is frequently quite
limited. They are easily distracted, or drift off into day dreams which
completely “tunc out” the teacher and the class. Yet when one observes
the same students working painstakingly for long periods of time on their
hot-rods or their aquariums, one realizes that there is a relationship
between attention on the one hand and interest and motivation on the
other. The consultant can help the teacher to make the work more

_ interesting and to diversify the activities wisely. Together they can plan

ways to motivate the students to want to learn.

Most students who are having difficulty read virtually everything at the
same speed. The consultant can help the teacher to identify the various
rates of reading so that each individual may be taught to adjust his rates
to the material he is reading, and to his purpose for reading.

The slower the student, the more immediate are his goals and aspira-
tions. Bright students, and frequently average students, develop long-range
goals: they plan for tomorrow. But for these slower readers, today is the
total of time. Yesterday has been enshrouded in an almost impenetrable
shell of irdifference and frustration. Tomorrow may never come. Only
what happens today is important. Therefore, the teacher must make the
material whick is being presented necessary for today; it must be
immediately practical. When immediate needs can be met successfully,
the slower students become quite as excited about their achievements as
the brighter students do. On the other hand, they are much more easily
discouraged and disheartened, and require the constant bolstering of the
teacher in order to maintain a consistent work pattern. The reading
consultant can help the classroom teacher to understand these funda-
mental personality differences. He can also assist the teacher in planning
so that each lesson will involve some practical application of the concept
being studied.

“Schools have been giving their students tools in the expectation that
the students themselves will work out the necessarv techniques for using
them. As often happens, the gifted and the experienced can work with
the crudest instruments, whereas the novice and the slow-learner remain
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helpless with the best” (3). The slow learners also need to know how to
use that which they are learning. They are unable to make this transfer
unaided by the teacher.

o Fone s+ e B S

Study Skills

The reading consultant can assist all teachers in outlining the study
skills necessary for effective learning (1). Yes, teachers do know how to
study, yet many of thém have developed these skills to such a high degree
that they are carried out almost unconsciously. Consequently, the teacher
may have some difficulty in defining and separating thc various study
skills so that they can be taught effectively.

Direct teaching-of the study skills will help every student, the college-
bound or the terminal. Even though many of these skills are common to
all learning, the very immaturity of the students in our schools makes it
inadvisable to risk anything as fundamental as leaving the study skills to
chance. The teacher i each subject must teach students_how to apply
the specific skills needed in his own subject. The bright will see the
relationships quickly and can proceed to apply them immediately. The
slower will need repeated assistance in applying the various skills until at
last they become habitual.

Perhaps the first duty of the teachers is to teach the skills of locating
information. The most obvious—and therefore the most neglected one—
is the use of the various parts of the textbook. Practice in using the table
of contents, the glossary, the preface, the index, and the title page will
benefit all students. Exercises for teaching these can be devised easily.
They will also provide an excellent way of introducing the textbook to
the class and of presenting an overview of the course. Such exercises are
effective because the students have a part—an active part—in each step
of the presentation. By using an overhead projector, the teacher can be
sure that students are following instructions and are able to take part in
the class discussion and, later, in the drills and application.

A transparency made of each page to be presented will permit the
teacher to mask all the material but the specific item to which he is.
referring. Students can locate this in their own textbook, then discuss the
importance of the item. After each important part has been presented
and discussed, the teacher may have a contest to see who can locate
information fastest by using the various parts of the book.

An open book quiz or an exercise for homework might include the
following questions:
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. When was this book published?

. Why is this date important?

Where is the index?

. What does the index contain?

How is the index organized?

Where is the table of contents located?

How is the table of contents organized?

Where is the glossary?.

What is the glossary?

What is the preface?

Read the preface of this book, and tell, in your own words, why
the author wrote the preface. Be brief.

12, Who wrote the book? Do you think he is qualified to write such a

book? Why?

Chapter titles, headings, review questions, and summaries are excellent
study aids. The teacher may use these in many ways. One effective use
is to teach students how to set up their own purposes for reading. The
teacher may have students read only the chapter title and the section
headings. Then, he may have one individual read aloud the review
questions. Others may close their books and develop a list of questior
which they think this chapter will answer. The teacher will list thes
questions on the chalkboard. Then the students may reopen their books
and examine pictures, charts, or graphs. Again, they should close books
and check questions. which are on the chalkboard and revise them,
deleting any which now seem unimportant, adding those which now
appear to be important. Teacher and learners may now discuss which
parts of the chapter must be read very slowly and carefully and which
may be skimmed. Now, the teacher may have the chapter read silently
having students adjust their rate of reading to the purpose for which they
are reading. This technique of surveying the chapter will be particularly
useful all through the year as an important study technique.

Most content area textbooks are expository and lend themselves well
to the teaching of outlining, another basic study skill. Out'ining is difficult
for many students to master, but the consultant can suggest ways to help.
One effective way is to have students fill in the details of an outline for
which they have been given the main ideas. Then they may compare their
outlines with a teacher-made one. This is an exercise which also is
well-suited to the overhead projector. The main ideas may be written on
the static transparency, then an overlay prepared with the details, Or,
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the students can fill in the details on the transparency with a grease pencil.
This will involve more of them in the outlining process and will make it
more meaningful,

Expository material lends itself well to the teaching of notc-taking. Too -
many learners, especially those who have problems with reading, instead
of making notes, copy the material verbatim from an encyclopedia or a
reference book, and understand nothing. This copying should be discour-
aged except when an exact quotation is desired. Students should be taught
first to read for key sentences, then to be aware of supporting details.
They must also learn to watch for transitional words which serve as road
signs indi€ating what is to follow. It will take many instances of developing
notes as a class exercise before students can “be on their own” in note-
taking. Exercises such as the one whiun follows will hasten the day of
independence and may be devised easily.

1. Make a series of transparencies, each containing one good para-
graph. Use some paragraphs with thc key sentence coming as the
first sentence. Use some with a summary sentence. Use some with
an imbedded key sentence, and a few with the key idea not explicitly
stated. Put a transparency on the overhead projector. Have students
read it silently, and copy the sentence they think is the key sentence.
Have various individuals each read the sentence he sclected as the
key sentence and justify his sclection. Now mark on the trans-
parency the correct sentence. Be sure they all understand why it is
correct. Begin with the casicst transparency, the key sentence first
in the paragraph, and progress slowly to the most difficult trans-
parency, the one with the implied key idea.

2. Teach students to watch for such statements as the following:
“Three major terms of the treaty,” “Several uses of peroxide are,”
“In the first place,” *“next,” “finally.” These usually carry the
supporting details. o

3. Words like “but” ‘‘yet,” “however,” “on the contrary,” arc
warning signs that a contradictory statement is coming, Have them
watch for these. “And,” “morcover,” “also,” which indicate addi-
tional facts. . )

It is often necessary to teach slower students how to use the notes which
they have taken or the outline they have developed. The first day, the
teacher may have them read the expository material; then, with them,
work out the notes or the outline, whichever is being taught. The following
day, the teacher may have the students place their notes in front of them.
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One m-y read an item aloud; then all may discuss it. In the beginning
stages, this will take much prompting and encouragement by the teacher.
After several practice sessions, students will begin to utilize the techniques
of taking notes on their own. '

The: reading of maps, graphs, and charts takes direct teaching also.
Many times, if students can produce a bar graph, a line graph, a pictorial
graph, a map, or a chart, they will have a better understanding of these
graphic representations as they sce them in a text. A circle graph showing - -
the percentage of students in each grade in their school can be a beginning
assignment. A map of the campus with the appropriate legends on it may
be made. Then the teacher may progress to other exercises involving the
reading of commercial maps. He may use city maps and have students
locate their homes. State maps will allow students to plan an imaginary
weekend excursion, giving the directions, highways, and distances from
the road map. The reading consultant can frequently provide materials
for these exercises.

Time should be spent at the beginning of the year in presenting to
students a good method of study (2). Research shows that one reading
of text materials, done properly, is as valuable as several readings done in
a purposeless, haphazard way. Several methods are current, with most of
them following a similar pattern of first setting a purpose for the reading;
: then, the actual reading; and finally, some kind of review to clinch
3 learnings. In this age of advertising slogans and competition for student
: time, the method should have a “catchy” title and an easily remembered
formula.

The Survey Q3R Method (5) is a widely-used study technique
recommended by many reading consultants. Devised by Francis P.
Robinson. it is commonly taught under its original name—Survey Q3R
—-or in various adaptations. It generally involves the following steps:*
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1. Survey the material by reading headings, topic and summary sentences

and, perhaps, the introductory and summary paragraphs.
X 2. Question—Questions to guide the careful reading are structured by the
? teacher, or by the student as a result of the surveying. Questions may

e also be formulated from the headings or main ideas. Thus the reading
is planned in terms of specific purposes, such as answering the questions
or recognizing the organization. At this time, the student also makes
tentative plans in terms of the speed and degree of attention to detail

*This summary is taken from Toward Better Reading by George Spache, Garrard
Publishing Company, Champaign, Iilinois, 1968, p. 345.
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with which he will read. .

3. Read—The material is now read thoroughly and carefully in a manner
intended to accomplish the purposes outlined previously.

4. Recite—A self-recitation is undertaken to determine the pupil’s ability
to recall the content of the material and to answer the questions he has
proposed to himself.

5. Review—As a result of the self-recitation, the student knows which

: sections of the material he should review for more thorough under-
standing or recall.

Vocabulary: -

Students who are deficient in reading skills often lack an adequate
vocabulary. Words are the building blocks—or, for some students, the™
X stumbling blocks—of reading. Each subject matter teacher must assume
the responsibility for teaching the specialized vocabulary of his subject.
Here, again, the reading consultant can be helpful in suggesting ways in
which words may be introduced, in suggesting which words may give the
students some difficulty, and in keeping the teachers informed ahout the
standardized test results which have to do with vocabulary.

Linguiists teach us that words are symbols of reality. We know that
reading is the association of a given symbol with a word. In short, the
printed word is the symbol of a symbol. Small wonder, then, that the
young person who finds abstractions to be difficult, also finds that reading
is a tiring task that demands more from him than he is willing to give.
The consultant may help the tcacher in presenting new words to students
in such a manner that the gap from symbol to reality may be more easily
bridged.

1. Realia should be used whenever it is possible. “Pretend” jewels,
purchased at the variety store, can be viewed, handled, and
compared, thus making the words topaz, emerald, pearl, amethyst
more of a reality. Students should use these words orally, then in
written sentences. After this, a bulletin board display with a small

1 treasure chest with these “jewels” spilling out of it will serve as a
] daily reminder (with teacher prompting) of the new words.
Following this teaching, these words in print will have meaning.

Similarly, a piece of velvet, a piece of sandpaper, a picce of alabaster

may give the student first-hand experience with a word.

2. When the new word is a verb, frequently the teacher can dramatize
it. Such words as trudge, dissent, drawl, scowl can be demonstrated.
Science, homemaking, and industrial arts teachers are indeed
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fortunate, for by the very nature of their subject matter, they can
demonstrate many words,

3. When first-hand experience with the word is impossible, then the
use of vicarious experience is indicated. Pictures on the bulletin
board, films, filmistrips, pictures in books, or transparencies used on
the overhead projector frequently make good substitutes for reality.

All of us remember with fond delight the kindergarten child who
excitedly announced to her mother at the end of her first school day,
““Teacher says you have to buy me a gun for school tomorrow.”

The mother, disbelieving the strange demand, countered with, “Tell
me the exact words your teacher said, dear.”

“She said, ‘When you come back tomorrow, I'm going to teach you
how to draw,” and she can’t teach me unless I have a gun!” exclaimed
the young Annie Oakley.

Words have many meanings: to dress a doll and to dress a chicken;
to baste a skirt and to baste the roast; to set the table, to table the motion,
the multiplication table, the table of contents, the tableland, to turn the
tables—these are but a few of the words in English which have multiple
meanings. In fact, multiple-msanings of words are so common and we
adults use them so frequently that it is sometimes difficult to remember
that everyone may not know the correct meaning unless the context is
clear. The content area teacher must remember to teach the meaning
that is correct for that subject.

Idiomatic expressions cause much difficulty, particularly to bilingual
students. “Treading on thin ice,”’ “to pay the piper,” “to face the music,”
“to be called on the carpet,” “to roll out the red carpet” are but a few.
When such an expression comes up in class, the teacher may explain it as
best he can. Then, have students write a short paragraph in which the
expression is used in the key sentence. Have the best of these read aloud
to the class. Youngsters do‘spcak the same language, and can frequently
explain to cach other such«cxprmons in a more understandable way
than most adults can.

Although the English teacher usually assumes the responsibility for
teaching the structure of words, each teacher will find that some structural
analysis of new vocabulary will help students to understand and to
" remember the new words more easily. For example, the science teacher
who teaches first the Greek roots, geo and bio, relating them to known
words of geography and biography, will find students understanding more
easily the new science terms. Teaching the root ptero can assist in both
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the spelling of new scientific terms and the understanding of such-
classifications. The root word meter mcans measure in words used in
science or mathematics, and makes such words as hydrometer, ther-
mometer and millimeter more meaningful. Mathematics, science, social
studies, and English can all benefit {rom studying prefixes derived from
foreign numerdls. Think of the word meanings whick become under-
standable when we know that ambi, bin, bi, bis, duo, di, and twi all carry
the meaning of fwo! The other numerals from one to ten also are
represented by various prefixes which are helpful because they will unlock
thc meanings of many new words. _ ‘

Some knowledge of suffixes is also valuable. Science students will find
-ous, -ic, and other suffixes to be particularly helpful. Other much-used
suffixes, -able, -ible, -ful, -er, -or, -ment, -ward, -ive, if the meanings arc
known, can extend the pupil’s vocabulary rapidly.

The consultant may nced to assist teachers to understand that research
shows that words, taught in context, tend to be remembered hetter than
words taught in isolation. Also, teachers will want to be reminded of thc
value of frequent reviews of words new to students.

One cannot leave the discussion of word study and the development of
meanings without mention of the dictionary. While over-dependence on
this tool is not desirable, cfficient and intelligent use of the dictionary is
necessary for good scholarship. All teachers should teach students to use
the guide words and the key words. Each teacher should call attention
to the source of the word, and, perhaps, to other forms of the word. The
number of possible definitions should be noted; then, students should be
taught to find the definition that fits into the context of the material.
Students are likely to take the first definition the dictionary lists, whether
or not it “makes sense” in the sentence. Teachers nced to develop in the
students the habit of demanding meaning from the sentences which they
rcad, This is sometimes difficult to do when the rcader has for years
formed the habit of reading words but not demanding any meaning
from them.

Teachers can help learners to gain a better concept of the meaning of
a word by calling attention to the illustrations which are in the dictionary.
However, the slow student is frequently not aware of the significance of
the little fraction beside the picture of the note “threc feet high at
shoulder” which appears beneath the illustration. If this is explained, or
if the size is drawn to exact measurements on the chalkboard, he will have
a better understanding of the meaning or the word. If this is not done,
some student will decide that a minnow and a whale are the same size

<
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since the illustrations are the same sizc!

Because nothing succeeds like success, all teachers should encourage
students to keep a vocabulary list of newawords which they have learned.
These words should be reviewed frequently enough that they will really
become a part of the students’ speaking, reading, and writing vocabularics,
Such lists, when students really know the meanings of the words, provide
a genuine scnse of accomplishment and satisfaction.

Increasing Comprehension

It is hardly reasonable to expect every teacher to be an expert teacher
of reading (8). It is reasonable to expect every teacher to know some of
the aspects of the teaching of reading which will improve comprchension
in his subject. These aspects the rdading consultant can demonstrate by
teaching a class for the subjecttedcher. While no consultant will usurp
the classroom teacher’s position, teachers should feel free to ask the
consultant to comc in and teach a lesson for them to observe, This benefits
the consultant by affording continuing classroom cxpericnces for him; it
benefits the teacher by permitting him tc view his class objectively while
he watches anothcr person at work with his students. Also, the classroom
teacher can sce how another person adapts the general principles of the
tcaching of reading to a specific subject and a specific class.

The following activities which will help to increasc the students’

' comprehension skills can casily be demonstrated by the consultant and

can be adapted by the teacher to other lessons,

First, words ncw to students must be anticipated and taught, It is no
more reasonable to expect them to read English words which arc
completely unknown to them than it is to expect them to read forcign
words. This topic has been previously discussed, and is mentioned here
or’ 1sareminder that this is a basic first step in the reading approach to
an, scarning.

Next, meaning developed from phrases and sentences is more than the
sum of the meanings of the individual words. “Cold-hearted” is not a
statement of the hecart’s physical temperature, but of a personality
characteristic. “Hot-hcaded,” “sharp-tongued,” “soft drink,” “top brass”
all carry specialized phrase meanings. “In the water” and “on the water”
are phrases which differ by only onc letter, but the diffcrence in mcaning
of the sentences “He walked in the water” and “He walked on the water”
is staggering. Tcachers must be surc that students understand phrases,
that they group the right words together into phrases, and that the words
in the phrases are correctly read.
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The next logical step in reading is for the student to understand
sentences. Students should be able to pick out the subject and the verb |
in most sentences. This will help them to identify what is being talked
about and what happened. If they ave so deficient in language skills that
this is difficult for them to do, the “telegram” technique often works, This
requires them to reduce the sentence to its bare essentials—~he subject
and the verb and perhaps the complement—without having to consider
the grammatical terms which, to some, form a block. However, other
students can readily apply this use of the study of grammar to reading if
teachers will only point out the connection to them.

In both long sentences and in paragraphs, the “reporter” method of
analyzing the selection will assist many in identifying the salient points.
In this exercise, the teacher will list in a column the five W’s and H which
journalists use in reporting, leaving a blank space after each for the
student to fill in. The exercise would read thus:

Read the assigned paragraph. Then answer the questions in the blanks
provided. Be brief, .

Who?

What?

Where?

When?

Why?

How?
Teachers can introduce this exercise by using . overhead projector and
working out the first answers with the class,

In addition to the teaching of outlining and note-taking, which have
already been discussed, teachers will find that having students write short
summaries in their own words forces them to read for meaning. Since
this demands reorganization of the author’s materials, it is a difficult and
comparatively high-level reading skill.

Teachers of industrial arts, science, art, and other laboratory classes are
particular fortunate in having mz.crials with which they can give concrete
examples of their subject matter. Teachers should takc full advantage of
this opportunity. However, ‘.cial studies and English are not so happily
situated. Consequently, the teachers of these subjects need to take
advantage of the available films, filmstrips, and the overhead projector
with its nexhaustible—dcpending upon the teacher’s alertness and
certainty—supply of transparencics. They also need to use records, tape
recorders, and any other available audio-visual aids in order to recreate
the past or to make the distant and the foreign near-athand and
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understandable. Field trips, whencver they are possible, are needed to
build a background of experience ior many young peoplc. However, when
it is impossible to take them to the far away places, these must be brought
to class via modern audio-visual aids,

Behind-the-Scenes Duties

Just as the activities which are pertinent to teaching include many
things other than the actual minutes spent before the class, so the activities
which .;‘rcpertment to the work of a reading consultant in relationship to
the content classroom involve many activities other than the demoustration
class. Before and after class, the teacher performs those tasks which make
teaching a success or doom it to failure. Lesson planaing, arranging the
classroom and assembling the equipment, grading and studying papers,
the reading, studying, and thinking which the tcacher does away from
the class are crucial to the act of teaching. Before and after the classroom
visit and demonstration the consultant prepares to make his work of value
to the teacher and to the students (6).

Students in need of help cannot be identified and their problems
diagnosed unless the right tests are selected, properly administered, and
the results correctly interpreted. All of this information must then be
translated into good, classroom planning. The reading consultant s.eeds
to devote much time to the planning and the implementation of a good
formal testing program., ’

The reading consultant must be expert in the use of informal evalua-
tions as well as formal. No day should elapse without informal evaluation
by the teacher, and the reading consultant can assist teachers in planning
for these daily evaluations. Teacher-made tests, which are an important
part of teaching and evaluation, should be familiar to the consuitant o
that help can be given to teachers in this crucial arca. Guides can be
developed to assist teachers, and the development of such bulletins, if
prepared by tcacher committees, will serve as excollent in-service training.

The rcading consultant should be able to help teachers in developing
the organization in their clasrooms which will best implement the
teaching that is nceded. If test results show that students have a range of
many years in their reading abilities, it is unrealistic to oreanize the dass
so that all will theoretically move together througi.. . the course.
Teachers will need suggestions and demonstrations on w* : nd how to
group and on the use of multi-level materials that mee: . cific needs.
Consultants need to be skillful in helping teachers develop . patterns of
classroom grouping which will be most efficacious.
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A rule-of-thumb guide to indicate the Tange of reading levels in the
average classroom is two-thirds of the age of the students. This means
that the average class of fifteen-year-old students «‘ill have a ten ycar
span from the poorest reader to the best. For this rcason a graded list of
available books must be accéssible to teachers and to librarians. This will
need to be revised as new high-interest, low-reading-level materials come
on the market. But such lists are valucless unless teachers are skillful in
individualizing work. Just as one improves his swimming by practicing,
one learns reading by reading. Again, the consultant should be able to
help the teacher in this planning, both in the selecticn of books and in the
effective usc of them, to encourage wide reading by all.

