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Foreword

The International Reading Association has spons,ored five World
Congresses on Readingthe first in Paris in 1966, the second in
Copenhagen in 1968, the third in Sydney in 1170, the fourth in Buenos
Aires in 1972, and the fifth in Vienna in 1974. The Hofburg Congress
Center in Vienna was the site for the fifth congress, August 12-14, 1974.
Registrants numbered 876 from 33 countries and every continent.

John E. Merritt of the Open University, Milton Keynes, England, was
the chairman of the committee which planned the program and
pro'vided the list of speakers. The result was truly remarkable for its
breadth of coverage, its satisfaction of both sophisticated researchers
and practitioners, its presentation of established practices aruj new
challenges in theory, and i'ts provision for specialist working parties to
focus on specific problems, bringing insights from research and
experience in different parts of the globe. The Congress provided an
environment for the creation of ideas as well as for the exchange of
knowledge an experience.

Hence, the International Reading Association is greatly indebted to
John Merritt and his committee for bringing individuals from every
continent closer'to a global understanding of the reading process and its
cultivation. We are doubly indebted to John Merritt for having
assembled in this volume some of the papers from the Fifth IRA World
CongreSs on Reading to share with those who did not attend and to
remind those who did attend of the stimulation of that event.

The reading of New Horizons in Reading and the other IRA World
Congress Proceedings listed below should prepare you for, and entice
you to attend, the Sixth IRA World Congress on Reading to be held in
Singapore August 17-19, 1976.

Reading: A Human ,Right and a Human Problem, edited by Ralph
Staiger and Oliver And-sep

Improving Reading Ability Around the World, edited by Dorothy
Bracken and.Eve Malmquist

Reading for All, edited by Robert Karlin
A Spanish version of Reading for All, entitled Lectura Para Todos,

edited by Professor J. Ricardo Nervi, is available from the IRA Latin
American Office: Asociacion Internacional de Lectura, Avenue de Mayo
749, Piso 7 Of. 73, Buenos Aires, Argentina.

Remember: To be a full reader you must have a global appetite!

Constance M. McCullough, Past President
International Reading Association

1975-1976
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Intioduction

The. purpose of the 1,1/uric] Congress is to provide an opportunity for
members of the International Reading Association in different countries

share ideas about the nature of the reading process and ways of
improving reading standards throughout the world. The formal
presentations at this Congress have two purposes. Primarily they ate
intended to provide a focus for discussion, since discussion is perhaps
the most important part of the proceedings; in their priVed form,
however, they are intended to provide a resource to stimulate further
thinking and action long after the participants have dispersed.

This.volume contains a limited selection-of the papers presented and
these are grouped into six relatively discrete areas. Naturally, the papers
cannot provide an exhaustive coverage of each topic of importary, in
each, of these areas. Their purpose, rather, is to provide important new
perspectives'on familiar problems, and to draw attention to problems
which have not previously been clearly recognized or adequately
definedhence the title New florizcins in Reading.

Part OneReading:qn expanding concept. In many countries the"
concept of reading has not yet developed beyond a recognition of some
of the more obvious problems which face the apAntice reader in
tackling the printed code. Even where the concept of reading is more
advanced, however, there are many aspects of the reading process which
ate as yet underemphasized, acid others which are largely unexplorece!
Tha.papers in Part One are intended to draw attention to some of these
aspects. They provide new horizons in terms of our understanding of
what we need to teach. The final paper in Part One draws attention to the
need to gain a comparative perspective in looking at readingand this,
of course, is-one of the most important reasons for Organizing a 'world
congress.

Part TwoSome implications for the reading curriculum. Any
developriient in our ideas about goals in teaching reading must lead to a
reexamination of the reading curriculum; the arrangements we make in
each area of the curriculum for the development of reading skills and
interests. This will involve an examination of the plans we may make to
achieve our goals, the mods we may adopt in seeking to implement
these plans, and various ways of evaluating what we actually do so that
we can strive continuously to develop a more effective reading
curriculum. The papers in Part Two provide a stimulus for thinking in
each of these areas.

Part ThreeWriting systems: some comparative perspectives. Many
different kinds of code could be devised to represent the ideas which, for

vii



various reasons. ..ve rei or in printed form. Symhols c an he used not
only to represent speech SM111(1`1, but 111,1V.ilkal he used h) represent
morphemes, words, or quite complex ideas. It is important to hear in
mind this wide range of possibilities when looking at any particular
writing systein-or when compirring'( fierent kinds of wriiing systems.
The papers in Part 'Three draw atten ion to some of the advantages and
disadvantages of some existing systems. The first three papers provide
perspectives on the different kinds of writing system in use in Japan. In
doing so, they help to provide perspective on other orthographies so that
we may see more clearly some of their, relative advantages and
disadvantages. The other papers in Part Three provide additional
viewpoints on Milne of the problems raised in the earlier papers, but in
terms of more familiar writing systems.

Port Four --The printed medic,: a wies'tion .of slumlords. Generally
speaking, we take our writing system as "given." AttemPts to alter
writing systems in any substantial way tend to meet with limited
success, and so we concentrate our attention un helping the reader to
cope with the systems as they are. Other aspects of the printed word lie,
to some extent, within our control. for example. we can at least reject
printed material which doks not satisfy certain criteria. The more often
we do so. the more likely it is that those aspect's which concern us will he
modified in the desired direction. Part four is concerned with the kinds
of criteria we might select in trying to establish standards to guide us in
making such decisions.

\lost studies in this area have been concerned with different aspects
of readability. The development of programmen texts, ho\veyer, has
stimulated an increased concern about the conceptual structure of the
normal text, and also any underlying assumptions that may have been
made concerning the reader's previous level of undeOanding. Beyond
this lies the whole problem of validity of contentthe extent to which a
particular text provides a basis for accurate) appraisal of the area covered,
and ways in which a text may tend to obscure or distort rather than
clarify important issues. These, too, must he considered, and the papers
in this section are intended to stimulate debate among those who have
not yet given detailed attention to such issues.

Port Five Special problems (Ind special approaches. The problem
of raising standards of reading is highly complex when viewed in the
context of a fairly homogeneous population. It is naturally much more
complex in the context of the vast range of individual differences that
exist in any society. The papers in Part Five examine some of the
teaching and organizational approaches that are currently being
explored for dealing with special problems at various age-levels. The
last two papers provide information about existing standards and their



correlateS. One of these papers relates to standards of reading in the
United Kingdom and the other to standards in the fifteen countries
studied in the survey.

Port SixRinsing. touching standards. If we are to-improve teaching
standards we must have a reasonably clear idea about what 'those
standards are. We must he able to define or.de.,;;cribe in some way the
more critical aspects of teacher performance. We also must be sure that
we can evaluate competence in each of these critical aspects in sinnec,
reasonably effective and nut too obtrusive way. We must be able to
providelruining programmes that enable the teacher to achieve relevant
competencies, instead of merely encouraging the acquisition of
examination-passing techniques. We must also ensure that those
competencies are fully exercised in teaching situations. No small task.
This, however, is the greatest challenge, and the papers in this section
give an indication of some of the thinking that must be done if we are to
improve standards of teaching and,- hence, standards of reading.

A FINAL COMMENT

There are those who think that there is nothing difficult about
4

teaching reading. They will cite all those examples of parents who,
without training, have been successful in leaching their own children to
read:- they will point out, quite rightly, that many preschool children
virtually teach thecrrgelves, given a little help from siblings; and they
will remind .,,us that the underattaining 18-year-old is often more
effective in helping other children to learn 4to read than is the highly
qualified reading specialist.

iqnforttrnately, there is another side to the coin. We do not know, for
example, how many retarded readers are produced by those parents who
are overdemanding, overanxious, or misguided in their/approach. We do
know, on the other hand, that children can teach themselves (how else
would they learn?). We also know that the incentive to learn arta the
materials for learning are not universally available in every home, so the-
school must compensate in a variety of ways. We know, too, that insight
into a child's difficulties is a prerequisite for providing suitable help;
and we recognize that the retarded student may have considerable
intuitive understanding of these difficulties as a result of his own
experience. The more highly'qualified the educator, the less dikely it is
that he had ever experienced similar difficulties. Unless i)be are going to
advocate that only the retarded should become teachers, however, we
must surely provide a much more sophistiCated form of teacher
educationnot a more simpleminded approach. In particular, we. must
engineer a much closer relationship between theory and<pract ice, rather

ix



than dismiss theory. as irrelevant, or dismiss the thoughtful teaching of
good practice as mere "tips for teachers.-

Those who dismiss the prubleri airily are all too often first class
teachers themselves. Because they have been relatively successful, they
often assume that this vas a direct result of the methods they
usedmethods they selected quite intuitivelly. These teachers then tend
to advocate the universal adopti-on, of their own particular methods,
ignoring the fact that many °am/ equally successful teachers may use
quite different methods. What they do not apprectate is that no single
method, nor collection of methods, brought about their success. Success
was di716Th-risHead, to their professional judgment Of when to use which
method with which student, group, or class, hulvient is manifestly not
pfresent in every teacher in equal degree, and wan only seek to de'Velop
it by moans of courses which provide practical experience in making
such judgments within the context of a sound understanding of rel vant
theoretical considerations. The teacher is not an artisan who nee only
to be taught a few tricks. If hels to be entrusted with responsibi ty for
educating children, he must be a fully trame21- professionah'he1/4 must be
sensitive 40 the needs of his pupils and aware of his own need to
continue di eveloping professional skills. Indeed, ditt best teacher is one
who realizes hoW Much more he has to learn. It is hoped that the contents
of this book will' provide a stimulus for all thagi; educators in schtxes and
colleges throughout the world who fall within this cPtegory.

lot IN E. MERRITT'

(4
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PART ONE

Reading: An Expanding Concept
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Straws in the Wind

Constance M. McCullough, Emeritus
San Francisco State University
San Francisco, California

-United States of America
o

The history of retziding instruction is evident all around the world. In
some places it is still thought that all One eeels to do to teach reading is
to teach the;symbols which represent t sounds or the ideas of-the
language.- It is a very dangerous practice to stop with that leyel of

`ti
.44.

literacy. The reader can then become a parrot who broadcasts ideas he
dots not really think through. He can become unwittingly a tool in the
hands dab enemy. Itdoes not behoove any nation to stop with that kind
cof,Iiteracy, or even to introduce it if that is where it will stop.

In some countries in the world,reading is used rather than taught,
once the'symbols are learned. The subskilrs which would support the
further development of comprehension are assumed, not - taught. The
textbook is read aloud and the grasp of ideas is a'sstimed. Questions on
the, authot-Srneaning are not asked. Differences of opinion are not
invited, and the Lacher never knows what may boeopjezetifig the student
or how he might be helped. ...

Even countries where textbooks are designed to stress compre-
hension, hildren's perceptions of reading are not entirely satisfactory.
Studies n Scotland, New Zealand (2r, aid North America have shown
that young children'taupt to read for as long as a year still may notbe
able to identify a word, a letter, the beginning of a sentence, or the
letter which stands for the firstsound in the word. They think that read-
ing is saying what the print represents.

This kind of evidence reveals that not only have we failed to match
instruction wtth the reading task, we ourselves have had and have
transmitted a distorted and limited idea of the treading process.

In a massive and experislyeAational effort in the United States'to
improve the readingability of the poorer readers, great stress was laid on
sound-symbol correspondences and word recognition. The gain was
disappointing. V

In a large group of beginning reading studies using different
methods of instruction, the finding was that method made less
difference than the quality of the teacher. Something the successful
teachers were doing was not a part of teacher education.

2
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Robert Thorndike's, Reading Comprehension Education in Fifteen
Countries (9), showed that the cultural opportunities of the home were
the best predictors of reading comprehension scores, and that the
reading comprehension scores were generally good predictors of
student scores on tests of science and literature. In developing countries,
the mean scores were so low that errors on fact questions were no less
numerous than errors on questions requiring inference. The younger
Hindi speaking children in India read relatively better than the children
of other developing countries, and better than would have been expected
from the scores of the students tested at higher educational levels. I

could not help remembering. when I saw this that a, special effort was
made eleven years ,ago (6) in Indian" teacher education and in the
publishing of textbooks to stress cognition and reading comprefffilsion.
Perhaps the new program for standards one through five in Hindi
reading was reflected here.

It took Piaget to stun the world with the central importance of
cognition. It took Carol Chomsky and others (1) to break the myth that
children have a mastery of the grammar of their language on entrance to.
school. Now many research scholars are working on these two areas of
strength for the development of reading comprehenton.

While neurologists implant devices in the brain to discover clues to
its operation, computer scientists build computer systems for problem
solving. Herbert Simon of the Carnegie-Mellon Institute in Pittsburgh, is
trying to find out how problem-solving by the human brain differs from
that of manmade computers (8). He gives a student a prose passage on a
social problem and then tapes what the student says he is thinking as he
tries to solve it. While Simon's research is rewarding, he knows that even
the student may be unconscious of some of the thinking he does, and the
brain itself refuses to be interviewed. When asked why he confines his
material to problem-solving, Professor Simon says, "Because it is the
most important thing man does."

The field of anthropology had a shock several years ago in th work
of Alexander Marshack, The Roots of Civilization (5), which is in self a
fascinating study in problem-solving. Like Heinrich Schlie ann,
Marshack was not a trained specialist in the field he was to invade. It all
started with marks on a prehistoric tool. Marshack knew that the earlier
manlike anthropoids were nomadic hunters who took their tools from
one campsite to another and who survived by anti cipatipg the location,of
herds of their prey. The herds, in turn, were following their food, and so
it became important to know when certain plants in certain places would
be ripe for the herds to use. Seasons of the year were basic knowledge for
the solution of the hunter's problem.

MC CULLOUGH 3
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, Marshack found that the border marks on the tool showed under
magnification that they were not made by the same instrument. These
could have been,made at successive campsites or on different occasions.
With dogged persistence he discovered that these marks corresponded
to the phases of the moon. Other tools which he analyzed bore marks
'accounting for a thirteen month year. Marshack's discovery pushed back
the history of symbol-writing, symbol-reading, and symbol-teaching
tens of thousands of years, as well as the sophistication of language
needed-to express it. The code on the tool was the key to survival, born of
an alvareness' of time, comparison and contrast, cause and effect,
classification, logical reasoning: highly motivated reading matter read
with cognitive appraisal of current environmental conditions.

Primitive man who painted the interiors of caves where he took
refuge from the killing temperatures of the Ice Age was not just another
interior decorator. His drawings of pregnant animals and phallic
symbols were not the work of someone who had no television set.
Marshack's microscope showed that the marks thought to be phallic
symbols were forms of plants anst flowers which attracted the animals at
a certain time of year. Where and when those plants developed foliage,
he would find the animals.

How strange that we should have neglected the cognitive core of
reading, that we should have thought grammar was for writing and
speaking, not central to the understanding of what was read. How
strange that we did not realize the need for a language-related cognitive
readiness, that we taught all children alike, whether the language of the
book was their mother tongues or an unfamiliar language in an unfamiliar
code.

In 1974, the United States Supreme Court ruled (3) that a school
requiring a child to read English was to be held responsible for p?oviding
prior instruction in English. Even primitive man would have understood
that. the more civilized we become, the longer it seems to take us to see
the obvious. Yet I wonder how many countries have still to make like
decisions.

I Reading Research Quarterly Williams (11) reviews theories and-
mod s of learning to read. She makes the statement that present-day
theori is seem to be moving toward the view that reading is both a
complx cognitive skill, the goal of which is obtaining information, and
a complex language system.

In his book, What Shall We Teach? Merritt (7) points out that
competent management is a matter of making intelligent decisions about
goals, designing adequate plans, implementing those plans skillfully,
and developing from the new base line that has been achieved.

4 Straws in the Wind
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If we take as our new base line the definition of reading which Dr.
Williams stated, that reading is both a complex cognitive skill and a
complex language system, we then must decide on goals.

What can we expect of the child who comes to reading? He brings a
degree of mastery of his mother tongue. The utteranceShe hears around
him which he has learned to associate with certain meanings, feelings,
and intentions on the part of the speakers come in some kind of rhythm,
but the groupings of run-together words give him no warning of a page of
symbolic ideas as in Chinese or a page of separated words as in English.
As a reader he is going to have to group the ideas or words just as a
speak 'uld. So part of his job is to decide which ideas or words
belon they. Ohe of the ways the teacher would 'implement this
would to ask questions which the phrases answered. A child who
does not speak the language of the school will not be able to do this.

The child's previous experiences will have provided him with
concepts and label . Initial reading or listening experiences which
feature these known i as will Make it easier for him to be a thinker as he
reads, an anticipator of what the author is going to say. It is good for
children to guess what will happen next and to have many different
plausible suggestions with many different defenses of them, so that the
child will know many ways to anticipate the next step in a sequence and
the effect for a cause (10).

In the development of new concepts the teacher can introduce a
ritual of language (How does the duck feel? He's soft. He's smooth. He's-
fluffy.)all sentences of sensory attribute; (What can he do? He can run.
He can fly. He can walk wobbly.)all sentences of behavior attributes;
(What happens when he swims? He pushes the water and the water
makes waves. When you give him some grain? He pecks at the grain. He
eats it up.)cause and effect. Some day, the teacher hopes, similar
sentences, by their very form, will help the child expect and recognize an
attribute, a condition of cause and effect, and so forth.

In children's writing, similar stress can be achieved. (My dog likes
me because. .. . My Mother likes me because. . . . I scratch his back. I
feed him. I help Fier. I'm good.)

The ultimate goal of our teaching is for the child to become a skillful
reader.

The skillful reader has had many language-related experiences in
which he has communicated his ideas and feelings and listened to the
language invention of others. His concepts are rounded, so that he has
many things to say about a given concept. This being so, he is ready for
the directions in author may take in relation to a concept. Suppose he is
reading to see whether the author is still on the subject or passing to
another subject (as one must read when the author is enumerating, with
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one or more sentences devoted to one subject). When he ceases to
encounter words and phrases usually associated with the subfect, he
thinks that point number two has arrived.

The skillful reader is alert to what I call the mismatching of ideas.
The fence runs around the field. Even,bodv knows that fences stand still.
The mismatch or incongruity signals the figurative use of the word runs,
and actually now a commonplace use of run. Or take this sentence: The
king stamped his foot and flew to the ceiling. "Kings don't fly," thinks
the reader. "This is fiction. This is. fancy." If the reader is not good .qt
'making comparisons, he will miss these signals; but the skillful reader
-doesn't. So he notices the cognitive relationships among ideas such as
part-whole, classification, definition, comparison, ordering, enu-
4;neration, causation.

The goal of the reader, unless he has a special goal of his own, is to
discover the author's focus, whether it be on laws, principles, theories,
concepts, problems, events, objects, or living things.

In this search he notes the author's patterns of reasoning, such as
inductive. deductive. convergent, divergent, syllogistic. lie asks
questions as he reads, corrects his mistaken hunches and proceeds to
generate new ones.

What are the clues to the author's focus? The reader must notice main
ideas, examples, elaboration, and application of ideas. But he can't
discover these just by being told to find them. What makes a main idea
main? What vectors point to it? What examples contribute to it? What
elaboration expands it? What applications prove its generality?

These relationships among ideas are revealed through semantic and
syntactical relationships among words. phrases, clauses, sentences, and
paragraphs (4),

Additional aids are signs such as capitalization, bold type, italics,
punctuation. footnotes, headings and sub-headings, indentation,
paragraphing, space allotment, and illustrations.

As the good reader observes these elements and their interrelation-
ships, he decides on the author's intent, such as to describe, to per-
suade, or to evaluate. lie notes the author's nature as revealed by his
language, his citing of experiences, his feelings, attitudes,- and
cognitive skills. The-feelings and attitudes of the reader are in turn
stimulated by the author, and the reader who wishes to be objective often
bends over backwards to resist having his own preconceptions color his
acceptance of new information and his inferences based upon it.

With all of thes observations and experiences with the organization
and direction of th author's thought, as well as the way he has expressed
it, the skillful read r operates on the author's message to achieve literal
comprehension, to deduce implications and possible applications, to
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assess the message in relation_toprevious knowledge, and to store in
Memory whatever he prefers.

The amazingtruth is thatall of this is done so rapidly that it Cannot he
recounted in a valid sequence. The other day I was typing an address. I
wrote "(Adman's Traditional School." It should have been "Oldman's
Trunsitionol School- My head and hands had completely betrayed
what my eyes were registering. My head knew that old men tend t'o he
traditional, and that the next transition for them is something to delay.

The answer to reading comprehension will be not one answer but
many answers in congenial relationship, and it will require a world of
scholarship and dedication and cooperation to achieve. Reading
comprehension is our -responsibility and cannot be achieved sorely
through the child's recognition of symbols and the teacher's asking
questions or the book's giving the answers. Whether the teacher is a
person or instructional material, the teacher's role is to clarify the
process. This is enough challenge to light the years ahead and to make
those of us who have been in this work along time wish we were just
beginning.
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Literal COmprehension: A Reevaluation

Amelia Melnik
University of Arizona
Tucson. Arizona -.
United States of America

"It. is not a small or unworthy tea to learn what the book says."
Thorndike (8)

THE CONUNDRUM OF COMPREHENSION
The subject of comprehension, whether in discussion or in publication,
is likely to be characterized by confusion and contradiction, if not
chaos. Why should this be so? Why, after more than fifty years of study.
have we failed to achieve a comprehensive common understanding and
precise terminology, to confirm and communicate our present state of
knowledge of the operational and developmental nature of comprehen-
sion?

Can it be that we have approached our comprehension of com-
prehension nn the assumption that it consists of a series of separate
skills which operate in some sequential order? Without questioning
this assumption, we have gone on to dissect and categorize its various
facet into an endless array of isolated minuscule fragments to such a
degr that, as Edgar Dale said, "We suffer from hardening of the
cate ries" (1). And, inevitably, the professional literature fills to
overflow with diverse definitions, a multiplicity of levels and labels, an
endless list of comprehension skills and subskills, and now, more
recently, a plethora of muddled models which illuminate little more
than our ignorance.

Would ourknowledge of comprehension today be more precise and
profound had our studies begun with the assumption that the two
major interacting components of readingthe reader and the printed
mediainvolve multiple interacting variables that operate simultane-
ously within, between, and among one another in unique and varied
relationships that can only be uncovered through intensive case studies
and longitudinal research? This view was reinforced in the SuMmer
1974 issue of the Reading Research Quarterly devoted to reporting 369
investigations in reading during the previous year. In their concluding
summary, the editors state (9):

8 Literal Comprehension
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Conceivably, we have erred 4n the types of designs and statistical
procedures we've 'used in the past and continue to use. Perhaps for
purposes of the reading field. we need to look at other ways' of
approaching problems than through the classical designs commonly
employed. Possibly better answers may come through venturing into
other. "looser" research. Few intensive case studies appear in the
literature. Longitudinal studies of various kinds are almost non-
existent. As one views reading research, much of it seems to be a hit
and run type. We rush in to administer 14 tests, collect 2 minutes Of
information from each child in an individual interview, and then-
correlate these data, making grand generalizations about the nature of
reading.

Maybe we haven't solved our problems or answered many ques-
tions because we have attempted to be too rigorous in applying our
statistical procedures. Rigor comes in many forms, including mortis.
Perhaps a fresh breath, a new view is needed, Observational studies,
case reports of an intensive nature, historical research. depth inter-
views, Piaget-type experimentation, broadly based evaluation studies
may all help us to understand the reading process more fully. If
nothing else, they might permit us to view reading from a different
perspectiveand possibly we need that different viewpoint now.