Finally, research should always be a part of the program. As new
equipment, new methods, and new books become available, they will need
to be classroom tested to sce whether or not they will aid the instructionz.
program. But just because an item is new does not earn it a right to a
classroom test. The consultant should read,- check, observe, and ¢ -nsult
others about such inncvations. Those which look as though they have
promise of strengthening the reading program should be classroom tested.
This will involve the aid of classroom teachers, providing them with
in-service training, and designing the proper cvaluation so that the
innovation will have a fair trial.
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5.Usitig Writing to Help . - Poor Reader

EACHERS havc long assumed that a rclationship between reading and

writing cxists and have long urged the union of composition and
literature in the classrooin. However, most of the attempts at intcgration
have been futile, for they tum to reading assignments for nothing more
thaz theme topics. The ways in which each dimensien can be used to
strengthen the other remain relatively unexplored. )

When our school became involved in the task of writing a curriculum
guidc'in composition, it became obvious that it would be necessary not
only to examiric the process of composing itself but also to investigatc its
relationship to litcraturc. The results of “our~efforts to design a new
curriculum suggest ways that reading and writing can be brought closer
togcther so that onc will facilitate learning the other.

We have given some thought to the notion that we can get the greatest
rcturns from both writing and reading instruction if the emphasis is on
writing first. Why begin with writing? It may well be through the painful
process of organizing and composing that the student can grasp the full
structure and mcaning of what somconc clse has written. There is more
psychological push to initiating a communication than there is to Feceiving
onc. Because writing is an intensive learning situation, the student tearns
better and retains longer. Skills which have become fixed through writing
. arc morc rcadily available for transfer to reading.

In considering the writing-to-rcading emphasis, we have identified a
number of concepts common to both the reading and writing processes.
This paper discusses specific techniques rlated to two of these concepts:
(1) the concept of structure, including both unity and coherence, and
(2) the concept of specificity.

51
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The Concept of Structure

Whether it deals with fact or fancy, whether it is an expository essay
marshalling hard, cold facts or an emotion-stirring poem that meditates
death, whether it is as short as a sentence or as long as a novel, all good
writing has structure. It is never just an amorphous mass of words;
instead, it is a pattern of words carefully shaped and fitted tegether in
such a way as to create a harmonious whole. Many poor readers—and
writers, too—see only the amorphous mass. They do not think in terms
of examining the separate chunks or parts and then of the need to unify
these chunks to arrive at the intended meaning. Even if the reader makes
some such attempt, he often puts the picces together in a random order
without understanding that they must be disciplined in the same way
that the writer himself disciplined them. Or he will disregard the
multiplicity of parts and attach too much importance to just one of them,
not understanding that the real meaning is the sum of all the parts.
Obviously, none of these attempts establishes any real communication,
for the communication itself has not been perceived as a structure.
Structure, then, shapes meaning. And if structure—the parts of the whole
and the relationships of thesc parts—shapes meaning, then students must
be sensitive to structure in units of various sizes as well as forms-of various
kinds. The relationships among words in sentences, sentences in para-
graphs, paragraphs in longer essays; the relationships of stanzas in poetry
and elements in a short story—all should be taught at increasing levels of
difficulty.

Recognizing the cruciality of this concept, teachers in our school have
"been devising and experimenting with writing-to-reading techniques that
might lead students to recognition of structural unity. Two of these are
known as the key word technique and the cognitive map technique.

With -the key word technique, students are taught to strip sentences
down to their essential message-carrying words so that the main idea-detail

~~—pattern in_paragraphs stands out. The use of this idea, developed by
Robinson (2), has been previously reported by others (7). It has,
however, always been discussed as a technique for helping students
recognize structure in their reading. We would like to suggest that we
change the emphasis. Instead of using it as a device for merely pointing
out structure in their reading, why not actively involve students and have
them use it as a device for building structure into their writing? Surely if
students become intimately concerned with the technique through the
process of writing, there is greater likelihood that it will be used for
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problem-solving in reading.

The first step, then, is the unguided writing of a paragraph. Next, the
class may be asked to look at a challenging paragraph sample. This should
be viewed as writing, not reading—somebody wrote this; now what was
he trying to say? Each student decides on a main idea and writes it down.
The teacher polls_the class members and writes on the board whatever
variety of main ideas is suggested. The lack of agreement becomes obvious
and along with this the need for a skill to help students decide what the
writer is really saying is neatly established. Now, the key word technique
is introduced. At this point, comparing to a telegram or cablegram helps
to explain the principle; placing a dollar value on words keeps interest
high. Students practice the technique together, reducing sentences placed

‘on the board to their message-carrying elements.

Following work on single sentences, students transfer the key word
skill to practice paragraphs. They list the key words from each sentence
in a column, then note that all but one are details of the same density or
value. This is the general statement that sums up the idea of all the others
and is therefore the main idea. The class returns to the original sample,
using the newly-learned technique to reach agreement on the correct
answer.

Students now examine additional writing samples in order to establish
two criteria for a well-structured paragraph: (1) that there be a clear
statement of a topic idea; and (2) that it include only details which
directly support that idea.

A topic sentence is often problematical. It must not only name the
topic bt also tell something about it. It is the lead sentence and as-such
whatever follows in the paragraph is directed by it. Therefore, it must
sufficiently limit the subject and set up the goals to be achieved. The class
first writes several topic sentences together; then they study paragraphs
from which the topic sentences have been removed and write topic

" sentences of their own. This forces careful attention to each of the parts,

for the topic sentence must cover everything; yet it cannot promise more
than the sum of its parts will add up to.

Student paragraphs are returned and examined in groups in terms of
the two criteria established. The students discover that their own para-
graphs fall far short of achieving unity, but they now have some basis for.
revision. And in the process of revision itself the concept of structure is
reinforced. i

Once the students have this concept well in mind, we take them to




ERIC

Aruitoxt provided by Eic:

- e

-

[RUSPRR—
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sclected paragraphs in their textbooks and ask them to impose the
structure they have practiced to what someone else has written. In other
words, we ask them to read for the main idea-related details pattern. So
far, of course, we have achieved a good measure of success in bringing
students to this point. Systematic use of the key word technique nearly
always brings this result. What we are striving for, then, is that step
beyond in which the student can not only apply the technique on demand,
but does apply it as a matter of course on his-own. Again, our idea is that

the internalization of the concept of structure is more likely to occur .

through the writing process. We therefore move back to a writing activity,
this time concentrating on making paragraphs better by adding a sufficient
number of “juicy” details. Students are led again through the writing-
evaluating-revising cycle, with the demand for “juiciness” contributing to
the concept of completeness as.an aspect of unity.

~ Now we turn”back to reading—to apply what we know about the
writing process there. The teacher leads students through a longer sample
article, noting with them the key words of sentences; the main ideas of
paragraphs; the details which support the main idea, calling special
attention to the fact that supporting details for a single main idea may
continue for several paragraphs. Following this detailed analysis, students
are given a longer article to analyze and summarize on their own. They
should at this point be able to attack the article intclligently and come up
with a restatement of the author’s main ideas. Hopefully, they will also
habitually use the skill they have learned. While it is too carly for us to
offer any empirical evidence that this really does occur, we have a gocd
deal of subjective evidence from the teachers who have used the technique.
They report that students not only plan their own writing but they can
see a plan in other’s writing as well. And tbey remember better. Words
are no longer just an amorphous mass to students for they can pick out
main ideas and hang sub-details onto them.

It should be noted that writing and reading practice with the key word
technique includes main ideas in a variety of positions within the
paragraph: beginning, middle, end, within two or three sentences, and
in a combination of first and last sentences. In addition to this compre-
hensive work with main ideas expressed, practice includes work with
main ideas implied.

We do not claim that the technique is exciting. However, the
description of the technique as given here is skeletal. Good teachers will
bring to this framework activities and materials that will reflect the force
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of their own personalities. Nor do we claim that the technique is new.
We feel, however, that our writing-to-reading emphasis adds a dimension
which is worth consideration. )

Another technique for dealing with the concept of unity in exposition
has resulted from experimentation with programed learning directed by
John Ginther at the University of Chicago. It involves carefully programed
lessons in which teacher and student develop cognitive maps patterned
after samples of good paragraph writing. Students follow a cognitive map,
in writing paragraphs of their own. The map prescribes the route that
must be followed to accomplish the lesson’s purpose—in this case, para-
graph unity. It shows students where to begin and where they want to go
and prescribes each step to be taken between the starting point and the
destination. '

Like the architect’s plan the builder uses to erect a house, this is a
precise plan to be followed in building paragraphs. A typical map for a
paragraph containing a clear main idea statement fully developed by
details would begin with a pattern for creating a main idea sentence.
Thus, the student might be directed to name a person he knows, a group
of people, or a familiar object. To this he would add “‘is always,” or “is
usually,” or “always looks,” and then conclude the sentence by naming
a way his subject acts or looks. Following this pattern, a student might
write. a sentence like, “My little brother is always pretending.” Having
developed a main idea sentence, he is then directed to follow a very
specific set of instructions, such as: (1) make a list of three or more
details that could make your statement about your subject vividly clear
to a reader; (2) for each detail you listed, write two good sentences, one
of which introduces the detail and states it in a general way and one of
which explains and clarifies your detail; (3) after the last detail sentence,
write a sentence that makes some general statement about the subject of
your paragraph, a statement that is based on the evidence you have
presented. By following such a plan, even the slowest of students is more
likely to build fully-developed and unified paragraphs.

Through a number of programed lessons, students examine samples of
both good and bad writing, so that over a period of time, they develop
several cognitive maps. The decisions they make in creating their maps
are dictated by those things the teachers involved have decided are basic
to composition: (1) unity—topic sentences that limit the subject and set
up goals and are-developed by pertinent details; (2) order—details that
are not simply random but are carefully arranged for effect and for
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communicating true relationships; and (3) purpose—subjects that are
treated subjectively or objectively depending on the particular message
to be communicated, the writer's own attitude toward his message, and
the audience toward which it is to be directed.

" The similarity of these writing goals to those considered basic to reading
is striking! In fact, the ideas dealt with and the student behavior
demanded by both the key word and the cognitive map techniques are
practically identical. Yet one was conceived as a writing-to-reading
program while the other was conceived as a writing program only. We
should note here that two groups of people worked independently to
structure programs—one to aid reading, the other to aid writing—yet
came up with the same behaviors to be developed. We have some
subjective evidence that the writing-to-reading program works. Therefore,
asking students to do the same thing, regardless of purpose, should also
produce resulis. What this confirms, of course, is that reading and writing
are highly interrelated by organization. An awareness of what goes into
his own writing must surely increase a student’s awareness of what he
should draw out of his reading! '

We recognize that teachers have long used some sort of outlining
technique in teaching both writing and reading. Our use of these
techniques is different only in the conception of the individual lesson as a
highly structured, step-by-step process, which moves through a pre-
determined sequence. Both techniques were developed in this way because
of two basic assumptions: that students learn best if they know what
steps they need to take to solve a problem, and that there is a greater
likelihood that they will meet with success if the separate steps are small
and lead to attainable goals. But what about this emphasis on structure?
Are we trying to reduce creativity to a formula? By forcing students into
methods of development, by giving them maps to follow, are we stifling
the unconscious creativity that might otherwise emerge? Of course there
will always be the successful unschooled papers. The unschooled paper,
however, is like the work of the primitive artist. Teach a primitive artist
and he may lose his art. So it is with-the writer. The freshness and reality
of his unschooled attempts may be lost when we put him into a harness:
His unharnessed flair, however, will not serve him in demanding situa-
tions. Because his needs in composition become steadily more sophisticated
and rigorous, we must attempt to school his “primitive” writing.

Whitehead’s conception of education as movement from freedom to
discipline and back to freedom again has application here (3). When we
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try to move a student from freedom to discipline, we must expect ai
attendant loss of spontaneity. His writing may lack its previous freshness
and honesty but-it will gain in structure, And, once he gets used to
working within' this structure, he can then reach out for new powers of
expression, more potent now because they are marshalled by a basic
framework. ,

This delineates for us the three kinds of writing behavior we can expect
of our students. Some few of our students can never be disciplined. They
will retain their primitive art and will occasionally, by ‘some accident of
circumstance, succeed. Many of our students will accept the discipline
willingly, and find it safe and comfortable. Although they will never go
beyond it, they will find in the discipline itself that they can indeed
produce something, where nothing before existed. Other students,
although they chafe at discipline for a while, will learn to use it as a tool.
And with this tool, they will be able to achieve even more than was
previously possible.

Beyond unity, another aspect of structure to be considered is coherence.
To ignore the structural devices which change meaning is to get a
distorted message. Of course, teachers have always pointed out devices of
coherence, But mere “show and tell” has apparently helped little; for, in
spite of training, students still do not use these devices or signals. well,
Perhaps we can establish the use of these signals in reading by demanding
their use in writing. ' '

Word order itself is an important signal to meaning. If the student is
to deal with much of the litérature in our boeks and anthologies, then
he must understand not only the basic subject-verb-object structure of
language, but beyond this he must see that a writer uses many deviations
from this normal structure and creates from it many complex formations.

One way to help students become aware of the variety and complexity
of structure is to have them build sentences of their own, Starting with
a simple subject-verb-object skeleton, students can be taught to stretch
the sentence by adding adjective or adverb modifiers, appositives, parti-
cipial or prepositional phrases, and clauses. Thus, ways to build more
mature sentence patterns can be explored. Also, students can learn to
manipulate thesc patterns, changing order of placement and therefore

relationships and meaning as well. They can learn, for example, that a
shift in the placement of a subordinate conjunction can make the:same
sentence tell a different story. “When Mother turned her head, the baby
drank her coffee,” can be turned into “Mother turned her head when the
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baby drank her coffee.” Both are correct, but the meaning has certa}nlfv
changed!

After this specific practice on sentence variety and complexity, students
can be directed to analyze their own compositions. In this analysis, they
will most likely discover frequent usec of a simple and compound sentence
pattern. They should now be able to judge which of these sentences are
effective as they stand; those that are immature and ineffective they
should be able to revise in such a way that they better signal the meaning
intended.*

Students can be alerted to word order not only by generating sentences
of their own but also by imitating models. In imitation, our concern is
not so much with what the author did, but how he did it. It might be
fairly easy to train students to echo Hemingway and to produce one, two,
or even thirty Hemingways of the moment. But our concern is with the
process rather than the product. Therefore, we do more than imitate; we
ask questions about his language, his ideas, his relationships in order to
answer: “How did the author achieve his effect?”

The sentence patterns proposed by Wolfe in a recent English Journal
are a good example of the employment of models for imitation (4). The
student, by imitating specific sentences, is alerted to the possibilities of
their various elements and forced to experiment with them. Thus, through
the activity of composition, he is encouraged to increase his own repertoire
of sentence structures—perhaps better able to contain the ideas he is
waiting to express, and certainly better able to understand the ideas
someone else has written. Always we are focusing on the process by which
ideas are communicated rather than on the product of the effort. Thus,
the student gains insight into writing and reading simultaneously.

Forced to wrestle with his own words through generating sentences of
his own and imitating models, a student should develop real insights into
both the logical and structural devices of coherence. He will learn the use
of logical connectives; through actual practice with “moreover,” “how-
ever,” “because,” or “since” he will see that their use commits him to
the establishment of certain thought relationships. He will also sec the
relationships signalled by structural connectives, The use of certain
structural signals such as “in the beginning,” “next,” or “later”—or even
the more subtle grammatical constructions like parallelism—will make
him more aware of these signals when he encounters them in his reading.

*From a serics of lessons in grammar and sentence building designed by Mearl
Dodge and used in his classes in Skokie Junior High School, Winnetka, linois.
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Ideally, the student should sec a picture of what he wishes to write in
terms of a lead sentence in a big block at the top and details in smaller
blocks attached to the larger block, cither coordinately or subordinately;
thus, he plots a mental diagram of relationships. Hopefully, as a reader he
can then reproduce another writer’s diagram.

The same devices for achicving coherence apply whether we are
relating sentences within pél_r'zi?raph,s or-paragraphs within longer picces
of writing. And again the creation of a highly structured series of lcrsons
can help students to understand and practice the relationships involved.
As a preliminary overvic v, the class should be led through the analysis
of the structure of a model four or five paragraph theme. The students
can then be divided into groups for the writing, evaluating, and revising
of a single paragraph. Each group develops a paragraph on a different
aspect of the same gencral topic. Then, in order to sec the larger relation-
ships for himself, the student can be given a mimeographed set of cach of
the group paragraphs and a set of dircctions by which he can combin=
the scparatc paragraphs into a longer theme. Given the individual
paragraphs, he must now create a- coherent structure which unites them.
His dircctions will guide him through these steps: (1) deciding what
over-all theme topic the paragraphs fit; (2) deciding what paragraph
order is the most effective; (3) writing an introductory paragraph which
accomplishes certain specified goals; (4) re-writing the first sentence of
each paragraph to achieve smooth transition; and (5) writing a con-
cluding paragraph which effectively summarizes according to certain
specificd goals. Since the student does not re-copy the paragraphs them-
selves, what he has written stands out as the skeleton which shapes a
longer communication.

This discussion has thus far been concerned with increasing a student’s
awareness of structure. Structure in itsclf, however, is not coramunication,
We must be equally concerned with the details that give structure its
meaning, its flesh and blood. Thus we must be equally couccrncd with
the concept of specificity.

The Concept of Specificity

Teachers complain that students’ themes say nothing! Students com-
plain that they have nothing to say. They seem to think and write in
gencralities. Their papers are often like outlines—thoughts remain cold
and unprojected and ideas bare and unsupported. Note, for mstancc this
example.
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I don’t think I'd-like a2 woman president. I don’t think they would
_be-right for the job! What I mean by this is a person suited for the
seat of the presidency is one of special talent, A woman may have this
‘talent, sure, but she does not belong as president. My opinion may vary
from others but it’s mine and like cverybody else, “I think I'm right."

This, of course, is glaringly bad, for its idea is completely unsupported.
It's an “I Think What I Think Because I Think It” theme.

Here is a part of a paragraph which illustrates another common
problcm

It was the first day of hunting season and my father, brother and
myself were anxious to get out on the field. We arrived at the farm
where we were to hunt that day about six o’clock, After checking the
guns we loaded them. We spread out over an area and started walking.
Almost at once, a pheasant fell and I reloaded just in time, for just
then two more shot up. I got one and my father got the other. All
together we got five that day, but I was especially happy because it was
the first time I had shot a pheasant, The pheasants tasted especially
good at Thanksgiving dinner.

This paragraph is structurally all right but it is run-of-the-mill; it is
pedestrian, lacking that come-alive quality a good communication needs.
As teachers, we often mark these themes, “Add more concrete details!”
But our directions themselves lack the specificity we are asking for.
Seldom does a student know how to add more concrete detail and our
bare-boned comment doesn’t help. How can we help a student to be
more concrete and what will it mean for his reading? .

Whether our goal is utilitarian prose or narration, the ideas need to be
fully supported. Practicing specific methods of support is one way that
students can learn to be more concrete. There are many methods of
support and there is no one list of methods upon which everyone agrees.
Others may find overlappings or omissions, but the following list has
served us well:

(1) general to pamcular;
(2) particular to general;
(3) division or enumeration;
(4) comparison and contrast;
(5) details of space or time;
(6) definition;
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(7) cause and effect;
(8) analogy.

Each of these may be considered a method of support for sentences or
paragraphs,- or even longer .themés: and students can examine all in
order to make some discoveries. They will undoubtedly discover that
occasionally a paragraph is a pure breed, using only-a- single method of
support. More often, however, they will identify several methods of
support combined within a single paragraph. They will discover, too, that
topic sentences often dictate the kind .of support which the paragraph
must develop. A student should recognize that a sentence like “Airplane
accidents can be related to weather conditions,” demands a cause and
effect development. If he encounters a sentence like “There are roughly
three types of teen-agers,” he should be instantly alerted to look for the
enumeration of the three kinds.

Such discoveries should be fixed by writing practice. The student
himself should write topic sentences which demand a specific method of
support, By rewriting the same topic sentences, framing them so that they
require different kinds of support. Having worked with various kinds of
supports, he is prepared to write paragraphs for which he chooses the
method of development that best fits what hie wants to say. This writing
practice can be reinforced by directing students to readings which them-
selves follow these methods and by noting that the use of specific kinds
of support has given the writer “something to say.”

Had the student who objected to a woman for President known that
he could support his statement with examples or with comparisons or with

- a definition of role or with a combination of these, his writing, too, would

have gained “something:to say.”

We have observed in the telling of the hunting episode a thin para-
graph. With few details that fatten its meaning, it has little or no impact
on the reader. Perhaps the work of Francis Christensen* has application
here and will prove an aid not only to our students’ writing but to their
reading as well. One of the aspects of Christensen’s work on the generative
rhetoric of the sentence is his work on sentence expansion. There is a
certain gift of language which, admittedly, no one can communicate; he

*Syntax and the Rhetoric of the Sentence, Grade 9, Student,Packet: Expeiimental

Materials, based on the work of Fran-is Christensen (The University of Nebraska:
Nebraska Curriculum Development Center, 1965). .

The Rhetoric of Short Units of the Composition, Grade 10, Student Packet:
Experimental Materials, based on the work of Francis Christensen (The University of
Nebraska: Nebraska Curriculum Development ‘Center, 1965).

S
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belicves, however, that specificity and the use of concrete details, and
therefore something of style, can and should be taught. He describes three
ways in which ‘the thin stream of base words—-the nouns and verbs—can
be sharpened: by adding a quality, by pointing to some part or detail, by
suggesting a likeness to something else. Take the word field in the first
sentence of our hurting theme. We can sharpen its image by adding (1)
a quality: stubbled field; (2) a detail: field stark against the dawn; or
(3) alikencss: field like a deserted battleground. Arrived can be sharp-
encd by the same three methods: (1) Add a quality and you have arrived
excitedly; (2) add a dctail and you have arrived with anlicipation; and
(3) add a likeness and you have.arrived silently, like a morning breeze on
a quiet summer day.

Through exercises such as this, a student is forced to draw on sense
impressions. We have found contr ‘led excrcises on the usc of sense
in. - 'essions, cven without the Christensen framework, cxtremely success-
ful. There is always play with words; use of comparative and imaginative
language flowers; and the student is forced to acute observation which
might even lead him to a greater awareness of life. Is it not possible that
something of this acsthetic sense will be transferred to the study of
literature?

Alerting students to specificity through ways that are both practical
and imaginative should help to carry them through the poctic descriptions
of a Willa Cather; through the sharp images of a John Krowles; the
vividness of a McKinlay Kantor; and the emotions of a Bronté or a
Browning.

Conclusion

We are not suggesting that it is possible to reduce the thinking skills of
writing and reading to a science. We are suggesting only that by
developing a careful program that moves step-by-step toward developing
the behaviors common to both writing and reading, we can provide a
framework through which students can gain facility as consumers as well
as producers of a communication.

The bulk of the reading-writing experiences discussed here deals with
the skills of exposition. An inspired curriculum, however, will provide
just as carefully for literature. It is in this aréa that we are now focusing
attention. Again, the concepts of specificity and structure are central to
the units we are planning, for we believe that the more students learn

about how an author created his work the more they will discover
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meaning. Again, too, writing and reading lessons are intimately related,
for we belicve that in the attempt to create or imitate a certain fonm or
genre, students will come to a greater appreciation and understanding of
it. In our planning, then, structure is the key; for a knowledge of structure
can be transferred from one learning situation to another and thus
becomes a tool for further learning.
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6. Evaluating the Author’s Theme in
Literature

Acconmivc To CHASE, the inability of many readers today to read
reflectively is a “higher illiteracy.”* In other words, such readers are
unable to relate the world of ideas which they encounter in print to the

real world of their own experiences.

*Francis S. Chase. “In the Next Decade,” Controversial Issues in Reading and
Promising Solutions (edited by Helen M, Robinson) . Chicego: University of Chicago
Press, 1961, p. 7-18.

Chase is not speaking, in this instance, of people who have basic
reading problems. He is concerned with students and with alumni of the
American system of education who know how to read and, perhaps, even
want to; and vet these students do not read material of high quality with
sufficient understanding or reflection. As a result, such readers remain
impoverished for enlightenment conceraing themselves and the world
around them. T

X5 Chase’s thesis valid? Do the literacy prog.ams of our high schools
produce victims of “higher illiteracy?”

In an eff~rt to appraise the amount as well as the calibre of independent
reading of students in a Chicago suburban high school, the head of the
English Department submitted a questionnaire to these students with the
fol' bwing directic : “List below the books that you have read once and
would enjoy reading again.”

Few English department chairmen in our schools today would be
surprised at the responses. For the most part, students listed only those
books which they had been required to read in class. Jvanhoe, The
Scarlet Letter, and Gulliver’s Travels were prominent among the choices.
Included also were titles of individual short stories, along with titles of
current movies and, in one case, The Chicago Tribune was listed.
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Supposedly, the purpose of the literaturc program in American high
schools is dual in nature. High school students should not only become
acquainted with a few great literary works, but hopefully will also become
so stimulated as to pursue more literature of equal quality for the rest of
their lives. This pursuit is certainly considered a basic characteristic of an
“educated” American.

Consequently, two trends were looked for among the data accrued by
this questionnaire. First, did students, who enjoyed a particular literary
selection in class, search for and find other work by the same author to
read independently? Second, did students tend to “catch fire” with a
particular topic brought forth by the study of a literary work and therefore
search out other writing on that topic?

In a small number of cases these trends were evident. For example,
sc-e students after reading J. D. Salinger’s Catcher in the Rye as a class
assignment, did follow, on their own, with Frannie and Zooey. Or some
students followed Catcher in the Rye with other books concerning the
world of the teenager, such as John Knowles’ 4 Separate Peace.

In fact, the analysis of specific topics pursued independently proved to
be most enlightening. One would expect high school boys, who read

indcpendently, to dwell on such topics as sports cars or athletics and
expect girls to spc 4 their leisure time reading books of high romance.
Indced, these topics were cvident; but they were not the most prevalent.
The data revealed that the number one topic to be pursued in independent
reading for this particular high school was that of religion. The second
was that of racial issucs. The third was concerned with gencral teenage
social adjustment. Apparently then, some tcenagers do look to good
literature {n.- an explanation of the world around them and for insight
into themselves. Such readers are not victims of higher illiteracy. Yet,

despite the a'ms of literature programs, the number of these enlightened
rcaders is small. Why?

Science Versus Spirit

Weare all very much impressed these days with the fact that the genius
of mar has turncd the old fronticrs of science into thresholds of new
uiiderstanding. Commander Whitc’s walk in space annihilated many
misconceptions concerning the dangers of celestial travel which until now
have inhibited a futurce landing on the moon. At the same time, scientific
discoverics in the arca of genctics are Ieading to the unraveling of the
mysterics of heredity. Yet, behind this intellectual progress lies the promise
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that these scientific concepts, now coming to light, within ten ycars will
be as obsolete as yesterday’s scrub board. .

Because of the excitement engendered by these “breakthroughs™ in
science and because of the rivalry now rampant among international
idcologies to enhance prestige through scientific achievements, academic
institutions throughout the world are crowding their curriculums with
courses of mathematics, natural science, physics, and chemistry. Inter- -
spersed among these subjects arc those of enginecring, clectronics, and the
mechanical arts. Indeed, man with accelerating speed presses to under-
stand the flesh of which he is made and the clay upon which he lives.

Yet, even a child senses that there is another side of man. Along with
the power of his reason there is the depth of his feeling. Along with the
hunger of his mind for understanding. of the universe, there is the thirst
of his spirit for an understanding of himsclf. In our age, man is glutting
his mind with knowledge of the world while his spirit is starving for’
insight.

This deart' of insight is serious. In our time poliomyelitis can bc wiped
from the earth; yet, no onc knows why the German nation went insane
and ravaged the world like a plague to the price of half a billion souls.
Mars has been found to be a dead world; yet, no onc can determine a
universally acceptable purpose for life on our planct. The American
people are the most opulent and healthy in history; yet, suicide is a
leading  .ase among our youth.

The Need for the Study of Literatise

The qucstxons raisced by man  search of undcrstandmg about himself
cannot be delegated by educators solely to the attention of philosophers
and to the chur 1. If education is to preparc young people for the future
demands of life, then education must teach students to fulfill spiritual as
well as physical needs.

The laboratory in which man studics the problems of his spirit is the
inedium of art. Through art, man tries to solve the riddles of love and
_ loneliness, of life and death. Man continually changes his environment in
order to alleviate problems concerning his physical needs. As a resrlt, his
tools grow obsolete, his sheliers become more complex, his cities are
altered, his civilizations crumble and are forgotten. But man, as yet, has
discovered very little about how to alleviate the problems of his spirit.
Conscquently, the astifices through which he has discourse on these
problems do not lose their meaning.
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Perhaps the most significant medium through which man speaks
dircctly to himsclf is literaturc. Most of this dialogue is banal; yet, within
cach generation there are, perhaps, a dozen minds of such brilliance and
understanding  that what they add to this dialogue is of universal
importance. Because these artists speak through literature, their thinking
is immortal. As the centuries have rolled by, this vast storehouse of
understanding has increased a thousand fold. According to Somerset
Maugham, a man would nced over two and a half lifc spans of constant
rcading to rcad all of the world’s significant books. .

A tragedy of our day is that many students hardly attend to this t\pc
of rcading. Indced, publishers arc waxing fat over the current upsurge of
thc book market; vet, the literary quality of most of this material is
qucstionable. Much of it lacks artistic expression and the thinking mani-
fested is insipid. Rather than gencrating insight within the reader, most
best sellers today misguide and confuse him.

Educators commonly rcact to this situation with the comment that
many students have neither the intclligence, nor the imagination to read
good books. To some extent, perhaps, this opinion is truc. Yet, this writer
would rather listen to the laments of the students themselves for the
answer. What teacher of literature has not heard a bright student reply,
after rcading for a moment, “I don’t get it.” Such a student does not
mcan that he cannot recognize the words nor that he cannot grasp what
the author is telling him, What he does mean is that he does not perccive
what the author is say 2. In other words, he cannot see the application
of the author’s theme to his own experienre. No wonder! When has he
been taught specific skills by which to sce what the author means as well
as what he tells?

Is not a great part of the problem, then, one of teaching literary
appreciation? Do the current methods of teaching literature give a student
skill with which to guide his mind towards understanding, interpretation,
and integration of the ideas within a good book?

Methods of Teaching Literature

For the past three vears this writer has had the opportunity to observe
a great many literature classes at high school level. For the most part,
these classes contained students who had at Ieast average intelligence and
who, according to reading survey tests, could read at least with the
expected proficiency of their age and class. Yet, most of thesc students
read only under academic compulsion.
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During his observation, this writer noted three types of teaching
methods generally used in the presentation of literary selections. For
example, he remembers one teacher standing before thc “dlass with an
anthology opened to a selection by.Thoreau. “What does that mean?”’

she asked repeatedly, as the students dragged their minds from oné"'“

mid-nineteenth century phrase to another. Progress was difficult, tiresome, ",

and slow. With the ringing of the bell this teacher promptly shut her book
—although only approximately a column and a half of the selection had
been covered—and announced to the class, “That ends Thoreau. Now,
tomorrow we will take up Emerson.” What skills for reading literature
had this class learned during the hour? Apparently, they had accomplished
litde else than the translation of some nineteenth century idioms. Yet,
such a teaching technique, exemplified by this teacher’s presentation,
appeared to this writer to be one of the most common procedures used for
the teaching of literature.

Another teacher comes to this writer’s mind. A teacher with an opened
anthology against her ample breast repeatedly asked, “Then what hap-
pened? And then what?” Only three of the twenty-five students in the
class were responding, each attempting to outdo the others in unfolding
the plot of the selection under discussion. The other twenty-two students
talked quictly with one another or stared into space. What literary reading
skill was being presented in this class? Apparently, the ability to follow
sequences or the ability to anticipate an outcome were being developed—
but little else. Yet, according to this writer’s observation, the “Then
what?” method seems to be the next most common in the teaching of
literature.

When discussing assigned reading for a literature class, some teachers
would ask such questions as, “Do you like Scarlet O’Hara? Would you
like her as a friend?” These teachers at least would be giving their
students experience in character analysis, a skill which comes close to the
purposc of studying literature.

Very seldom during his observations did this writer encounter a teacher
who directed his students towards understanding the author’s theme, In
other words, seldom did students understand that the selections being
studied were works of art. Seldom did the students realize that as works
of art, these selections had personal explanations of life circumstances.
And regrettably, when a theme was discovered little was done with it
other than to classify it under onc of the three standard and meaningless
categories: Man versus Man, Man versus Nature, and Man versus
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Himself. No attempt was made to guide the student into integrating the
theme into his own experience. )

Not only do these methods allow the students to pass over much of the
richness that can be gained through vicarious experiences through
literature, they also have another basic weakness. They add nothing to
the student’s ability to evaluate anything he reads. Such methods guide
him towards some understanding of a specific selection only. He is left
with nothing in his mind that will encourage him to read on his own and
that will help him to pass intelligent judgment on what he reads
independently.

Therefore, methods for teaching literature are needed which will build
within the student’s mind a specific approach for content analysis. Such
an approach must be independent of any particular literary selection and
therefore applicable to all literary selections. Certainly no two students,
using the same method of literary analysis, are going to arrive at the same
level of appreciation or at the same degree ~f understanding of any
literary selection—any more than two golfers, using the same techniques,
will develop the same proficiency in the game. Yet, these readers if taught
a method to analyze literature—just as the golfers if taught specific
techniques—will pursue their endeavors with greater discrimination and
enthusiasm.

During the course of his-experience, this writer has designed several
such structures which can be used as a guide for content analysis of
literature. He is not coyvinced that-any of the structures of his invention
are the answer to .the needs of literary instruction; but hé has foiind
through his own experience and through experimentation that one such
structure, at least, is helpful. A description of this structure will be
presented here to serve not so much as a suggested method in itself but as
a model by’ which teachers of literature might design such teaching
methods of their own.

The Profundity Scale

The particular structure this writer has in mind is the Profundity Scale.
This scale consists of five points or levels (arbitrarily determined); and
its purpose is to serve the reader as a “tool” by which he can not only
ferret out the author’s theme but also evaluate its degree of profundity.

" High school students readily understand the concept of depth in
reference to people. They attribute to this quality such characteristics as
wisdom, seriousness, and maturity. With some guidance they can under-
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stand that a deep teenager is one who nearly possesses the qualities of the.

“universal” wise and understanding adult. A shallow tcenager, on the
other hand, is one who is silly, self-centered, and childish. At the same
time, high school students realize that ir ‘he course of human history
occasionally there are teachers or philosophers endowed with such wisdom
that they understand the problems basic to all men of anytime, anywhere,
throughout the universe. Examples of such teachers are Solomon, Buddha,
Socrates, and St. Augustine. The minds of such men are concerned with
the fundamental truths about man, not only in this world but in the
possible worlds to come.

From a discussion concerning the profundity of people, students can
then be led to understand the concept of the profundity of ideas. Those
ideas concerned with the trivia of any particular person’s day tend to be
shallow. Those ideas concerned with the universal aspects of all mens’
lives are profound. Profundity, then, can be defined as thé degree towards
universality at which an idea pertains to the nature of all mankind.

Generally speaking, an artist is a person of such sensitivity that th ugh
his art he can give his public insight into their own natures, and into the
dynamics of the world about them. Specifically, an author gives his
interpretations through the themes in his writing.

To perceive this insight in a literary work and to incorporate it into
his own experience, the reader must first determine the author’s theme
and then pass judgment on it in Eght of the reader’s personal experience
and understanding.

The Profundity Scale, then, is an abstract structure by which the reader
can discover, interpret, and perhaps integrate the author’s theme into his
own experience. The five levels of the Profundity Scale afe as follows:

The lowest or least profound level is the Phy»ical Plane. A story which
operates primarily on the physical plane leads the reader to be concerned
with the physical actions f he characters, Slapstick comedy is not much
above this level. The autt or primarily intends to give the rcader enter-
tainment through vicatious physical action. Fiction of this nature,
although fun, gives the reader little insight into life.

The second level is the Mental Plane. At this level the reader is
concerned not only with the physical actions of the characters, but with
their mental actions as well. A stereotyped detective story is an example
of literature at this level. Such a story gives the réader somewhat more
understanding and insight into life than would a slapstick comedy.

The next most profound level is the Moral Plane. .3 level, the




P s

oS
EALGRTERY

i O Y
7 el

)

o

ANDRESEN 71

reader is led to be concerned not only with the characters’ physical and
mental actions but with their moral actions as well. An example would
be a story in which a character wrestles with his conscience according to
a moral code. If the theme of a story on this plane tends to dove-tail with
a problem of a pamcular reader, an insight into his problem might be
gained.

The fourth level is the Psychological Plane. At this level, the reader
attends not only to the characters’ physical, mental, and moral actions
but to the “why” of the actions." In other words, the story presents a
realistic environment and shows the effects of this environment on the
.- c characters operating within it. An example of such a swory is Willa

: * Cather’s “Paul’s Case,” the story of a sensitive teenager driven to crime
and suicide because of the ugliness of his environment. A good story at
this level can give readers considerable understanding of a partlcular
class or society.

The fifth and most profound level is the Philosothical Plane. At this

7 level, the reader attends not only to the characters’ physical, mental, . ]
! moral, and psychological actions but to the aspects of these characters ) :
: which tend to be universal for “all men. In other words, these characters
are so richly drawn that they would be recognizable to anyone, anywhere,
any time in history. The resulting theme is therefore also universal. It can -
engender insight in almost any reader regardless of his own experience.
An example of such a character is Macbeth who, in his soliloquy
“Tomorrow and tomorrow and tomorrow,” proclaims the emptiness of
. : life before the fact of death—a feeling of despair everyone can experience
B ? at least once in a lifetime.
i Students can be led to understand the five levels of~the Profundity
Scale by comparing them to the various levels of a fnehdshlp The first
aspect one becomes acquainted with in mcetmg a new friend is his
physical appearance. But the association is hardly very “deep” at this
noint of development. After some conversation, however, one begins to
appraise the mind of his new acquaintance. As the association continues,
one then begins to know the moral standards or ethics of his friend. After
one becomes acquainted with the environment in which his friend has
lived, an understanding—to some degrec at least—of the dynamics behind
the new friend’s behavior is developed. Finally, as the friendship ripens
through the years, one understands more and more the relationship of
the friend’s life to the overall pattern of all men’s lives.
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Using the Profundity Scale

Students will see the purpose of the Profundity Scale as an evaluating
instrument when it is applied to various types of drama on television.
“The Three Stooges,” a slap-stick comedy, for example, does not say very
much beyond the Physical Plane. True, this program has a theme, namely
that “dumb guys” are funny; but such a theme is too ridiculous for
serious consideration. A more profound type of program is “The Sherlock
Holmes Theatre.” In such a chama the reader is primarily concerned
with the cleverness of the characters and can find some satisfaction in the
theme that cleverness can bring about justice; yet, after some thought,
this theme can, in many respects, be declared invalid.

Currently, a television series with very high ratings is portraying the
virtues and debaucheries of “folks” in a small New England town. The
theme, the dual nature of man, indeed, might lead the obtuse viewer to
accept the good and the bad sides of his own or someone else’s character;

_yet, a drama speaking at this level gives little interpretation of the
dynamics behind the behavior of its characters. Consequently, viewers
gain little insight into their own or their associates’ behavior.

Occasionally. a drama on television will tell the story of characters in

- aparticular community or society, pointing out the influences of the

environment on the behavior of its members. The theme of such a
program, generally speaking, is that many people are molded by their
surroundings and associates. This can lead the viéwer to considerable
insight into his own behavior as well as that of the people he must deal
with. -

Rarely on television is a drama presented with characters so well drawn
that they portray; with clarity, qualities basic in everyone. Such characters
“come alive.” An example would be the remarkable program, now
extinct because of low ratings, entitled “The Play of the Week.” This
writer remembers a particularly brilliant production of Eugene O’Neil’s
The Iceman Cometh, the story of people heavily engrossed in the terrors
of their own weaknesses only to find that the hero, the one man who
could make them happy, had destroyed his wife because he could no
longer stand her tolerance of his inadequacies. So sensitively and sympa-
thetically has the author portrayed these characters that in watching the
play a perceiving viewer is led to a better understanding of the fears
within himself. Such understanding as this is the basic purpose for the

study of literature.
A student cannot search for these various levels in a theme, if he has
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not been taught to do so. For example, within the last three-hundred years
the story Robinson Crusoe has had a spell-binding effect on every
generation of young readers. In the seventeenth century, a French school
teacher commented in his diary that most of his charges had left school
for the holidays, each with a copy of Robinson Crusoe under a left elbow.

The same procession with this book could happen today. Obviously, a.

book with such enduring magnetism has a universal theme. Yet, many
readers, who might nevertheless enjoy it, do not know how to grasp its
complete worth. .

For example, this writer remembers one particular young man who
replied after being urged to read the bock, “Gee Sir, this is a great story.
I sure liked all that stuff about the shipwreck and the shooting of all them
cannibals.” Unfortunately, although the boy perhaps sensed that he was
dealing with an extraordinary book, he was incapable of seeing its
significance much beyond the physical level.

Again several young scholars have told the writer that they loved
Robinson Crusoe because its hero was so clever in devising toois for
agriculture and weapons for defense. Regardless of their enthusiasm, these
young readers were still unable to perceive the depths about life that
could be communicated to them by this work. Their understanding of
this classic reached only to the mental plane because they did not know
how to look for any deeper meaning.

In all probability Defoe meant the tale to be a moralistic lesson—the
story of a young man who defied his parents by running away to sea only
to encounter disaster. Most modern editions omit the lengthy discourse
on this matter altogether.

Defoe, of course, lived two centuries before the great Sigmund Freud.
Nevertheless, because he was a genius with a unique understanding of the
human mind, he portrayed a fascinating account of a character grappling
with the hostile forces of a foreign environment. This portrayal is par-
ticularly, unique considering the fact that many of the conditions a tropical
island %o described are not altogether accurate. Few if any tropical islands

have wild goats. Nevertheless, the problems at this level are realistically’

presented. Crusoe approaches madness before he can adjust to his strange

environs. A reader who can perceive the discussion in the book at this -

psychological level would gain a great deal of msxght into his own
reactions to strange situations.