But even beyond these limitations, should not scholarship in read-
ing follow the problem-solving pattern and culminate in application-
the test of use? Knowledge gained through research-will remain little
more than inert information until the step of application becomes an
integral part of research design. There is need to remind ourselves of
the wisdom of Woodrow Wilson's admonition: "We need to take the
truth out of the cupboards and put it in the hearts and minds of men
who stir abroad," for, today, the chasm between our "knowin's and
doin's" lies deep and broad.

Perhaps a historical perspective may illuminate the direction of our
pursuits and provide a path through which we may confute the conun-
drum of comprehension. -'

"READING AS REASONING"AN HISTORICAL PERSPECTIVE

In 1917 E. L. Thorndike published his now classic study, "Reading
As Reasoning: A Study of Paragraph Mistakes," which was reprinted in
the Reading Research Quarterly in 1971 as the subject of commentary.
One of the most widely quoted studies in all of reading research,
Thorndike derived significant insights into the nature of comprehen-
sion through his perceptive analysis of pupils' responses to questions
relating to simple paragraphs. His conclusions initiated a major depar-
ture from exclusive emphasis on precise pronunciation and oral read-
ing to a greater awareness and concern for comprehension and silent
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reading. In his «unnientary on this study, Otto concluded that "White
the influence of Thorndiles article is Undeniable, its practical impact
is questionable at best" (4 ). Why? Where have we erred?

Perhaps in these past 57 years we ourselves have limited our own
comprehension of Thorndike's report primarily to theoretical academic
discussions of 1) his description of the nature of reading (tAhich readers
delight in improving upon) and 2) his research design (which others
delight in disparaging) to the complete neglect of his concluding
statement of recommendations. Perhaps, if given the opportunity to-
day, Thorndike himself might well classify these responses in his
overpoteni:y and .tioderpotency categories of comprehension errors.

hi any case, Thorndike (8) concluded his report with the following
statement:

It is not a small or unworthy task to learn what the hook says. In school
practice it appears likely that exercises in Silent reading to find the
answers to questions. or to give a summary of the matter read. or to list
questions 'which it answers, should in large measure replace oral
reading.

Raffling as it may seem, critics today take exception to Thorndike's
statement, It is not a small or unworthy task to learn what the hook
says." The .critics' own literal comprehension of the statement is
revealed in their disparaging comments deriding questions such as
"What does the book say?" claiming that it promotes nothing more
than literal comprehension and fosters factual responses, memoriza-
tion, and convergent thinking.

However, even out of context of this study. it is reasonable to infer
that in his open -end question Thorndike was suggesting that all aspects
and levels of comprehension are involved in a response to "What does
the hook say?" How else could Thorndike have derived his description
of the dynamics of reading as

a very elaborate procedure, involving a weighing of each of !UMW
elements in a sentence, their organization in the proper relations one
to another. the selection of certain of their connotations and the
rejection of others. and the cooperation of many forces to determine
the final response.

Perhaps those of us 'who have become enamoured with au! aims of
critical and creative reading have lost sight of the need for the literal
level of comprehension as the foundation for operating on successive
levels of comprehension. For, as John Dewey said, "You can have facts
without thinking, but you cannot have thinking without facts."

Is it not also reasonable to suggest that in analyzing his subjects'
responses, Thorndike derived significant insights into the nature of
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reading comprehepsion which led him to conclude that "It is no small
or unworthy task to learn what the hook says"? Fortunately, there have
been a few voices in the wilderness who have recognized the deceptive
simplicity of Thorndike's ppen-end question and have employed it as a
free-response technique in their study and teat.Iiing Of coMpreliension.

EXPLORATION THROIJCH THE FREE-RESpONNE TECHNIQVIE

In 1942, Strang published Explorations in Reading Patterns (7), a
study she described as

. . . a transition from the statistical analysis of masses of data to the
insightful analysis of intensive case studies. In a sense. it is a hybrid.
and it,. is at present in the unhappy state of not having entirely
extricated itself from the influence of one parent or given
wholehearted devotionio the other. Its preferenCe for the case study
approach, however, is obvious.

Through the case ,study method the interrelation of many
factorsaccessibility of reading material, its content. the reader's
predispositions, and his observed responses--can he most adequately
studied ....

In this study, Strang was the first to employ, among other techniqbes,
the free response question, "What did the author say ?" and reported that

the freely written response to the three articles gave more significant
information about the way people read. what they get out of their
reading. and how effective they are in communicating to others the
knowledge thus gained than any other single item in the entire
procedure.

Based on her insightful analysis of subjects' responses in relation to the
structure of the articles, Strang developed a rating scale to objectively
assess the,odequacy of these subjects' varying levels of comprehension
and the skills they employed in their reading.

In 1957, Gray and Rogers (2) published their study, Maturity in
Reading, in which they concurred with procedures encouraging the
use of the free response and less dependence on formally structured
(objective-type) questions. Accordingly. they state that

.. this change would insure more information about the respondent
as a person and keener insight concerning his interaction with specific
reading materials in given reading situations. It also appeared to be
more likely to provide insight into the nature of the respondent's use
of reading and his leyel of competence in reading than an approach
which depended on formally structured objective questions:
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From their analysis of responses: Gray and Rogers elaborated and
further developed Strang's rating scale..flyr assessing the levels of
adequacy of reading comprehension of their subjects. Both investigators
concluded that through the free response keener insight was gained
regarding the interactoin between the rediler and the reading material in
given readitig situations.

Using -the free response technique with Harvard students, Perry
reported 14,54) that, although, on standardized' tests these students
surpassed 85 speri5int of' the freshmen students 'in the united States,
when asked to write a short statement of what the chapter they had read
was about. only one in a hundreda total of 15were able to do so.
Pertv:s observations (5) led him to (Jim:hide that:

Asa dmonstration of obedient purposelessness fit the reading of 99
percent of I larvdrd freshmen %e found this impressive.

what dn. students lack is not nit skills but flexibility mid
purpose in the use of diem

From the observations of these investigators, it is clear that the free
response technique, such as the open-end question "What did the author
say?" elicits the single most revealing picture of the reader's
comprehension. i.e., his judicious selection of significant ideas, related
one to another, and to his past and present knowledge and experience.
More specifically, from an analysis of responses to this question.' dt is
possible to-obtain evideace of the following facets of comprehension (3):

1. The reader's approach to a reading passage.
2. His tendency to relate ideas rather than to merely seize on

isolated details.
3. His ability ,uncover the author's pattern of thought.
4. His ability to Organize and show the relationship among ideas.
5. Ilk tendency to relate what he reads to other kno-wledge he has

gained and to life experiences and needs.
fi His tendency to let his emotions or biases and prejudices

influence his comprehension.
7. Ilk ability to adjust his method and rate of reading according to

his purpose and the type of printed media.
If these are the goals rk comprehension, then the question is,

"Th,rough what procedures may we employ the free response technique
to improve comprehension at all levels of reading development?"

STEPS TO EFFECTIVE TEAMING

A group procedure, fusing diagnosis-instruction:firm:6(a; into a
single ongoing process currently identified as diagnostic: teaching, was
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developed in 1960 by Melnik (3) for improving the reading of social
studies material of junior high school students.

It begins by asking students to state the reading goals or aims they
>wish to achieve to further improve their reading. Next they are asked to
state their responses /o the question. "What reading skills help you to
understand and remember what you read?"

Then they are asked to read a passage from a social studies textbook.
that is typical of the material they are expected to pAd in their classes.
After reading the passage,-with no direction Trom the teacher and in
whatever time they require, they write their answer to the question
"What did the author say?" without referring to the text. They also
answer a number of multiple-choice questions, each designed to identify
a particular comprehension skill for which each option indicates a

.particular type of comprehension error. A third free response question,
asking them to apply the knowledge they have gained from their
reading, is included to provide evidence of creative reading.

As soon as fhei students have answered these questions, each
individual has before him the data for self-appraisal. They mark their
own performance. They rate their responses to "What did the--author
say ?" on a ten point scale developed tu.reflect the author'swattern of
thbught. They analyzezthe kind of errors they made on multiple-choice
question's. During each of these steps. instruction andi)guidance are
provided through discussion in which reference.is continually made to
1) the content of the selection, 2) its organizational structure af thought,
and 3) the typographical clues which clarify the author's 'message for
evidence to justify differences of opinion or rating!

Practice on similar material immediately follows this self - appraisal
and instructional phase' of the procedure, while the students are
specifically motivated to learn how to improve their performance.
Practice in systematically employing Robinson's Survey Q3R technique
(6) with their daily asignments is also provided.

Later, the whole procedure is repeated on another similar passage.
After the second exercise is completed and analyzed, the students are
able to note the progress they have made. A third repetition of the
procedure produces marked improvement.

After completing the third exercise, the students were asked to
evaluate their experience with this teaching procedure. Of all the
features in the procedure, the students without exception stated that
analyzing their responseo the question "What did the author say?" had
helped them most.

This appraisal-instruction-praolice-evalilation procedure bridges
the gap between teaching and testing. It rrf ovides opportunity for
practice and progress geared to the wide range of individual differences
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in reading in the typical classroom situation. It relieves the teacher of the
time-consuming burden of grading papers by herself by providing the
.students with a con6-ete guide to appraise, their o*n performance.
Through this procedure slu(fents' increased understanding of the
comprehension process enables them to become more flexible,
purposeful; and 'searching readers.

Perhaps today, in a day and age of technological, synthetic:,
prepackaged heading programs, we need more procedures which
integrate personalized insights with relevant know-how which
enable both teachers and pupils to replace the humdrum in the
conundrum of comprehension with an internalized realization of the
meaning, use, and purpose of reading.
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particularly of a native language, may be regarded as a competent user of
language whose language competence is reflected in miscues produced
as a proficient reader and at all stages of acquisition of reading
proficiency.

By moving away from a simplistic view that reading must, be

accurate we are able to see, through miscues. how the efficient and
effective reader operates. We can further define effectiveness in reading
as the ability to construct a message (comprehend) and define efficiency
as the ability to use the least amount of available cues necessary to get to
the meaning. ,Miscues are produced in efficient reading but they are
likely to either leave meaning unaffected or be corre.ted by the reader.
As efficiency increases, frequency of miscues fends to decrease; but this
is the result and not the cause of efficiency.

AN EMERGING MISCUE T ONOMY

In early miscue rese e sought simple cause-effect relationships.
We began to recognize't at there were graphic cues from the perception
of the print itself, phonic cues which relate print to speech, syntactic
cues which derive from the structure of the language, And semantic cues
from the meaning. But we looked" for a one-to-one cause-effect
relationship. We tried to classify some miscues as grapho-phonic
(combining the first two since the cues are the same), some as syntactic,
some as semantic. We soon became aware that we could not fragment the
process of reading, that every event involved the use of all three systems.
Consider this example:

Text Wait a moment.
Reader Wait a minute.

The reader substitutes minute for moment. The observed response
(OR) looks like and sounds like the expected response to some extent.
But minute and moment also have the same grammatical function and
mean the same thing. All of the three sorts of cues and their interactions
contribute-tn the miscue. Furthermore the reader who is American is
more likely to use minute than rrion-ieni which the British writer has
used. So the reader has shown that the influence of dialect is also at
work. P

.A taxonomy for the analysis-of oral reading miscues has emerged
over a period of years in a series of studies. Each miscue is examined by
asking a number of questions about the relationship of expected to
observed response. All relevant questions are answered independently.
What emerges theii is the pattern of how the cuing systems are used in
ongoing reading.
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Were are the questions which are asked:
1. Is the miscue self-corrected by the reader?
2. Is the reader's dialect involved in the miscue?
3. How much graphic similarity is there between ER find OR?
4. How much phonemic similarity is there?
5. Is the OR an allolog of the ER? Typing and typewriting are

allologs of the same word. Contractions are also allologs.
6. Does the miscue produce a syntactically acceptable text?
7. Does the miscue produce a semantically acceptable text?
8. Does a grammatical retransformation result from the

miscue?
9. If the miscue is syntactically acceptable, how much is syntax

changed?
10. If the miscue is semantically acceptable, how much is

meaning changed?
11. Is intonation involved in the miscue? In English, changed

intonation may reflect change in syntax, meaning, or both.
12. Does the'miscue involvc the submorphemic language level?
13. Does'the miscue involve the bound morpheme level?
14. Does the miscue involve the phrase or free morpheme level?
15. Does the miscue involve the phrase level?
16.' Does the miscue involve the clause level?
17. Vhat is the grammatical category of OR?
18. What is the grammatical category of the ER?
19. What is the relationship between function of ER and OR?
20. What influence has the surrounding text (peripheral visual

field) had on miscues?
21. What is the semantic relationship between ER and OR word

substitutions?

Miscue analysis using this taxonomy is suitable for depth research
on small numbers of subjects. Typically, our research has involved 3-6
subjects selected because they have common characteristics. These
subjects are asked to read one or more full selections. In our most recent 7

research our subjects have 122en asked to read two stories. Comparing
profiles on both stories adds to the. depth of our insights into the process.

A simpler form of miscue analysis dealing with only the more
significant questions has been developed by Yetta M. Goodman and
Carolyn Burke. This form has been used in some research studies, but it
is designed for use by teachers and clinicians as a diagnostic tool. It aiso
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has found wide use in teacher education as a means of helping
preservice and inservice teachers .to understand the reading process.

PSYCHOLINGUISTICS AS A BASE. FOR STUDY OF READING

Reading and listening are receptive language processes. Speaking
and writing are generative, productive, language processes. The reader
or the listener is actively involved in the reconstruction of a message. He
must comprehend meaning in order to be considered successful.

Meaning is not a property of the graphic display. The writer has
moved from thought to language, encoding his meaning as a graphic,
display just as the speaker moves from thought to language encoding his
meanings as a phonological sequence. The,reader decodes the graphic
display and reconstructs meaning.

Whether one wishes to understand reading as a process to teach
initial liter cy or to help readers, become more effective, one must start
from a b f psycholinguistics, the study of the interrelationships of
thought a anguage. All the central' questions involved in reading are
psycholinguistic questions, because iceading is a process in which
language interacts with thoughi. Psycillinguistics is foundational to all
understanding of the reading process.

In research and instruction, learning to read has been commonly
equated with learning to match an alphabetic orthography with its oral
language counterpart. Reading instruction has frequently either been
minimal, considered to be complete once the orthography is mastered,
or endlessly repetitious and barren for those learners who persist in not
acquiring correspondences between oral and written language. Skills
have been taught on the basis of tradition with no insight into their
relationship to the basic function of reading, reconstructing the
message. The result is the most common, persistent, and disabling
reading problem in all cultures: people who have learned to respond
orally to print but who cannot or do not comprehend what they are
reading. Reading becomes a print-to-speech short circuit. Those who
cannot get meaning from written language are just as functionally
illiterate as those who never received instruction.

A PSYCHOLINGUISTIC THEORY OF READING ENGLISH

A theory and model of the reading process has grown out of research
with young American readers of English. The theory-has evolved as a
means of interpretine.the differences between OR and ER in order to
understand the process of reading.

Behavior, whether linguistic or any other, is the end product of a
process. The external behavior is observable and serves as an indicator of
the underlying competence. Behavior can be observed but it cannot be
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understood without some theory of how it is produced. Seemingly
identical behaviors may result from very different processing. Very
different behaYiors may prove closely related if they are sesm within a
'theoretical framework.

Comparison of OR and ER in miscues is a powerful Means of
inferring the process readers are using in dealing with specific reading
tasks. When reading is as expected, the process is not discernible, but
when it has produced miscues, then the information used by readers and
the ways in which they use it may be seen.

The following is, the beginning of a short story as read by five
relatively proficient readers aged 13-15. It will serve to illustrate the
miscue phenomena and to introduce the theory of the reading process.

Miscues of Five Readers

SubletI 1. It-must have been around mid-

nisht when I drove home, and as I ap-

prOached the ga_>s of the bungal,,,, 1
bgh

switched off the cad lamps of the car
oe

so the beam wouldn't swing in through

the window of the side bedroom and

wake Harry Pope.

Suoject 2. It must have been around mid-

Subject 3.

night when I drove 'home and I ap-

proached the gates of the bungalow I
72 AsArt5

switched off the head lamps of the car

so the beam wouldn't swing in through

the window of the side bedroom and

wake Harry Pope.

It must have been around mid-
As

night when I drove holm:7 as I ap-

proached the gates of the bungalow I
O bght..5

switched off the head lamps of the car

so the beam wouldn't swing in through

the window of the side bedroo
Where. Was
wake Harry Popot\
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bject 4.

Subject 5.

It must have been around mid-

night when I drove home, 4, s I ap-

proached the ates of th bungalow I

switched of the head lamps of the car

Ts° the beam wouldn't.swing through

the window of the side bedroom and

wake Harry Pope.

It niust have been around mid-

night when I drove home, and G I ap-
ba.gral cv4

proachedthe gates of th bunga ow4I
yhes

switched off the head- amp of the car

so the beam wouldn't
ot
lwin through

-the
the window of the sideAbedroom and

Near/
wake Harry Pope.

The first phenomenon which can be seen here is a common tendency
among these readers to substitute lights for lamps in line four. The two
words start with the same sound and letter but the relationship between
the words is clearly .semantic. Unless one assumes some kind of
pervasive habitual association between these two words, one must
conclude I J.that the readers are anticipating what they will in fact see,
and 2) that they are more likely to expect lights than lamps. Notice, in
fact, that subject says lamps, rejects that in favor oflights, and then goes
back to lamps. This is a good example of the reading process at work.
This British writer has used the term head lamps. Our American subjects
prefer the term headlights and have already predicted it. Subsequent
graphic input, however, contradicts the prediction. Some of the readers
reprocess, however they have already gotten the meaning from the
initial processing and must have done so before they said lights if it is
meaning which influenced their, ,choices.

The words which are omitted by these five readers offer more
insight to the proc . As in line two is omitted by two readers, one of
whom co . n in line five is omitted by three readers, one of whom
corrects. Subject 1 substitutes on for in.

If we examine these for both cause and effect these insights emerge:
As may produce miscues (unexpected responses) because it follows

and and introduces a dependent clause which precedes the independent
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clause-it relates to. That requires that' the 04 clause be processed, stored,
and held until thefollowing clause is processed before the meaning is
fully clear. Omission of as changes the structure so that-the hitherto
dependent clause is independent conjoined by and to the preceding
independent clause. A problem is then created since now there is no
signal left as to the relationship between the new independent clause
and the clause starting with I at the end of line three. The omission of as
creates a sequence with an unacceptable grammatical structure. The
reader who corrected seemed aware of this problem before he was aware
of the precise omission because he repeated and I three times before a
sur-,PFsful correction.- The reader who did not correct inserts a
conjunction and before I in line three producing, parallel independent
clauses.

Subject three omits and before as on line two. This conjunction turns
out to be optional since the prior clause is independent:

The omission of in before through on line five results in little loss of
semantic or syntactic information. The readers appeared to omit an
element perhaps redundant ih their American dialects. One substitutes
on for in which may be more likely in her dialect in this context.

Subject ve replaces of the side bedroom wjh at the side of the
bedroom. I doing so he makes a minor change in the meaninCg but
produces a ew structure which is both meaningful and grammatical.

Subject t ee moves even farther away from the text at the end of the
paragraph. H substitutes where Harry Pope was for and woke Harry
Pope. Appare ly he expected it to conclude with sleeping. He realizes
his expectation is not borne out and regresses, reprocesses and corrects.

The miscues of these readers can not be explained by viewing
reading as a process of sequential letter or word identification. If it were
so, then miscues would be more evenly distributed ancl be confined to
words or word parts.

Even with the one word in this paragraph that did cause some
recognition problems, bungalow, the problems cannot be seen simply as
letter-sound (phonics) or word recognition based. It may be that the
problem comes from a mismatch between the reader's definition (and
conccpi) of a bungalow and the writer's. Americans commonly use
bungalow to refer to a very modest house or vacation home. Furtgormore
we can't be sure that those readers who exhibited no difficulty with
bungalow understood its use by this author in this context.

Several key concepts about the reading process are required to begin
t0 explain the miscues of these readers.

1. Anticipation or prediction is an important part of tiirtv reading
process.

2. Readers process syntactic or grammatical information as they
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read and this plays an important role in their ability to predict what they
have not yet seen or processed.

3. Meaning is the end product of the reading process and effective
readers are, meard ng -seekers.

4. Meaning is also input in the reading process. The success of the
reader in comprehending is largely a function of the conceptual and
experiential background he brings to the task and which his processing
of the writer's language evokes in him.

5. Graphic information (letters, letter constituents, and patterns of
letters) is by no means the sole input in the reading process. Ntor is the
matching of such information to phonological informationa necessarily
significant part of the reading process.

6. Accuracy in oral reading is not a prerequisite to effective reading.
Comprehension is the bakc goal and a focus on accu1acy may be
counterproductive.

The reader must begin with this graphic display and somehow
decode it in such .a way that ,hezeconstructs the author's message.

Any passage may be analyzed for letters, words or meaning. The last
focus is a much more efficient one in that the amount of information
needed to get to the meaning is far less than if words or letters must be
firslanalyzed. Thus, to be both effective and efficient, reading must be
focused on meaning.

An effective efficient reader uses the least amount of information
necessary to reconstruct the writer's message. This is only possible if he
is able to sample from available cues those which are most productive,
that is, those that carry the most information. To do so he must use
strategies which he develops that make it possible to predict and guess at
the other available information withoUt actually processing it. The
reader's knowledge of the grammatical system of the language and the
constraints within that siyst,em as well as the semantic constraints within
the concepts dealt with constitute the parameters within which the
reader's strategies are operating

To get from print to meaning, the reader must treat the graphic
display as a Qiirface representation of an underlying structure. He must
not only process the gtiiphic display as a grammatically structured
language sequence but he must assign an underlying or deep structure in
order to process the interrelationships between clauses.

Consider, for example, the paragraph cited above as read by these
subjects. This paragraph is a single sentence composed of clauses
combined in complex ways so that the meaning of the whole is more
than that of any one clause. Rewritten as a string of one clause sentences
which express about the same meaning, it might read like this:
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It must have been around midnight. I drove home at midnight. I
approached the gates of the bungalow. (at the same time) I switched off
the headlamps of the car. (in order that) The beam wouldn't swing in
through the window of the bedroom. The bedroom was at the side.. (in
order that) The beam wouldn't wake Wari,y Pope.

The reader must deal with an underlying structure by interpreting
signals in the surface structure because meaning relates not to the
surface structure but to underlying structure.

The writer has produced the graphic display starting with meaning,
'assigning a deep grammatical structure, then transforming this deep
structure by use of transforming rules and subsequently applying a set of
orthographic rules to produce a surface representation in the form of a
graphic display.

This process is much the same as speaking except that the final rules
are orthographic rather. than phonological. In use, the graphic display
and oral language are alternate surface representations of the deep
structure. Writing is not a secondary representation of speech. This is
obvious in nonalphabetic writing systems. It is no less true in alphabetic
systems even though there are direct relationships between the two
surface representations.