Defoe gave this book immortality by his extraordinary presentation of
a man’s struggle with “aloneness.” Crusoe was more than lonely. He was

Y
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alone—cut off from all intercourse with man. Is not this a basic fear in
all men? Why else is a delinquent quickly brought to bay when threatened
with solitary confinement? Why does a child refuse to be left alone at
night? Why else does man fear death? A ‘perceptive person reading

“Robinson Crusoe at the philosophical level, will not only gati insight into
his own fears of aloneness but also, wiiis this insight, better appreciate the
people around him.

A student who understands "\e nature and the purposes of the Pro-
fundity Scale, then, usually ci.. begin to seek out these deeper meanings
for himself. As a result, he can formulate questions in his mind, concerning
these five levels until he has determined the full scope of what the authot
is saying. A discussion in class based on the Profundity Scale will reinforce
his endeavors. After such experiences as this in the classroom, the student
begins to see . 'terature as a composite rather than‘as bits and pieces of
things scattered throughout a thousand anthologies. He employs a method
in his approach to literature; he now knows what he wants from his
reading and, most likely, will end up achieving what he is after.

Need for Other Structures

Evaluating an author’s theme is only one aspect of the complex process
of literary appreciation. Analysis of characters, settings, and style, is also
necessary. An inventive teacher might devise structures for any one of
these elements of literature. For example, one might categorize characters
from “good guys—bad guys” through the “unique” person to a universal
symbol of greed or nobility. Or one might categorize settings from
rhetorical description through sensory imagery to mood and then, perhaps,
to a universal aura.

The arbitrary labeling of the various points in the continuum of any
one of these elements is not so important. That the students, particularly
problem re s, can be given some kind of abstract structure or frame-
work which ...y can carry in their minds from one literary selection to
another is the significant thing. The reason is that with these structures
students can guide their minds to the best of what the author has to offer
them. And once they are able to recognize great writing and to evaluate
its greatness, such students most likely will pass with eagerness into a state
of higher literacy where the thinking of some of the greatest minds that
have inhabited the earth is waiting for them.
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7. Increasing Reading Power in Social Studies

Socuu. STUDIES, embracing many different branches of human activity,

and being concerned with the “there and then,” as well as the “here
and now,” involves a range of content unequaled in any other subject
arca, Consequently, the reading matter which conveys the concepts is
equally varied in terms of words, ideas and modes of -thii)king.

Though, undoubtedly, comprehension is enhanced by the 2mount ©

“meanings” from his experience background which a student brings fo
the printed page, if he is to learn through reading he must derive meaning
from it also. !

Comprehension involves the ability to interact appropriately with small
units such as words as well as larger units such as phrases, sentences and
paragraphs. The reading process demands a pérception of these words or
larger units, the production of associations, the selection of the relevant
ones, and a synthesis of these to produce meaning. This indicates that
reading involves a “divergent” production of calling up associatiaps and a
“convergent” production of selecting and synthesizing the relevant ones.
Any word calls up a number of associations, but the word is limited in its
meaning by * ¢ sentence and passage in which it is used. Similarly, a
senfence and even an entire paragraph may be restri~ted in meaning by

its context, Thus, the meaning of a passage is pa: .ally gained by the
meaning of the words themselves, and partially by their rearrangement
in a specific structure. This would imply that reading not only demands
an ability to perceive ideas, but also an ability to limit and arrange these
ideas according to the structure of the entire passage.

Hence, if we are to increase reading power in social studies, two major

considerations are the development of functional word knowledge and of
strategies for understanding material in this content field.
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Functional Word Knowledge

The importance of understanding the words and terms appropriate to
cach topic has long been recognized as essential in the reading of social
studies material (7). Stress has been laid upon the necessity for ensuring
breadth and depth of meaning so that the concepts underlying the words
are realized to the full (5). There is some evidence, however, that both

. teachers of reading and subject area specialists concentrate upon she words

which are peculiar to the different content areas. Yet there appear to be
three areus of word knowledge which reading teachers should be empha-
sizing: function words, shifts of word meaning, and classifying through
word meaning.

Function Words

The understanding of the “small” words, those words the Chinese call
“empty” words but which are indispensable to any language, should b~
developed systematically. The so-calied coordinators or connectives sepa-
rated by themselves, have little meaning, but in context often carry the
major burden of precise meaning. Too often, they are regarded as merely
rhetoriral guides, whereas many of them, in fact, give the whole direction
to thinking. The provision of experience and direct teaching of the
meaning of the correlatives such as “both” . . . “and,” “not” . . . “only,”
“but” ... “also, “either” ... “or” is vital. Again we can utilize examples
from the pupil's own reading and also give them exercises directed
specifically towards their use. So with the structure words that suggest:

(1) cause and effect—*‘because,” “since,” “so that,”

(2) those which suggest condition—if,” “unless,” “although,”

(3) those that indicate contrast—‘‘whereas,” “while,”

(4) those that state time relationships—*‘as,” “before,” “when,”

“aftcr,” “dll!'ing,” “whilc,” c‘c.’
(5) those which introduce parallel ideas—“however,” “therefore,”
“nevertheless,” “hence,” ““accordingly,” “similarly,” ‘“‘on the other
hand,” “in conclusion,” and so on. '

It is interesting to note that there are several words that have multiple
meanings, For instance, “while” may indicate a time relationship, or a
condition, or introduce a parallcl idea. Lack of confusion as to the
appropriate meaning in the specific ~ontext is essential for "accurate
comprehension.

.Starting from the student’s own experience we should make him aware
of the differences. Take, for example, time relation words used in the
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following sentences.
1. (a) While Mr. West walked across the room he read a book.
(b) Mr. West walked across the room reading a book.
(c) Mr. West walked ncross the room and read a book.
(d) Mr. West read a book as he walked across the room.
2. (a) When Mr. West moved quietly on tiptoe he approached the
door.
(b) Mr. West moved quictly on tiptoe and then approached the
door. : .
(c) After Mr. West had been moving quietly on tiptoe for a little
while, he approached the door.
(d) Moving quietly on tiptoe, Mr. West approached the door. .
3. (a) Stooping down and keeping his knees stiff, Mr. West found
that he was just able to touch his toes.
(b) When he had stooped as far as he could, Mr. West found that,
keeping his knees stiff, he was just able to touch his toes.
(c) Having kept his knees stiff, Mr. West stooped down and found
that he was just able te touch his toes.
(d) When he. began to sto p down Mr. W=st kept his knees stiff
and found that he was just able to touch his toes, -~
* Students might be asked to demonstrate the related actions by mime
before explaining them ve: bally. It is interesting to note that though the
sentences in the third section appear to be longer and more complicated,
* these are usually easier to understand than the shorter, more concise
sentences in section one.cHere meaning is embedded in “while,” the use
of the present participle reading, “‘and,” and “as.” This apparent simpli-
city of sentence structure frequently overlays complexity of thought.
These “empty” words then suggest to the reader the way in which he
should structure his thinking. They are important in any formal writing,
but perhaps are used most frequently in social studies material. Time 2nd
space concepts as well as the need to explain the meltiple motives of
human development, the manifold causc and effect relationships of past
events as well as current phenomena, and the inter-dependence of
economic development, are the essence of this subject. And it is perhaps a
paradox that this very complexity can only be conveyed if there is precise
and penetrating understanding of these “small” structure words,

Shifts in Word “Aeaning
An oft reiterated truism is that readeis should learn to understand
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words in use. The extent to which technical vocabulary of subject fields .

conditions learning in thesc fields has also been discussed frequently. But
students continue to ignore the shifts of meaning tha. occur as words occur
in. different context. Two major stumbling biucks in social studies appear
to be the use of familiar words in unfamiliar context, and the metaphorical
implications of terms. Many words, with which the student has become
familiar during the elcmentary school period, now are joined into teris.

“In terms such as “machine age,” it is not sufficient *hat the student knows

the meaning of “machine” and “age.” He cannot add the meaning of
one word to another but must abstract ideas from the concepts underlying
these words and synthesize these into a new concept.’ Think of the
transition in thousht required from “west” to “westward movement” or
from that type of “movement” to “labor movement.” Far tco frequently
we hopefully assume that if the student can “recognize” a word, he has
understood its meaning. Students, particularly those who hwe difficulties
in reading, nced help with thesc shifts of meaning. Many of them may
associate “‘density of population” with the intelligence of a group of
people, or confine the meaning of “cabinet” or “minister” to their own
experience and associate these with furniture or clergymen.

Social studies material abounds with metaphorical expressions. Teachers
who do not allow tudents to ponder the implicit meanings of these
phrases, will not only inhibit vocabulary but will impoverish the social
studics concepts. Discussion of such terms as the “iron curtain,” or “the
cold war,” can be illuminating. Could a curtain be made of iron? What
ideas does this juxtaposition of opposites cvoke? Why do we speak of a
tariff wall? V/hat is the origin of the term “Tropic of Cancer”?
Fascinating discussions may arise not only about the word origins of
“cancer,” bu also the linking of astronomy and astrology by the early
cartographers. Teachers should never miss the opportunity to explore such
terms; the: will often be surprised at the insights which can be developed.

Classifying Word Meanings

One of the major ways in which we can aid thinking through language
is by using words to aid in the classification of ideas. Most learning takes
place through the recognition of similarities and differences. Perhaps we
need to explore the possibilities of direct classification through this method.

The precise nature of the following terms could be discovered through
discussion:

ITow is democracy like a repullic?
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How is a democracy different from a republic?

Can a republic be a kingdom?

Can ‘a kingdom be a democracy?

or

How is a declaration like a proclamation?

How is a declaration dif;- vent from a proclamation? -

Can a declaration be a proclamation?

Discussion which goes bevond the superficial and sometimes vagus: ~
apprechersion of tic meaning of a word in context is essential to increasing -
the ability to understand and to the transfer of knowledge from one
occasion to another. Too frequently, discussion of such topics is regarded
by teachers as a waste of time and leads frequently to incomplete and
partial concepts. Astute questioning by the teacher, however, can lead not
only to vocabulary extension but also to precision in thinking.

Research in the development of children’s thinking suggests that the
ability to apprehend overlapping classifications develops only slowly and
is barely achicved by the time children enter high school. Again our work
in vocabulary might foster this increasing awareness of complexity. The
followin~ <ercise of “paired qualitics” might be used as a starting point.

Paired Qualities .
The same person could be both kind and gentle.
The same person could be both handsome and ugly.
The same place could be botfx precipitous and a plateau.
The land could be both fertile and arid. .-
The climate could be both humid and dank.
A person could regard the same cvent as both calamitous and
felicitous. '

Students should be encouraged to formulate their own pairs. This is
merely ancther way of teaching the dichotomies of thinking involved
when we work with antonyms, and the similarity but not identity oi_:-
synonyms.

From experiences such as these, we can then attempt to increase the
ability of students to formulate their own accurate precise definitions.
There is:some cvidence, from research in vocabulary devclopment in later
grades, that children today are not as accurate in this skill as formerly.

Further work in classification of idcas through word usage might help
students to understand not only what an author is saying but kow he is
saying it. Again it would appear casier to start from the students’ own
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expericnces. Most test questions, which demand that a student organize
his answers, have clues that indicate the nature and content of the answer.
Thus tv¢ words “describe,” “illustrate,” and “outline” imply that the
answer requires only that ideas arc so ordered as to present the most
accurate and most comprehensive communication. When we ask students
“to give reasons for,” “explain,” “account for,” “analyze,” “elucidate,”
or “mtcrprct” we are demanding another type of response. Here the
criterion i “hat there should be at least an ‘acknowledgement of the cause
and effect rclauonslup, and that the answers should be organized to
indicate the interrelation of ideas or events. The use of the imperatives
“compare” and “contrast” is also interesting. “Compare” implies usc of
both similarities and differences, while “contrast” focuses attention on the
differences. However, when we use tenms such as “evaluate,” “consider,”
“criticize,” “examine,” or “comment upon,” the highest of the mental
processes involved in comprehension are demanded. These include such
abilities as analyzing, judging, synthesizing, induction, ¢-duction;- gcncr-
alizing, and problem solving.
It is obvious, however, that at this stage we are :eaching info an area
of gencral comprehension as well as specific word meanings. So let us
examine some strategies in comprehending social studies material.”

" Comprehension Strategies for Social Studies Material -

“Structure” and “strategy” have become popular words in education.
Some would say they have degenerated into slegans and their initial
meanings have been dissipated. However, the strategies -vhich can be
applied in plumbing the structures of thought and langwiFe underlying
the content of the material appear to offer many suggestions for ensuring
comprehensive comprehension. Two areas appear to be within the scope
of this chapter—strategies in teaching, and strategies for studying.

Teaching Strategies

Unfortunaiely the means by which a student arrives at the main idea
is frequently left to chance or a random -process of climination. Students
who read well usually achieve this by means of an “educated guess.” Less
able students may need to be given thc means by wluch they can obtain
the main idea. :

The topic sentence often is the main clue to the mcanmg of a paragraph.
There are three possible positions for this. It may be the introductory
sentence, and the remi2inder of the ideas within the paragraph support or

L9
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extend the introductory notion. It may be the summary sentence, with all
the preceding concepts in the paragraph culminating in the final sentence.
These two types cf organization illustrate deductive and induciive
thinking. Frequently, however, the topic sentence is situated in the middle
of .the paragraph, -with pertinent ideas preceding it and appropriate
examples following it.

Sometimes, however, paragraphs contain no topic sentences which give
clues to meaning. The main idea may beonly gathered implicitly; or the
paragronh may be a transitional one, the purpose of which is to make the -
bridge from one thought to another.- McCallister (3) has suggested
further clues to the understanding of paragraphs.

At the University of Alberta, we have had considerable success in
inducing growth in this ability through diagrammin: idca sequences in a
paragraph. Now while this method has been found to be successful with
amenable to this technique, perhaps because the style is largely explana-
tory and consequently involves ind' _tive and deductive operations to
cxplain the interrelationships of the ideas.

A productive means of developing compctence in comprehension is
through discussion with the students of their errors and mistakes. The
reader must learn to know himsclf; his own attitudes, the probable types
of mistakes he will make, the pitfalls of language, and the fallacies that
may become the booby traps of thinking.

The nature of the content of social studies makes it particularly
felicitous from this point of view. Examples abound cof the types and
sources .of errors.

Words, phrases and sentences may be wrongly interpreted because of
one of the following:

1. “Glittering gencralities” (the term used by propaganda analysts),

2. Vagueness and ambiguity,

3. Equivocation and false reference,

4. Jargon, and ctymciogical fallacies,

5. Syntactic and accent ambiguity.

Failure may also occur because the reader does not sce the relationships
among the ideas aroused by the words. Three aspects of these are:

(1) Failure to analyze the problem or topic in order to discover the

principles, or persons, or points of conflict involved.

(2) Failure to recognize the “pattern” of the problem and the method

c. presentation, which may be descriptive, critical, legal, exposi-
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tory, crcative, artistic, and so on.

(3) Failure to assess the basic hypothesis, which may be impractical
or not feasible, or irrelevant. A multiplicity of hypotheses may
preclude any formulation of a conclusion.

Errors which occur in reading interpretation through faulty logic arc'.
almost innumerable. Some of the most prominent oncs arc:

{1) Generalization on the basis of insufficient or unrepresentative
instances. ’ .

(2) Ignoring contradictory instances and failure to make them fit in
with the total conclusion.

(3) Statistical fallacies (an important aspect in the modern age).

P These would include drawing inferences about individuals from
the measures of a group, imputing causal significarice to correla-
tions, non-repr ~entative sampling, neglecting to asscss the method
of collecting statistical data, and to test the consistency of data;
and assuming falsely that all other variables except those measured
and compared, remain constant, and many more.

Many of the fallacies of classical logic are broadly deductive and

_consist in drawing inferences which are not justified by the assumptions
nor by the generalizations. Some of these which often confusc the reader
are:

(1) False assumptions are made or implied by cither the author or

reader. .

(2) Exceptions are overvalued or ignored.

(3) Begging the question by assuming (wrongly) the conclusion is
proved, or by so framing a question that a direct answer in- lves
admission of the assumption.

(4) Introduction of irrclevant argument for the purpose of confusing
thinking. All the classical types occur here.

(a) You’rc another.

(b) Argument against the man.

(c) Appeal to popular prejudice.

(d) Appecal to revererce or authority or prestige.
(e) Appeal to pity.

(f) Appeal to the purse.

(5) Introduction of non-scquiturs.

(6) Misuse of analogy. -

Finally in our present age of mass communication there are rhetorical

devices for confusing thought, particularly group thought. Some of these
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most commonly used are:

(1) Engendcering confusion by the use of evasion, or slogans and
cliches, special pleading and the use of statements of doubtful
probositionﬁ.

(2) Attempting to divert attention from the central thought through
the use of the “red herring™ and evasive speculation concerning
a para..<l rather than an actual situation. .

(3) Various .1cthods of delayving or blocking, such as gradualism,
academic detachrent, aggressive raising of objections, repeated
affirmation; and "the arbitrary, dogmatic appeal to prejudice,
should all be recognized for what they are.

If students could recognize some of the sources of their errors they
would have embarked along the road to becoming critical readers. In
Dryden’s phrase they would have learned “the art of judging well.”

The cortent of social studics also demands differing thought responses
from the, . .. Literature forces the reader to use his imagination, while
the logical stimulus of scientific writing requires a corresponding logical
response. A wide variety of content is included in social studics and the
reader must call into play a wide range of modes of response. These inay.
be guided by chronological, psychological, as well as logical consideiations. .
The ability to project ~.ueself in time and space, the usc of imagination
demanded by history and geography, must be curbed by “loyalty to the
given,” or the facts as we know them.

Materials which ™ give the student practice’ in detecting thinking
strategics and wili .c..1 to a self-critical atntude on the part of the student
towards his own thought processes do not need to be devised. Examples

of all these will be found in most of the materials currently used in social
studics.

Strategies for Studying

A rccent investigation (4) which examined the development of logical.
ability and reading comprchension has implications for the teaching of
study skills, particularly that of outlining, Perhaps students nc~d to
become more flexible in the ways in which they utilize and store
knowledge, so that the method more closcly approximates the structure
of thinking involved in the learning of some concept.

It has been suggested that the familiar linear 1ormat recommended for
outlining is not alwavs satisfactory. ’
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In this type of outline, item 1 or 2 may be given and the student left to
> supply the remaining items and sub-items. There appears to be several
disadvantages to this type of procedure. The ‘items included in the outlinc
tend to be at a low levei of abstraction, -and often are merely a listing of
details. Moreover, in a lincar sequence of this kind it is difficult to indicate
rcladonships, particularly that of inclusion. What is the relationship
between 1, 2, and 3 and between A, B, and C. Finally this type of
structure may be uneconomical from the point of view of recall. It is
important that associative links be made and these are often most eflective
if they are a result of classification and art part of an organized structure.
Elsewhere (2) it has been suggested that there are sequential steps
which might be used to develop different mcthods of organization which
follow the steps in the developing logic of children. Such diagrams go
from linear sequences, to corre.ited sequences, to parallel sequences, to
hierarchical sequence and ultimately come to fruition perhaps in a three-
dimensional type of matrix.
By grade seven, many children are capable of thinking in terms of
hierarchies. The following diagram illustrates how this diagram scheme
might be applied to social studies material.
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Their Motives -
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Economic

Land Gold  Trade

Country Family Self’

Pcople Who Pioncer

Their Difficuleies

[\

Personal Transportation Necessitics of Lilc

VAN

Food Security Relaxaeic:

Rail Overland Wacer

- The findings of psychology, however, reveal tiat all classficatory
thinking is not hierarchical in form. Classes may be multiplicative in
structure and be better indicated by a matrix type of plan, which can
indicate more complex relationships. The following diagram suggests a
possible use of this form,

Climate Physical Features

Natural Resources
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All the three horizontal categories singly or together will have an
impact on the geographical aspect of the sub-divisions along the vertical
axis. : :

While the above diagram is two-dimensional, it is obvirus that the
broad classifications of the vertical line might be broken down further
into types of housing, transport, etc., all of which in turn may be affected
by features along the horizontal line in terms of climate, physical features,
natural resources, as'well as in terms of the remainder of the items on the

vertical axis. Thus, students could easily produce a three-dimensionai
model.

It might be argued that texts used in science and social studies have
long incorporated information presented in similar diagrammatic form.
It has also long been emphasized that we should direct our teaching
‘towards the accurate reading of such charts. I would submit, however,
that rarely do we ask the students to do the reverse and record the
information they gain from the texts in this way. Given the opportunity
and encouragement, many students reveal considerable ingenuity and
enterprise in devising means for categorizing their learning.