The alphabetic systems are economical in that they are able to use a
small number of symbols in patterned combinations to express an
unlimited number of meanings, just as oral language does. And using
the oral language symbols as a base for the written symbols is both
convenient and logical. But if readers found it necessary to identify
letters and match them with sounds or even identify word shapes and
match them with oral names, then efficient reading would be slower
than speech. But efficient readers use distinctive features of letters to
move from print to deep structure and meaning. Their ability to identify
letters or words they have read follows rather than precedes their
assignment of deep structure and meaning. Once they know what they
have read they also know the words they have read and their spellings. In
this manner they appear to identify graphic elements much more
rapidly than they could actually do so.

Essentially the same deep language structure underlies both speech
and writing. There are, of course, different circumstances in which oral
and written language are used. The former is much more likely to be if' a
situational context which may be indicated by gesture or which need no
explanation. Writtz;n language, on the other hand, is most often
abstracted from the situations it deals with. It must create its own setting
and be a much more complete representation of the message to achieve

-effective communication. But these diffeiences are more those. of use
b. than of process.
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The reader samples the three systems of cues in order to be aware of
and predict surface structure and induce deep structure and meaning.

The reader responds to what he sees or what he thinks he sees. His
experience with and knowledge of the graphic symbols (letters),
spelling patterns, sequencing rules and redundancies set up expec-
tations. He is able to use distinctive features to form perceptual images
which are partly the result of what he expects to see.

Subject five thought the name was Henry rather than Harry. The two
names differ graphically in very minor ways. She had no reason to reject
that having produced it since it fits both meaning and grammar
constraints.

A minimum amount of syntactic information, that as is a marker of a
clause for example, makes it possible to predict a surface structure and
almost simultaneously begin to induce an underlying structure.
Punctuation, part of the graphic cue system, comes mostly at the end of
sequences in English and therefore is of little use except as a check on
prediction. One must predict the pattern in order to process subsequent
elements.

For a proficient reader to get directly to meaning he must draw on his
knowledge of the patterns, rules, constraints, and redundancies of the
grammatical system.

Even beginning readers in our research substitute a for the, an
indication that they use gr'ammatical as well as graphic cues. As the
surface structure is predicted, the rules by which that structure is linked
to the underlying deep structure are evoked and serve as additional cues.

Because of the limited number of patterns, the constraints within
these patterns (only certain elements may follow certain others), and the
redundancy of language (every cue 'ides not carry a new bit of
information) a reader is able to sample those cues which carry the most
information and predict whole patterns on that basis.

Sampling, selecting, and predicting are basic aspects of reading.
They require development by the reader of comprehension strategies
which control the choice and use of cues and keep the reader oriented to
the goal of reading which is meaning.

When miscues effect meaning the reader must be aware that they do
and correct. He uses a set of confirmation strategies as he proceeds. He
asks himself 1) whether he can predict a grammatical sequence on the
basis of information processed, 2) whether he can assign a decodable
deep structure, and 3) whether what he has decoded as meaning in fact
makes sense.

As he continues to pt Eress information he is constantly alert to
informaqon which contradicts his prediction. As long as subsequent
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information confirms, he proceeds. If apy contradictory information is
encountered he must reprocess to reconcile the conflicting information.
This may require a new hypothesis about what is coming. The problems
with as that our subjects had and their subsequent responses illustrate
this process at work.

Reading then becomes a sample, predict, test, confirm, and correct
when necessary process.

The constant concern for meaning as output makes meaning input as
well. The deep, structure must be decodable, the reader must know
whether what he had decoded makes sense. Furthermoreexperience
and concepts must be evoked to create a semantic context arrd a set of
semantic constraints which correspond to the syntactic constraints.

Memory functions as a and of highly cross-referenced lexicon
feeding the most appropriate referential meaning into the processing to
complete the set of semantic cues.

No person, however literate, is ever able to read all that is written in
his native language. The ability to read any selection is a function of the
semantic background one brings to it. Without substantial meaning
input, effective reading is not possible. Literacy is by no means a.
constant for any individual for all reading tasks.

NEW VIEWS OF OLD QUESTIONS

Miscue analysis and the psycholinguistic view of reading suggest
the need for reconsidering old issues. Here, a few of these can only be
listed. In each case the traditional view seems to be at odds with this new
view.

1. Where should reading instruction begin? Not with letters or
sounds'but with whole real relevant natural language we think.

2. What is the hierarchy of skills that should be taught in reading
instruction? We think there is none. In fact, in learning to read as
in learning to talk, one must use all skills at the same time.

3. Why do some people fail to learn to read? Not because of their
weaknesses but because I,ve'te failed la build on their strengths
as competent language users.

4. What should we do for deficient readers? Build their confidence
in their ability to predict meaning and language.

5. Can anyone learn to read? Yes, we say. Anyone who can learn
oral language can learn to read and write.

SOME NEW QUESTIONS

There is still a lot to be learned about reading. Many new questions
emerge as reading is s n from a new vantage point.
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1. How does the difference in grammatical structure of different
languages influence the reading process?

2. How does the reading process differ in nonalphabetic writing
systems?

3. How do variations among readers in conceptual development
influence their reading and their comprehension?

4. Can methods be devised for teaching people to read languages
they don't speak? This question is of particular importance in
countries 'where college texts are in languages other than the
national language.

Perhaps the most basic question we need to ask is how can we put
these new scientific insights to use in achieving the goal of universal
literacy.
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Reading Flexibility: A Neglected Aspect-of Reading Instruction

Theodore L. Harris
University of Puget Sound
Tacoma, Washington
United States of America

% No one can gainsay that the development of functional literacy among
the peoples of the world is an objective of prime importance. Yet the
attainment of this objective has created problems in such a country as the
Uhited States where an enormous amount of time, energy and money has
been expended without a satisfactory resolution of ad adequate level of
literacy in several million pupils. It is to this problem that current efforts
spearheaded by the Right to Read division in the United States Office of
Education are addressed on a nationwide basis.

But if there is a right to read, surely there is a right to be a flexible
reader. A flexible reader is one whose command of reading processes
enables him to successfully integrate three important variables in the
reading act: his purpose for reading, the material which he reads, and his
speed of reading. The purposes for reading may externally or
internally guided. The materials for reading may vary in difficulty, style,
appeal, and a host of other factors, Yet the speed with which one reads
with comprehension appropriate to varied purposes and materials is the
crucial mark of the flexible reader. Such a conception is not inconsistent
with the original concept of the Right to Read advanced by former
United States Commissioner of Education Allen. While he stressed such
things as the ability to read and the desire to read, his statement was not
limited just to the rudiments of reading. On the contrary, his conception
of the Right to Reed embraced all levels of reading ability and all levels of
schooling from young adult to adult. Thus I believe the Right to Read
must likewise embrace the more sophisticated levels of reading
development as well as the basic aspects of functional literacy.
Developing more flexible readers in our school population is therefore a
basic right if they are to function effectively in society.

There is, however, another reason for considering that flexibility in
reading is a fundamental part of basic reading instruction. Conceivably,
basic zfeading program.s.which have not given due attention to the
con pt of variability in reading purposes and tasks, whether internally
or t

ee
ernally motivated, may be a contributing factor to many reading

failures. That is, the conventional beginning orientation to careful,
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systematic and detailed reading In which total recall is the virtue to be
rewarded may, if continued, soon become, counterproductive in devel-
oping an adaptable, flexible reader. This matter may be of concern to
other countries as well as to the United States.

My interest in this topic stems from several sources. One reason is
because of my involvement in ,an extended cooperative research study
(4) on this topic. A second reason is the perennial controversy
surrounding the proper role of reading speed. Wehave, for example, the
extended debates on the merits of the use of films and machines versus
classroom procedures for developing reading speed, and the question-
able claims of the commercial purveyors of rapid reading courses,
both of which beg the question of the concept of flexibility. An example
of this is this advertisement from a magazine (12):

DOUBLE YOI1R READING SPEED IN ONE WEEK!
by Martin K. Roan

Finish an entire novel in a single evening! Slash through a business
report in 60 seconds! Read a complete magazine article in 3 minutes!
And what's more. understand twice as muchand remember twice as

A more important reason, however. is my feeling that there is still a
fundamental lack of understanding among teachers about the speed
component in reading and how to handle it. This is well illustrated by
the almost unfailing response teachers make to this queStion: 'Which is
more important in reading, speed or comprehension?" When the
question is put in this way, the answer is predictable: "Comprehension."
Teachers know this is the right answer because textbooks tell them so. I
suggest that such an answer is neither sufficient nor accurate.

First let us examine the notion of effective reading speed. Buswell
(2), in the 1930s in his research on How Adults Read, considered speed
of reading to be essentially a matter of perceptual efficiency in attaining
minimal levels of comprehension. Using eye movement photography,
he demonstrated the marked inefficiency in reading among adults
whose eye fixations were excessive and whose span of recognition was
narrow. Out of his laboratory at the University of Chicago came the first
reading pacers which were designed by film projection and by sliding,
plates to force more rapid speed of recognition. He demonstrated some
success in reducing perceptual inefficiency and hence in improving
reading speed in his subjects; He likewise proposed that a goal of the
schools should be to produce readers capable of reading 500 words per
minute. Forty years have passed. How much progress have we made
toward such a goal? Very little.
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Perhaps one reason that we have not moved more rapidly toward
such a goal is ,due to a different conception of the nature of effective
reading speed held by another professor at the same institution, William
S. Gray. He believed that reading speed was not simply a matter of
perceptual efficiency but of interpretive speed. Cray argued that the
concept of reading speed involved more complex comprehension or
thinking processes than Buswell admitted. He insisted that speed of
reading comprehension, not mere perceptual fluency, should be the
ultimate criterion. His view has largely prevailed in/reading instruction.
to my opinion, however, this view has also led to a disproportionate
emphasiApon the virtues of thorough comprehension to the detriment
of a realistic instructional emphasis upon flexible and efficient reading
speeds with comprehension.

The nature of materials has also been shown to influence reading
speed. Early experiments by Judd and Buswell (8) in the_ 1920s
demonstrated that mature good readers vary their speed according to the
nature and difficulty of the materials. Later, in the 1940s Blommers (1)
showed that good junior high school comprehenders varied their
reading speeds according to the difficulty of the materials. Poor
comprehenders did not; they kept on plodding away at the same speed.
Blommers' study is of particular interest because of the age group
studied, the controls placed on the difficulty of materials, and the fact
that speed of comprehension was defined as the time taken to
successfully find the answer to a specific question.

The important role of purpose in reading was acknowledged as early
as 1908 by Huey (7) in his succinct statement that even mature readers
"read by phrases, words, or letters as we may serve our purpose best." In
the-1960s Henderson -(6) showed that pupils can be taught to identify
their own purposes for reading and vary their reading speed accord-
ingly. Similarly, in the research (4) with which I was associated, nine,
ten, and eleven-year-olds were able to intelligently self-select their
own instructional sequences from among passages to be read for one of
three reading purposes and vary their reading speed accordingly in
attaining such purposes.

Thus we may see that there are conflicting !tenons about what speed
of reading itself involves. Indeed, there are formidable problems in
measuring successive samples of a person's speed of reading as Rankin
(10) has recently noted. I would particularly stress the point that reeding
speed is relative to what you are reading and what you want to get out of
it. Furthermore, the key to the efficient use of reading speedis,flexibility
in its application. I believe we should disabuse ourselves once and fgr all
that reading speed is an absolute factor. it is not, many prevailing
notions and reading programs to the contrary. One wa'y to illustrate the
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absurdity of thinking about reading speed it an absolute sense is to enjoy
with the a satirical piece which I ran across several years ago entitled
"Confessions of the Wbrld's Fastest Reader" (9), reprinted belomi by
permission of Saturday Review and the author.

The way you do rapid reading is to forget the old way and start at the top
of the page and read right down the middle, taking in what you can out
toward the edges of the page or column. You start taking in blocks of
words, then blocks of several lines, then paragraphs, and finally you are
gulping whole pagesat least the center part of the pages.
By the time I finished my third course in rapid reading I was racing
along at the unbelievable speed of 4.900 words a minute. And the fourth
course saw me more than triple that rate to achieve an unheard-of
18,000 words a minute. "That's equivalent to space travel at 18,000
miles an hour," the rapid reading man said gleefully.
I was missing a page now and then, a chapter here and there, but my
speed had never been better. Confidentially, 18,000 words a minute is
terrifying speed, even for reading, like being chased down a dark hall by
howling banshees. Still, nobody had ever read this fast before. I was
ready for the big test.
My reading marathon, lasting five days, was held under the auspices of
the National Institute of Space Age Reading (NISAR). I began at 6 a.m.
on Monday. warming up with the Koran and the Bible. I was near the
end of the New Testarrient, at twenty-nine minutes out, before I hit
orbital speed of 18,000 words a minute:
The collected works of Shakespeare I went through in fifty-five minutes
flat, I was burning along now at roughly a million words an hour. I felt
some weightlessness that interfered with comprehension, but it did not
affect speed.
Next came War and Peace, finished in forty minutes. At 9 a.m. just past
my three-millionth word, I had a ten-minute break and a cup of coffee.
Thirty other famous novels followed. With thirty minutes out for lunch,
I stopped the first day at 4:10 p.m., having soared through 9,600,000
words in Rine hours and forty minutes.
That first day was really a warm-up for a long, grueling three
daysfrom beginning to end of the Encyclopaedia Britannica. Reading
twelve hours a dayTuesday, Wednesday, and ThursdayI blasted
through 39 million words in thirty-six hours.
Friday was easier. In the home stretch I was more relaxed, though
weightlessness of the head continued *bother my comprehension. A
ten - volume set of selected poetry was polished off in thirty minutes.
Then came twenty "Great Books" that keptrrie rocketing along for three
hours. Ten fat books on the Civil War, one day's publishing output,
'occupied me for an hour and a half, at the end of which I stopped for
lunch. Soon I was back in orbit again.
I was preparing to land now, the finish line in view. In a little less than
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two hours I orbited through Winston Churchill's six-volume et of The
Second World War. "Their Finest Hour" lasted only sixt n minutes.
At the end of dhurchill I began to fire mental ret ets to slow my
speed. These "retros," as they are called, are gimmicks worked out by
the rapid reading experts. You begin occasionally to point little mental
jets of vision out toward the edges of the page, picking up fringe words
and ideas. It works beautifully.
At a somewhat slower pace, perhaps 10,000 words a minute, I flashed
through Carl Sandburg's multi-volume life of Abraham Lincoln,
crossing the finish line at 1:10 p.m. with the Gettysburg address. In
fifty-two hours I had read 54,500,000wordsa human
being had ever accomplished.

Here's a tiny example of what reading is like at that speed Starting at the
topdown through the middle, you knowthe Gettysburg Address
comes through like this: "Years agoin on of what should consecrate
dead to we the living who to be from which resolve God people by." A
great speech, I say.

When I was officially declared the world's fastest reader, the reporters
present kept asking me these silly questions. What did I get out of such a
fantastic reading bout?
"Don't be pre-atomic," I told them. "This is the space age, man! I read'
those books I always wanted to read. And I got a world speed record out
of it, didn't I?"
What did I get in the way of meaning, understanding, enjoyment?
Nothing. I get my kicks from TV.

Seriously, though, we still need to ask the question "Is reading speed
an important component in the reading act?" I believe it is. Otherwise;
why do we have crash programs invspeed reading in high schools, in
colleges, among adultswhether they be' doctors, engineers, or
salesmen? Clearly, far too many people have not learned to read
efficiently the materials their needs and purposes demand, to say
nothing of their inability to vary their reading speed. I am inclined to
believe that Buswell's suggestion that schools seek to develop average
reading speeds of 500 words per minute is ivth realistic and necessary
for certain purposes and for certain types ofinaterials. We still need to
ask such questions as "Do schools and teachers recognize speed as an
important component in reading instruction?" "Are schools and
teachers working to produce flexible readers?" and "How highly valued
is efficiency in the reading act?" As late as 1963, there was no published

. evidence that United States schools produce flexible readers.
There is, however, more recent research evidence that flexibility in

reading speed can be taught to nine-year-olds in the United States. This
was the purpose of the cooperative research project on the experimental
development of variability of reading speed conducted by the
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Laboratory of Research in Basic Skills at the University of Wisconsin and
published in 1965 (4). In this study we worked with three specified
purposes for reading: reading for the main idea,reading to find a specific
fact, and reading for the sequence of ideas. In seeking materials for
training and testing we first went to textbooks in the hope of finding
appropriate passages. It may interest you to know that we found virtually
none that was suitable for our purposes. We found that inorder to control
such passages for length, difficulty, and content appropriate for each of
the three reading purposes, we had to write materials according to rigid
specifications. For example, each paragraph to be read for the main idea
had to have only one clearly distinguishable main idea: When sufficient
passages were available, training sessions were set up with small groups
of the seventy -two carefully selected fourth grade pupils who were
reading at or above grade level in order to teach them the concept of each
of the three reading purposes. In order to measure speed of
comprehension accurately, we set A criterion of 100 percent
comprehension which was measured as the actual ampun't of time taken,
including time for rereading, to read for comprehension. Three different
types of tests for comprehension were devised which were relevant to
each of the three reading purposes.

Several results of this study were most interesting. Our original
hypothesis was that the children we Were .working with would have a
relatively invariant. generalized speed set in reading as such research as
was available might indicate. Apparently, however, in our training
session we did such a good job of clarifying the different purposes for
reading that on pretesting, these children did vary their speed to a
certain extent. This finding was unexpected but reassuring. The more
salient finding was that, with only two weeks of short daily training
sessions, our nine-year-olds learned to vary their speed of reading
significantly according to reading purpose. Furthermore, they retained
this flexibility in varying reading speed according to purpose three,
weeks later. The actual gains in reading speed for each purpose were
approximateLy 40 percent as a result of training, and further gains were
also evident on our retention tests three weeks later. We also fund that
these children.. were able to adjust their reading speeds 4O .reading
purposes significantly differently according to the style of the passage;
expository materials rather than narrative materials usually produced
the greatest speed increments. ThP greatest improvement in reading
speed was in relation to the reading purposes of reading for the main
idea and reading to find a specific fact. Some evidence was otherwise
gained that these children became more accurate in predicting their
reading speeds for the reading purpose with which they were most
familiar, reading for the sequence of ideas. Similar results, however,
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were not foubd for reading for the main idea or for reading to find a
specific fact.:

Since this study and a follow-up study (5) by our research group,
involving the transfer effects of such training to speed variability in

'reading longer selections of several paragraphs, demonstrate nicely that
flexibility in reading can be encouraged and developed quite readily if
specific attention is given to this matter, there are I believe, a number of
implications for the development of flexibility of reading. by teachers.
One thing We can do is to examine textbooks and other matter, such as
newspapeis and magazines, to identify materials suitable for dif-
ferentiated purposes for reading and seek to identify with pupils
reading speeds appropriate to such purposes and materials. Certainly we
can begin by AA king ourselves, "Is the purpose/speed relationship the
same for fiction.. history, mathematics, and-poetry? Should it be the same
for each of these? A second thing we can do is to examine the specific
characteristics cal materials themselves that may affect reading speed and
thus requite a flexible adjustr ,ent on the part of the reader. We may look
for such characteristics as the vocabulary burden of a passage:
specifically, the proportion of difficult and abstract ideas in a passage.
We may. look for elements of writing style to which adjustments may be
made. For example, is the passage a theorem to be understood; or a
descriptive narrative passage to be .satored? A former colleague of mine
once remarked that he spends most of his time trying to get his students
to slow down their reading speed. In this case, ilie reason was fairly
obvious; he was a professor'of statistics. We may also examine materials
to determine whether the language patterns are familiar or unusual.
Such characteristics as these and others need to be considered by both
teacher and pupil in making the proper adjustment to the reading of such
materials.

A third thing that we can do is to be extremely careful to evaluate
only those aspeCts of reading comprehension that are really pertinent to
the reading purpose and, for that matter, to the nature of the material
read. In this respect I think we should be more critical of typical textbook
comprehension questions. They 'should. be carefully examined in terms
of their relevance to their teaching purposes. They should also be
examined for similar relevance to the reading purposes of the pupils. I
suggest that it is also particularly important that we distinguish between
relevant detail and the many extraneous "filler-type" detailed questions
often found in connection with certain passages in textbooks. If such
questions are not appropriate, then appropriate ones should be invented
and used. A fourth thing that is implied from the study I have cited in
some detail is that we can surely begin develbping efficiency and
attaining flexibility in reading early in schooling, perhaps as early as the'
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command of fundamental reading skills is attained. But we must also
continue to stress adaptation of reading speed to reading purposes and
materials continuously throughout schooling if such flexibility is to
function effectively then and later. The development of flexible readers
is not a stop and go proposition; it is a matter of continued application.
Finally, and perhaps most importantly, we must get across the idea of
importance of flexibility in reading speed to the pupil in terms he can
understand. Our ultimate goal should be to make the pupil more
self-reliant in determining his own reading purposes, more aware of the
salient characteristics of materials to which he should attend, and more
skillful in gauging, and using appropriate reading speeds. There is
evidence that this can be done relatively early in the process of learning
to read.

In the preceding presentation, I have deliberately emphasized only
. one of several concepts of reading flexibility (the given task-oriented
purpose) in order to judge whether children age nine can be taught to
vary their reading speeds when selecticth difficulty is controlled and full
comprehension is required. The affirmative reaction after two short
weeks of specific training strongly suggests that such children have
unsuspected capabilities for learning flexible reading habits; or, perhaps
more properly stated, for displaying the ability to vary reading speed
when they understand (Hid accept the idea that different purposes and
materials make different comprehension demands, some of which may
be attained more efficiently and rapidly than others. It would seem, in
other words, that the relatively inflexible reading habits so common in
the early years, habits which may become firmly crystallized in later
years, really represent a psychological "set" toward the reading act
which is encouraged by typical early reading practices and signal to the
learner t9 read slowly enough to provide for all detailed comprehension
contingencies.

Further evidence that nine-year-olds can vary their reading speed
when they know the type of questions they will be asked, is reported by
Samuels and Dahl in a forthcoming article (11). They demonstrate that
reading a practice selection for a given purpose only, either general or
detailed understanding, produced significant differences in reading
speed on a subsequent test selection. This study gives additional
evidence that the potential for developing early reading flexibilityfor
becoming aware of and using purposes wisely, for becoming sensitive to
the comprehension demands of different types of materials, for being
selective and efficient in controlling reading speedis already present
in many children who are reading up to their expectancy whether they
reveal this fle)tibility in the ordinary demands of the classroom. If these
studies can be documented by further studies, possibly with eight-
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year-olds, I submit that ,we should work to replace a relatively
invariant reading speed set with one that is variable and responsive to
the reading needs of pupils. We should, do this much earlier than in the
past. We cannot afford to wait until the invarianA set of the inflexible
reader so ingrained in older pupils that kis then difficult and costly to
alter.
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( Reading as a Comparative Process

Ralph C. Staiger
International Reading Association
Newark, Delaware
United States of Axiiierica

As all of us know, there are many ways to look at reading. It is a
fascinating process. ability, constellation of skills, tool, aspect of
language, or area of studydepending upon your vantage point. Among
many other things, readingis also a comparative process in several ways,
which I shall try to explore in this paper. It should be considered an
exploratory rather than an exhaustive treatment.

Although reading has been called "a linguistic guessing game," it
includes far more than guessing. The term has attracted some attention,
and the definition particularl9aappears to appeal to some who are not
familiar with the many ramifications of reading and who aie satisfied by
an-oversimplified description. If we view reading as a comparative
process, perhaps we can consider that reading heavily involves
discrimination, which may lead to comparison, which may lead to
memory, which hopefully leads to evaluation and sometimes to action.

Discrimination is a comparative exercise which is basic to reading.
As a person learns his mother tongue, and indeed a second or additional
language, he must discriminate first between or among the sounds of the
language, and, later, the structure and patterns of the language. Some
languages, especially in the Orient, use tapes Chinese and Thai
which complicate the discrimination process for a Westerner unaccus-
tomed to these shadings of sounds. In Africa, clicks are used as a part
of the sound system. This also complicates things for those of us who
are unfamiliar with such sounds. The umlaut in German changes vowel
sounds strangely for the English speaker. English, of course, is a, dread-
ful language for the foreigner to learn, especially when he speaks a
language in which the sound system corresponds fairly regularly with
the written language. The 'reason for the 'difficulty of English is, of
course, its orthography's relation to the sounds of the spoken language.
Soffietti (2) indicated that while the Italian language has 24 letters in its
alphabet, it has only 26 separate sounds. English, he estimated, has 26
letters, but about 250 sounds which can be represented by various
combinations of those _letters.*

Anyone learning to read mist make many orthographic discrimina-
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tions. Some examples of difficult discriminations for young learners of
English are the b/p/d letters, which it is estimated are confused by 70
percent of beginning readers; in and w appear to be confusing to speak-
ers of other languages who take up English.

Discriminations among Words or ideographs can also be considered
a part of the learning-to-read process. In English, the words which Lin
Yutang called the small coin of language" offer particular difficulty.
These are the who, what, which, where, when, this, that, then, those
words.. Who has notand I am talking about experienced readers
confused words like conscious and conscience as he reads half-thinking
in a newspaper, only to realize that he has failed to discriminate be-
tween the two when he gets to the end of the sentence?

Discriminating among ideas starts early and continues throughout
life. I recall when I learned the difference between the meanings of street,
road, highway, and boulevard. Nt doubt, you can recall a similar
discrimination among words in your experience; and some visitors in
V' nna ale learning the difference between Strasse and Gasse. And in
Vi nna's Hofburg Cesnter, the SALT Talks took place. The differences
am ng cease fire, armistice, disarmament and peace are important to the
fut e of mankihd.

emory is a very itnportant aspect of reading as a comparative
proc ss, and also a very mysterious one. It may sometimes by a product
of p ctice and overlearning. There is evidence that the readers of the
Tom Swift/Enid BlightonfKarl May type of books are likely to become
good readers of more substantial fare, perhaps from practice. But
motivation can also play a critical role in memory. How else can we
explain the phenomenal ability of some individuals to remember batting
averages or football team standings, as well as the ability to retain, with
little effort, scientific or technical information. Some persons who have
eidetic imagery or photographic memory are difficult to explain in the
present state of our psychological knowledge.

We do know that memory permits high-level comparisons, whether
they be between baseball or football players, stories, literary genre, or
historical data. The philosopher Santayana called this to our attention
when he reminded us that those of us who do not read history are
doomed to repeat the past. Reading is a phenomenon which provides us
with part of our cultural memory and enables us to use information in
comparable situations, if we will take the trouble to do so.

Another state in reading as a comparative process, and a very
necessary step in high-level literacy, is evaluation. It is essentially a
means of making decisions by use of the reading tool. Evaluation can be
done at the level of prices and products; at the level of arguments
political, social, philosophicaland in the comparison of texts. In

STA IG F:R 37

4O



scholars, this is often a lifetime work. A. E. Houseman, who is remem-
bered as a poet, spent most of his life analyzing classical texts. In
lournalism, a news story is not always directly related to a speech.
Recently Andre Maulraux was interviewed (1), and he suggested that if
St. Augustine, Voltaire, and Albert Einstein were in a discussion of the
development of ideas, St. Augustine and Voltaire could have understood
one another, but they could not have dealt with Einstein's ideas.

It seems to me that every educated person must use reading as a
comparative process. The way it will be used will be dependent upon the
intellectual curiosity and capacity of the reader; the degree to which
comparative reading has been expected in his development, in school
and outside school; the depth of interest he has in a .topic; and the
availability of materials.

The gauntlet has been thrown down to us as parents, to create a
desire for our children to use reading as a comparative process, and to
provide as many materials and incentives for them as is possible: and
most importantly, the gauntlet has been thrown down to us as teachers.
At every school level, the amount and quality of comparative reading
done by the students is in part a reflection of the teacher.

We have our work cut out for us.
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Reading SkillsWhat Reading Skills?

Arthur De W. Smith
Training Research and Development Station
Prince Albert, Saskatchewan, Canada

I

The literature of research in reading contains almost countless studies,
models, theories, and strategies dealing with the various problems of
what to teach, how to teach, how to test reading skills and how to
determine readability levels. The literature embraces many diverse areas
including comparative studies in the teaching of reading, special
population studies such as the handicapped and ethnic groups,
language development studies for those acquiring a new language, and
basic research studies dealing mainly with various physical phenomena
in reading as well as with verbal learning and information processing.

The aim of this paper is to examine the communications skills which
are actually used in the performance of occupational work and to briefly
comment on the implications of these skills insofar as they affect reading
strategies and standards.

The term commurrications skills in this paper includes the skills of
reading, writing, talking and listening. Excluded from this paper are
those interpersonal skills which are also used in communications, such
as eye contact, body posture, role distance, and other verbal and
nonverbal attending skills.

GENERIC SKILLS RESEARCH

The generic skills project is a research study being carried out in
Canada to determine those overt and covert behaviors which are
fundamental to the performance of many tasks and subtasks carried out
in a wide range of occupations. Generic skills include many of the
concepts and skills generally referred to as mathematics skills,
communications skills, reasoningSkil Is, interpersonal skills, procedural
skills, and motorsensory skills. The study is aimed at the needs for adult
education and training.

Complete details of the study are included in the publications by
Smith (5, 6), and by Smith, et al. (7).
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COMMUNICATIONS SKILLS USED BY SELECTED OCCUPATIONS
Data have been obtained in two surveys. In the first survey, which

was carried out in urban and rural areas of the province of Saskatchewan,
data were obtained from 340 workers, and. independently, from their
340 supervisors, in 27 different occupations. The occupations ranged
from the aide or helper level up to. technicians and covered a number of
occupational families such as vffice workers, construction trades and
transportation operators.' The 27 occupations surveyed represent
approximately 25 percent of Canada's labour force (excluding technical
and professional).

The second survey was carried out in six of Canada's ten'provinces.
Data were obtained from 490 workers and 480 supervisors in 37
occup'ations (18 occupations repeated from the first survey). The first
survey included 115 questions directly related to mathematics and
communications skills. The second survey contained 226 questions
related to mathematics, communications, interpersonal and reasoning
skills.

The communications skills used, as indicated by the data obtained in
the two surveys, are shown in Plates 1 and 2. There is appreciable
agreement between the workers' and supervisors' responses. The
questions were concrete rather than abstract and workmen's style of
language was used to ensure a clear understanding of the intent of each
question. This agreement clearly indicates that supervisors know what
skills are actually used by their subordinates.

Despite the fact that the second survey included only 18 occupations
in common,with the first sill 'ev, there is marked agreement in skill usage
between the two surveys. This indicates that the skills identified are
generic to many occupations. As of the time of writing this paper, the
results of the two surveys have not been integrated. However, the data
from the second survey have been analyz d to determine the skills
requirements by each occupation and the percentages (of the :..31

occupations) who use each skill,
The grapl,s in Plates 3 and 4 show the percentages of occupations

using various :ommunicathms skills for task performance. The matrix in
Chart 1 shows selected communications skills required by the 37
occupations.

OBSERVATIONS FROM PLATES 3 AND 4
The information derived in these studies should be considered in the

context of a much larger a-ray of skills than those which the author has
called "communications" skills. If the study had been concentrated on
only the skill areas discussed in this paper, then it is probable that more
discrete treatment would have been made, No attempt. for example, was
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made to prove or disprove the levels of reading comprehension
suggested by Davis (2); Bloom, et al. (1); or Kingston (4). Instead, data
were obtained on skills actually used by occupational workers rather
than on the number and level of skills held by the workers in the
occupations.

Certain core skill requirements for work performance appear
evident. All occupations read and listen at the literal level of
comprehension, read forms and write words/phrases on forms. Most of
the skills of one-to-one conversation (giving job directions, giving job
information, and obtaining information by asking questions) are
common requirements. The requirement for all occupations to provide
instructional communication (demonstrate and instruct) is intriguing,
particularly in view of the fact that the survey included some rather
unsophisticated occupations such as a Construction Labourer.

The evidence about the comprehension levels is most striking; 90
percent listen at the interpretive level and 54 percent read at that level;
but only 19 percent and 11 percent respectively listen and read at the
evaluation level of comprehension.

Only 30 percent of the occupations are required to participate in
group discussions, 5 percent give formal talks, and only 11 to 22 percent
use intei viewing or counselling communications. (Data are now being
reviewed from a third survey of first line foremen/supervisors and these
latter skill requirements appear to be required at that level.)

The data on types-of reading include skills which are, perhaps,
traditionally considered mathematics skills. Whether these skills belong
to one subject and/or another, the evidence should p?ovide some
indication of the tyies of reading performed and necessarily affect our
instructional strategies.

IMPLICATIONS OF THE DERIVED READING SKILLS

Despite some lack of comprehensiveness, a wealth of information,
which is appropriate to adult skill development in preemployment
training, has been obtained. Fortunately, not everyone will agree on the
further research and development that should be carried out as a result of
this evidence.

The following conclusions appear pertinent and relevant to adult
skill development:
1. The data on reading and listening suggest that increased emphasis

should be given to a solid grounding in the basic literal and
interpretive levels of comprehension and, perhaps, less attention to
the writer's tone, style, mood, imagery, metric patterns, and other
skills normally associated with evaluative comprehension.
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2. It is neither relevant nor appropriate to teach rigorous sentence
analysis, compound sentence structure, and elaborate paragraph
structure to the 54 percent of the working force whose only writing
consists of short notes and words/figures/phrases on forms, unless
the adults wish to acquire these higher level skills for reasons other
than preemployment development.

3. It would be appropriate to have adult students develop reading skills
using business books and manuals instead of the literature
commonly held in school libraries.

4. Adult students should systematically be taught effectfVe question-
ing, listening, and task oriented conversational behaviors.

5. All adults taking preemployment training should receive instruc-
, tiun in the elementary techniques of instructional communications.

6. Reading tests should be devised which measure the ability to read
business forms and manuals and should be used for preemployment
training/testing in lieu of the various standard reading comprehen-
sion tests.

7. Writing and talking tests should also be developed which are
criterion referenced to the communications skills used in carrying
out occupational tasks.

FURTHER GENERIC SKILLS RESEARCH

These studies are being continued as follows:
1. Individualized skill packages are being developed for each of the

identified generic Skills. They will contarn diagnostic and
prescription tests to determine entry skills and to prescribe
necessary learning activities and mastery tests to measure skill
achievement. These packages will be criterion referenced to
instructional objectives and to learning media.

2. Additional surveys will be carried out to identify a broader range of
generic skills and to determine skills used in an expanded range of
occupations.

3. Profiles of skill requirements for each occupation. and clusters of
skills (core skills, occupational families, and career ladders) are
being developed to supplement the traditionaj grade levels used for
preemployment and job employment practices.

OTHER NEEDED RESEARCH

The information obtained to date in the genkric skills studies has
possibly suggested more questions than conclusions. The following
lines of research are offered as possible ways to obtain solid information
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needed by those who are involved in developing and teaching corn-
municafion strategies:
1. Reading. writing, and talking standard tests, normatively derived,

should be developed and criterion referenced to the communica-
tions skills actually used in carrying out occupational tasks, This
seems particularly important, for both the emerging countries
which have low literacy levels and for the disadvantaged popula-
tions of the more industrialized nations.

2. Studies should be,carried out to examine the communications skills
used outside the work environment. What skills are used by house-
wives? Do we know what communications skills are used in various
community groups and associations? Perhaps the orientation in
teaching strategies and in testing has beeh to "good" literature
comprehension am; appreciation and not enough to the more mun-
dane requirements of reading newspapers, periodicals, and sales
brochures which make up so much of the normal patterns of reading.

3. There appears to be an obvious need to carry out empirical studies to
determine the relevance or the processes of skills thought to be
involved in reading comprehension. Such a need was also identified
by Davis (2).
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A Baker's Dozen of Personal Values in Children's Literature

Ruth keurney Curlson
Cal-State University'
Hayward, California
United States of America

Steinbeck described theppecial wonders and glories involved in reading
a book when he said, "But Tom got into a book, crawled and groveled
between the covers, tunneled like a mole among its thoughts, and came
up with the book all over his face.,and hands" (4). One of the greatest
values of reading literature is an engagement with life which children
capture as they become engulfed in reading the words of a talented
author. A short story, a novel, or a poem can often cause the reader to
look at life differently to see a

rw slant that life is opening up to him.

Many bOys havedreamed about owning a dog but the story of the
overwhelming commitment which Billy Colman had to own two coon
hounds is powerfully revealed in Where the Red Fern Grows by Wilson
Rawls (24 ). Billy-speaks of this yearning as a dog-wanting disease. Billy
Colman certainly feels life and its problems deeply.

A second Value of reading good literature is the way readers gain an
appreciation pf the glory and beauty of words. Some writers write in a
rhythmical, poetic style. A child's ears become attuned to the loveliness

,--\of words and the appropriateness of the right word in the right place.
When Rawls (24) vyrites his novel about Billy Colman and his hound
dogs in Where the*Red Fern Grows, he uses the colloquialisms of the
people of the Ozarks. His metaphorical language reinforces the mood r,
and sitting of titt-stOry. As Billy attains maturity, he is proud to be old
enough to go hunting. The reader reads the worrIE:

icaned my lantern and filled it full of il. With Log lard I greased my
boots until they were as soft as a humming bird's nest. I was grinding
when Papa came around

And when the mount in boy, Billy, goes to town and speaks of his-
experiences there, he say s the town was boiling with people. The wagon
yard was full of wagons and teams. Billy speaks of his sisters having
"eyes as big as blue marbles, or as big as a guinea's egg. Children can
learn to appreciate the beautiful in life andTanguage when they read the

F
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words of Wilson Rad)vls who speaks of the first night when'Billy is using
his two hounds to go coon hunting. In the author's words:

It was a beautiful night, still and frosty. A big grinning Ozark moon had
the countryside bathed in a soft yellow glow. The starlit heaven
reminded me of a large blue umbrella, outspread with the handle
broken off.

' Such writing as this should help readers to look at the world more
1,1fresh y, to look at common things in an uncommon way, to appreciate

the ays in which an author-artist spins his words together to weave a
tapestry of truth and beauty.

One of the books which has created considerable interest recently in
the United States is Watership Down by Richard Adams (1). This is a
novel of many levels designed for adults, but some reviewers feel that it
is an example of another book which gifted or precocious children may
claim as their own, Mr. Adams writes enchantingly and magically of the
fortunes of a band of rabbits, and the reader becomes engrossed in the
events experienced by Hazel, Fiver, Bigwig, and other rabbits who
behave z..s. humans within their furry exteriors. The rabbits' thoughts,
emotions, and actions are derived from their rabbit nature and the reader
is drawn into sympathy and an identification with them. The novel is a
struggle for survival, a journeying toward a new life, but it has many
themes. The author successfully weaves poetry and original myths and
legends into his novel and the rabbits are so humanized that one is
captured by the oneness of nature. Imagine you are-in a rabbit burrow.
Listen to the flowing words of Silverweed who twitches his ears
continually but whose voice has the movement of wind and light on the
meadow:

The wind is blowing, blareng over the grass.
It shakes the willow-catkins; the leaves

shine silver.
Where are you going, wind? Far, far away
Over the hills, over the edge of the world.
Take me with you wind, high over the sky.
I will go, with you, I will ha r,,bbit-of-the-wind.
Into the sky,'the feathery sky and the rabbit.
The ctrprun is running, running over jhe gravel
Through the brooklime, the king cups, the blu9

and gold of spring. -
Where are you going stream? Far, far away
Beyond the heather, sliding away all night.

It is impossible to lift a selection from the unified context of this novel
and have it retain its full beauty and significance, but this poetic excerpt
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gives the listener an appreciation of the rhythmical loveliness of words
woven together by the imaginative and gifted author, Richard Adams.

A third value of literature has been called "heart knowledge" by
Rebecca Caudill who writes of her Appalachian heritage and of such
writers as Jesse Stuart. She beautifully describes the mountains which
are more to her than their mere physical shapes, In Caudill's words (9):

They were the regal tulip poplars, the gay-blooming calico bush, and
the fiery azaleas that grew on the mountainside. They were the wild
huckleberries we picked in the summer and the paw-paws we gathered
and ate in the autumn on our way to school. They were the black birch
growing on the mountainside from whose inner bark we scraped sweet
sap, drinking it as a ritual in celebration of the coming of spring.

These same mountains of Appalachia give a sense of independence.
There is a feeling for families and an enjoyment of nature and the
countryside. There is a joy of learning which is somewhat different from
that in the usual traditional classroom. Rebecca Caudill learned to read
at the age of three by studying the pages of"the Louisville Courier
Journal. This hunger for knowledge is a part of heart knowledge.
Another kind of heart knowledge lies in a desire to walk uprightly and to
care for one's neighbor.

It is seen in the writings of another Appalachian author, Billy Curtis
Clark, who says (1):

A novel, poem or short story, I believe, must be written from the heart. It
is written from the love of creating. Do not be fooled. It requires a lot of
work. determination and faith. Remember this word foith. It is very
important. You must have faith in yourself and in the job you are to do.

In his autobiography. A Long Row to Hoe, one learns how Billy Clark
had faith in himself to achieve an education at the University of
Kentucky (7):

In nineteen years of growing up here in the valley, hunger was my most
vivid memory; and an education was my greatest desire. Recently the
questions and doubts of the clique had added another feeder streama
new desire. I wanted to prove them wrong and upset the pattern. They
couldn't ration out desire and determination as they had the laws of the
town. Instead, they were given freely to the poor as well as the
prosperous by a Great Man whose hands could move a cloud aside and

.allov.: the sun to come through in-the dead of winter, melting patches of
snow to allow a common sparrow to find food.

In Goodbye Kate, Billy Clark writes about Isaac Warfield who was
adopted by an aged and abandoned mule. In Clark's words:

I saw her eyes, brown, as butternuts, as hollow as the loneliness of a
summer day.
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Such a feeling for the old mule and Isaac developed that "she knew that
me and her were as close as bark to-a tree and you don't just go peeling
that closeness bff easy-like."

This same sort of heart knowledge is also seen in the ancient Nahuatl
language. In their poetry the Nahuas Indians thought that a part of a
teacher's duty was to "humaniie people" or work "to make hearts strong
with relation to things" (8). This is also beautifully illustrated in an adult
novel, The Chosen, by Chaim Potak (23). when Reb Saunders tells
Reuven that brilliance and genius is a hollow shell without a soul or a
feeling of compassion:

A heart' need for a son, a soul Ineed fora son, compassion I want for my
son, righteousness, mercy, strength to suffer and carry pain, that I want'
for a son, not a mind without a soul.

So many of the great authors help endow a gift to the child reader, a
personal feeling of heart knowledge or compassion.

Lloyd Alexander, the creator of fantasies for children and adults,
offers a fourth personal value of children's literature, that of hopeful
dreaming. In his address entitled "Wishful' Thinking or Hopeful
Dreaming," Alexander calls attention to hope which "comes very close
to the heart and center of a human being."

Alexander (3) points out that hopeful dreaming is an active, not a
passive process:

Hope is one of the most precious human values fantasy can offer
usand offer us in abundance. Whatever the hardships of the journey,
the days of despair, fantasy implicitly promises to lead us through
them. Hope is an essential thread of all fantasies, ap Ariadne's thread to
guide us out of the labyrinth, the last treasure of Pandora's box. If we
say. "while there's life, there's hope," we can also say, "while there's
hope, there's life."

This valuing of hope instead of wishful thinking is seen in "The
First Tale. The Foundling" which appears in The Foondling and Other
Tales of Prydain (2). This is the story of Dallben who was found by three
black-robed hags at the edge of the marshes of Morva. When Dallben is
ready to venture forth into the world, he is offered three gifts: aftword
studded with jewels and glittering with a thread of fire; a golden harp
with golden strings which seem to play themselves; and the book, a
heavy tome which "holds everything that was ever known" and
wisdom, thick as oatmeal.

As Dallben takes his journey into the world, he is enchanted with the
first part of his tome, for here is "knowledge he had never dreamed of:
the pathways of the stars, the rounds of the planets, the ebb and flow of
the tide and the book seems light and beiutiful." Then, as Dallben
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continues- on in his jouirriey, the book grows heavy and dark and is
"stained with blood and tears." For it is in this book that he reads of
"cruelty, suffering, and death" and he learns of "greed, hatred, and tVar;
of men striving against one another with fire and sword; of the
blossoming earth trampled underfoot, of harvests lost and lives cut
short," and each page which he read "pierced his heart" and "tears
blinded his eyes" as he "stumbled to the ground." He is greatly
disturbed by the destruction and suffering in the world until he
discovers that "at the end of knowledge wisdom begins" and "at the end
of wisdom there is not grief, but hope" (2).

Lloyd Alexander has created five Prydain ChroniclesThe Book of
Three, The Black Cauldron, The Castle of Llyr, Taran Wanderer, and The
High Kingand each of the novels leads to the final struggle between
good and evil. It is hope which helps the heroes to combat the wicked
forces of evil.

Another creator of fantasies, C. S. Lewis, has given children the
magic land of Narnia. One can enter into this magical land in such
imaginative books as The Lion, the Witch, and the Wardrobe; Prince
Caspian; The Voyage of the "Dawn Treader"; The Silver Chair; The
Horse and His Boy; and The Last Battle. In the land of Narnia, Asian, the
noble lion, leads his people to a wonderful new paradise. He and his
people are frequently opposed by the wicked witch. The novel, The
Magician's Nephew (20), also presents Asian as a symbol of hope.

Stich a fantasy as The Magician's Nephew leads the child reader into
a fifth personal value of literature, the extension of the imagination. It is
within the creative power of gifted children's authors to open the doors
to new worlds through magical happenings, flying carpets, and
golden-glinted orbs and spheres. Imagination offers new wings for the
child's journey through life. Since the myth of Pegasus, the child reader
has been enchanted with the miraculous flight of winged horses.

In The Magician's Nephew, the noble Asian, the lion, is going to help
Digory climb the cliffs to pluck an apple from the Tree of Life. Asian
turns to Horse and orders him in a roaring voice: "Be winged. Be the
father of all flying horses." His name is Fledge.

Listen to the magical words of C. S. Lewis (20) and use your
imaginative pow isualize Fledge in his shining glory:
1, The horse shied. just as might have shied in the old. miserable days

when it pulled a hansom. Then it reared. It strained its neck back as if
there were a fly biting its shoulders and it wanted to scratch them. And
then. just as the beasts had burst out of the earth, there burst out from the
shoulders of Fledge wings that spread and grew, larger than eagle's,
larger than swan's, larger than angel's wings in church windows. The
feathers shone chestnut colour and copper colour. He gave a great
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sweep with them and leaped into the air. Twenty feet above Asian and
Digory he snorted, neighed, and curvetted. Then he dropped to the
earth, all four hoofs together, looking awkward and surprised. but
extremely pleased.