One word about what we have been doing in the past. The linear
format suggested earlier has certain uses, and should not be discarded
completely. It has a definite use, whether thinking is linear in terms of a
time sequence or where information is additive in nature. It may also be
the first step which the teacher has to introduce before the pupil can be
led to understand the relevance of hierarchical and matrix structures. We
should be doing a great disservice if we assumed that automatically the
students would recognize this hierarchical type of organization as being
more functional, unless their previous training had led them t. this
conclusion. —
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Conclosion

In this paper an attempt has been made to show some specific ways in
which the teacher can assist the sti:dent in increasing his power of reading
in social studies. Many of the aspects of reading in this field, such as
adapting rate and method of attack according to the nature of the
material and the purpose of the reader and similar ideas, have been
omitted because these have been discussed extensively in the literature, It
would seem, however, tha. the processes of reading involve not only
imagery, vocabulary, concepts, manipulation and understanding of
grammatical structure, but are also dependent upon basic logical
operations which develop slowly throughout the elementary school but are

reaching maturity at the high school level. Since reading is a form of ~

thinking triggered by printed symbols, it appears essential that our
teaching should take cognizance of the stages of logical development and
incorporate these, where possible, into our plans for teaching and learning.

it
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8. Science Learning and the Problem Reader-

-
At

AMONJ THE VARIOUS subject fields that make up educational programs,
there- is little doubt that science currently receives more attention
than any other. This was not always so. The famous Massachusetts Law
of 1642 directed officials of eac.r town t> ascertain whether parents and -
masters were training their charges to read, write and cipher, and in
* particular “to read and understand the principles of religion and the
capital laws of the country.” Since the resulis of placing responsibility on
parents and masters proved unsatisfactory, the Massachusetts Law of 1647
was enacted which required that every town - * 50 householders or more
should appoint a teacher of reading and writing and provide for his wages.
Whether such laws were responsible for the direction of academic
programs, or whether they merely served as prognosticators is a matter of
question. Nevertheless, it is clear that the initial “solids” of the curriculum
were English (“reading and writing), arithmetic (“ciphering”), and
history (“laws of the land”), sciencé was notably absent. During the
i decades that followed, most experiences that might be classified as science
were offered mainly for vocational preparation or as part of “_lassical” or
“college-entrance” programs, not for general education. To be sure, some
activities related to science, such as nature study, were included in
elementary school programs. But, thev were not organized sequentially,
and were generally “self-contained packages” that bore little relationship
to one another.

Many voices were raised from time to time a.out the inadequacies of
such science programs. It was pointed out that science affected everyone
3 and, hence, science programs should be organized for everyone, not
just the technician or professional person. However, it was not until 1932,
with the publication of Part I of the Thirty-First Yearbook of the
Nationa!l Society for the Study of Education entitled 4 Program for
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Teaching Scie;zce, that an articulate staicment appeared supporting the -

need for a sequential program of science from the kindergarten to the
university. The Yearbook postulated the basic objectives fo: science
education involving both “dlmcnswns of knowledge” and “dimensions of
performance,” which, although modified in terminology, are much the
same as those accepted today. In brief, the Yearbook emphasized that
students should “not read about science, but rather should do science.”
The Yearbook, however, was much less articulate in indicating how the
objectives might be implemented in the classroom. In retrospect, one may
conclude that science teachers paid homage to what the Yearbeok said
should happen in the classroom, but there was little impact on the
development of activities that fostered intellectual performance. “Doing”
objectives in science were generally met by manipulating equipment,
expending calories on field trips, and ‘“framing things.” Classroom
procedures prior to the Yearbook varied little from those after. What was
obtained has been aptly described in the statement: “If the students
broughi in a bird, they stuffed it; if they brought in a rock, they mounted
it; if they brought in a leaf, they pressed it! The philosophy was, ‘If the
thing moved, kil! it and nail it to a board.’”

In summary, students read science lessons; wrote answers to science
qrestions; filled out blanks in science workbooks; and slavishly followed
directions in what were piously labelled “experiments.” It was largely

verbal science, and the marriage between science and reading generally
seemed to be a happy one.

Science Teaching and Reading

During the period described in the previous section, many investigations
involving the relationships between learning science subject-matter and
reading factors were undertaken. Some of these studies appear in the list
of references in the Appendix. Most of the earlier studies, which were
motivated by the general vocabulary studies of Thorndike, Horn, and
Buckingham and Dolch, sought mainly to identify the vocabulary deemed
to be “essential” or “desirable” for inclusion in science courses at various
levels, They were based on the premise that the vocabulary used in a
science program is a valid index of the concepts that are dealt with, and

- also of the level of understanding expected in learning the concepts. The

monumental study published in 1938 by Curtis (1), in which the res ilts
of over 100 investigations were summarized was probably the high-water
mark of these efforts.
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About the time of Curtis’ major study, the philosophy expressed in the
Thirty-First Y.earbook concerning the need for science programs for all
students began to have impact. The new direction for the programs made
it clear that vocabulary load was not the sole criterion of the leval of
reading or learning difficulty of materials. An even more important crite-
rion of difficulty seemed to be the matrix of non-technical vozabulary and
the writing style in which the scientific vocabulary appearced. Among the
investigations that were bascd on this concept were those of Flesch, Dale
and Chall, and Lorge, Necedless to say, ‘the eardier stvdies involving
vocabulary load, as well as “e later ones involving the “gestalt” of the
textual material for science were closely heeded by authors and book
publishers. Every effort was made to kecp the “essential” vocabulary at

_the appropriate level and to write in a style that enhanced the readability

of the material. The vocabulary lists and glossaries provided in science
books were used widely, but seldom as ‘wiscly as they might have been.
Unfortunately, they frequently became the bases of exercises in which
science terms and their meanings werc memorized.

It should be made clear at this time that many of the science educators
who had been deeply involved in vocabulary and reading studies were in

* the forefront of the movement to “get science teaching out of the book

and into the environment.” Howcver, the “new” philosophy was not
greeted universally with unbridled enthusiasm. Unfortunately, the carlier
stercotype of science as a compilation of knowledge generally submerged
considerations of the performance dimension. But, even more important,
the meaning of “performance” in science was nebulous in the minds of
most science teachers and, unfortunately, still is.

During the past ten ycars, the writer has appeared on many occasions
before groups of scientists and science teachers, during which he has used
the technique described below to ascertain what they belicved to be the
purposes of teaching science. Interestingly enough, the reactions to the
technique were the samrc for all teachers, whether they taught at the early
elemencary level, junior high school level, high school level or university”
level. As an illustration, one of the audience, a sixth giade teacher, might
be selected as a subjec. . This person was asked to imagine that it was the
first full day of schoot in September and that he was facing his sixth
graders on the first full teaching day. He was to remember that they had
already had six years of schooling {kinacrgarten through fifth grade) and
they now arrived in his room for further education. He was to assume that
he was beginning his program in English, communications, or language
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. arts, whatever name rhight be appropriate. He was then asked to siate
.. what L. belicved that the students had gained from their previous
cxperiences in English, what they had brought with them, wt at they had
: learned, what they’d studied, which would serve as a base for his + xth-
: grade program. After some deliberation, the responses, “Well, he pught
; to be able to read,” “He ought to be able to write, spell, speak, listen, ctc.”
: would be forthcoming. The teacher was then asked to respond to the same
N query from the previous m . umetic, numixrs, or mathematics program.

This time there was less hesitation and the teacher would invariably state
that the student ought to be able “to add, subtract, multiply, divide, . -
fraction: ~d decimbals, ctc.” Then the query was directed to science.
Usually, t..rc was some hesitation and confusion. However, in practically
all cases the first suggestion was that “he ought to know something about
cither birds (or rocks).” The initial response bred confidence in the
teacher and the cohorts who were assisting him with responses, and the
list of what “hc ought to know” was expanded to inciude araong others
planets, weather, trees, and the carth.

" The group was then asked to survey the list, which was generally
written on a blackboard, to determine’ whether there was consisteney
among the statements made for the different subject matter ficlds. The
analysis’of the blackboard notes indicated that in English and mat e-
matics, the s .dent was expected to do something better as a result of his
cxperiences whereas in science he was expected to recall the experience he
had. To a g-tery as to whether or not science was designed ‘0 teach a - --.
student to do something better, a hesitating answer was usually, “Well,
yes, he ought to think critically and be able to use skills of scientific
method.” While it would be difficult to disagree with the two objectives,
both ace clichés and it is doubtful whether any teacher could translate
them with a degrec of assurance into classroom practice. As of this tirz, ~ s

" thl. technique has been vsed on over 380 occasions and there was no
deviation from the results described here. .

Thus, it can be seen, for betier or for worse, that in the arca of science
reading subject matter has been heavily emphasized. This discussion is not
aimed at arguing the merits of this philosophy, but mcrely to show that

cading h: 3 been closely related to the attainment of the objectives of
science teaching. The facts indicate that the reading ability of the student,
the cxtent to which the reading difficulty of the science maicrials was
appropriatec for the students for whom they were designed, and the
emphasis piaced oa the role of effective reading in learning science were

-
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- - - - ¥ . - -
- - 4 - L - -, -

clcarl\ rccogmzcd Thc extent to whlch thesc factors were gwcn cogm~
- zance in the classroom is a subjcct for another papcr Suffice to say, thm
 were consndered !mportam. R . . #
: ;’ A Change m Vlewpomt S / ”5 s
- ‘It is mtcrcsung to note that dmpltc the emphasis placcd on the role of -
reading in science teaching, reading and. vocabulary studies have all but =
- disappeared from the literature of science cducuuon since 1955.. In fact, )

" some ch:u}gcs in the amtudcs cxpr&ed rcrxntly about science wnchmg .
-~by’ _many. scxcnusts and ‘science educators_have promptcd the wmcr o -
- pubhsh ‘a_paper- entitled “Will BooLs Becomc _Obsolete?” These new
- - attitudes —suggest -that sub]cct ‘matter—can: be- lgnorcd in_ thc ‘science
classroom partmularly at: the-clementary-and -junior high- scbool lcvels,
~ the sole concen. - .- L { .
_ . Prior to 1955, when scnencc cducauon supposcdly was- thc propcrt) of
- ~._teachers’colleges, Dcpartmcnts of Education; and professxonal educators,
. " the professnonal educator was roundly castigated i in: ]oumals and roasted
SES f';;wover the fires of ngvtcousn& by the scientific commumty “until the sin
= dripped. out of him- Tike gran” for his-lack of - concem’ wuh ‘the sub]cct
: ';matter content of -science courses and his-preoccupation - vnth skills and - -7
'Aprocm The _articles by Fuller Bestor and- many others are ample N
‘ testimony to > his crusade. Howuer, with the- advcnt of the Course-Content ) =
‘f"’rlmpro\cment Program of the National Science Foundation, the scientific o
_community became involved -with ‘the dcvclopmcnt of science programs- o )
" of less than college grade and the shoes changed feet. - - - - -
.~ The statements of phllosoph\ emerging from-committecs of scientists
Ca who ‘worked on these programs are evidence, part:cularl) those statements
" emerging from the Commission on- Stience Education of the American -
~—~ Association for the Advancement of Science. These statements suggest
“_ that science subject matter is s relatively” ummportant sequence may well
. bc lgnored in science programs from thc kmdergartcn thtough thc clghth . -

T ,7cducator is now found supportmg the role of subjcct mam:r - . -
"~ - Several other statements.that have been made recently also place some - e
" confusion on the place of subject matter in science. On page 58 in the ¢
2" _October 15, 1965-issuc of Time this statement appeared:

<
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~ and that the ) proccs:s of sclcncc and laboratorv acnvmcs should bc almost ” B o : . -
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At Keppel's -suggestion, thc Cameglc Corporatxon is ﬁnancmg uie
preparation -of tests that will- measure achlevcmcnt in rcadmg ‘language
- “arts, math, socna! studies, fine arts, vocationai education and- cmzenshnp
Some tsts will be tried out at publvc schools this wmter T

Thls writer wondcrs wh\ science was lcft out.- Is it that scncnce subject
matter no longcr has any ‘validity?” - - o S
In a testing activity in which the writer was rcccntl\ cngagcq;-hc was
- surprised to receive some criticisni from some scientists about the technical
-vocabulary that ‘appeared in some items designed for the sixth grade level.
&monv ‘these té-ms_we were baclena “insulator, revolulwn rolalwn ozbrl ’
oxzdalwn - digestive; [Jholosynlhem _absorbed, refracted, chlomph)ll i
'fslomala paluade -cells, chloroplast, and vascular bumiles Obvnously, these
words will be difficilt-for some students lf they appear-in-the text wnthout

some form- of (ntplanauon “Nevertheless, all of them-are found in most'i

-_serics of science textbooks from the | fourth through sixth gradc level. They
© are,” of ‘course, usually- c\plamcd S0 lhat the studcnt isnot- likely “to

“encounter dlﬂicult\. Thus, there seems-to- be:some: rcgrcsmon onthe part - -
- of some scientists for niany of them-once defended as “ngorous” sub]ect- o
_ matter content and thclmportancc of” rcadmg slulls. Thls view gl\s mcr -

to manv contradxctmns namcly, ‘these: - - T -
1. The information cxploslon ‘which- has i been- fostcrcd b) thc deu:lop-

- ment of dlgntal computers has. bcen pubhc;zed cxtensn.clv ‘particu-

- larly- with respect to the sciences. Prior to 1940, it ‘was éstimated-
that scientific knowledge was- doubhng in volume every fifty vears:

“Thus, the volume of scncnuﬁc lmowledge accumulated bcmccn the

" dawn of history and 1940 would be rcplicated. by 1990. By 1950,
* the estimated pcrlod of doublmg ‘had-been reduced to ten years.
* Currently, the period of repllcatmn is estimated. to' be between 5

and 7 years. Although no person coisld possibly read even a small -

- fraction of the expanding output, the pmblem of “covering the
- literature” in oné’s field of -science is hardly-being reduced.

2. Several analys«s have been made recently of the job activities of -
___scientists. Thesc analysm indicate that,.on- the _average; scientists
spend about 14 hours of a 40-hour work week reading materials .

written by, or writing-materials to_be read- by, persons who arc not
* their occupational pccrsé[’hcv spend an additional 12 hours reading

Pl materials written by, or writing materials to be read by, thosc who

are their occupational peers. During -the remaining 14 hours, they
behave like the stereotypes: of scientists. The results of these job

1
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anal\scs would ccrtamlv support the need for commumcatton g o e
ability, - both in terms of producnon (wntmg) and in- terms. off : -

-~ . ° - <onsumption. “(reading). -

SO Obviously these- contradlctlons namcly the apparcnt rétreat from
- subject nitter ©n-one hand and the increasing appearance of - publnshed .
T materials- on the- other, demand some resolution. Nearly. everyonec- - . - -
e recoghizes that the laboratory must be more than an environment for the - - .
expenditure of calories through physical manipulation of hardware and- - - - - =
R ~ preoccupation: with isolated experiences. It must provide opportunity for - A - -
: ) r-wa dc\clopmgmcunmgs and- pcrccpuons of thca&penmccs offered, and these = . S R

© © -7 ~arcobtained only through-a background of knowledge. Astudent cannot ~ - - L

T be expected to lcarn basic. principles without first having the foundational - o =

l\nowlcdgw. A laboralory “experience without such knowledges. wouldbe - S S

- B tantamount to. tcaclung naval- axchltccturc by- handmg the' studcnt a log Lot o e T —

- 2 - -anda -piece of sharpened stone and leaving him on his own. Obvioudly, - - = T
R students cannot-be put:through the culturai’ hcntagc of all scientific effort. o B -
Lonscquemly, the- dcvclopmcnt of - ‘meanings dnd- pcrccptlons ‘must_rest : A R
" with- their:ability to read foundational materials, ‘whether-or_not- these - - S EI
lnmmgs take placc at the uu'ly demcmar) levcl or- “at the umvcxsnt) Jevel.- -

-7 The unphcauons of thiis. statcmcn *wcn: wcll summanz&i by Smlth (2) o - T

L in thc followmg quotatnon* - S i o :

T -, Words are an lmportant part of the culuue of*a people. But words are '
TRt "'farmorethanmeresymbolstobeusedmcommumcauon.'l’hey'arealso . DR
R tools for thinking: For higher-level thinking, words act as shorthand in - el
) ndnatcemwordscontamthedxsuﬂedameofnmnmexpenemes. - -
Thus,- though we often hear it said that a picture can replace a-thousand
words, 1t may be i unportant that certain of our words stand fora thousand

oflnfesptctums. IR '?g,

Itis postulaxcd thcreforc, that wnthout regard for thc lcvcl at whlch
. scicnce experiences are.offered, reading will still be one of the major means ) - o
) of input for the student..It- lsfpostulatcd “also, that unless the student has - S ¢
R accumulated a cértain amount of subject matter through reading to serve ) <.
as a background for his learning, his science learning is almost sure to be o
randomized and minimal. This will be particularly true for the student : ) ) ) ]
" who is the problcm reader at the- secondary-level. These students are~ R -
subject to the information explosion as much as the more able student. . -
'Their likelihood of becoming scientifically literate and serving as )

kndwlcd"cablc Taymen in a scientific environment will dcp;nd largely on
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thclr ablhtv to- absorb some clcmcnts of scncnuf ic mformat:on rapldlv and
effi cxcml) through rcadmg They are not the people who will work in the
laboratory or-carry out inv estigations, thus gaining scientific knowlcdge

Rather, these knowledges will come largely through what they read both - . e -

" in school and as adults in published-materials. But, before the “problems o TR, T

of the problem” reader in high school can be solved, particularly with - )

reference to science, a numbef of questions must be.faced. Aniong them-

are: “What is a problcm reader?” “Is the ;problem reader a poor reader

" --of all materials?”” “What materials are most suitable for the" problem - T

ircadcr’” “What tcchmqu«s may work best wn.h the pmblcm readcr”’ - e

Workmg Wxth the Problem Roadet in the ngh School Classroom . o —

- Any eﬂ’ort to. dtscnbc the- problcm rcadcr precisely would. rcqulrc far - L
more space. than-is available for- the-entire- rcport and; hence; it ‘will not - S
“be- attemptcd “However: for the | purpose of_this pmcntatxon the problcm o
rcadcr will" be consndered to bc a studcnt in grades seven - thmugh twelvr : _f . I
~-who does not-read” fluently . _enough -to “attain- mmxmall)-acccptable T LeEe T T e
standards of undcrstahdirig of those. textual materials in science designed <. -
for students at his grade level. Howcvcr, the presentation will be confined R
to ‘students whose_ deficiencics -are. relatéd pnmanly to, “inadequate e
ofganization” of the lmpulss that reach: ‘the brain on’the optic nerve; or - J R
those whose difficulties are motivational in origin. Tt will-not include those T g
-with- physical defects that need ‘medical attention. Together, these two d T
groups make up’ most of. thosc cons:dcrcd to be “problem rcadcrs” at the . e LT
7 ’hlgh school level S - o

"and- tenth grade scncnce courscs since thmc persons are hkcly to be - .
,dlscouragcd from -taking -the mor¢- specialized science courses in the .
cleventh and twelfth grades, usually chemistry- and physics. They may

"~ take a teriinal general physical science course in the senior year, although - - .
this is not- typical. Thus, such students who elect Science are likely to find ST o
themselves in general science, general biology, or general physical science. . SR '

* Their attendance in suchcotirses increases the difficulties facing them as.
problem readers. Among these difficultics are the fol]owmg :

1. The contents of the general courses in the sciences are taken from o :
many science dlSClpllnCS rather than one. Hence, the basic vocabu-~ T T
laries of such courses re likely to be more extensive than those of
the spccuallzcd courses, Also, the terms in the vocabulary are likely
to be used less frcqucntly than those of the specialized courses,
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2. I the’ prevnous scctlom the current cmphasls in- many quartcrs on
'laboratory activity, with a commensurate reduction of emphasis on -
subject matter - content "has been dtscnbcd "However, this new
:phnlosoph\ ’thhout Tegard | forits merit, has had-little impact on

.~ the general courses in science. “These courses arc still hlghl\ verbal,
" “laboratory activities being~minimal and gcncrally consisting - of
_teacher demonstrations. Thus, the’ problem reader is likely fo be
* faced with more- rcadmg than hns pccrs in- spccnahzed courscs who

. “read moré. ably' 2R B

3. -The general ‘Courses arc more- hl\el§ io bc staﬂ'ed wnth mcxpcncnccd

- teachers than- arethe spccnahzcd courses. Contrary to. pious; protesta-
tlons, -the general - courses require ‘téachers wnh ~more extensive
" science. backgrounds than the spec;ahzcd courscs, af the) are to be -

: taus,ht eﬂ'ectwely For._ thlS Teason;.as well-as- others, “the - ‘general
-~ - - courses in science are more dlfﬁeult to teach than the’ specxallzcd"

-~ - courses.. ‘However; in ‘deference to- semorxtv science” teachers with
greater ‘experience -are - assngned “to- the- specnalxzcd courses- whcrc
.. their” more. extcnswe"‘accumulatlons of w1sdom are- allegcdl\

needcd R R )

4. Few teachers at the hngh school level have"becn tramed in the

techmquts mvolved in the* tcachmg of reading, Sr the prmcnples‘
~ -involved in lcammg 0 ‘read. Unfortunatel) 5 readmg ‘instruction in-
* ‘the high school science:-classfoom frcqucntly consists;of distributing
“dittoed or ‘mimcographed lists of * ‘essential -terms,” together with
“their definitions: In sorfie cases; studcnts may be éxpected,to supply
“definitions whose accuracies are frcquentl) open to question. The
student then memorizes the" terms- and ‘the_definitions (possibly
ersatz) _Attainment of a_criterion score is- cvndcnce z[zso facto that

the readmg problem. is eliminated.- - - :
In addition"to all these * ‘positive” factors workmg “for” the problcm
reader, it is gencrally concededthat scientific vocabulary is growing about
three times:as rapxdly as that in any other field. Iii addition, the connota=

~

~With all these consnder:mons itis possxblc to maLe several questnonablc

= -

moves: e n

"7 1. Let'the student remain a problem reader’ and “fish for hxmsclf ”
With such-a- philosophy, the teacher may. emulate the action of the
social workér who was attempting to persuade an individual to
receive aid from the “anti-poverty program.” The potential recipi-




f:rl,E RIC-- .