The extension of the imaginative vistas of the reader has been
enlarged in recent years through the creation of stories in pictures in
picture books. Visual literacy is being expanded through such books as
The Silver Pony by Lynd Ward (35) and April Fools by Fernando Krahn
(15). In The Silver Pony one meets a lonely boy who lives in two worlds;
one of limited reality and one of the wider world of imagination where
the unexpected is always happening. In eighty pictures and no words,
Ward succeeds in transporting us to an imaginative world where a boy
rides a silver pOny to many imaginative places. Such pictures not only
succeed in enlarging the imagination but also they invoke a poignant
feeling of lonelirtess and compassion for those who suffer. It also reveals
the gap between the everyday realities of farm life, and commonplace
lives of the boy's parents and the star-filled wonder in the boy's eyes as
he glimpses the wider world of his imagination and dreams.

April Fools is a picture book of a different typeone of foolishness
and humor. Two ydung boys attempt to make A.prfl Fools of foolish
townspeople with a hznemade monster.

Children can be enft-nced with fairy tales and fantas lend or
engrossed in their feelin* of compassion for human kind, so a sixth
value of children's literattire is one of learning to enjoy humor and
laughter. We need humor in this world to combat the evils and hardships
and eminent dangers of destruction and chaos. Child readers should
learn that literature can make us chuckle quietly to ourselves, smile in
gentle amusement at the antics of humorous characters, or occasionally
laugh uproarishly at foolish numbskulls or simpletons. Reading should
offer pleaSure as well as a plucky determination to master the
fundamentals of clues and cues which unlock words and their
meanings.

In recent years, certain folklorists have been adding amusing
anecdotes to the cultural traditions of American childhood. Alvin
Schwartz has written A Twister of Twists, A Tangier of Tongues (25),
Tomfoolery: Trickery and Foolery With Word's (26), and Witcracks:
Jokes and Jests from American Folklore (27). These books are full of
ridiculous nonsense which tickles.the funny bone of many readers.

Some examples of a rather subtle type of humor appear in Wmild You
Rather Be a Tiger? by Robyn Supraner (33). In rather amusing lines, the
author writes about different animals with such words as:
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Would you rather be an elephant or a child?
A thumping, bumping elephant or a child?
Would an elephant's father grump
-Keep the noise down! Must you clump!"
Would you rather be an elephant or a

An older book which boys still find amusing is Romer Price by
Robert McCloskey (22). This book includes Homer's amusing adven-
tures in Centerburg under such chapters as The Case of the Sensational
Scent," the story of Aroma, the skunk, and the hilarious episode of
the doughnut making machine which runs wild in "The Doughnuts.",

Peter Hatcher doesn't think his life is funny in Tales of Fourth Grade
Nothing by Judy Blume (5), but Peter's problems with his little brother,
Fudge, are the sources for a hilariously funny book.

In addition to laughter,,young readers learn to understand reasons
for making moral and ethical choices. Lloyd Alexander (3) has said:

We have machines to think for us: we have no machines to suffer for us,
or to rejoice for us. Technology has not made us magicians, only
sorcerer's apprentices. We can push a button and light a dozen cities.
We can also push a button and make a dozen cities vanish. There is.
unfortunately, no button we can push.to relieve us of moral choices or
give us the wisdom to understand morality as well as the choices.

This assistance in making moral choices through illuminating
experiences in novels and stories is a seventh value in reading children's
literature. A discussion of two different books might point out how this
is accomplished by gifted authors. Lynn Hall demonstrates the gradual,
maturing of ethical values in The Siege of Silent Henry (13). Robert is a
rather cold, calculating boy with an extraordinary mental ability and a
desire to make his fortune by a get rich quick project such as chinchilla
raising. He is a loner. He learns that another loner, an old man named
Silent Henry Leffert, supports himself through gathering ginseng. He is
determined to use his wiles to learn the source of the hidden ginseng
supply. Robert pursues Silent Henry with a ruthless plan to rob him of
the ginseng. Gradually, however, he becomes uneasy as Silent Henry's
loneliness reaches out to him and they both seek companionship in each
other. As Robert begins to have more and more qualms about his
dishonest quest for the ginseng, he also ponders the dishonesty of selling
one of his chinchillas which is worthless as it is a fur chewer. Robert is
disturbed about his own father's moral values when he reminds him of
the adage, "Let the buyer beware."

Another type of moral choice is involved in the plot,A bout the B'nai
Bagels, by E. L. Konigsburg (14). The B'nai Bagels fight hard to win the
Little League championship under the coaching of Mark's mother,
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Bessie Setzer, and his older brother, Spencer. At the point of the greatest
triumph for the team, Mark learns that twins Simon and Sylvester had
shifted positions in the midst of the championship game. Mark worries
about his mother's moral choice, but when she discovers the trickery of
the twins, she unhesitantly forfeits the game even though the opponents
on the Elks team were not protesting the use of an illegal pitcher. This
moral dilemma helps Mark mature as a boy although he discovers at the
Bar Mitzvah that "you don't become a man overnight because it is a
becoming, becoming more yourself."

This process of becoming, this learning how to mature as a person,
leads to an eighth personal value illustrated through literature. This is
the process of growing upthe attainment of manhood or womanhood
which is exemplified in many good novels for children. Each one of
Joseph Krumgold's books about boys, such as And Now k'vIiguel (16),
Onion John (17), and Henry Three (18), is a quest for maturity. The
classical novel Caddie Woodlawn by Carol Ryrie Brink (6), indicates the
gradual growing-up' process of Caddie 'who changes from her tomboy
role to that of a beautiful young lady. In the words of the author, one
reads Caddie's thoughts:

When she awoke she knew that she need not be afraid of growing up. It
was not just sewing and weaving and wearing stays. It was something
more thrilling than that. It was a responsibility.

In recent years, relevance has been one of the characteristics of
modern realistic fiction for children and relevance in literature is a ninth
personal value which children cherish. Most of the books by Vera and
Bill Cleaver are relevant to youth of today. Where the Lilies Bloom (I I ), a
novel of a family of childrenfitruggling for survival in Appalachia
without parents, seems relevant to many children who feel that they
must face the problems of the world independent of adult guidance.
Mary Call Luther turns to wlldcrafting after her father's death. This
provides a meager livelihood. Grover by the Cleavers (10) is also a book
about death, but it includes the problems of developing an
understanding relationship between Grover and his father, who is grief
stricken over his mother's death from cancer. In Me. Too, which is also by
the Cleavers, Lydia Birdsong strives to change Lornie, her retarded twin.
Lydia is not successful in helping her twin to be normal, but she gains a
new understanding of the meaning of responsibility and love.

A tenth personal value of some novels and stories for young readers
is the insight which novels give on ways to improve the self-image.
Children can experience life vicariously and build better self-concepts
when they read the right book at the right time' Many youngsters are
fearful and lack courage to face obstacles. Call It Courage by Armstrong
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Sperry (29) is the story of the Polynesian boy, Mafatu, who was known as
"the Boy Who Was Afraid." However, Mafatu knew that the sea inqis
ruled by the law of survival. In desperation over the taunts of the other
islanders, Mafatu faces the sea alone. His frail craft is wrecked on a reef of
an island andhe boy commences a Robinson Crusoe type of existence as
he gains confidence in his own power. In Ivan Southall's book Josh (28) ,

one reads of a boy and a poet who appears to do everything wrong. His
encounter with young people in Ryan Creek baffles him as he struggles
to survive in a world which seems strange. He resents Aunt Clara, has
many fights, and is almost drowned by the gang before he finds himself.

In A Penny's Worth of Character by Jesse Stuart (31), young Shan
learns the value of honesty when his mother makes him walk back to Mr.
Canley's store to supply another sack to replace the one with a hole in it
which Shan had sold to Mr. Conley in hopes that he would not notice it.
Young Shan had desperately needed that seventh sack so he would have
enough money for a chocolate bar and a bottle of lemon soda pop.

An eleventh value of children's literature is the insight which it
offers on sociological and cultural values. The October 1969 issue of
Elementary English reviews research on five content analysis studies of
sociological factors in children's literature (21) .

At New York University, Aleuin C. Walker conducted a doctoral
study entitled "Moral and Spiritual Values of Certain Basal Readers."
Ten 'values which were studied in reading selections included
1) supreme importance of human personality, 2) moral responsibility,
3) institutions as the servants of men, 4) common consent, 5) devotion to
truth, 6) respect for excellence, 7) moral equality, 8) brotherhood,
9) pursuit of happiness, and 10) spiritual enrichment. Walker
concluded that value teaching could be fostered (21). A study conducted
by Dewey Chambers at Wayne State University identified fifteen values
appearing in Newbery books. These included: 1) civic and community
responsibility, 2) cleanness and neatness, 3) importance of education,
4) freedom and liberty, 5) good manners, 6) honesty, 7) initiative and
achievement, 8) justice and equality, 9) loyalty. 10) sacredness of
marriage, 11) importance of religion, 1 2 ) responsibility to family,
13) self-reliance, 14) sexual morality, and 15) thrift and hard work (21).

A valuable guide to recent children's literature is The Best in
Children's Books: The University of Chicago Guide to Children's
LiterntnrP 1966-1972 uditud by Zen Sutherland (34). This reference
volume has a developmental values index which is helpful in
determining recent children's books which have thematic content based
on such values as kindness to animals, aesthetic discrimination,
consideration for others, cultural awareness, intergroup relations,
intercultural understanding, and many others.
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Helping youngsters to increase their critical thinking abilities is a
twelfth personal value of children's literature. D'A'ngelo has discussed
some ways of teaching 'critical. thinking through literature in an
Elementary English article (12). Critical thinking is defined as specific
classroom behavior such as perceiving, analyzing, predicting, and.
judging. Perceiving, a stage of critical thinking, is when an awareness of
a situation alters a person's perception,of ,it. For example, "How did
Johnny feel when he went out in the woods to hunt in'the story, The
Biggest Bear?" In analyzing a situation in a story, readers are asked
whether complaints made by a neighbor are fair or unfair, and they i;oust
support their claims by citing passages from the book. In the predicting
stage, child readers are urged to select alternative actions which could
have been taken in the story. For example, in A Penny's Worth of
Character, readers might be asked to predict what might have happened

Mr. Conley had looked at the seventh sack more carefully and
Cfiscovered the boy's deception earlier,

The judging stage of critical thinking involves the development of
criteria such as good language in dialogs or original plot and
characterization. Then a good reader makes evaluations and conclusions
based on these criteria.

The thirteenth personal value bestowed on readers is a realization
that a careful reading of books should be the study of "literature of the
human race" as expressed by Barbara Dodds Stanford (30). The author's
creative talents and skills change the particular instance into the
universal. Isaac Bashevis Singer has the gift of seeing "a little village [as]
the whole of humanity" (32). In the words of Robert Lawson (19) the
child needs literatuke for "the chuckles . . . the gooseflesh . . . the
glimpses of glory" he Nves. Let us hope that these glimpses of glory can
become significant in the lives of child readers.
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Literature and Development in Reading

Richard Bomberger
International Institute for Children's Literature and Reading Research
Vienna, Austria

The plaCe occupied by reading in our time is marked by a contrast
between th ory and practice. Through research in readingwe have
gained new 'nsight into the nature, process, and importance of reading
and drawn onclusions for education in reading. One would think,
therefore, that reading might be taught with increasing success. In
practice, however, it is evident that few people read and profft from
reading. The main reasons for this are that there are several new media
which perform a similar function in a much easier way.

1.1i,It is just thi recognition of the importance of reading as a thinking
protess and as i tellectual training, affording the possibility for critical
analysis and conversion of information to creative ends, which sets us
the task of guaranteeing as many people as possible the right to read.
This is all the more important as society, faced with a flood of
manipulated information, needs more thinking and critical people than
ever before.

We needieffective education in reading which develops lifelong
reading interests and reading habits. As a result of various Austrian
research projects, we knOw that education in reading is only.successful if
the interest of the child can be secured. .

We all know, of course, that a good teacher can work with any
methodlor a limited period of lime and achieve success. It is possible for
him to teach systematically all the skills necessary for perfect reading:
word recognition skills, comprehension evaluation of the message, and
the ability to solve problems. He would no doubt concentrate especially
on listening skills, language development and "knowledge structures"
that facilitate reading. .

As I began to work in depth with the American specialized literature
following the Paris Congress of the International Reading Association, I
really thought that a new worldwide era in reading education was under
way. I was of the opinion that the reading teacher should know
everything there was to know about the reading process and its effects
and that he should apply this knowledge when using the appropriate
texts unbeknown to theLc_lid. dren.
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I must admit, however, that the exhibition of reading materials of
every kind at rRA's convention in Denver made me stop to think. I asked
myself how the teacher who worked through all this soundly based
'material for developing reading skillsthe many readers with
questions, tests, and_workbooksever found time to get down to reading
itself, to the genuine, powerful experience of reading.

In the light of these problems, file revival of education in readingas
it has come about during the past six years in Austriaand the various
research projects connected with it seem to me to have some significance
for international developments.

We attempted first of all to discover why some children read and
many do not. The answer was paradoxical:

Many children do not read books
because they cannot read well enough.

They cannot read well
because they do not read books.

,An examination of the reading situation showed clearly that the
exceptional classes where the children read well and extensively were
not those in which the teacher concentrated on reading skills, but rather
those in which the main object was to develop joy in reading through
acquaintance with books from the very beginning of instruction in
reading.

The interpretation of the reading situation was confirmed by a
sentence from the autobiography of the German dramatist Gerhart
Hauptmann: "I didn't learn to read at school, but rather through
Robinson Crusoe and CoOper's Leatherstocking Tales.

But these observations were not the end; we look them up again in a
more rigorbus research project, "The reading behaviour, reading
interests, and reading attainment of ten-year-old children." The results
of the study will be published in the near future. The investigation dealt
mainly with the relationship between variouq factors which it was
assumed would correlate with reading achievement.

Twenty-one variables were examined with yegard to 'their cor-
relations. The general impression that reading attainment ,depends
mainly on socioeconomic factors was not confirmed nor was the
preeminence of overall intellectual development (determined by the
average grade at school).

Reading attainment, as measured by speed reading tests: was found
to correlate with factors in the following order: 1) number of books read
in the previous }tear, 2) number of books owned, 3) comprehension in
the reading test, and 4) language,quality of the composition.
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These findings may be interpreted as follows:
The correlation.between reading speed and the number of books

read gives an insight into the effect of practice. One finding is Certain:
children who read a lot master alluent reading technique which makes
them capable of mastering the reading material in a much shorter time
than unpracticed pupils.

2. The relatively high correlation between the number of books
owned and the number of books read suggests that children with many
books also read a great deal 4d /or borrow many books.

3. Results of the reading tests give no support to the view held by
many teachers that the slow reader is the careful reader with high
comprehension.

4. The relationship between mastery of language and reeding speed
is impressive. Better readers have better grades for their compositions
and they use more unusual words.

Another interesting result is the comparison between schools or
class groups. There was often a very large difference between school
classes which were comparable in terms of other variables. This seems to
be attributable to the number of books read.

Children need more than the mere opportunity to read, however,
they must be lured into reading. This is only possible if the teacher
supplies enough copies of the same text for each child to have one. Since
many good children's books are now_available in paperback, this should
not present any problem.

ENCOURAGING THE READING HABIT

About six years ago we developed a programme with the motto Lure
into Reading. The Austrian Children's Book Club provided interested
teachers with a box containing thirty copies of a single book. Various
methods of presenting the books to the pupils were tested. At first, the
teacher simply distributed the books-without comment and asked the
pupils to return the books when they had finished reading them.
Approximately 25 percent returned the books within a few days; 25
percent after a week or so; others took four to six weeks; and some forgot
about it altogether.

In other cases, the teacher combined distribution with an "intro-
duction." He told the children part of the story for about 10 minutes,
then read to the class for another 5 or 10 minutes. The pupils
were thus introduced to the plot (and the plot is the most interesting
element for young people), and they got to know the characters and
perhaps even identified with one or another of them.. It is not difficult to
imagine how happy the pupils were when the teacher then said, "I shall
now distribute the books and you may read silently." But five minutes
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before the end of the lesson the teacher broke into the silent reading to
ask the children how they thought the story would end. The pupils were
delighted when told' they could take the books home. They were asked to
return the books after a week, however, so that the class could then
discuss them. The result was that almost all the pupils read the book
within the week.

This investigation posed the following problem: Should we
concentate on individual' reading skills or on maximizing the effects of
practice through extensive reading? Anyone who has recognized the
reading process to be a storage process wonders why so little attention
has been given to the problem of the effect of practice in reading.

On the basis of the insight we gained into the reading situation in
many of Austria's schools, we found that the effect of practice does not
derive from systematic drilling.of the various reading skills, and it
certainly does not come from repeated reading of short texts from school
readers. Rather it is most effective when the children have really been
hired into reading, when education in reading stems frorii a literary
source in the form of children's books. It is important to find texts which
really awaken the child's interest and leave an impression strong enough
to form permanent reading habits.

We believe that there is nothing comparable to the power that is
derived from well written books. They not only link with the reading
interests of the children; they can also heighten these interests. And how

'4 poverty stricken by contrast are the texts written with the goal of
teaching various reading skills. Equally stricken are those texts which
are written in the child's own language, using the language experience
approach. This approach seems to be logical and convincing; the
children are encouraged to read about what they have experienced
themselves in language they normally use and can understand. Such an
approach is all right upon occasion but by no means good enough to be
used as the cornerstone for the teaching of reading. The life experience
approach, which collects its vocabulary from practical life, is also most
convincing. The children learn that reading is a help in real ,I4fe, but in
the long run, the sentences do not arouse their enthusiasm. The appeal
here is to the intellect, not to the real interests of the children. These
interests lie primarily in an exciting story.

Education in reading used to have the book as its goal; today the book
is more than a goal; it is the means as well as the end.

The first experience is through listening. By beginning education in
reading with storytelling and reading aloud, the joy of anticipationthe
most important prerequisite for reading readinessis awakened. By
listening to exciting stories, children's vocabularies are greatly expand-
ed and the plots offer a wealth of context clues.
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Many, reading methodologists, in every country, consider the use of
literature in reading very important. Opportunities for reading are
demanded, especially through classroom and school libraries and silent
reading hours. The USSR method should be especially emphasized:
Uninterrupted Sustained Silent Reading.

The opportunity to read, in itself, is enough for talented and
interested children. They will certainly develop continuing reading
habits by this method.

It might be objected that the Lure into Reading method directs
children too strongly toward the excitement of the bare plot and that the
special ability of content comprehension, critical reaction, recognition
of the author's intentions, and recognition of problems are hardly taught.
The objection would be justified if it were not for the concluding
classroom discussion. If this can break out of the traditional schema of
repeating the contents, there are many possibilities.

Sinceapy attempt to deal with the book in detail and grasp all the
characteristics means the death of reading interest, the teacher may
emphasize only the most typical elements for each book. Now, it will be
the construction of the plot; then, training the pupils to differentiate
between various text structures; next, perhaps, critical opinionfor
example, criticism of the behaviour of the characters. Then the teacher
may ask about the author's intentions and about the solutions to
problems. Without being aware of it, the children are trained to read
creatively. I believe that this casual method has much more to commend
it than the use oPspecial exercises and reading programmes which are
adjusted to special texts. Skills should be developed in such a way that
the main objectivesthe cultivation of reading interest and the reading,
habitdo not suffer.

-GROUP AND INDIVIDUAL READING IN ADDITION TO CLASS READING

Class reading founded on the Lure into Reading method is not the
only way to deal with literature. If class reading alone is employed.there
is a danger of manipulation; i.e., limiting the development of free
thinking and literary taste. Reading as a class, which is used in many
schools for the introduction of home reading of the book of the month, is
therefore complemented by group and individual reading. Here the
teacher can no longer lure into reading by introducing the story. With
group reading it is only possible to mention the problems of the
individual books. The main thing is to bring theright books and the right
pupils together.

With free reading the delight of anticipation, the joy in reading, is
decisive. Since this does not exist with every child, the entire school
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hour should not be devoted to silent reading, but rather no more than 20
minutes, letting the children read further in their free time.

The discussion in group reading can frequently take place as a kind
of forum in which pupils present various viewpoints based on what they
have read. They,will report on how well they liked the books, so that the
other children will be better able to decide which to choose for their
free-time reading. In class, group, and individual reading the teacher's
main task is the selection of or advice on reading material. This is not
merely a questionas was thought in the pastof finding books worthy
of being read at school. Books must be primarily interesting and
stimulating. Moreover, it is important that content and form offer the
possibilities for training in all the various types of reading and reading
skills.

The best literature for the early reading years already has all the
qualities which are found later in the best books for children and indeed
in the great literature read by adults. Reading development is not so
much a case of "reaching up" but of retaining all that young people
should get from literature from the very outset. In every school grade, if
children experience literature as children's books, nonfiction, and
problem stories, they will develop interests and habits which they will
retain in later life. By reading worthwhile books, children improve their
reading accomplishment, and the effect of reading grows stronger and
stronger.

It is important for the teacher to measure the growth of reading
attainment by linking it closely to the volume and the quality of what is
read. To this end, we in Austria have brought out a reader's passport
which is. something like the reading laboratory of the United States,
except that often the children are not referred to the single sheets of text
but to proper books, which are graded according to their degree of
difficulty. The growth of attainment and the experience of pleasure in
reading are linked closely together.

. ln;conclusion. I should like to say this: just as we in Austria have
Aakerft over a great deal from the American Youth Book Clubs and
adapted it for our own purposes, just as we have derived a wealth of
incentives from the writings of the International Reading Association, so
I could' well imagine that in the age of the pocketbook many cotintries
might take up the experiment of "luring into reading" and pertiaps
develop_ it further in their, own way.
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Children's Literature and Reading

Michio Namekawo
Tokyo Seitoku junior College
Musashino. Tokyo. Japan

The meaning of reading should be considered on two levels, the
comprehension level and the interpretation level. At the first level, a
reader acquires the meaning of written symbols and comprehends the
contents as they are written. At the second leVel, based on the first level,
the reader finds the significance or the problems from what he reads and
interprets them creatively in his own way. We should not overlook the
importance of the second step. In real reading, a reader should be able to
get his own creative opinion while he is accepting the contents which
the writer wanted to tell, overlapping his thought with the writer's
thought. Beginning reading or reading of preschool and early grade
children must be discussed with this perspective to real reading.

It is essential that preschool and early grade children develop an
interest in reading and form a reading habit. Japanese parents and
teachers are active arousing interest in reading by putting interesting
books of children's literature within children's reach.

READING AND PUBLICATION OF JAPANESE

PRESCHOOL AND EARLY GRADE CHILDREN'S LITERATURE

Preschool education has "boomed" in Japan since around 1960. This
is not only due to the fact -that the importance of preschool-stage
education has been recognized. but also is caused by the competition
among young pal'ents who' want their child to achieve well in
elementary school so that the child can enter good upper schools and, as
a result, can obtain a good job.

Some of the Japanese educators are against the "preschool education
boom" which sometimes pushed a child to learn letters or numbers
before he is ready to learn. But in fact almost all Japanese children in
urban areas can read and write Hiragana letters upon entering
elementary school at age 6. They can read, picture books or illustrated
story books printed all in Hiragana, and they can also write anything that
they wish using Hiragana only. This advantage is due to the Japanese
Orthography: that is. Hiragana is a'set of phonetic symbols each of which
has almost always only one sound.

Children's Literatdre and Reading



The modern school system was established in 1872 and Japan has
made progress in her compulsory education system for over a century.
Japan is proud of her high level of enrollment in schools and her low rate
of illiteracy.