Aruitoxt provided by Eic

MALLINSON _ . o 9T
ent stood on his right as an American citizen to be poor and dirty.
Faced” with such logic, the social worker retreated. One -must
assume,. howéver, that the pioblem reader in the high school

- classroom” does not” have an analogous pnvﬂege aud that any
resistance: must- be c1rcum\'entcd ST ‘ ) .

2. Completely and permanently dlscard all *accepted procedu"cs for
‘working with problem readers on the phllosoph) that ™4f you can’t
raise the bridge, lower the river.” Studefits on lcavmg high school,
-whether before or after graduatlon, are expected to read. stanrlard

- 7,matenals and thelr scnentlﬁc envnronments wxll stlll demand thcnr’ ;

—ad]ustments;’ T T T

Then -what positive_ actions. can’ and should be tal\en? The answers T

this question_are not_sinple or categoric, “and -their- implementation
- requires-effort. The problems | mvolved in -the- lmplementatlon will not:be

discussed here; but problems should not be regarded as roadblocl\s ratherr

onl) temporarv barriers to-be circumvented: - - - -

1. “Tinme must -be taken to assisi-the [Jroblem redder in-the hzgh school
' classroom. Anyone with young children has no doubt been annoyed- by
thelr undcsnrable activities” when- adult members wanted to rela\ and
cn]ov television. The commeént t)plcal of- parents “Go-on upstairs; get a-
toy and plav with it and behave yourself,” has been the sub]ect of intensive
résearch mvestlgatlon and -has been found to- be- lncﬁectlve-~51gn|ﬁcant
at the 1 per cent level. A: snnllar finding, also significant at the 1 per
cent level, holds true for the comment. commonl)r made to the problem
reader," “You’ll find some books and magazines on the sub]ect on the

" table in-the back of the room. Go read - them!”

The wrlter *does not believe it is wnthm the scope of this paer to discuss
the source of the neeessary time; but success depends on the expendxturc.
of extra ‘time: :

2. Explain the textbook I'he writer hastens to state lmmedlately that
he does not belicve that the memomatlon -of a textbook-represents the
accomphshment ‘of a-science course. He:does. not- believe this at all!
However, hi¢ assumes that the common practice of using a basal textbook
will be followed and that the problem reader- wnll have one. Thus it
should be used in the optimal fashion. -

“A study now underwav by the writer concerns the ways in which

teachers of high school science use textbooks. The technique for gathermg
mformatlon is somewhat arduous, involving indirect intervicws, since a

questionnaire which would elicit responses rapidly, would most hkelv

1

FYs
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£ - ellClt rcsponses w1th dubious validity. Data, collected SO far from more

- . than ninety high- school science teachers in ten ‘widely-distributed states, .

S : indicate™that fewer than- 5 per cent e\tplam the- various features-of the -

- “textbook in use and allegedly designed to aid the.student. These features ’

. 'mclude the typical introduction to the student; the’ glossarv and index;

- -and* suggcstlons for using the textbook that may appear in-the teacher s

A manual-or teacher's edition. i .

R It is certainly reasonable to. su«rgest that the problem reader w1ll beneﬁt

- ~greatly from tinic spent by the-teacher in explaining these features. The - ‘
ro - ’=student should' be expected_to selecL terms from the glossary and- locate Lo

S ) ,them m the text.-He should- become famllnar w1th ‘thé roles of: footnotes - o - ’

L= and captlons Pl{-o;etlc spelhngs of technlcal terms should be studled and = N

- The. students may- well be aSI\ed to prepare outllncs of several chapters - /’- S
soF L by copy ing the headlngs -and - subheadlngs and’ placing them in thé- :
[ 7 -appropriate hierarchies: The teacher may reproduce two short subsections . ) }
s T - of. text materlal ‘minus the subheadlngs and have the'studénts 1dent1fy the - - S e 7
7 subheadmgs inthe outllnes they have: prepared under whlch the- text L R
i materials belong Thev may be asked to determ1ne whether-the informa- - R o
. tion in-one or more captions for- illustrations dupllcates information-in the
text; even if phrased somewhat dl’ferentlv whether it extends or amplnﬁes B -
1nformatnon in_the text;-or whether it is entirely dlﬂ'erent With any of -
these procedures the student should be expected to give the reasons for ) o
_his responses. The writer is not so naive as to assume-that these techmques, oo . )
or for that matter any other teaching’ technique, will evoke lavish praise -
- ] from the problem reader or any other student. However, familiarity with
IR _ the textbook i§ likely to hasten more salutary learning than the lack of
e g f‘.mlllarlty -
o "3, Tke use: of materials other than the baml textbook should be :
planied carefully. This statement mlght seem to be the epitome of the o
i - self-evident and probablv is. But, classroom action does not-always ﬁt the ) - .
SRR B philosophy expressed. At this point, the writer wishes to express some
B concern about’ the usé of textbooks designed for lower grades or mulupl
7 “péer tex:books” to provide for the problem reader. Textbooks for earlier o =
grades which may not be, too difficult for the problem reader arc
1n{/ar1ably below thé. level of his social soplustlcatlon ‘and certainly can be
y a st1mulus to his disdain. “Peer” or competing textbooks, while they may
differ somewhat in approach, on the-average, are not likely to be greatly
different from the basal textbook.in content. A problem_ reader has

R
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generally been so designated becausc of his problems with standard
n{ltcna]s such as textbooks, and hence analogous materials are not likely
(to offer much of a solutxon ) .- :

Many materials with'thc appropriate lcvcls of sophlstlcatlon but w1th
lower levels-of reading difficulty are available; mcludmg some. issues of
- Science World; articles in Life and other magazines; and some newspaper
articles. . Such items may be supphcd for the problem réader if they are
_ appropriate in topic and reading-level. The problem r reader may be asked.
to read them and then read his: tcxtbook carefully. He shotld attempt to
“identify and list key ideas found in ‘both the’ supplcmcntary material and
his textbook. He should then do-the same for key ideas found only in"his
tcxtbook In this way; his reading- cﬂ'ort requiired for dlscnmmatxon rather
than only’ absorption and-his dpphcauon to the task may be ‘enhanced.
This technique may well be suitable for the problem 1cadcr plagucd w1th—
low ability, as’ well as for the one lackmg motivation. - - -

4. Compare the usage of terma In advcmscmcnts scientific terms are
frcqucntly -used..jn the way ‘that seems most expcdlcnt A tcchmquc that
may take advantage of that expediency may be useful with thevproblcm
reader. He may be assigned the task of listing scientific terms-that : appcar
.in advertisements, i magazines, and- ncwspapcrs, togcthcr with the t mcamngs
asslg,ncd to them, and- the-contexts-in which they appear. Such words may
include power, energy, force, work, germ, and food, as well as others. The
next task i to read the textbiook or other materials- available in the-
classroom and compare the scientific mcamngs ‘of- the terms with those-
assigned fo-them in what are hopefully “authoritative” reading materials.
_The: meanings in the two different sources should then be compared for
likenesses and differences, as well as for inaccuracies that may be evident.
Obviously, the textbook will need to be téad .in order for comparisons to
_ be made. Howevei, the students’ efforts with- the less demanding material
in the advertisements may sérve as a sprmgboard for an- attack on the
standard materials that are likely to prove ‘more difficult,

5. Make use of “science corners” in newspapers. During the past few
" years, there have appeared in many newspapers syndicated columps such

as “Kousin Klod’s Scienc€ Korner.” The qualifications for Kousin Klod
- seern to be residence in an institution for the mentally deficient, a dropout

, at the kmdcrgartcn level, or an undergraduate major in mythology. This
writer has yet to see one column-that has been free from error. Most of
the columns seem to be designed for the upper elementary or juniof high
school levels, and hence ‘are appropriate as mofivational tnaterial to work
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with problcm readers in th\ hnqh school classroom. The thchcr may well
survey the 1 ;spapers and classify the answers to various questions that
are submitted according to topic {this, mcndcntly scems to be the general
format).- Thc students may be-handed the questions-and answers. related
to the appropnate topics -and asked to read their textbooks and other
materials in- the classroom “to determine what errors may be propagated
by Kousin Klod. One preliminary activity, of course, will be the location
of the errors by tie teacher. Again, the, student will move from less difficult
material-and the activity described should provide: some motivation for
the student-to readsand reasonably i lmprme ‘his reading ability.

6. Develo[) reading through actizitiés involving inquiry and the proc: -

esses of science. Activitics - recommended” for developing inquiry and
processes of science frequently fail to meet acccptablc criteria; They often
- require slavish adherence to directions anu duphc;‘non of manipulations
that could be-accomplished by a chimpanzee, if he could be kept in one
place long cnough Without furthcr regard: for this point, however, the
pursuit of inquiry skills may well be adaptcd to the problem reader with
a view toward his rcading ability as well as.his skills of i inquiry. As one
example, the student may ‘be asked to perform one of the activities and
formulatc the conclusions that may emerge. Hc may then be asked to
read ancillary literature avallable in the. classroom or in the library at
home~and develop from ‘his g glcamngs another activity which might be

directed toward thé same purposes. This may be written up as an excrcise.

_ similar to the one which he was expected to perform. oirginally.. There
+ are,.of course, many different ways in which this technique could be
modiﬁcd, but space limitations prevent their being mentioned here.

*
€

- Summary . o .

The suggcstlons that have been made for working with thc problem
reader in the high school science classréom-are bascd on a number of
'assumpuons that are described. carlier. The- writer believes that the
- assumptions”are amply supported by research evidence from numerous
sources. The suggestions made here are, of course, dwgncd for the use
of the teacher,. not for direct_transmittal to the student. They must bé
used along with the approprlatg topics and the successful pedagogies that
have proved to be operationally efficient. Not all of them may work in
one situation. In many situations, none may work without adaptation,
and that is to be expected, i

The teacher should not assume that the techniques will be Panaceas for

.
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problem readers because they probably will not be. But, judiciously used, - ’
they may be sufficierit to raise the reading ability of the problem reader e -
* in science to a level of minimal acceptability. S o
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‘9. Helping Students Read Mathematics

x N = > - - -

TH?RB ARE rcall\ two objccu\c.s involved in hcﬁ)mg a studcnt nmpro\c
in the reading of mathematics, From the math teacher’s point of view,
the most important objective is to help his_students learn mathematics.
.~ But the teacher realizes that the improvement of reading skills is impor- . -
tant in-his teaching. Reading is a skill which cvery teacher in all subject ’
, oo areas-should strive to teach.
. o “This chapter is based primarily on the, wntcrs cxpcncnccs in -dealing
o with high school mathematics students. The suggestions and’ techniques
to be described have resulted from talks with many people: ‘math teachers,
L & _reading consultants, and others. The suggestions are not supported hy
’ objective rescarch, but they have worked in mathematics classes, to some * o
degree at least,
— Readiness
A math teacher can do a number of things before he even meets his
classes, One of the first should be to.collect uscful test results and then to
interpret these results with regard to their nnphcauom for the coming
year. There are threc things this action a(.complmhcs In the first place,
the test results can help to define the limits of the problem, In my own
school, for example, the sophomorc class has a scven year range in reading
ablhty More specifically, there are members of the present sophomore
élass who arc reading at the sixth grade level and others whe, are rcadmg
at the college: freshman level. Tise mathematics teacher, as teachers in
- ‘ = other areas, faces a wide range of reading ability. This range is, of course,
reflected ot only in reading scores but in aptitude scores, achievement
scores, and so on. (In trying to realize the implications of this wide range,
I iry to put myself in the porition of the students at these various levels. I
try to imagine how the sixth grade student would react to being faced

o
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with a high school sophomorc’s textbook, On the other hand, it is unlikely
that-a college freshman would be ch'\llcngcd b\ a hngh school sophomore’s
texthook.) ~

I first 1ook at the test results as a way to dcfmc my prob.cm If a school
docs lmclung in mathcmaum (i.e.; makes somie attempt 2t homogencous.
grouping for math imtmctidn) then one of the thinzs to be considered in
orgamzmg the groups in addition to ability and achievement in mathe-
matics is the reading scores. Tlm will be o[ grcat assistance in placmi., a
student into his-correct group. -

Sccondl\ “test” scores. can also mg&cst catcgoncs of problcms. For
example, it may be that. studcnts who have high reading speed -scores but -
lower comprchcnslon scores may need-help in adjusting to the reading

~_ situation in math. If a student, on the other hand, has reading scores

which are fairly consistent (i.c., both reading- spccd and reading coin-
prchension are either very low or high)-then thisgndicfites anothes sort
of problem. Thercfore, an -analysis of the reading scores ¢an help in
pinpointing the types of problems the math teacher faces.

Thirdly, the reading-test scores can ﬁpothght individual students who
“may have problems in a math course, problems which are at least ~rtly
based on the student’s reading difficultics. In addition to comprehension
and speed scores, the vocabulary scores can be used to indicate students
whose deficiency in .general vocabulary may block their comprehension
in expnsitory mathematics reading. By |dcnuf}mg these students, the
math teacher can take appropriate steps to help-the student.

- Prior to mecting his -classes the mathematics teacher snould choose
materials carcfully. If the teacher is going to have a heterogencous class,
then it is probabb best to sclect a text whose reading difficulty matches
.the rzading average for the class. On the other hand, if-the classes are
gomg to be honiogencously grouped, then the math teacher and his
rmllcagucs in the mathematics department cught to consider the possi-
bility of choosing different textbooks for the different groups. In order to
do this, the math teacher and his colleagues must be as familiar as possible
with the various math textbooks and be able to make judgments about
levels of - reading difficulty. -

“Another area to which the mathematics teacher, nccdsto give attention
before mecting with his classes is the selection of supplemerntary reading
materials, . materidls other than a single texthook are to be used, the
same criteria should. be followed as in.the selection of the mzih texthook,
How*vcr, here the teacher has an opportunity to provide materials at a

O,
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variety of levels of difficulty which will allow each student to work at his
own level. ) - .

In teaching a class where there isa predominance of poor réaders, the
math teacher should deal realistically with the problem of teaching these
students mathematics through Judxcnous sclection of audio-visual aids and
~ easier reading materials. As a matter-of fact, giving “background” hclp

_of this nature may hclp a student to read materials which would otherwisc
be too difficult for him. When dc.dmg with the question’of how to help
_students rcad mathematics, one should alwavs bear in mird that one’s
primary rcsponslbnhtv as a mathematics teacher i is to teack inathematics.
Thoug,h helping the student to read- ‘mathematics is an important factor
in this area, it is only one of the factors. Even with help from a special
reading teacher, the math teacher cannot overnight bring the ability of a
poor reader up to an acceptable level..It may be necessary for the math
teacher to find other-ways of getting his material across. That is, when a
~ math teacher- -gives a readmg assignment, he should always have in mind
that there will be a certain number of students to whom he will have to
give more individual attention. Unless this is done, there is a strong
likelihood that they will not get from their reading assignments what is
e\pectcd of -them. In general, when the math_teacher familiarizes himself
with the materials to be used, he-must anuClpatc any reading problems
that might be involved.

It is possible that the math teacher may not know how to go about
using -the techniques mcntloncd above. He may not know the best ways to
evaluate test results; he may not know how to go about evaluating levels
of reading difficulty in various materials; and he may not know what
other aids are available to him. It is at this point that the reading
consultant, if the school system has one, can be of great help. From my
own personal experience I know that Miss Ellen Thomas, Reading
Consultant at the Laboratory Schools has been of invaluable assistance
to me and other teachers in this regard.

Specific Activities
The following discussion indicates the things that I tried to do during
the school year to help my students become better readers of mathematical
material. The first thing that is of help to students is to make it clear that
. one of the objectives in math education is the improvement of reading
ability in mathematics. I try to be as honest with them as possible about
the problems that they face i this arca. As early in the year as is feasible




MUELDER ‘ , ' - 105

- I give them an assignment which is entirely devoted to reading and
involves no written work. I do this because I think -it emphasizes for
them the importance of becoming good readers of mathematics. In
making this assignment I spend fifteen to twenty-five minutes discussing
rcading procedures necessary- to the successful complctlon of -the assign-
ment. In this dlscusaon 1 mdlcatc to thcm how thc\ can improve their
rcadmg . :

-1 emphasize scvcralvarcas;l’mt L fccl,\cr\ strong.,lv that-the prob'cm
of ndjusung speed for T mathcmaucs rcndmg is of really crucial i importance.
~ Therefore, 1 try to stress the importance of this. Secondly, I am very
concerned with -the problem of vocabulary building. L:ml\' I want to
emphasize that sincc the topic selected is one with which the students are
not familiar, it is important-not to rély upon this reading to take care of
all the lcarning for all of the students. I make a point to see those students
who arc likely to have had trouble with the rcndmg and to give them
individual instruction on the spcuﬁc topic.

The following is an edited transcription from a tape recording of part .
of one of my classes. Student questions and responses are not included.

Your next assignment is” going to be entirely a reading assignment.
ould you look at it with me for a moment on page 63 in your textbook.
Your assignment for tomorrow—Friday—is to read section 3-4 on convex
sets. Now that’s going to bé the only new assignment—just that reading.
I'm not going to ask you to do any morc problems. I'm doing this fcr a
purpose. 1 want to take this opportunity to talk with you about ways you
can use your textbook more effectively than I think you are using it. I
think some of you are going to be disappointed when you see vour test »
grades, and think that one of the ways I can help you do better (which is
. what 'm here for) is to give you some suggestions about miethods to use
your textbook more cffectively. So I want to take the time today to talk -
with you about doing reading assignments in mathematics.
This is the first assignment in which you're going to be on your own. It’s
a new topic. Some of you may have some vague notions about convex sets,
but I am sure that most of you have never heard of the idea before, so it's
going to be a new idea to dig out on your own. And, therefore, you've got -
to be prepared to spend time on it. It’s only three pages, but three pages
of math reading is probably equivalent to forty or fifty pages of a novel
and perhaps cquivalent to twenty or thirty pages of a social studics assign-
ment. Just because a math assignment consists of a few pages doesn’t mean
that it’s the kind of thing about which you can say, “Oh boy, he only gave
us three pages to rcad for tomorrow. I can do that in five minutes and then
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watch TV.” Now it's possible to do that. You can “rcad” this in five
minutes or less, no question about it. .But you won’t be doing your assign-
ment. All you'd be doing would be reading a bunch of words. And you -
won't be coming up with the vital information you should be getting out
of this assignment. $6 let’s talk about that for a few minutes.

First, I've said that mathematics readingis different from mdmg in
other subjects. Maybe you'll: understand -this statement.a little -beter if
you *understand why It’s because mathematlcal writing-is different. The
pcoplc who write mathematics write in a dlﬂ'crent style than_pcople who
write in other sub]ccts “I¢s not that-one~fellow is wrong and the other
fellow is right; it's just a difference -among subjects.

Mathematical reading is more densely packed than other reading. By

- that T mean there are more ideas per square inch, per page, per sentence
in-math reading than there are in a novel or short story. In math reading,
every single word is crucial. A single word may change the whole meaning
of a sentence or a phrase. So there’s one important thing to remember—
it’s. highly packed with’ idens.

- Ako, it’s at a different-level of abstraction than ‘most of the rcadlng
involved in novels, for instance. In a novel you are rcadmg descriptions of
what people are doing and what people look like and what they say to each
other and what scencs are like—concrete things that you're used to every
day. But mathematics is"at a hlgh level of abstraction; therefore, it’s more
difficult to read.

So how should you go about reading a math assxgmncnt’ Let’s take a
litle time to talk about your approach to tomorrow’s assignment. First
adjust your speed. Have several speuds. Just as a car has several gears to go
at different speeds for different purposes, so you have to have gears that
you can shift as far as your reading is concerned. So begin by shifting down
to a moderate speed and read through the assignment once without any
stops. If somewhere on the second page there’s a sentence or a paragraph
that you don’t quite understand, don’t stop! Go on. You're going to come
back, so go on. Read through it once at a moderate speed. Now what's the
purpose of this? It wili give you a sort of general idea, a general feeling of
what it’s all about, of what- the author is trying to do.

You all know the story, I'm sure, of the blind men and the elephant.
Each one felt a different part of the clephant and one fellow said it was a
trce because he felt the legs, and another said it was a snake because he
felt the trunk. Each of them had a different impression of what the elephant
was like because he was sensing or fecling a different part of the animal.
Well, now you may be in the same spot. You may not understand a part of
this reading if you just look at the part itself, but if you've read through
the whole thing and have a general view of it, then you may gét a better
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idea of what's goiig on. Therefore, the paragraph or sentence you did not
understand on the second page may become ¢lear when you have read all

. three pages. So that's the first -thing- t6 do. Read throughthe assignment
once at a moderate speed and then go back and- reread. -

-~ Now, I can’t follow you home. You're going to do what you want to do.
But I'do.not believe that there’s anybody, no matter how good a reader he
is, who can ‘read “through : a math assignment without rereading it once.
It Just can’t be done except in very-unusual cases. By the way, fast readers
are sometimes the ones who have the most trouble: -with reading mathematics
because they’re so used to whxzzmg through their ordinary reading t that they

" are just unable to slow up unless they make a serious effort.