It has been said that Japa6ese people like reading. In 1973, there were
30,429 different titles of books published in Japan, 16.1 percent of which
were publications for children. About one-half of the publications for
children were books for preschool and early grade children. In addition'
to those books, there were 9 different weekly magazines and 65 mqnthly
magazines for children. Picture books have gradually improved in
quidity. Magazines are, however, often criticized by parents and teachers
because commercialism is trying to please children with popular TV
cartoon films and comic strips. Children are apt to be indulged in
comics, actions, and thrillers which appear both in magazines and TV
programs. It is an urgent problem to let those children know the pleasure
of children's literature.

AROUSING INTEREST IN READING AT PRESCHOOL AND EARLY GRADE LEVEL

Many picture books, picture magazines, and illustrated story books
can be seen on book shelves and library corners in kindergartens,
nursery schools, and at home in Japan. We do not have the problem of
book shortage, but we do have that of book selection. It is better to select
"valuable books" and have them handy, rather'than compete in terms of
the'uantity of books. In this way we can make children feel joy through
reading and can stimulate their sound development as a whole. In
addition, it is importarit that children be surrounded by adults who are
avid readers and who will read stories to the children and answer
questions the children ask.

Although picture books are no more than toys fOr babies, the children
will learn to open the books and look at the pictures by the end of their
first year. Mothers of two- and three-year-old children tell them folktales
end read picture books and picture magazines to them. At this stage,
children want their parents to read a favorite story again and again.
'About 70 percent of four- and five-year-old Japanese children attend
one of the preschool institutes such as kindergartens, nursery schools,
and day care centers. At this stage, Japanese childr4n learn Hiragana
letters while their mothers read picture books and picture magazines
to them and show them the pictures and letters on each page.

Movements for parents-children reading, encouraging parents and
children to read together. started in the 1940s in Japan. At present, there
are several types of these movements going on. In "the twenty-minute
mother-child reading movement," they sit together twenty minutes a
day, the child reading a book to the mother. In another movement,
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reading hours are scheduled at home once a week, when everybody in
the family reads a book according to his or her own choice, or sometimes
all the family reads a certain book for children and talks about it after
reading. N.lothers in a_ community sometimes make a "reading circle"
which studies_children's books. This "parents-children reading- has
spread nationwide, mainly among preschool and early grade children
with their parents. The movements must have been supported by the
wishes of Japanese mothers to arouse interest in reading and to form
good reading habits among their children at the preschool and early
grades stage, Parents prefer the influence of reading to that of TV,
although their children prefer TV to reading.

According to a survey repoft, nonreading children have increased in
number in the past ten years, and nonreading children are defined as.
those who di,d not read any books (excluding textbooks) in the month of
May. This is the main problem of concern to both parents and teachers in
Japan.

From the macroscopic point of view, now is a period of transition
from letter-centered culture to image-centered culture. It can be said that
now is the age of coexistence, of letter media and image media.
Coordination of pictures and sentences makes it possible to create a
theme. TO) read a book, therefore, is not only to read letters but also to
read pictures. Ability to'read pictures as well as letters is necessary for
modern people. Good picture books must help children develop abilities
both in the appreciation of beauty and the interpretation of the theme
presented by the pictures and sentences together. We must select good
picture books for the sound development of our children.

CONCLUSION

Excellent works of children's literature from overseas have been

translated and published in Japan since World War II. They have
stimulated Japanese writers and helped to improve Japanese children's
literature. They also have helped Japanese children broaden their view
toward international understanding. These translations ha've helped.
Japanese children understand their own culture by comparing it to other
cultures. Japanese children are happy because they can read both the
Japanese and foreign works of children's literature printed in liiragana.

An example of a book report written by a six-year-ol Japanese girl is
shown below.prom this book'report we can see how read ng is related to
the child's own inner thoughts and how she gained a deeper
understanding of life as a young girl. Because of this function of reading,
we must, recognize the importance of reading at preschool and oily
grade stages. For the development of children as a whole, arouing
interests in reading children's literature is more important' than

68 , Children's Literbture undRearling



developkng interests in, science by nonfiction or knowledge books,
although this is also necessary,

Three. Little Pigs
0 Etsuko Matsumoto (First grade)

Three little-pigs said that they would make a house for ei-u li The first
little pig said he would a straw house because he could make it
fast. The second little pigsai he would make a wooden house. If I were
him. I would make a wooden ne. But later. the third little pig said he
would make a brick house, w ich was strong enough to protect from a
wolf. When I read this, rats° thought that the third little pig's house was
good. When three little pigs finished making each hOuses a wolf came
over and blew off the straw house first. Then he blew off the second little
pig's house, saying "just a blow." The brick house couldn't be blown off
when the wolf tried to. The wolf got angry and tried it again. I was
scared because! thought it would be blown off. The brick house was not
broken. Then the wolf crashed the house with his body and fell down. I
felt relieved because the wolf died. I thought the brick house was strong
as I expected. I said "good for you! the third little pig." I was impressed
by what the third little pig did. That is, he said, "Let's live together in
my brick house' from now on" to his brothers who laughed at him and
said "Make haste, or you won't have a place to sleep tonight" when he
was making his house. Sometimes I had a quarrel with my brother, but I
think ! should have beep kind to him. I thought I would get on well with
him. being kind to him like the third little pig.
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Comparative Reading: State of the Art

John Downing
llnivprsity of Victoria
Victoria. British Columbia
Canada ,

Comparisons of reading and learning to read in different nations,
cultures, and languages were fairly rare, until recently. Now the interest
in such comparative studies appears to be increasing. Therefore, it may
already be appropriate to make a brief survey of what has been done to'
date; hence this article, "Comparative Reading: State of the Art."

WHAT IS "COMPARATIVE READING"?

The potential value of international studies and research in reading
was recognized at an earlier date by some farsighted leaders in IRA For
example. IRA past president Nila Banton Smith (18) declared at the,,very
first IRA World Congress in Paris, France, in 1966: "Eventually we shall
have worldwide reading research. . . . This is truly one of the most
significant promises which the future of reading holds out to us."
Earlier still, IRA's first president, William S. Gray (12) had demonstrated
the feasibility and the practical value of the worldwide study 'of reading
in his classic book, The Teaching of Reading and Writing, published by
Unesco' in 1956. This practical application of international expertise in
reading instruction through the collaboration between Unesco and IRA
has borne further fruit recently in two undertakings by IRA's Executive
Director, Ralph Staiger. He updated Gray's book with the contribution of
an additional chapter (19) to the second edition published (after
numerous'reprintings of the first edition) in 1969. Staiger (20) also
organized and edited the new Unesco source book on The Teachin4f
Reading which came out in 1973.

The phrase comparative reading itself appeared in the literature for
the first time in one volume (5) of the proceedings of IRA's annual
convention held in Boston in 1968. A paper presented there suggested
that the term comparative reading should be coined to label a new area of
research and study which was emerging in the field of reading. This new
field encompassed the work mentioned in the preceding paragraph, but
it was proposed that it should be widened in scope to include the
following objectives:
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1. The gathering together and application of practical teaching
know-how from all countries of the world (as exemplified by Gray's
classic work).

2. The compilation of the natural history of reading. In other words,
descriptions of how reading is learned and used in different
countries simply for the sake of that knowledge itself.

3. The development of a better theoretical understanding of the
psycholinguistic processes of learning to read and reading. thiough
the application of comparative. cross-cultural, and cross-language
research methods from the sciences of psychology. anthropology,
sociology. linguistics, and so on.

4. Improvements in the training of teachers and specialists in read-
ing through new courses in comparative reading. Douglass (4)
independently pointed out in the same year: It is sometimes
instructive to take a look at the ways of other people as they work
with children; not because they warrant being copied, but.rather for
purposes of contrast so that one may be helped to entertain ideas that
could lead to useful modifications in ways of helping children
learn." Similarly, in linguistics. Whorl (22) recommended strongly
the study of languages remarkably different to the student's own
native tongue because, in its study we are at long last pushed
willy-nilly out of our ruts. Then we find that the exotic language is a
mirror held up to our own".

Reaching these four objectives is clearly impossible through any one
single traditional scholarly discipline. For example, the approaches
conventionally employed in the study of comparative education would
help with objective number 2. but they would not take Us far toward the
other thr9e goals. Obviously this new area of investigation and study
requires multi and interdisciplinary approach as well as the coopera-
tion of specialists from many nations of the world.

RECENT PROGRESS

Since that first paper on comparative reading was presented at the
IRA convention in 1968. some progress has been math; from a number of
independent directions toward the four objectives listed previously.
Staiger's contributions (19. 20) toward attaining objective numer 1
have been mentioned alreadSi, The renewal of Gray's synthesis, of
worldwide knowledge of the superior pedagogical techniques of
reading instruction and the new Unesco handbook should be of
considerable practical help, especially to educators in less developed
countries. In regard to objective number 2. each year has seen the
publication of more and more articles rich provide objective
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descriptions of reading and reading education in specific countries. The
published proceedings of the IRA world congresses at Paris (1966),
Copenhagen (1968), Sydney (1970), Buenos Aires (1972), and Vienna
(1974) are rich sources of such information. The least progress has been
made toward objective number 4. However, this need not be a
discouraging sign for the development of college courses on compara-
tive reading. Recent times have not been conducive to the growth of any
new courses and programs. Nevertheless, interest in this 'potential for
overcoming ethnic, linguistic, and pedagogical prejudice in reading is
increasing arid optimism seems appropriate for future progress toward
this objective.

Most growth has been made in the area of objective number 3 and,
therefore, the major part of the remainder of this 'article isdevoted to
reporting recent developt5en&s r that area.

FUNDAMENTAL RESEARCii

In every practical field, the chief stimulus for technical improve-
ments is the outcome of fundamental research on theory. So also
iti must be in reading instruction. This was t e declared objective of one
of the comparative reading investigations ompleted recently by an
international team which included specialist from the fields of reading
education, psychology; psychiatry, and neuropsychiatry (7). The report
states: The proposition that is the basis of this book is that by making
comparisons between the reading behaviors of people in different
cultures and in Varying languages we can understand better the
undamental psycholinguistic processes of reading and writing and the

way in which these develop." Toward that objective various members of
the team undertook the following tasks, each of which is reported in
their book, Comparative Re ding:
1. A consideration of the it of research design and methodology in

comparative reading investigations.
2. A review of previous research comparing the reading achievements

of different nations.
3. An empirical analysis of the attitude contents in the reading primers

of: England,. 71-ante, India, Israel, Italy, Japan, Mexico, Norway,
Soviet Unioyf, South Korea, Turkey. United States, and West
Germany.

4. An empirical cross-tultur and cross-langugge study of variables
influencing, the acquisit of reading add writing skills in:
Argentina, Denmark, Finla , France, Germany, Great Britain, Hong
Kong, India, Israel, Japan, Norway, Sweden, United States, and the
U.S.S.R.
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This'comparative reading report was the broadest in scope of all the
investigations published in the past five years. Hence, it seems
appropriate' to use the main Part.. of that study as the framework for
reviewing other recently publishes studies in addition. Qne other large
scale project was the IF:A survey ( f reading comprehension achieve-
ments, but since this topic was only one of the several themes of
the comparative ,reading report. it too may reasonably be discussed
under the relevant subheading (number 2, below).
1. Research Design and Methodology. The problems of devising valid
and reliable design4 and methods for comparaVe reading research are
legion. The number of variables to he considered seems endless and
there is a paucity ofresearch information on some of themfor example,
the effects of translation on tests of reading comprehension, attitude
scales and even factual questionnaires. One particularly interesting

. contribution on this latter problem is McLeod's paper (16) presented at
the 1974 International Congress of Applied Psychology. He notes that
"Traditional multiple-choice tests of reading comprehension are even
more suspect when used in cross-cultural studies"-s they were in the

A IEA investigation to be descripted in section 2 (below). McLeod tested the
use of parallel doze tests in Czech, English, French, German, and Polish.
these were administered to samples of children in countries where
these were native languages. Test performance was assessed on the basis
of the child's contribution to overall language/redundancy. McLeod's
results indicate that his, method is both reliable and valid. More of this
kind of methodological research is sorely needed if1,objective
measurement which is really valid for cross-national comparisons is to
replace naive assumptions that existing techniques for one language or
culturecan be appliedwithout any change, other than literal translation,
in another.

Nevertheless, research on the basic psycholinguistic issues in
cerhparatiVe reading cannot wait indefinitely for such improvements in
research methodology. The report concludes: ''There is no time to sit
back and wait for the development of better methodologies; mistakes
may be made, but despite them the benefits will be immense" (3).
Indeed, methodological progress will come partly as a'result of learning
from the errors made as research proceeds.
2. Cross-National Surveys of Reading Achievements. One rather
popular way of thinking about comparing the achievements in reading
of one country with these of another is to treat it rather like a sporting
competition, or, if a large number of nations are involved, as a sorrof
Olympic Games of reading. But in reality no gold medals for reading can
be awarded for the two kinds of reasons noted in the comparative
reading report:
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a. International literacy. statistics are of. ,dubious validity because o
concealed differences in the criteria.being applied from country to
country,

b. Var,iables influencin ;measurement frorri one nation to another ar
not adequately contro4led.

This league table attitude toward, international studies of reading
achievements seems particularly prone tooccur when the research has
no clea: theoretical or practical educational, jectives, as was the case in
the large-scale cross - national survey reported by Foshay, et al. (10).in
1962. This survey was one of three reports chosen for review in the
comparative reading study as paradigms of cross-national comparisons
of reading' achievements. The results of all three in terms of basic
knowledge are very disappointing. Lack of theoretical purpose was
found to be thworst feature though one of the three studies was better
in this respect. The sterility of the results 'of the largest of these three
surveys (Foshay, et al.) was further assured by tir shallowness of the
measure: and the inappropriateness of the age tested in the.
countries. compared.,

A few months after Comparative Reading came out the results of
the survey of reading achievements were published in a mono-
graph by Thorndike (21), Despite some improvements in sampling
techniques and administrative planning. its results too were'disappoint-
Mg. A lack of theoretical purpose persisted -and this aimless-
ness pervaded the design ta such an extent -that no theoretical or
praCtical conclusions can bedrawn from them (despite the author's
claims to the 'contrary). This general Voeakness. and more specific
methodological errors have been noted in a recent review (6) and docu-
mented in detail in another article (8).

. -
These attempts at cross-national measurement of reading achieve-

ments and the methodological discussions they have stimulated are
important milestones in tne growth of comparative reading research.

3. Attitude Contents of Reading ,tiIaterials. In 1967 Klineberg (15)
predicted that a comparison of reading materials 'frofn different
countries would reveal important differences in their attitude contents.
The comparative reading report of such a comparison supported
Klineberg's hypothesis. Blom and Wiberg (2), the two psychiatrists in
the team. reported: "The findings on thirteen. countries resulted in
twenty-eight statistically significant discriminative attitudes." The
detailed differences between countries are provided in their chapter.
which includes references to other studies in this area. A newaddition to
knowledge of this aspect of comparative reading is provided by Zi met's
recently published monograph (23).
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4. Cultural and. Linguistic Variables. The fourth task of the comparative
reading project resulted in a wealth of new data. Space in this article
permits only the mention of a few examples of the way in which
,differences in culture and language influence the child's experiences in
learning to read and write.

First, Comparative Reading's analysis of the individual reports on
each nation's reading education found clear evidence that culture is
indeed an important variable in learning to read. Nations vary in the
importance given to literacy, and they vary in-their relative educational
priorities. For example, of the fourteen countries studied, the United
States placed the greatest emphasis on learning to read. Another goal to
which the same country seemed to give a lower priority in contrast to
some other countries was the growth of a healthy personality and the
maintenance of general mental health. Clearly the social pressures felt
by a child in learning to read in the United States and Denmark, for
instance, are likely to be very different.

Another outstanding example of cultural influences on reading
acquisition discovered in this analysis is the sex role factor. In the United
States, girls are consistently superior to boys in learning to read in the
''primary school years. In Britain, there is no significant difference
between random samples of boys and girls. In Germany and India the
boys are found to be superior./The report on India provided the key
evidence that the cause is a social or cultural one. Evidence from another
study, Abiri's large-scale reading research in Nigeria provided con-
firmation (1). Which sex is superior in reading depends primarily on
social demands and cultural expectations in parents, teachers, and the
general community. Empirical testing in the United States, England, and
Nigeria reported recently by Johnson (13) confirms that sex differences
in reading achievements vary from country to country, and another
study confirms that reading is perceived as a feminine activity in North
America (9).

Several language problems are revealed by the analysis of the data
from the different countries in the comparative reading project. Most
interesting is the way in which the child's development of reading and
writing skills is retarded when there is a mismatch between the language
of the child and the language of reading instruction used by the teacher
or i wale reading materials. If the child's language is completely different
from the language of reading; gross retardation in learning literacy skills
is the usual result. Even if the difference is only a matter of dialect, some
retardation is likely to occur. Children are bound to become confused
when the reading process is explained to them with reference to a
language or dialect which they do not know. For example, they may not
be able to pronounce or hear the phonemes of the language which their
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teacher is relating to written symbols. Often the child, whose language
or dialect differs from that of the teacher, develops emotional problems
as well as cognitive confusion, because he feels that the language of his
home and community are being rejected by the teacher.

A number of other recent publications confirm this finding, of the
comparative reading project. One is the impressionistic description, of
an English teacher's frustrations in a secondary school in Tobago
provided by Searle's book, The Forsaken Lover (17). He shows how
children on this Caribbean island have been trained by their school
experiences to despise their own dialect as a means of expression when
the medium is written language-2

The positive implications for reading education have been shOwn in
Kaufman's study (14). Teaching reading skills in Spanish to Spanish
speaking students in New York City resulted in improved performance
in reading English. Here is one practical way of countering the confusion
of mismatch between the pupil's language and the official one of the
school.

Further evidence of the negative effect of the cognitive c nfnsion
caused by language mismatch was provided in the recent comparative
study by Gloger (11). He found that in Switzerland children in the
German speaking areas must learn to read in High German, a quite
different dialect from their own. "Because of this conflict in the 'two'
Germans there is a need for remedial classes," reports Gloger.

Perhaps the chief general theoretical contribution of these various
Comparative reading studies reviewed here is the way in which contrasts
between different languages and cultures throw into relief the essential
common predicament of the beginner's situation in learning to read in
every nation and every culture. The common task of every beginner
seems to be to try to make sense of the relationship between 1) what he
knows about language from his past experienceelis a speaker and listener,
and 2) what his teacher is telling him about the language he must use as a
future reader. This problem solving task may be made more difficult in
various ways; one hazard is that of mismatch between his language and
that of the teacher. The chief practical implication seems to be that every
feasible effort should be taken to clarify the relationship between speech
and written language so that the danger of cognitive confusion may be
minimized.
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Who-Teaches the Child to Read?

Asher Cashdan
The Open University
Milton Keynes, England

The thesis that the child should be put at the centre of the learning
situation is a recurrent one in education, although inre often attribute it in
particular to Thomas Dewey. In practice, however, we have often only
gone halfway along the road. What we have done is to stress the need to
consult the child's interests and motivation, to take int,p account his
present intellectual levelin short to treat :Um as the person- fig now is,
not as a miniature adult. Rarely has the teacher abdicated so far as to
.allow the child to dictate what he learns or how and when he does his
learning. I propose to argue in this paper that there is plenty of evidence
that we need to go much further.

THE CHILD AS LEARNER
The whole thrust of child development research has changed

Considerably in the past few years. The initial impetus came from the
massive studies of Jean Piaget. But the thread has been taken up in a
variety of approaches and methodologies, from the work of Thomas
and Birch (12) in the United States to that of Bower and Trevarthen (21)
in Scotland. These workers are beginning to demonstrate that right from
birth the child's individual characteristics begin to manifest themselves
and that variation between children is to some extent independent of life
experience. Ajid this applies not just to temperamental and social
characteristics, but to the seeds of intellectual capabilities as well. The
argument not necessarily about' inheritance and genes, but rather
about congenital qualities (already affected by the first nine months or so
of "ptelife"). Perhaps the person who has most caught the popular
imagination in this sphere is Chomsky with his espousal of the Language
Acquisition Device. He argues powerfully that the child must be
genetically programmed to acquire a highly complex and evolved
language long before he has had any real exposure to one, hence the
infant's ability to generate numerous sentences he has never actually
heard.

I would not go the whole way with this analysis. For instance, a child
who hears no language at all will not become a speaker, but it is true that
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the amount of exposure the child needs is small. The infant is a natural
rule-maker;. he is also a natural interacter with his environment. As
Trevarthen has shown, small babies initiate conversations, rather than
simply respond to what adults offer them.

THE LIMITATIONS OF TEACHING

There is no doubt that we now have to ask ourselves searching
questions about the uses of a teacher. Certainly, there is enough here
already to make us doubtful about the functions of direct didactic
procedures. Cazden (4) found that attempts to improve children's
language by "improving" what was offered were attended by less
success than the offering of language models, in other words talking to
the child in a much less specific way. In the same vein, J. S. Bruner (3) has
argued that our ability to define effective teaching.is so poor that much of
what we do in that name is wasted. He has been experimenting with
helping three-year-olds to solve problems. Discarding those situations
where the task is either so difficult or so easy that the teacher's
intervention is irrelevant, he is still having great difficulty in defining
what constitutes an adequate intervention even when the task level is
appropriately adjusted.

All of this makes me wonder how the highly structured compen-
satory education programme. such as that of Carl Bereiter (1), can
possibly yield valuable results. One is well aware that the disadvantaged
child has been argued to be in a rather special situation in which he has
to learn faster and in a different way from the normal child. Yet, I am not
convinced; in particular, I have doubts as to the generalisability of such
externally imposed learning.

THE RIGHT BALANCE

If these remarks have served as an appropriate orientation to the
argument of this paper, then we clearly must look gain at how the child
learns to read, who teaches him, and how this may be made more
effective. Certainly, we cannot feel happy about the present position. In
Britain (and we are not unique) it took twenty-five years for us to regain
thii ground lost in overall reading standards since before World War II;
and a recent report Mil 'showed that this improvement has not
continued. A major commissionSir Alan Bullock's committeeis
currently looking into the whole question of reading, English, and
language arts work in schools. So there is no doubt that some reexamin-
ation is not out of place. Let us look at the child, the home, and the
school.
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THE CHILD

There are two ways in which we can help the child to learn. One of
them is by attempting to teach him, the other by facilitating his attempts
to teach himself. Obviously, I am arguing for the second. There are a.
number of measures we can take to help achieve this goal; we need to
consider the child's health, something which goes far beyond simple
medical care into the fields of nutrition, housing, and uitimately money.
There is also his personal adjustment and emotional security, both of
which are again related to the social and economic setting in which he
functions.

The positive side of what we are after is the giving to the child of the
freedom to explore and to learn on his own. This is not a matter of
providing optimal stimulationif anything, the opposite of this. The
point which I am continually wanting to make is that the child is
self-stimulating and self-starting, provided conditions are right for him.

THE HOME

One of the most exciting recent researches is the one being carried
out for the past few years at Harvard by Burton White and associates (14).
Their main finding seems to be that the ideal parent is not the one who
functions as a "stimulator," working constantly with the child, playing
with him, talking, offering frequent help and advice. On the contrary, the
best parents are turning out to be those who are not constantly helping
the child, but who are constantly available to him as consultants. The
ideal mother is there to answer questions when they are asked, to supply
needed materials, to help solve problems that the child has encountered
and is aware of, and to offer an occasional suggestion. She is usually too
busy to do more than this (and this is probably irrespective of social class
and education); but the child benefits from the fact that his mother does
not create situations for him, but responds to them.