Okay, now you're going back and reread, and I want to talk to you about
how that rercading should be done. The second .time through, get out
pencil and paper and read with pencil-and paper. What do I-mean by
that? I mean that you've got_to be prepared to stop and use pencil and
paper to help you understand the basic information in the readmg Let me
give you an example of that right here. Suppose you're reading a passage
of algebra and the author uses the equation 8x —7=4x+13. Then in the
very next sentence he says, “Therefore x=—5." Now is there anyone in
here who can look at that and, boom, tell that’s a correct result? I couldn’t.
Well, is that right? No, it’s positive 5, isn’t it? You can’t tell just by looking
at it. If you took the author’s word for it and.said, ““Okay, I'll go on; I
just won't pay attention to it,” then there are two dangers involved. -

One danger is that sometimes authors make mistakes. We caught one
just yesterday in the exercises. Remember the picture that wasn’t drawn
right? Okay. Books are mxsprmted and what in the world is the sense in
your reading a whole assignment in mathematics and not knowing what’s
going on simply because the printer made a little mistake? Everyone makes
mistakes. So that’s one possibility.

The second danger is poor comprehension. If you stop and take the few
seconds or the minute necessary to work out the intervening steps, then you
will understand better what's going on. So, when I say read with pencil
and paper, I mean for the purpose of stopping to work out inner stcps that
the author has left out, You'll discover that the farther you get in mathe-
matics, the more the author is going to rely on your ability to fill in the
clementary steps between. So you've got to be ready to stop and work them
out if you're really going to understand.

There is another thing, and this, I think, is best illustrated by taking a
look at the beginning of your assignment for Friday. Notice how it starts.
It begins by talking about convex sets, and the authors have drawn some
pictures for you. First they have drawn pictures of things that are supposed
to be convex sets and then pictures of things that are-supposed to be

-
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non-convex sets. You should supplement that with your own examples.
" After you've read this and you think you understand what a convex set is,
draw another pictire while you're reading. Do-it on a piece-of scratch
~ paper at the side of your book. If you {mdexstand what a convex set is, you
ought to.be-able to draw ‘a good example of it. Draw an example of .
somethingyou: think is riot a convex set. Compare your examples with the
book’s and with the definition given. Make sure that you understand before
‘you go on. . T L T
- Another thing==I don’t ‘think there’s anything: like it in this particular -
reading assignment, but'you’ll run across assignments in which. the authors - -
will give a-definition without accompanying pictures. But that doesn’t mean
" -that you shouldn’t stop and snake your own illustration. For one thing, if
it’s really good definition, if the authors.have really given you a gnod
explanation, their description should be clear enough so that you could
draw a picture based on their description. So, when they're describing a
_ parallelogram, you ought to be able, from their word description, to draw
a picture. If you can read the definition and then illustrate it, the chances
of your really understanding what's going on are much better. So be -
prepared to draw pictures and draw figures of the definitions and explana-
tions in your reading. - T o -

As you read .through the assignment, be prepared to ask questions of
the author. Because it's in print doesn’t mean that it’s the truth forever
and ever. Be critical. Ask why. If you read a sentence, ask. “How does he
have a right to say that?” “Why is that true?” “How can qe justify saying
that?”” Ask yourself such questions. There are two reasons for doing this.
If you ask yourself the questions, and then satisfy yourself in your own
mind that the author has supplied the vital information, then you really

" understand what’s going on. If you just read it over and say, “Okay, -I'll
accept that,” without any question, then you may forget about it. But if
you’ve questioned it and convinced yourself that it’s right, then you’re mére
likely to remember it.

There is another reason for asking yourself these questions. By next
March or April, you will be writing some mathematics of your own. And
one of the things you're going to have to get used to is to critically analyze
the things you say. You've got to be prepared to ask yourself, “Why do I
think that’s- true?” “Why does that make sense to me?” “How could I

" explain it to the person sitting next to me?” If you’ve gotten into the habit
of asking questions in your reading assignments, and of being able to find

. the answers, then you’ve started to develop a habit that will help you ask
those questions of yourselves. -

One of the problems that some students have in mathematics is that they
are overwhelmed with the amount of new vocabulary . they must: acquire.
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So how can you work on this problem of vocabulary? There are several

* ways. You rcmember when we first started talking about your math -note-
book, I mentioned that I was going to ask you to mainfain a glossary of

. the new words you ran across. Now, I’m going to ask you to start a glossary
of the new words with definitions, as we come ¢ across them.

If you really want this to pay off; keep;it up to date, day by-day. Take
two minutes—that’s about all it will take—to enter each of the new terms
that we get.into your. glossary Now, what’s the-purpose of this? Well,-it x -

" helps comprehension and retennon If you hear me say a word and get it L o
through your ‘eafs,-and you read: it in. your-textbook and you get it through T -
your eyes, and then you get your writing muscles involved in the learning )

- 7 process, believe it or not, all these approaches help you remember. Your
glossiry can help you also as you review for tests, for example. Organize L
it by units, and at the end of a unit, draw a double line. Then if you want
to go back and look at the new words you ve had in a unit, you know -
where to find them: . e
.Come January, when we're well into this book you may be reading an 2
assignment : and come across a word that you're not too sure of. The best
emmplel can give of this is the word “between.” Every one of you thought -
you. knew what that word meant before you walked into this room in
Septémber. But I bet that none of you knew what the mathematical
i definition of it was. So what's going to happen next " January when you
see the word “between” and say, “Sure, I know what that means.”
Unconsciously you may accept the word and go on, and then a couple of
sentences later the -author is doing something you don’t understand. You'll
look up in disgust and say, “I don’t understand what’s going on.” You
know what the trouble-may be? You may be using the everyday meaning
of “between,” forgetting for the moment the athematical definition. And
it may be that what the author is doing two sentences later depends on
your, knowing what the mathematical definition of “between” is. Therefore, .
another use of your glossary is to have it available so that if you need to K
look up a word, you know immediately where to find it. :
One more comment about vocabulary. In addition to using your glossaries .
in the ways indicated, be prepared to use words in different ways than you
use them in other classes. Get into the habit of accuracy and precision in :
your math class. One of the things that makes poetry beautiful and worth :
. while is that words can have different meanings. When someone writes a g
T : - poem describing a_ battlefield in the First-World-War; there can be many 3
interpretations of what the poet saw and what hjs special language means. .
Various. people will get various meanings out of a poem This ambiguity
, is a good thing in poetry. But that very thing would be catastrophic in
: - % ' mathematics. It doesn’t mean that poetry is bad, nor does it mean that
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mathematics is bad. It means they're different things. In.mathématics,

- precision is absolutely necessary, while in a poem,*being able to accept a
wide variety of meanings is absolutely necessary. So be prcpared to shift
gears between classes.

-

Follow~up

If a-disciission such as the prcccdmg is to be eﬂ”ectwe therc ‘must be~
1mmed1ate follow-up Therefore, at the. next nceting of the class, I. give a
“short. quiz: covering the: readiig assignment. I do-this-before-there is any
" further classroom work on the topic concerned, There are ‘two reasons’
for this. First, it gives me an idea of just how effective the discussion of
" reading a math assignment has been. (I must add that the results have
convinced me of the fact that a one-shot effort in this area is not enough. )

Secondly, I think it emphasizes in the students’ minds the fact that their
mathematics teacher feels that this is something that thqy need to work
on. This is particularly true for the fast reader who ma¥ be overconfident
about his reading ability—the student. who doesn’t really believe that he
needs to re-read a mathematics assignment. .Quite often the shallowness
of their rcadm“ will be revealed to these students when the) discover in

taking the quiz that they do not know all that is expected of them.

Using this lesson as a reference, I frequently make comments about the
reading skills necessary in mathematics. Too often a math teacher will -
say to a class, “Do the problents on page such and such,” and devote his
efforts to discussing how they should go about doing the problems, He
may as an afterthought, say, “By the way, read the-two or three pages in
vour textbook preceding these problems,” making no further comment

.+ about the reading. This is not encugh.

Itis important that the teacher make clear to his students that they ask
questions while reading the assignment; but for most students it will be
necessary to:help thent do this. Therefore, in preparing an assignment in
mathematics which involves rcz;ding, the teacher ought to discuss briefly
some questions they should have in mind in doing their reading. Students
should be remirided that-the reading assignment is as important as the
exercises, and that they should give it more than just cursory attention.

This involves, of course, some preparation-on the teacher’s part. He
must give some thought to the arcas that might cause reading trouble and

——prepare appropriate questions and comments that will help the students
over these difficultics,

Another thing that ought to be done sometime before the mlddlc of
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the year is to have a lesson which fo!! ,ws up the previous discussion on
how to rcad a math assignment. An appropriate opportinity should'be
chosen when it is obvious to the teacher and to the students that they have
not successfully completed a rcndmg '1551gnmcnt in mathematics. - The
teacher can-demonstrate the correct procedures forcing the class as much
as possxblc to follow the tcchmques that will be hclpful for them.

Begin by having the class read through the assignment_ once dt a
moderate - spccd Then lead: a- bri¢f discussion of -what- the major ideas
involved in the assignment are: It is important in this preliminary
discussion not to lct the class go too much into détail—emphasizing for
them the fact that this first reading was simply designed to give a broad
picture of what was goihg on. Then have individual members of the class
read -portions of the assignment aloud in turn, making them go slowly.
Interrupt them at crucial parts; when they should stop and draw a
picture; when some figuring should be done, or when another example
snould be found. Encourage other members of the ‘class to interrupt the.
reader when there is somcthing they don’t understand clearly. Interrupt
the reader and let other students do so when it seems appropriate to ask
a question or when it seems a good idea to check on a technical word.

When the class is finished with this slow re-reading have them all
re-read a second time at a moderate pacc. F inally, have them close their
books and take a quiz on the material covered by the reading. The
answers to the quiz are given immediately afterward. Most of the time the
students are very pleased to discover how well they have done. Point out
to them their success on this quiz as compared to the less successful quiz
results on other readings, suggesting that perhaps the improved score was
the result of having read their assignment more carefully, more thoroughly,
and morc intelligently than they had done before.

Anothér reading problem the math teacher faces is improving his

- students’ ability to solve so-calléd word problems. This is a perennial

problem for which I have no absolute solution. However, it is certainly a
very important part of a student’s math education. It goes to the heart of
the student’s ability to apply mathemiatical training to situations outside °
the math classroom. ‘This, of course, is a central objective in studying
mathematics. .

Onc of the critical things for the math teacher to find out when déaling
with a word problem that his students have rot been able to solve is
whcthcr or not the trouble is the result of failure to undérstand the

- mathematxcs involved or failure to have comprehended the reading. These
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. . »
are, of course, closely related, but I thik they can be at times differen- =

tiated. One method that I have used with some success in helping my

.students and myself to make this differentiation is as follows. I ask a

student to tell me from memory (with his book closed) exactly what the.
problem-is and what data arc given with which he is to find 'the solution. .
Usually the student will not be able to do this. I then pomt out to the
class that, if they are to successfully solve a word: problcm thcywmust have
read the problcm well enough in order to-have at their immediate
command all the data available, This means thcy must have read the
problem thoroughly enough to be able to know the principal factors
without having to look at the book. I have the class read and rc-rc;id the
problem until they are able to do this. I have found that after the students
are able to state the problem from memory, and in their own words, that
some members of the class are then able to solve the problem.

When a student comes to me for extra help with a word problem, I
have the student read the problem aloud. I cncoui"lgc him to read aloud
any word problems he faces. I think that the maJor cmphws given to
silent reading makes some-students think that it is somehow wrong cver

‘to read aloud to, oneself. This is not true in doing a word problem. I point

out to the student that one should bring to bear all of the available senses,
including hearing. The student who is having trouble with a.word
problem because he is a poor reader may be able to solve the problem if
he hears it.

When working on word problems, all students should be encouraged
to draw pictures of the situation involved. If a figurc is appropriate, they
should be encouraged to label it and to study the relationships involved
among its various parts. Another procedure that often works is to have
the students make a guess as to what the answer is, It is not important
that this guess be accurate. What is important is that the student test his
guess with the data given and in so doing, sce how the data given are
rclated to the answer wanted. Aftef having done this, students very often
can set up a problem using a variable, replacing the previous guess with
the variable. They can then proceed to solve the problem. |

In any contact with the students for extra help purposes, the math

. teacher should bear in mind possible reading problems that particular

students may have. He should be prepared to give advice and help to such
students in improving their rcading ability. For example, a student who
scems to be having trouble mastering all the additional vocabulary
demanded by his math course might be advised to make flash cards. The
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technical word and an accompanying figure can be on one side with thc
precise definition and other comments.on’ the back, Thc studcnt should
be-urged to.use these cards as a study device.

-Ancther way in Wthh studentscan be helped to master the vocabulary
of_mathematics is to point out Greek or Latin roots and to assxst them in
learning to pronounoc new words corrcctly A student has not incor-
porated a word into his vocabulary until he can pronounce jt properly.
Therefore,-when a new word is introduced, I repeat it as often as [ can,
trying for a few days to avoid using pronouns that stand for that word. I

“try to get the students to use thesc’ words in class discussion as frequcntly
as possible.

If the math teacher encounters a student with serious reading diffi-
culties, it may be that a referral to a special reading teachier is called for.
The math teacher should, of course, consult with the special reading
teacher and discuss with that teacher the student’s problems as the math
teacher sees them. In cases where special reading instruction is not possible,
a reading teacher may be able to suggest ways in which the math teacher
can help the student.

Concluding Statement

Most of the remarks I have made apply primarily to the poorer rcadcrs
in the math class. But we should not forget our responsibility to the betier
readers in providing them with opportunities to grow. To do this, I
recommend books in our library which will be a real challenge to the
better readers. I encourage these students to-read these books, urging that
they attack them in the same way that they attack their math textbook, I
give these students opportunitics to report to the class the results of their
reading. I have found that this is beneficial both for the student doing the
extra reading and for the rest of the class as well. It provides a change of
pace from the usual classroom routine. If one of the poorer readers asks
to do extra reading, I must be prepared to recommend somcthmg at his
reading level.

I hope that efforts will be continued, involving both secondary school
teachers in the various subject arcas and reading specialists, to find ways

~in which the subject matter teacher can help his students become more
effective readers, I belicve that my efforts in this area have made m¢ o
better mathematics teacher. -
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’ 10.,; “Questions Adplinistmtofs Ask About
Reading in Secondary Schools

T THE PRESENT time administrators in sccondary schools are asking
many questions about reading. In gencral, these people have majored
in administration and naturally they have not specialized in reading -
instruction. Furthermore, it is only rcccndy, as educational history goes,
that the teaching of reading has been considered an appropriate subject
for secondary students. Currently, however, high school administrators
are bcccmmg keenly interested.in reading. They are cager to do something
worthwhile in reading in their respective schools, and they are actively
secking information and advice. This is a built-in opportunity for
specialists in reading to be of scrvice to those who are so largely responsible
for school policies.

This chapter presents and discusses some of the questions that sccondary
school administrators arc asking about corrective reading and related
aspects of reading instruction. The questions are bona fide. They have
been asked of the writer while working with superintendents and prin-
cip.ﬂs in various localitics, and, intcrestingly cnough, the same questions

have been asked repeatedly in different parts of the country. So it would
appear that these questions are fairly representative of the concerns of
many sccondary school administrators.

Will You Define Terms Used to Designate Different Kinds of
Reading Instruction?

When a teacher teils his administrator that the International Reading
-Association has a new” monograph on Corrective Reading, the latter, if
he responds truc to form, will ask, “Just what is corrective reading?”

The above prediction is based on a very common reaction which comes
from administrators when a reading specialist gives a talk to them: “You
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reading people use so many different terms. <You talk about remedial
reading, corrective reading, developmental reading and power reading.
This is all very confusing. How do these kinds of reading differ?”

Without a doubt these terms are confusing to a person who docs not
specialize in the field. In fact, reading authorities themselves are not
agreed on-exactly the same definition for cach of these different terms.
While fine distinctions may be made, the terms are generally usefu; in
designating different kinds of reading instruction provided for different
purposes to students with different degrees of difficulty or competence,

Pcrhaps a bricf story of the cvolution of terms, used to differentiate
various kinds of reading instruction, will help to clarify this situation.
Specialized work with children who were having difficulty in reading was
first undertaken by men in the medical profession and by psychologists
during the decades between 1880 and 1910 (4). The work of these
professional people was done in laboratories, ‘The terms they used to
identify the difficultics of their cases were “reading inferiority,” “reading
disability,” or “reading deficiency.”

Between 1910 and 1920, reading tests came into use and the results
revealed that thousands of children in the public schools were not reading
as well as they should. So school administrators and teachers hecame
concerned. They began providing instruction for these retarded readers
and they called this instruction remedial reading. The writer’s rescarch
(#) reveals that the first use of the term remedial reading in the literature
of reading, appeared in an artide by Willis Uhl (5) in a periodical
published in 1916. Anderson and Merton (1) used the term in an article
pubhshcd in 1920 and Gray (3) used it in a monograph which appeared
in 1922, During the initial use of the term, and for many years afterwards,
remedial reading designated the kind of instruction given to groups of
retarded readers in schools.

In the years that clapsed between 1916 and 1940, only two kinds of
reading were ever distinguished from onc another. These were reading
and remedial reading. During this period, remedial reading was extended
into the secondary school, and it became quite common to provide
retarded readers at this level with special instruction.

It was in 1941 that the new term developmental reading came into our
midst. This term was introduced by Bond and Bond. It was used to
designate the difference betweea remedial reading in secondary schools
and reading instruction given to those who didn’t need special help but
for whom continued growth was dmirablc.%l’hc Bonds (2) explain




116 : _QUESTIONS ADMINISTRATORS ASK

developmental reading as follows:

The secondary school developmental Yeading program is concerned
fundamentally with the continued refincinent and development of the more
mature aspects of the self-same types of abilities that were being refined and
developed in the clementary school. This refineinent and development
likewisc continue as long as the individual continues to learn. The newer

. demands made on reading by the secondary school curriculum make it
unreasonable to expect the clementary school to complete the developmental

process.
»

According to this plan, reading was to be taught to all students in
sccondary grades just as it was taught to all students in clementary grades.
This concept still holds true in the present usc of the term developmenta!
reading, -

More recently the term cormlwe rcadm'r has come into.use. This is
the type of reading with which this book sicals, and it probably is thc
kind-that does “the greatest good for the greatest number.”

Distinctions will now be made between remedial reading and corrective
reading. According to the writer's interpretation, the difference between
these two kinds of reading resides in the degree of intensity and complexity
of the problem. With this concept in view, more specific differences will
be pointed out,

The term remedial reading at present is commonly applied to work
with those students who are seriously retarded in reading, and who need
highly specialized diagnosis and intensive treatment, Often these students
are taught individually, sometimes in small groups, cach of vhich is made
up of students having the same type of difficultics, who are reading at
about the same instructional level and who require similar treatment in
rcading. Contemporancously, some of these cases may be receiving
treatment for other, difficulties from specialists in other fields, It often
takes a comparatively long period of treatment for such students to reach
their mental potential in reading achievement.

Correclive reading has been defined carefully in Dr. Robinson's
discussion in the second chapter of this book, Briefly, however, in answer
to an administrator’s question, a short statement such as the following
might be made: Correclive reading is used to designate the type of work
done with less serious cases, those ‘who perhaps are retarded only a year
or so in terms of potential, who apparently have no deep-seated causes of -
difficulty, and who respond readily to treatment, Such students usually
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are targht in groups according to their particular needs aud ability.

“Power reading is the latest ternm to become popular. Power reading is
similar to dmwlopmmlal reading cxcept that in this type of reading the
student. is supposed to achieve-a power in speed and comprehension far
above that normally expected at his grade level. For example, onc super-
intendent reported that in the preceding year 40 per cent of his graduates
were accepted at Harvard, These students had -been high achievers and
excellent readers. After they had-entered Harvard, the superintendent
scnt the smdcms a questionnaire :le\mg if the ~ccond:\r\ school could have
done any more-than it did to prepare them for their study at Harvard,
Several replied “Yes, vou could have given us some reading courses in
our schior vear.” l‘hcsc students wantcd powcr reading.

How Can We Convmce Parents and Scudents That Corrective
— Reading Is Necessary?

“My students and their parents have reached the point of accepting
remedial instruction for serious-retardation in reading, but if I start
talking about teaching corrective rc.\dmg in clissrooms I meet with
resistznce,”™ said Mr, Parks, “They think it is a waste of time for students,
who in their opinion are .dre:\d\‘ reading fairly well, to have reading
instruction when they should - be conccnlmtmg on their high school
subjects,”

In situations such as Mr. Parks describes, it is helpful to respond readily
with some of the reasons why we should teach not only corrective reading
but also developinental reading and even power reading in secondary
schools, A few such considerations follow.,

1. Perhaps the most important reason springs from the job situation,
Due to the technological revolution there will be a drastic decrease in the
need for unskilled labor. More educition will be necessary in obtaining
and holding jobs in the future and good reading ability is necessary in
obtaining such an cducation. Because of zoncern for the job problam,

" sccondary schools arc urged to provide cffective reading instruction for

all students who would profit by it, and if needed. to continue to provide
such instruction all through the secondary grades. Being able to read well
is necessary in caming a livelihood,

Another reason, in addition to the job situation, also arises from
our modern civilization. It is based on the fact that our present fast-
moving age demands of evervone a faster . .0 more effective type of
reading. Never before have there been so mimy urgent challenges for
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reading, never has there been such a diversity of reading materials, and
never has there been so little time in which to read. The complexity of
the space age requires 2 better reading public than we have ever had. It
is of crucial i importance that we turn out students equipped to meet the
new reading dcmands of our contemporary life.