If a parent can fill a role such as this successfully, then the other most
valuable thing he or she (or indeed any ether adult in frequent contact
with the child) can supply is a series of relevant models which have an
orienting and motivating effect, rather than an intellectual effect. In the
general sphere, the parent can help the child to see the use of
education and to have appropriate expectations of school and teacher.
Such a child arrives at school expecting to use the school as a resource,
not to suffer it as an imposition. The work of Hess and Shipman (7) with
Negro mothers in the United States is highly relevant here. Much of their
methodology has been criticised (notably by Ginsburg (6)), but'I would
accept it to the extent of suggesting that their studies probably do
demonstrate that the way in which a parent talks to a child may not
determine the child's intellectual capacities, or even his orientations,
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but that it is certainly likely to have a major role in his attitudes towards
the teaching profession. There is, plenty of other evidence (9) demon-
Orating a-definite correlation between parents and children's views of
the school situation.

When it cornes'to learning to read, the parental model is clearly
highly relevant both to the child's motivation anci to his appreciation of
whet the activity is aboutits rationale. We are back to the old truism
that if the parents do notread,the child will see no point in readitg, or at
any rate he will have to learn to value the skill himself.

THE TEACHER

It would be, a great mistake, however, for the teacher to rush in to
create this motivation. For what we have been leading up to is the ,

suggeStiein that the teacher needs to be much nearer to Burton White's
ideal parent. In other words, she must act as'a facilitator or consultant,
not as a didaCtic expert._Th_e best of the; ritish infant schools have long
been admired for just this quality in their teachers. When the system is
.forking well,the child-is using the teacher as a resource, not being
"taught" by his teacher. In the,process, we hope to convince him (if he
has not already started with this orientation) that school is a'facility
provided for his use, riot an institution imposed upon him. At the same,
time, such a system avoids the danger of ihe teacher's assessing the pupil
and deciding what he can do, rather,than letting htm make the decision
for himself. VVehave heard enough of the self-fulfilling prophecy; we
must constantly guard against premature judgments of a pupils,'
inadequaciesa much greater risk-than thot of overestimating him.
Where the teacher's expertise really counts, as with the best consultants
in other spheres, is in knowing what the client is going to want.,So she
will have appropriate resources available on offer, but she will not thrust
them down the client's throat. These are bound to include.gestematic
material 'for phonic learningor better, for learning about the letter-
'codesuch as Stott's Programmed Reading Kit (11), WordS in Colour
(5), or the Breakthrough to Literacy material (8), which does a great deal
more. The significance of such material is twofold; not only does it giye
the child the tools he wants when he wants them (which I suspect is
rnUch pallier in the reading process than we have sometimes
acknowledged), it also admits that letter-code work must be done at a
very early Stage if children are going to learrto writesomething which
is too easily forgotten. But if,the child is teaching himself to read and
write, he will not be the one to make artificial dissociations between the
different skills.

I am not for a moment advocating that teachers should stop being
eduCators. What I am saying is that the more they can allow themselves
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to hold back and allow the student to do his own learning, the m9re
effectiveand better judged will be their interventions when they are
really needed.

It could be added that the eternal-seeming controversy on methods
and materials is largely due to the unwise attempt to fit the child to the
system. A synthetic method may be best if one has to have one approach
(and one sequence) for all children; but it will certainly be wrong for
each one of them some of the time. On the other hand, the mature,
experienced teacher who uses a-wide mixture of Methods may sound
very convincing, If her judgment is uncertain, this may juSt mean that
she gives every child the wrong treatment every time! If the child
samples a rich menu himself he may make the fewest mistakes. As
pediatricians never tire of saying, "babies normally know quite well
what and how much they should eat."

CONCLUDING ARGUMENT

"What is it all for?" If we are expecting children to leain to read for
recreative purposes, then are they getting joy out of the activity and is it
contributing to their fulfillment ?,If we are concerned with helping them
to access information, communicate with others, make: sense of their
environment, are they doing this because of a felt needthat is, to
achieve their own purposesor is the task an imposed one? These are
not alternatives, simply questions that have to be asked differently
according to the circumstances. Furthermore, for what purposes of
society, for what occupational and personal goals do we feel reading to
be necessary; and what is it we are doing when wetry to persuade pupils
to adopt our values? For, despite all that I have been saying, the element
of indoctrination is not suddenly going to disappear from education. Nor
would I wish it to; what I would wish to see is that we become much more
explicit in our purposes and indoctrinations, so that we can look at our
values and see where they need modification.

I do not doubt that the adult's eventual competency as a reader and
his exercise of this competency has its roots in the circumstances in
which he first learned to read: This gives us little comfort when we see,
even in a highly' industrialised and educated community such as the
United Kingdom, the size of the adult literacy problem and begin to
realise that we must-do something about it. Of course this is a problem
which has many. contributory causes; I would suggest that one of them
can be found in the child's first experience of school. For I would guess
that the child whose learning is intrinsically motivated, and aimed at
goals with which he genuinely identifies, will be unusually well
protected against the storm ahead.

cla
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Miscues, Errors, and Reading Comprehension

Yetta M. Goodman
University of Arizona
Tucson, Arizona
United States of America

Reading is a language process; miscue analysis shows that even young
and binning readers treat reading as if it were language (1, 4, 5).

Miscue analysis evaluates the unexpected responses produced in
oral reading by asking questions about the substitutions, omissions.
insertions, and reversals of clauses. phrases. words or word parts which
readers produce. The questions evaluate:

1. The degree of graphic., ..phonemic,, syntactic, and semantic
similarity of word substitutions;

Z. the degree to which miscues result in sentences which are
semantically and syntactically acceptable;

3. the type of grammatical transformations which result from
miscues; and

4. the degree to which miscues change'the meanIng and gram-
'Matica) structure of a given text.

EvaluatiOn of tens of thousands of miscues produced by hundreds of
elementary and secondary school age children. as they orally read
stories which they have-never seen before of at least 500 words in length.
permits the following conclusions.

TREATING READING LIKE LANGUAGE
Young reade`rs make use of ,both the grammatical and semantic

systems of language as they read. Early miscue research proved that
when provided with Oirit ten language context, young readers could read
at least two-thirds of the words which they were unable to read if those
same words were provided in isolated lists (2).

From the very beginning, readers substitute the same grammatical
function for the text words.

Consider the following text sentence: Penny rushed up the front
steps and into the house. One seven-year-old produced an English
nonsense verb for rushed by saying rooshed as if the sound represented
by the u was similar to the medial vowel in the word hoot. When this
child finished reading up the front steps. he reread enthusiastically
saying "rushed, that word is rushed."

Miscues and Errors



When I asked him how he knelt,' what the word was. he replied
"When I saw up the front steps, I knew that it had to be rushed."

The child was able to explain that even though he had used
sound-letter correspondence to produce a sound-alike word, it was the
meaning of the phras.e up the front steps which helped him make use of
the semantic or meaning system of language in addition to the sound-
letter and grammatical systems.

Another child reading the same sentence read: Penny reached up the
front steps and into .ttle house. 'Having 'produced a grammatically
acceptable sentence, this child was 'satisfied and made no attempt to
correct. There is a tendency for young readers to produce more syntac-
tically acceptable sentences than semantically acceptable sentences.-
Thitis especially true when the concepts of the material are complex for
the reader. The reader seems to be able to manipulate grammatical
structure even when semantic meaning is not easily accessible.

Readers also indicate that they use their conceptual awareness in
addition to sound-letter correspondence and their knowledge of
langualge.

Frank was a child who was predictefl to be a reading failure. At the
end of his first year of reading instructiott Frank produced the following
reading for the text. His substitutions are written over the original text
which is set in type.

is
Here is a- little red toy.

Here is a big blue toy.

In reading train for toy, Frank used initial consonants and picture clues.
However, ,in the second-sentence her changed from train to airplane.
Frank may be suggesting that the same word cannot be used to indicate
specific objects that are both big and Hue as well as little and red.

Frank may be more concerned with concepts'and meaning than the
author df the text. The accompanying illustrations to the story supported
Frank's view that there were no similar objects that were both little and
red and big and Hue. The author chose to use a superordinate or
generalized term in order to repeat the word toy_ a certain required
number of times. However. Frank seemed to know that in certain
language environments a specific: name is more approptiate than a
generalized term. Frank knew the word toy in oral language. In fact, after
the story, I asked him, "What were the children playing with?''

Frank responded, "-With their toys."
In his response. a generalized term like toys is called for and he can

use it appropriately. Misdue analysis has provided ample evidence that
when the text provides inappropriate language cues, readers of all ages
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and even of various abilities can edit the author's writing and produce
language more acceptable to the reader.

It is because miscues reveal how readers use language and expe-
rience as they read that we reject the term error which suggests incorrect-
ness and randomness. All readers produce miscues pt. Whenever lan-
guage is processed, both parties to the communication are actively
involved. The minute one becomes actively involved in Tmmunica-
tion. translation or transformations begin to take place. This 'involve-
ment cau4es mismatches among the parties in communication. The mis-
matches in reading are often indications of how well a reader is proces-
sing the language, as well as an indication of any difficulties a reader
may be having. It is Because the mismakh is caused by thelanguage
and experience cueing systems that such mismatches have been termed
miscues.

EMPHASIS ON SKILLS

At any point where readers overuse any one of the language systems -
iri to the exclusion of the others, there seems to be a breaktkown
in-the reading process.
. Usually, however, miscue analysis reveals that if readers overuse any
one system. it is the graphophonic system--the relationship between
sounds and letters. This may be due to an overemphasis on phonics and
other word attack skills in early reading instruction.

At one point somewhat later than his earlier reading. Frank was,
provided with information,which suggested that sounding out was the
most important part of reading.At this point in his reading development
he produced the following for the text passage. Substitutions are written
over the text word and omissions are circled.

&us_
But the old toys not

171nutsv- 7"14.4.A.-

make thenew doll happy.

The focus on isolated skills is not productive for early readers.
"Skills- fragment and isolate language into highly abstract units.

Learning abstract units is a more complex task for young readers than
learning to handle the same unit embedded in a familiar language
context. Language in its whole and natural state is greater than the sum
of its parts. Sounds change depending on linguistic environment, such
as the word con in the sentence: Can you put it in the trash can? Words
change sounds as well as grammatical function, depending on linguistic
environment such as the word police in the sentences: I will call the
police and The police car will be coming soon. Sentences change
meaning from one language context td the other. For an example
consider:
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\tlary %%111,,pert.d to her Ini,,hand Itirtivel% pointed ti) the bride ti
ring. -1.nnlis it the 11/1' nt than 11(1111.'.

1.1111k the if !HI Iti)110 Ingli%\a% «urdrtn trim Inreindn
,,houted:limill% In all the wen the huge boulder that the
tiV,11,1111 hi' had phi ail in thi, it inistrin tinn fur11114 ti

Children learn to handle these differences in oral language because
of all kinds of cues which exist in the oral language environment.
Through miscue analysis. we are convinced that written language..
provides the same kinds of cues if Evading instruction helps students
focus on meaning and thus keeps all the cueing systems in proper
relationship.

If children know from the beginning of their reading that reading is
similar to listening, then they can use their langua ge sense to predict, to
reread and correct, or to continue reading and search for additional cues
if their predictions don't work out. They can construct meaning as they
read.

An emphasis on isolated skills makes readers believe that each letter,
each word, each detail in written lartguage is equally significant to every
other letter, word, Air detail. In language learning it is Important to
differentiate the significant from the insignificant. Readers in difficulty
often exhibit through their miscues an inabiJity to treat phenomena ih a
variable way. Rather than try an appropriate substitute like pony for
horse or house for home, which proficient readers tend to do, less
proficient readers will either omit tfie Nord or keep after the word, trying
again and again unproductively to sound it out. Such readers sometimes
believe that the only way to learn a word is to be given that word by the
teacher.'Such children will say, "I haven't had that word yet" or "We
didn't learn that yet." These children tend not to trust their own sense of
language and fall further behind as they continue to prdcess each word

'and each letter as if each carries as much information as any other. Such
students will Ken stop at proper nouns which would he difficult, if not
impossible, for adult readers and try to sound them out. This takes so
much energy that the reader will be discouraged at the end of a sentence
containing one such name.

Even when readers focus on graphic information, the human need to
produce language seems to emerge.

When focused on letter-sound correspondence or provided with
minimal language context, beginning readers are known to confuse
words which are similar in configuration or letter shape. Sometimes
they even begin to reverse some letter-sound sequences, producing on
for no, spot for stop. and was for sow. When these phenomena are
examined in the reading of a whole story and evaluated in terms of what
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language phenomena are involved in such miscues, a complex picture
emerges.

In context, was is substituted for saw qccasiOnallyrbut rarely if ever is
SWV substituted for coos. In addition, the tyas for sow substitutions occur
In subject-verh-ohject Sentences like:

Text I saw a monkey.
Reader I was a monkey.

However, when tVHS is a verb marker or when tvas is in a subject-
verb- adjective sentence such as I was happy, a different set of con-
straints is involved and the same type of miscues 'are not produced.
Also, if one considers that these sentences are embedded in long stories
where both the semantic and stilitactic constraints operate, then it

becomes easier to understand why certain miscues do not occur in
contextual material to the same degree as they occur" in isolated Word
lists or unrelated sentences.

Another such reader confusion may add to the understanding of how
grammar is involved in many miscues which were usually considered

-simple graphic confusions. Early readers (Alen confuse wilt with and.
Both words occur frequently at pivotal points in sentences. When

-.readers make such miscues their oral intonation is usually produced
appropriately.

Text "I will call Father," said Mother.
Reader "I will call Father and Mother."

Text Mary and john and Sally do not go to school yet.
Reader "Mary and lohn," said Sally, "Do not go to school Yet."

It is interesting to note that as reading material becomes more involved
and such sentences are embedded in more complex stun; context, such
miscues almost disappear.

IF NOT SKILLS, WHAT THEN.7,re

We must treat written language as language and help students do the
same. Early' school experiences provide many opportunities for the
teacher to help readers use written language in the same way as they
learned oral language.

We need to 'saturate the environment with written language and
involve the children in the process. Charts around the room can explain
what is expected of the students and what the jobs are in the classroom.
These should he written by the teacher as she and the student discuss the
classrtwm operation. The/ charts can be reread at the beginning of each
day to decide who is gtiing to do what and at the end of the day to
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evaluate what has happened and to plan the next day's activities.
Whatever activities are planned by tae' teacher, such as those involved
with plants or fish tanks,. can he explored with the children. These
experiences can be written, in front of the children, by the teacher on
large charts and become reading material for the children on future days
when the experiences or experiments are reexamined or rediscussed.
Materials can be sent out to tho parents as newsletters and the children
will be able to read them to their parents.

Not only should 'the room he saturated with materials that the
children write and which become reading material for them, but all
kinds of books, magazines, and newspapers written especially for
children should be available. Children should be encouraged to read,
silently and independently vis well as to small groups of other children.
Learning to swim is done by swimming in pools, lakes, rivers, and
oceans. Learning to' drive is done by driving on mountain roadS,
highways. one-lane rural roads, and busy city streets. Learning to read is
greatly enhanced by having much experience reading all, kinds of
written language.

In addition to doing a lot of readi9g, children should be read to often.
With. tape recorders and%stening posts available, children have the
opportunity to listen to all kinds of stories. Teachers should also read to
children and rediscover the lost art of storytelling. Children exposed to a
variety of linguistic styles and content through their ears are more likely
to be able to predict such structures when they appear in their reading..

When students/show a special enjoyment for certain kinds of written
material. they should be encouraged to write their own stories using
similar patterns. Songsand rhymes are good subjects for such experi-
ences. Writing supports and enhances reading. Even when students
learn certain patterns in their reading they seem to begin to predict
the pattern in later reading settings: For example, one child after reading
two sentences. "It is big." "It is blue," and read the senterace, "It is
the big, blue airplane." as "It is little." then corrected to "big blue
airplane." This reader picked up the subject-verb-adjective pattern from
the first two sentences and predicted a similar pattern for the third
sentence. fie was able to correct part of the sentence when the additional
language cues suggested that the pattern he had in mind was not what he
expected.

Reading is a receptive process. That means that it is not necessary to
be able to pronounce or produce every word as one reads. Readers
should he encouraged to continue reading even when they come to
unknown words and, not to ask the teacher, a parent, or another student
for such words. Teacher's should help students realize that if they read
through to the end of the reading material, they may be able to
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understand the meaning of an unfamiliar word even if they cannot
pron-ounce it and that understanding is the most impOrtant aspect of
readingfar more important than learning how to pronounce words.

Through miscue analysis, we have discovered that children are able
to provide meanings for many concepts, such as transom, typical. ewe,
experiment, chemistry, and fawn, even though they are unable to
pronounce such words appropriately as they read them orally. We also
learned that there are students who can pronounce such words
appropriately. tint they do not necessarily understand the concepts.

Through miscue analysis we have learned a great deal about what
elementary school age children do when they read. We are convinced
that the more children treat reading like language, the more easily they
learn to read,

We are still not sure how children learn to read. Since the early
1 900s, psycholinguists, psychologists, and linguists have been studying
how children acquire oral language. They have done depth research of a
small number of subjects, These children have been studied in their%

.homes in natural settings and a great deal about child language develop-
ment has been learned in this way. 'We have learned that language
facility is a strength each child possesses. I would like to suggest that
similar studies need to be, done in written language acquisition. It is.
possible that in societies or communities where print is a natural part
of the environment that wrilden language acquisition may start as early'
as two or three years of age and may be acquired as easily and in a
similar way to oral language,

I would urge additional diary studies like the Soderber study (6)
done in Sweden. Soderbergh, however, taught her daughter directly.
Oral language is learned more naturally. Is it possible that children
develop rules about written language by being bombarded with
television commercials, cans and cereal boxes at the supermarket, and
the signs which pollute the environment?

Learning to read can be easy if children are permitted to learn in the
natural direction of their own development. We need to find out what
these natural directions are so that we can enhance children's learning to
read.
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The word arts as it is used with the word language aptly describes the
skillful and creative blending of ideas about listening, speaking, writing.
and reading. Through the selection and use of methods and materials,
each facet of language arts comes to be considered a part of the whole.
Children exposed to such an experience seem intuitively to know that
listening is an integral portion of that which the British know as oracy.
Learning to read and write holds no threat for them because they begin to
feel somewhere in the developmental process a need to enlarge those
skills they mastered in learning to listen and to speak. It is essential for
this need to be felt.

Children who encounter such an educational experience are
fortunate indeed. Teachers who have the know-how for the creation of a
{earning favored environment are known as masters of the art. Hence,4
the term language arts.

LANGUAGE AND READING

Motivation for reading can therefore be said to come from an inspired
search for meaning. This Ids true for the arduous task of learning to
read as well as for the seems ess laborious one of perfecting and
polishing reading skills. For some children there may be meaning
enough in just being able to hold a book as they begin to read. At any
given time, meaning may be one type of rnotitation for the beginner and
quite another for the fluent reader. The magic key in either-case is
language. There are those, however, who feel that additional meaning
lies in sound responses to syrithols, The linguist, Leonard Bloomfield
(2), advanced the idea that learning to read was so all-absorbing a task'
that to find meaning wiKin the deep siructuFe of material to be read was
not a matter of great significance to the beginner. In translating this
theory of Bloomfield's into action, an instructor takes from it according
to his own personal theory of language only that in turn can be
transmitted in terms of learner capability. Probing farther into an
understanding of language involves an investigation of meaning carried
not only within definitions of words but in and between individual
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understandings of words. Syntax, or word order. carries a good share of
meaning. Smith (5) demonstrates that he is rnov.ing closer to an
understanding when he visualizes syntax as a bridge- which allows
meaning to go,back and forth between the deep structure and the surface
information carried by symbols. YPt he readily admits that he knows
little about children or instructional procedures.

Strickland 07), through her deep awareness of child development
combined with her knowledge of language (feveloprnentTsaw a need to
.consider both in teaching children. Their natural love of language is a
built-in motivation factor. In reporting her Study,of children's language
she stressed the necessity for making children aware of meaning which
is implicit in the suprasegmental phonemes of stress. pitch an4f juncture.

CHANGE IN VIEWPOINT'

With the foregoing in mind. the question remains. what is behind the
continued concern with reading? Are there some new and different
implications remaining to be discovered and, if so, will.changes in
thinking precipitate changes in teaching techniques? Perhaps it is a
persuasion that keeps professors professing. a persuasion horn of the
persistent feeling that it is possible for more teachers to become "masters
of the art."

-Impetus for change is seldom generated by tea( Iters themselves. Not
action but reaction to impingement of outside forc,es is expected and
accepted as the general mode of procedure for people in field of
education.

WHY JOHNNY CAN'T READ

An outstanding exception to the accepted It as demonstrated in t e-
sponse to the book Why Johnny Can't Read. The exceptions began with
the furor caused wh'en Flesch (ti) published his book in 1955. Attention
of such magnitude is rare for a book on educat.ional matters. Running
counter to expectations. the auth6r was not from outside the field.

Teachers benefited from the controversy which raged between
critics of school reading programs and experts in the field of reading.
From the beginning, teachers were quite astute at picking up cues from
their defenders. Pretested phrases and research results were assets to
,which they fell heir. They hastened to adopt techniques for helping
paren s and other concerned taxpayers understand the true status of
readin instruction. Supported by the logic: behind the reasoning. they
helped people see that neither the sight word method nor the phonics
method was usable in pure form for teaching reading.

One of the outcomes was that teachers discovered they could be'more
outspoken even in their own defense. For the first time teachers as a
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group began to see themselves as less subservient to authority figures.
kFrom issues which forced a meeting Of minds between educah r s and the

lay public grew the move to make working partners of parents. I a longer
were 'parents consciously made to feel that reading instruction was a
mysterious process' better left hi the formal school-setting.

The rash Of enthusiasm for improving methods and materials was
another increment for teachers of reading. BeJore this.time the concerns
of war and its aftermath had been so all-absorbing that little attention
had been giVen to what was going oh fn the schools. Children in the
classrooms began to reap benefits from techniques which had been
level ped for the.teaching of recruits for the army. AlMost overnight
them Tupted a multitude of studies and research projects pertaining to
reading.

CONTRIBUTIONS MADE BY OITTSIDERS

The evident need for improved methods and materials may have
served as an: attraction to some outside the field, Funds allocated for
research in the. area no doubt attracted others. Whatever the impetus.
outstanding contributions have since been made by individuals engaged
in activities not considered a part of_primary,education.

Sociologists have contributed greatly to the understanding of the
needs of disadvantaud children. Neurologists have helped explain
difficulties faced by reaming disabled children. Medical specialists haYe
ClemonStrated 'effects of dietary deficiencies on learning capabilities of
-children.

Contributions of a different ilk are those made by specialists who
indiscriminately attach labels to human beings. A disquieting example
of this are the optometrists andophthalmologists who have developed
remunerative practices through the diagnosis and treatment of that
obscure malady, dyslexia. There is the possibility also that teachers have
been offered a prepackaged escape Nom responsibility. Even par.ents
have been lulled into a sense of security by having the services of a
specialist for a child with reading problems.