3. Another reason why we should teach reading at higher levels, and a
fortunatconc mtcnmo{thcneedscxpmdabovc,nsthatmdmgshﬂs
lend themselves to continuity of growth. All of us probably could read
more rapidly than we do. All .of us probably could read with greater
depths of understanding. It is possible to continue to grow in reading all
through secondary school and college, and all through life. Why stop
cultivating reading growth at the end of the sixth grade? Let us help
students continue to grow.

4. Further, surveys throughout the country reveal that thousands of
high school students are not reading as well as they should. If students
haven’t acquired adequate skills to handle their reading needs at any level
in high school, then it is rone too soon for secondary teachers to begin
corrective reading at that point, in order that this reading lag may be
caught up as soon as possible. -

In addition to giving sound reasons to students and parents, the
guidance counselor can Serve as a key person in convincing both parties
of the reading needs of certain individuals by discussing with them scores
made on reading tests and comparing these with standard norms. Other
informative measures may be taken such as sending home bulletins,
pamphlets, or school newspapers dealing with the desirability of teaching
reading at secondary level and inviting a reading specialist or someone
from a school that has a successful reading program to talk at an assembly
or at a parents’ meeting.

How Can We Better Involve Subject Matter Teachers in a
Corrective Reading Program?

The above question is one which is frequently asked by administrators.
The situation, described by Mr. Fisher, is typical: “We got along fine in
the old routine in which the reading teacher took a small number of
seriously retarded readers for remedial work. She was specialized in that
area and everyone was willing to let her do the job. But, eventually, the
idea of corrective reading came up. This would involve a much larger
number of students. At this point, it was suggested that teachers in the
content areas do some teaching of reading. Then the real contoversy

-
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began! Should subject teachers become involved in the reading program?
I so, how can this be done?”

Content arca teachers should be present at all preliminary activities
designed to stimulate interest in a school reading program, including
discussion of the school’s test results in reading, talks by a reading
specialist, review and discussion of recent articles or books on tcaching
reading at secondary level, and visitation to other schools that already
have a successful reading program.

During these preliminary activities, two facts should become clearly
apparent: (1) While a certain body of common skills i$ used in all
subjec* areas, therc are ‘specific skills nceded in reading in different content
fields; (2) Efforts of all teachers are needed in effecting reading improve-
ment in the school as a whole.

The responsibility of the subject teachers in regard to these skills should
be made clear.. This responsibi*ty is two-fold: (1) If a reading tcacher
or an English teacher is tcaching basic reading skills, it is the responsibility
of subject teachers to. become acquainted with his activities so that
applications of general skills may be made in their special fields; (2) A
sccond responsibility of subject teachers is that of teachmg specific rcading
skills needed in their respective content areas.

After preliminarics are over and it is time actually to sketch out a
program for the school under consideration, subject teachers should
become personally involved in all of the planning activities. It has been
found helpful to have the teachers in cach subject area constitute a
committee, with the head of the department serving as chairman. These
small groups then hold series of meetings in which they discuss the special
reading necds of students in their respective fields, and eventually make a
report at a faculty mecting. Decisions can then be made as to those skills
to be emphasized by the teacher responsible for teaching reading, and
those which should receive special attention in certain subject fields.

Proceeding thus far is good, but another step must be taken. The
subject teacher will want to know how he can apply skills taught by the
teacher of reading and kow to teach special skills needed in his particular
field. As a means of meeting thesc needs, the committees may meet again
to formulate their questions in regard to aspects of teaching rcading with
which they would like assistance. At this point, the subject teachers should
have an opportunity to consult with a trained reading specialist in their
school system or from another school or university. It is also helpful if




Loy bk e
J‘“ b v
S

MY

S

T

N

A

2;-:
-
1
e
.
x
D
=
~
£
Y=
i
£
E
-
2
£
&
N
=
£
¢
e
3
>
i3
.
A
i
e
b
;‘l -
&
-
=
5
-
»

120 ) QUESTIONS ADMINISTRATORS ASK

they may be given an in-service course by a person competent to offer
them the services which they are seeking.

What Are Some Specific Things Subject Teachers Can Do in
“Their Own Classrooms? '

Chapters five through nine in this book provide excellent answers to this
-question. The busy administrator, however, wants short and specific
answers. To him, in the interest of brevity, perhaps two or three examples
might_be given of situations in which subject teachcrs have taught
corrective reading in response to needs of their students.

A social studies teacher decided to teach by the unit method. He chose
his unit topics carcfully, planned lectures to stimulate interest in each
topic and prepared appropriate reference lists. At the beginning of the
semester he gave a lecture to build background for a certain topic. As an
assignment the students were asked to find additional information on
different aspects of this topic. When they came to class next day they had
practically nothing to offer. The teacher gave them the same assignment
again and told them emphatically to come back the following day with
information to contribute to discussion of the topic. Again they came to
class with practically nothing in the way of additional information. The
teacher reproached them and told them to get busy and find the required
information. On the third day they were no more responsive than on the
two picceding days.

In the meantime the teacher had discovered that these students didn’t
know how to find the information necessary to implement their study of
the unit. Being an astute teacher, he used his social studies period for an
entire week in teaching his students the location skills necessary in
searching for the required information. From this time on, things ran
smoothly and the students carried out their assignments as expected. This
teacher was teaching corrective reading. He was supplying reading skills
that were lacking. He was meeting a need in one of his classes which
would enable his students to work more effectively in studying their
particular subject..

A science teacher complained. “Most of my students do not distinguish
between minor details and important statements. They respond with
insignificant little bits instead of significant points. Is there anything that
1, as a science teacher, can do about this?”

This teacher was advised by a reading specialist to teach his students to
find the main idea, major details and minor details in paragraphs using
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science materials, and he was shown methods of doing this. For several
days, considerable time was devoted to teaching this technique using the
students’ textbook in science. Later in the year, this teacher reported
marked_improvement in his students’ ability to sort the important from
the unimportant in their reading of science.

* A mathematics teacher identified a reading need of hxs students in this
way: “In reading problems &' great many students skip over the preposi-
tions, conjunctions, and adverbial and prepositional phrases. Such words
and phrases as to, from, by, larger than, part of receive no attention from
them even though such - words and phrases are very important in ascer:
taining relationships among the numbers in problems, and are important
in following directions for working problems. The student’s attention
scems’to be directed exclusively to image words and numbers. He reads
just those words which appeal to his eye and omits the rest of the sentence.
As a result, problems are worked out on the basis of his own imagination
and its play on the numbers, not according to the facts ‘as presented in
the problems.

This teacher corrected this deficiency by devoting a few minutes at the
end of each period to the oral reading of some of the problems in the
next assignment. During this oral reading, students were held to absolute
accuracy in reading the kinds of words and phrases enumerated above,
and the importance of these words and phrases was discussed thoroughly.
Later, the students were given practice in reading silently and telling
which of the smaller words or phrases were important in solving each of

several problems and why. Using this approach, the reading difficulty in

math was corrected.

If the administrator will read chapters five through nine he will find a
multitude of other ways in which subject teachers can teach corrective
reading. In the meantime, perhaps the above cxamples will point to
possibilities.

Where Can I Get a Qualified Reading Specialist?

“I want a fully-qualified, experienced reading’ specialist, not just a
remedial reading teacher. Our school needs someone who has specialized
not only in remedial reading but who thoroughly understands corrective
reading and developmental reading at secondary levels. Such a person is
very hard to find. Where shall I look?”

This problem is a common one among administrators who employ
reading personnel. It is true that there is a definite shortage of qualified
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.
specialists at the present time, particularly those who are experienced in

teaching reading at secondary level and who have had reading courses
speciallv designed for this level, as well as for the elementary level. As a
result o. the present interest in reading at higher academic levels many
colleges «nd univiisiies are adding courses in secondary reading, and
increasing nu:she= of teachers are preparing themselves to be spccxahsts
at this level. So the shortage in specialists should become less acute-in the
future.

At the present time the best answer to the question, “Where can I find
a rcadmg spccxalxst"’” is: go to the teacher placément bureau of a college
or university in your own or a neighboring state, one that offers a strong
reading specialization program that includes one or more courses in the
teaching of reading in secondary schools. If this placement bureau has no
one available, try others in neighboring colleges or universities. If you
live in a state that is particularly attractive to teachers, you might-write
to educational institutions in other states, especially those that are known
to have excellent programs for the preparation of reading specialists.
Make your contacts as early as February or March because good reading
specialists are in strong- demand.

H you are unsuccessful in obtaining a qualified specialist from 3 college
or university placement bureau, the next possibility is to develop a reading
specialist of your own. Select one of your teachers who is deeply interested
in reading, preferably one who has taught reading successfully and
demonstrated his or her ability to get along well with other- teachers,
parents, and children. Suggest that this person begin taking courses in
preparation for serving as a reading consultant in your system. If the
selected person is unable to take a leave-of-absence for study, then
evening, Saturday, and summer session courses may serve the purpose.

What Should I Look for in Employing a Reading Specialist?

1. Motive for specialization in reading. Is the person genuinely
interested in this field, or does he want to be a reading specialist because
he thinks this will be an easier job than teaching in a regular classroom?

2. Undergraduate and graduate training. Does this person have a
master’s degree with specialization in reading? (Some have a doctor’s
degree which is better yet, but a master’s is essential.)

3. Specialization in reading. Where did he have specialized prepara-
tion in reading? Has he taken several courses in reading including a basic
methods course, reading diagnosis, remedial and corrective reading,
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reading at the secondary level, laboratory practicum, supervision of
reading?

4. Courses in related areas, Has he taken courses rélated to special *

work in reading such as measurement and cvaluation, mental hygiene,

* educational psychology, child or adolescent psychology, chlldrcns lxtcra-

ture, and other related fields,

5. Expérience. Has the. apphcant had experience in teaching develop-
mental reading? Corrective reading? Remedial reading? At what levels?
With what success?

6. Does this person get along well with othér teachers? Studcms"
Parents?

. What May I Expect of a Reading Consultant in Secondary School?

Some administrators are not sure of the role which a reading consultant
should have in the total administrative sct-up, or of the duties which he
should expect of this member of his staff. —-

In response to inquiries about this matter, it might be stated that thc
reading consultant should be an auxiliary to the administrative  staff,
serving in the same general capacity as a librarian; guidance counselor,
nurse, etc., and he needs to work closely with other auxiliary personnel.
While he does not have administrative power, his position is one of
primary importance. His major role is two-fold: to serve as an interpreter
and as a skill developer. He needs to interpret reading objectives, skills,
methods, and needs to teachers, principals, children, parents, and higher
administrative officers if they desire such information, As skill. developer
he teaches remedial, corrective, or developmental rcadmg in keeping with
the overall policy of the school.

Surveys have revealed the following duties as among those that reading
consultants most frequently perform at the secondary level: they teach
reading to students, serve as a consultant to teachers of English, serve asa
consultant to subject teachers, conduct demonstration lessons, help
teachers select reading materials, supervise the teaching of reading, hold

confcrenm with parcnts give talks to community groups, and conduct ~

in-service courses in reading.

Would You Suggest a Few Pointers on Starting a Reading Program?

The above question is often asked by administrators who have not as
yet done anything about initiating reading programs in their secondary
schools, or who have limited programs, perhaps having only remedial
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reading taught to a few students. These administrators want suggestions
in regard to definite steps that they can take in starting or cxtending a
rcading program. In answer to this request, these suggestions are given:

1. The administrator should have some background in reading gained
through attending meetings and conferences dealing with sccondary
reading, and as a result of his own reading-of recent books and articles on
- this subject.. h ' .

2. The administrator should be enthusiastic about starting a reading
program and confident of its success. He should talke leadership in
providing interest-stimulating activitics such as those suggested in the
appendix to this book.

3. Theadministrator should make budgetary provisions for purchasing
extra reading materials. ] ’

4. The administrator should schedule time for tcaching reading except
in schools where team-teaching is being used. In such schools tcams of
teachers schedule the time with the approval of the administrator.

3. Support of the entire staff should be enlisted.

6. Support of the students and their parents should be obtained.

7. The undertaking should be a cooperative one in which all members
of the faculty participate in planning the program from the beginning.
8. While the plan is cooperative, the responsibility for developing the
program should be given to one person: the reading specialist, principal,
curriculum director, classroom teacher, or someone clse who is interested
and competent. ~

9. The person to whom the above responsibility is given must be
trained in reading.

10. When ready to start the program, care should be taken to make
sure that cach person involved knows what his responsibility is.

11. The administrator must be ready to accept small beginnings. A
well-rounded reading program takes time to develop. The administrator
needs to keep enthusiasm at a high cbb, but he often will find it necessary
to temper enthusiasm with patience.

What About In-Service Courses? -

“I am planning to have some in-service courses in reading for our
teachers. Any suggestions about the content and organization of such
courses?” This quotation is typical. There is a growing need for in-service
courscs in secondary reading and the administrator’s questions about such
courses are frequently heard.
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Perhaps, the first and most important point that can be made in answer
to such Questions is this: be sure your teachers are ready for such a course
before you make arrangements to have one given,-The contrasting
examples that follow will emphasize the significance of this advice.

Supérintendent 4 decided that it was time to initiate a reading program
in the secondary school. He announced his intention at a teachers’
meeting, and said that he was planning to have an in-service course given,
He stated that all teachers in all subjects were to take the course and that
their tuition would be paid from school fiinds.

The superintendent then employed a professor in a neighboring
university to come to the school to give the course. It began on the
following Tuesday night. The teachers arrived grudgingly and unhappily,
giving expression to such complaints as these: they had enough to do
without teaching another subject; reading belonged in the elementary
grades anyhow; if teachers were required to take a course it should be
onc in a subject in which they were interested; some teachers said they
had other appointments on Tuesday nights and being asked to take this
course interfered with their personal lives; and so on.

Attitudes changed but little throughout the course and at the end the
professor, who had conducted the course, felt wxat it had been of little
value to those who had taken it. The last news from this high school was
that most of the sccondary teachers were still resisting the innovation of
teaching reading in their school. :

Superintendent B in another town was eager to have a comprehensive
reading program in his secondary school. As a first step he had reading
tests given to all high school students at the end of September. The
guidance counselor presented the results at a faculty meeting. The school
was far below the national norms. Teachers were given scor.s of their
individual students. Many of these students were two, three, or more
grades below expectations. Excitement was high. “What can we do about
it?”” the teachers asked. “This is a serious matter,” replied the superinten-
dent. “Think about it. Talk it over among yourselves. Next week we'll
meet and discuss your suggestions.”

One of the suggestions offered at the next mecting, and voted on
unanimously, was to “Get someone out here to give us a course in
reading.”” Together the teachers sclected the college professor they wanted
to give the course, and arranged a suitable time and day of the week for
it was to be scheduled. In this case, it will be noted that the teachers were
involved in the entire plan from the beginning.




e
- . S S R W B R T o7
) i ' st A B O A B o it 3 - !

i okt et it

‘s

126 QUESTIONS ADMINISTRATORS ASK

The course was attended by a large number of teachers even though
their attendance was voluntary. Morale was high, discussion was abun-
dant, and study was earnest. Out of the course grew plans for another
course in which teachers of different subjects were to meet in committees,
in attempts to discover the reading skills needed in their respective subject
ficlds, after which the instructor would be askéd for help in meeting thesc
needs. Another result of this course- was the formulation by the teachers
of a plan to prepare a course of study in reading for their school,

The implication, which the above illustrations is intended to convey, is
that something should be done to establish readiness for an in-service
rcading course if it is to serve its purpose fully. The superintendent in the
sccond example used the results of a school-wide standardized reading
test as an initial step. There are other interest-stimulating activities, used
singly or in combination, which may result in a desire on the part of
teachers to have an in-scrvice course in reading.

1. The superintendent may discuss the trend toward having all
teachers teach reading in high school; describe situations in which this
has been done, anc’ make available to his teachers articles and books
describing the cxperiences of others in instituting all-school reading
programs,

2. At faculty meetings subject teachers may give five-minute reports
of articles on secondary reading which have appeared in current peri-
odicals, or reports on different chapters in recent books dealing with this
subject.

3. It may be suggested that cach teacher give an informal three-
minute, ten-question test to his students based on a textbook used in his
ficld. Each student may count the number of words he reads and attempt
to answer the ten questions the teacher has prepared. A comparison, by
the teacher, of speed and comprehension scores made by different students
in the same class will be revealing. It is especially helpful if teachers of
different subjects give such informal tests using a textbook in their
respective fields. A study of scores made in different subject areas by the
same students may lead to very worthwhile observations, :

4. Arrangements may be made for teachers to pay a few visits to
classrooms to observe the procedures of elementary teachers in developing
some of the different reading skills. Such visits often aid secondary
teachers in becoming more skill conscious.

5. In discussing ways of convincing parents and students of the need
for reading in sccondary school, it was suggested in an earlier chapter
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that qualified speakers be brought in. This ‘same plan is useful in
developing readiness in teachers for training. :

Through such experiences as those mentioned above, sccondary teachers
become aware of thé need for teaching reading and develop a greater
sensitivity to needs in their own.school. If such activities are skillfully
executed by the administrator, teachers are likely to become %0 interested
that they will not only desire, but perhaps request, an in-service course.

As for the nature and content of in-service courses in secondary reading,
these are matters that should be considered carefully when the adminis-
trator is making arrangements for the course or courses. Some suggestions
in regard to nature and content are offered below.

It is possible to have the first in-service course offered without bringing =

in an outside instructor. Some secondary schools start out by arranging
for a series of demonstrations given by clementary teachers, The series
must be well-planned in terms of requests made by the secondary teachers
and the desirability of showing as many different reading skills as possible.
If the school system has a reading consultant at the elementary level, this
consultant can be helpful“in planning the demonstrations but the second-
ary teachers should have a strong part in the planining. — <~

When the time comes to engage an outside reading specialist to give
one or more in-service courses, the administrator should plan carefully
with this person. If a reading teacher or English teacher is already
teaching reading in the secondary school, then he also should have
conferences with the person who is to give the course. Through such
conferences, the instructor will gain significant insights into the school
situation in which he will be working.

The first in-service course given by an outside specialist should be
highly practical. The instructor should be expected to respect the requests
of the class. At the same time he should be given leeway to supplement
teacher requests, This is necessary in order that a comnplete overview of
the skills program in reading may be presented and in order that a variety
of methods may be given for teaching these skills, both at clementary and
sccondary levels. Acquainting the teachers in the class with the many
instructional materials available for use with secondary students also is a
“must” for any in-service course.

Other in-service courses may deal with the possibilities of corrective
work and the teaching of specialized reading skills needed in working in
the different subject areas. In such a course, teachers may work in
committees organized in terms of their special subjects as previously
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mentioned in the carlier discussion of involvement of subject-matter
teachers. 'The major activitics of an,in-service course of this type should
be concerned with teacher thinking, creativity, planning, and leadership.
On the other hand the guidance and counsel of a highly competent
reading specialist is needed. Courses of this type may well, and often do,
lead into the preparation by ahestaff members of a course of study in
reading for their own secondaiv-&chool.

Summary

This chapter has discussed certain recurring questions which school
administrators are asking about the teaching of reading in the secondary
school. The questions were concerned with the following topics: dcfining
terms used to designate different kinds of reading instruction, convincing
parents and students of the need for reading instruction, involving subject
matter teachers in a reading program, giving specific examples of cor-
rective reading in classrooms of subject matter teachers, stating qualifica-
tions of a reading consultant, explaining the place and function of a
reading consultant in the total operation of a school, giving some pointers
in regard to starting a reading program, and implementing in-service
COurses. .

The teaching of reading at the secondary level is a fast-moving, rapidly
changing and significant aspect of education. In order that the adminis-
trator and his staff may henefit continuously from fresh information about
reading instruction, it is recommended that he make an effort to keep the
school library well-stocked with recent professional books, pamphlets, and
periodicals on this subject. His responsibility will not end, however, when
he has supplicd these professional materials, If the materials are used
cffcctively it will be nccessary for him to gencrate warm, contagious
enthusiasm which, he, himself, has derived from reading some of these
professional materials, The results would be rewarding for him, his
teachers and his students.

In conclusion, I should like to present a quotation. Coleridge, the
English poct, did a very good informal reading diagnosis many vears ago
when he wrote; ' )

There arc four kinds of readers. The first is like an hour-glass; and
their reading being as the sand, it runs out, and leaves not a vestige
hchind, A sccond is like the sponge, which imbibes everyvthing and
returns it in nearly the same state, only a little dirticr. The third is like
a jelly-bag, allowing all that is pure to pass away, and retaining only
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¢ the refuse and dregs. And the fourth is like the slaves in the diamond
. mines of Golconda, who, cast aside all that is worthless, retain only

pure gems. .

Perhaps when all the reading questions of administrators are answered
satisfactorily, and .all sccondary teachers are teaching corrective reading
efectively, we shall be able to develop a race of individuals who will - -
“cast acide all that is worthless,” and who will “retain only pure gems.”
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