There is a large and concurrently growing literature concerned with
learning difficulties. Cohen (3) speaks to this point when he discusses
the many labels used as smoke screens. He found them to be more of an
obstruction than a help. In his attack on diagnostic abstractiong, he cited
studies of children with all the labels from disadvantaged through
dyslexia to minimal brain dysfunction "... who suddenly read on grade
level not because of neurological treatment, perceptual training, or mass
psychotherapy, but because of a, slight improvement in the quality of
traditional classroom instruction."
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These specialists and their critics are Making a contribution in more
than one way. They are spotlighting euding as an area for ,increased
concern. In the literature on the subject there seems to he a noticeable
trend toward making the teae-hi-rfg' of reading one facet of a inure
comprehensive approach tuslanguage.

OTHER Ot TTSIDERS

It may be of interest to briefly document this emerging emphasis.
Psychologists and linguists were among the first to show an interest in
the reaatrts,8process. B. F. Skinner (14), a distinguished Yale psychol-
ogist, is consi Bred the initiator of the emphasiS o programed reading.
Thq talking typewriter is the work of another Yalerfsychologist (12). The
work of both-men promoted the use of teaching machines. Many teachers
believe that instruction, thus envisioned, ignores the impOrtance of
language to human development..

Leonard Bloomfield (1) was one of the first linuists to apply hiS
knowledge of language to reading, a profess which he viewed, as
mechanical. He devised a "systematic methodologyAr use in teat
his own child to read (2).

Charles Carpenter Fries, a distinguished authority on AmetiCan
English, was one of the first major linguists to develOp methods and
materials for classroom use (7). Using Bloomfield's work as a base, he
added his own philosophy concerning meaning. He saw'it as being more
significant to the child's learning.

, .
Carl Lefevre, (11) stopped short of explaining total language

development as it is slowly coming to be understood. He, however, went
much further with meaning emphasis than Fries. It was Lefevre who
advocated the use of the phrase, the clause, and even the whole sentence
as units for instruction in reading.

Linguists are at this time turning their attention to clarifiCation of the
distinctions between decoding skills and the uncierstandingof language
(19). Smith (15) might well be speaking for the linguists when he says'of
himself: "I began by using reading as a way to study language,.and ended
by using language as one of the ways in which to understand reading."

The writings of Vygotsky (18) and Piaget (13) relating to Their
research on language and thought have had a tremendous impact on the
thin-king of teachers in the United States. This is evidenced by the steady
flow -of passports being issued to leachers on their way to take a look at
British Primary Schools where they hope to see a practical application of
the theories of these writers.
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BRITISH PRIMARY SCH001:S
Coming,into their own, at lastIliaget's theories and research have

been a determining force in the language arts approach to instruction in
the British schools (4). His influence is seen in what Downing lists as the
th'ree important bases for the changes in methods and materials used for
instruction: I) In 1944: individualized teaching was proclaimed as the
national goal of education; 2) teachers were accorded a genuine
professional status; and 3). the particular needs of younger children %ere
specially recognized.

One immediate effect of individualizing instruction was the
alt3blition of standards or grades. When teachers were accorded
professional status they were "given mare and more independence and
responsibility for the education of the children in their.charge."Scheiols
for children betWee9 the ages of five anind seven were created to give
educational treratment in accordance with the needs of this age group (4).

\sReading research findings have joined hands with common sense to
sa again it is r e teacher who makes the difference." The educational
ja on of today s filled with pungent truisms of-tha,Like. For example;
wt!hearteachef explain their approach to instruction by using the worn
phrase "take thechi Id where he is and.rnov4 him as far as his capabilities

aliow.- Hardly a teacher alive wilt admit' to not making use of -"the
discovery in4liod." No matter wbat the subject content; teachers profess
to use -the child's interest--as a beginning point. The pet phrases sprring
easily to the tongue in casual conversation and in symposiums
concerning education. But how widespread is practical application 0
the knowledge indicated by the use of such phrases? A combination f

circumstances causes an awareness to be heard in the.langua0 which is
not demonstrated in the classroom. In an effort to excuse this occurrence,
teachers offer class size and lack of instructional space, equipment, or
materials. The reason giv,en most often for'teachers not doing what they
know' full well would tvo.k in'facilitating learning, is that freedjm i.,s.
denied them by a restricts N school administration.

If it is true that "the'teacher makes the crirflerence,- then a teacher
should have the authority to make educational decisions. In systems in
which the faculty has been accorded professional status, the teacher is
the one who choose's materials. makes the decision about content, and
decides on the method by which it is to be taught. Then. and only then,
can a teacher he creative enough to make a positive difference.

TEAZ:HER PREPARATION

If arts, as it is used with language, is the key to more meaningful
reading -and the teacher is the answer, then what can be done td assist
teachers in assuming their rightful prerogatives? Hopefully, mo
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comprehensive preparation will enable them to automatically move in
this direction. Instances of administrative failure in delegating
responsibility should be met by significant demands from qualified and
informed teachers.

In describing what is happening to training programs for teachers in
the field of reading, Strickland (16) says, "More courses in reading in
teacher education programs appear to make little difference in what is
happening to children in the schools." She further laments, '`Rarely is
there any requirement that teachers understand language and its
Nlationship to reading. From a language arts point of view, she has
suggestions for meeting "obvious" needs in the field of reading:

. give teachers a thorough knowledg of child developthent and of
children's methods of learning and usin language, thorough under-
stailding of the psychology of learning. wi acquaintance with bodks
and materials for children, and understanding of the many methods
which can be adapted to the needs of children 4.,they learn to rqac.1,.
They could then send teachers forth to study their own group of chil
dren and adapt all that they know to meet the needs of each one of them.,

In teacher preparation at the undefgraduatelevel and in piograms for
inservice training, the trend seems to be toward a study of language and
what happens at each developmental stage. Interest*in the celationship
between lan,guage and reading is gradually expanding. More and more
literature is appearing which steers thinking toward a study of language
and its implication for learning, versus teaching.

Heilman, in his book, Smuggling Language Into 'The Teaching of
0Reading ), writes" -Language is the only magic available to the school;

all the lest is routine, ritual and cote." The relationship between
N. language and thought is a topic meriting".space in the newer books _on

reading. 1,

AN INNOVATIVE APPROACH TO TEACHER TRAINING

In preparing,teachers to work with young children, Peggy Emerson
(5) stimulates interest in new techniques as she probes even deeper into
the study of language. She encourages investigativn of the idea that "the
educational system has overemphasized the discsursive elements of
language." She feel's that laftyalemay not haute developed solely as a
means of communication. Her philosophy stems from the work of
Langer (10). She feels intuitively and from her studies of young children
that educators need to take into account the symbolizing process which
is "unique to man.' Her program is structured to "induce cognitive
growth through the senses, by increasing the opportunity for
presentational experience before and simultaneous with discursive
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experience." An approach of this kind is expected to contribute to both
"thought" process and language development (5).

Herein, perhaps, lies the secret of success with language in,methods
and materials for primary stuidents. Herein also is 8 rationale 'for
incorporating reading into the tjotal language arts program. ,

With all these things in mindseeing reading as one facet of the
language arts, seeing the teanher's responsibility grow to meet the
demands of new knowledge and new school organization, and
visualizing a more comprehenjsive teacher training programthe day
will perhaps come when teachers have.sucli an abiding respect for
language that they will, as a matter of course, demonstrate their
humanitarianis'm 'by leading children to a new feeling for their own.
They may educate a new generation to feel about their language as
Hammarskjold (8) expressed:.

Respect for the word is the first commandment in the discipline by
which a man can he educated to maturityintellectual, emotional, and
moral. Respect for the wordto employ it With scrupulous care and an
incorruptible heartfelt love of truthis essential if there is to be any
growth in a society or in the human race.

"Co misuse the word is to show contempt for man. It underm s the
bridges and poisons the wells. It causes Man to regress down the lung
path of his evolution.

Teachers will make a new declaration of independence in which
they say: We hold these truths to he self-evident,

. . that when instruction becomes destructive
to the joy of learning
that instruction should he abolished
or modified
in such a manner
as to lead potential learners
to experience

the power,
the beauty,
and the magic
of their language (8 ).
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Language Games and Literacy

Susan A. Wasserman
California State llniversitv
Northridge. California
United Stathrs of Afnerica

"Toda going to learn to read!" This is the expectation of many
young s they enter school motivated to learn. It iS also a fervent
expectation of parents for their children, as well as being an area of deep
concern..Will their children learn to read successfully?

"I can read!I can read!" So exclaims the young child with delight to
the teacher, the parents. and all who will listen'when realization dawns
that the strange squiggles on the page can be deciphered and that the
"secret code" can he broken. The fulfillment of this joyful expectation

,about reading occurs for children when they begin to understand the
relationship between sound and symbol and are able to derive meaning
from the printed page.

For some children, however, this, understanding is not internalized
readily. For these children, the motivation to read may begin quickly to
dissipate; the joyful expectation of success may soon be buried beneath a
proliferation of pencil and paper skill-type activities.

Andrew Wilkinson (9) coined the term ()racy to refer to listening and
speaking. He maintains that oracy must not only precede literacy
(reading and writing) but must continue to be emphasized and expanded
while literacy is being achieved. These arts of language, speaking,
listening, reading. and writing must been seen by teachers as inter-
related and interdependent if they are to help children succeed in them.

Although the close relationship of language proficiency and success
in reading is well accepted. many well-meaning, conscientious teachers
neglect oracy in their attempt to hurry young children into literacy.
James Moffett (5) explains that many problems that teachers see as
reading problems may in actuality be problems with language. As some
children begin to experience such problems, motivation may be affected.
self-concept may be diminished. and any further success in reading may
be thwarted.

How then can teachers help young children succeed in reading? If
children, are to be successful. teachers must provide them a myriad of
opportunities to "drink in" and use language in the classroom. Bill
Martin (4), who has authored a series of reading books for children using
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fine literature, reinforces the importance of this idea of helping Children
"play" with language, Ile asserts that- children must have joyous
excursions 'into language and should not be confined only to tightly
controlled drill-exercises that distort the wholensisof language. Martin
further proposes that teachers hi 1p children analyze the language that is
"firmly imprinted in their ears" so that they can better 'understand the
structure of language and make it work for them in terms of their
individual needs.

LANGUAGE GAMES FOR MACY AND LITERACY
In his latest bOok, Ruddell (6) focuses on the idea that a reading

program must, in actuality, be a reading-language program if it is to give
children all of the activities necessary for success in reading. A number
of teachers agreeing with this idea have found that the use of a variety of
language games and selected related oral activities has served to
heighten children's interest while providing essential experiences
facilitating oracy'which, in turn, lead to literacy.

The following language games repreSent only a few that can be an
important part of a well-planned and implemented reading-language
program. Although set in the context of the American-English language,
these games could be`adapted for use in other languages having

,01*- syntactical differences, or be used to teach English as a second language.
The games are grouped here according to important concepts of

language such as sentence structure, expanding and transforming
sentences, and sequencing of sentences and events within stories.

SENTENCE STRUCTURE

Fish-A-Flush-.- This activity has as its objective the expansion of the
child's syntactical resources.

a. Fish shapes are cut out of colored paper and a metal-clip is
attached so that the fish can he "caught" by a magnet at the end
of a fishing line attached to a small fishing pole.

b. Nouns/noun phrases are printed on one oolor of paper (dogs.
the chair).

c. Verbs/verb phrases are printed on a second color (are running.
played in the house).

d, One child at a time fishes for two fish. one of each color.
e. The child attempts to make a sentence, checking it orally with

his fellow players.
f. If the noun phrase and verb phrase don't combine to make sense.

the child waits a turn to try again for two more fish.
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Gradually, the children develop the idea that in the English lan-
guage, syntax is based primarily (in a binary structure of subject-
predicate; they also grow in their awareness of what a sentence is.

Cut and Trade. The object of this activity is to help children generate
sentences and develop flexibility and variety in sentence structure.

a. Children formulate orally a series of sentences, usually about
objects or activities occurring in the room.

b. The teacher prints these on individual sentence strips (pieces of
,tag board). The teacher demonstrates the cutting of the sen-
tences between the noun phrase and verb phrase (The boy/ran.
The rabbit/is in the cage.)

c. The children are then given their sentence strips.
d. Working as partners, the children cut each sentence after the

noun phrase and generate new sentences by substituting the
noun phrases for other noun phrases and verb phrases for other
verb phrases.

e. When each child has formulated as many sentences as possible
that make good sentence sense, the child then trades noun
and/or verb phrases with the partner. As the children work, they
read each newly generated sentence aloud.

A later step is to help children understand that-noun phrases Can be
divided between the determiner and noun (The/rabbit). At that time, the
teacher"can ask The children for words that describe the rabbit. These
words can be written on cards and distributed to the children to expand
sentences. Similarly, the verb phrase can be manipulated by the
children.

EXPANDING AND TRANSFORMING SENTENCES

Surprise Basket (5). This activity provides for vocabulary develop-
ment and opportunities for oral transformations and expansions of sen-
tences by children.

a. Various items, commonly found around the home or at school.
are placed in an attractively decorated straw purse or basket.

b. A child selects\an object and identifies itin a sentence. (This is a
key.)

c. The child then orally generates a series of sentences beginning
the sentences with the name of the object": (The key is red. The
key is small.)

d. The child can then be helped tc formufateseveral different types
of transformations. (The red key is small. The small key is not
large. Is this a key?)
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e. Children expand sentences further by learning to use a variety
of modifiers

Children delight in this kind of ac tivity and enjoy the idea of the
variety of sentences they can generate After mulch "play" with language
in this way, children's sentences Can ho written so that they can see and
read them in print.

Circle Look of Nit. The purpose of, this type of activity is to help
children feel secure in manipulating sentences, resulting in more
descriptive sentences.

a. The teacher whispers to one child to perform a particular action.
b. \Vhi)e the child is performing the action, the teacher asks the

group, "W'ha't is Johnny doing?" After the children give an
answer such as "John is walking." the teacher seeks other
statements helping the children manipulate the noun phrase (He
is walking. The boy is walking.) Descriptive words are also
added by the children (The tall, smiling boy is walking,)
The teacher continues to ask questions such as: "Wbece is John
walking'?" "How is John walking'?" which elicit verb phrase
changes. A variety of children's responses is always encouLaged
(John is walking around the teacher and children. The boy is
walking very fast, but carefully.)

d. Two children are asked to perform different actions (John is
walking and Lynn is running around the circle. John is walking
while Jill is running.)

SF.QLJENCE

Hole Ploy and Show. The following activities develop and reinforce
the concept of sequence:

a. A story is read or told to the children. A small group of young-
stersdramatizes the story after recalling the sequence of events.

h. Using a camera, the teacher or a child snaps pictures of the
dramatization. Later, these pictures are made into slides.

c. The children's verbal presentation of the story is duplicated on a
tape recorfier.

q. At a future time, the slides and tape are used at a listening
post:viewing-center (tape recorder; ear phones, slide projector
and small viewing screen).

e. After viewing and listening at the center, each child illustrates
and then dictates. or writes a series of sentences showing the
sequence of events at the beginning, middle, and ending of the
story. Later, these can he shared and discussed with the total
group.
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. Around We Go. Children are helped in this activity to utilize the
knowledge of sequencing gained from hearing stories so that they may
generate a new story with attention to a logical sequence of events.

a. The teacher tells a group of children the beginning of a new
story.

b. The children, sitting in a circle with the teacher, add the events
for the middle and ending of the story.

c. The teacher, anothNtadult, or older child prints the sentences
on tag board strips as,they are told orally by the children. Alter
the story is completed, they rdview the story sequence by
assembling the sentences in their appropriate order.

d. A variation of the activity is the changing of the sequence of
some of the events by the children to see if the ending of the story
is affected.

e. Another variation is the teacher recalling with the children a
familiar motif of a story such as an animal's journey from home
to confrontation with a monster. The children then decide on a
story well known to them which utilizes the Motif and they tell
the story taking care to keep the appropriate sequence of events.
Or. the children can decide to originate a new story with the
appropriate motif developing a logical sequence for the story.

Sing a Story. This activity helps children decide on the sequence of
events in a story and then use this sequence in a song format.

a. The teacher and children compose a song utilizing the elements
of a story in sequence.

h. The sequence is reinforced by having different children sing
each part of the sequence. An example is a song based on
Marjorie Flack's book (2) Ask Mr. Bear (the story of a little boy
searching for something to give his mother for her birthday).

Child A Mrs. Hen, Good day; Mrs. Hen, Good
(singing Danny's part) day,

What do you have for my mother's
birthday?

Child B Danny, Good day; Danny, Good day,
(singing the hen's part) I have an egg for your mother's

birthday.

c. The gong continues using the dialogue of each animal in the
order that Danny meets them in the book.

d. Stanzas are charted separately so that children can reassemble
them in sequence.
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Constraints of time and space do not permit a presentation of many
other language games such as The Heal Me, Stuff NIe Box, Peek-o-Bog,
The M & M Gurne. tilde and See, and others which aid in the areas of
vocabulary and descriptive language development and understandin
of plot and character development.

LITF,RATURE AND R 'LATER ACTIVITIES

In addition t anguage games. there are other related Jvities that
combine orac nd literacy. One of the best avenues for such language
exploration iterature. Folktales, nursery rhymes, fanciful tales, fables,
myths and p ,try can be told or read orally so that children begin to,,
connect the words'; sentences, and connected discourse with which they
are familiar in their spoken 1*.,,guage with the prinlvsi--symbols
representing that language which they will later find in books. Usin,F
literature in this way, children are provided with the impetus to expand
experiences, expand language facility, and expand abilities in most
receptive and expressive communication skills.

Martin (4) affirms that by reading literature to and with children,
they get a wholeness of reading from "eat to mouth td` eye," soon
enabling t}tem to "hear" the language even on an unfamiliar page of
print. Martin erms this "reading with one's ears."

As childre build asepertoire of literary stories. they use these as
models for original stories they dictate or write. After hearing The
Gingerbread Boy, The Pencik, and similarly patterned stories from
European countries, a group of five-, six-, and seven-year-old
Mexican-American children dictated a story (1) which illustrates ethnic
background and the children's ability to innovate on a theme or motif:

The *Fortino
\Vritten by David, Ana Marie. Marta. Eddie. Isola. Lilian, and Raul
A vortian made a big tortilla. She put it in the oven. She put it by the

windtwy to cool. The tortilla ran away!
The woman chased Mr. Tortilla. *file farmer chased the tortilla.
"Don't chase me! I'll sing you a song.-
'd ran away from the little voinan.
I can run away from an old man.
I ( run iwvay from you, I (An, I (An.**
The bear is in the forest. He saw the tortilla. "I (A..*: hear. tortilla.

Please come closer. Come even (.loser. I still don't hear
So, the tortilla (Arne closer. The hear said, -Come( loser. I still (AO

hear. Come closer to my head.-
The tortilla came (loser. The bear opened his mouth and ate the

tortilla all up.
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Anotker group qf children wrote a story entitIA, The Pizza Mon (->i ):

Run. run as last as you Lan:
You can't catch me
I'm the flying Pizza Man

Modeled stories, such as The Tortilla and The Pizzo Mon," are made
into attractive -booklets resembling those resulting from the langdage
experience approach to reading. These booklets are reread by the child
authors and illustrators, shared with other children in the classroom,
placed at a learning center to stimulate other book writing and binding,
or placed in a classroom or school library.

Literature also can be the basis for many other creative activities,
including creative dramatics, improvisation, choral reading, puppetry,
various types of oral and, written composition, and the creation and
utilization of tapes and films.

The reading-languageVacher who selects lovely books for children,
reads orally to them, and plans many creative language activities
stemming from literature provides a program which realizes literary
,!oals as well as °racy and literacy goals. This type of program altows
children to delight in reading and to know how to read. After all, what
good is a decoder who doesn't read? How much' better is a reader who
can decode!

A TIME TO REAITFOR ENJOYMENT

For many children, reading at school is not an enjoyable experience,
but it appears as a seemingly endless succession of workbooks to be
completed and a myriad of teacher questions to be answered. Even the
most successful child in reading, one who really loves to read, soon
becOmes disenchanted when busywork activities hang like a millstone
everytime a hook is to be opened and read.

Teachers must help children view reading as a pleasurable act. There
must be ample time in the classroom to read for sheer enjoyment. A
piogidm including USSR2R (Uninterrupted, Sustained, Silent, Right to
Read) provides this time. USSR2R represents time set aside within one
classroom, or preferably all classrooms throughobt the entire school, to
provide children with the opportunity to read books based on their
individual interests without requiring any follow-up activities. This
periOd of time may range from 10 minutes to an hour or even more. When
the USSR2R is conducted throughout a school, all children, teachers,
and other school personnel read for the sheer joy of reading. During the
reading time, a modeling of reading by adults occurs and children begin
to see reading as a pleasurable act that everyone engages in and enjoys.
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SUMMARY

Young children can be successfUl reacivrs when motivation is
established through a reading-language program consisting of many
language and reading games, much listening aryl responding to a
carefully selected body of literature. arid many uninterrupted
opportuni 'ea to read for the sheer jriy of reading.

t4A num r of years ago, Audrey Linaberry (3) expressed poeticalr
and symbolically many of the ideas set forth in this paper in this poe

*

To My Teacher
Put learning in my way. then stand aside
To guide my footsteps.
But do not push
Don't make me go too fast to see and hear
This lovely world.
Let joy keep pace with growing.
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La Lecture a I'Ecole tiaternelle

Madeline Brohon
Synditat National des
Instituteurs; France

Lire irnplique savoir lire, c'est-A-dire non seulement acquerir des
mecanismes, permettant de dechiffrer un code ecrit etabli selon des
*les precises, mais aussi comprendre le sens attribue aux signes en
fonction de leer assemblage par mots, phrases et textes, qui sont

Texpression d'une pensee plus ou moins riche et nuancee. 11 est evident
que l'aisance dans la m,aitrise des sons permet une interpretation plus
sure du message qui peut se reveler un mode de communication,
puissant.

Tout ecrit, sous quel ue forme qu'il se presente, lettre, revue,oiournal
ou livre etablit entre les hog mes une relation qui se situe a des niveaux
differents et tend vers de finalites diverses, a caractere educatif ou
propres a ]'organisation &es loisirs.

II se definit comme un langage dont nous connaissons l'influence sur
le comportement intellectuel,,et moral des individus. II appartient aux
educateurs qui s'occupent plus particulierement des adolescents de left
faire deviner les effets positifs de la lecture en tent que moyen
d'information et de perfectionnement de la gangue, de leur former le gout
bar une orientation judicieuse dans le choix de leurs ouvrages.

A [TARA VANT WAND APPRENDRE A LIRE ET (:().1(1MENP

S'il est vrai que la lecture constitUe un apport heureux
l'enrichissement culture] de l'homilie, par des investigations daps le
passe ou la vie contemporaine, s travers l'espacp, apporte a l'adulte une
documentation indispensable a sa tache et le fruit de ]'experience des
autres, eveille sa curiosite et son gout de la recherche, lui procure des
satisfactions nobles ou une simple détente salutaire a sa sante, it semble
bien nature] qu'onherche a mettre ]'enfant, le plus tot possible, dans les
conditions les meilleures pour l'acheminer vet's un langage nouveau,
tout en respectant sa personnalite et en evaluant ses possibilites.

Quelques. reflexions nous sont suggerees ear ]'observation des
enfants a l'ecole ou dans notre entourage.
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Notons au passage quelques attitudes a propos de l'approche de la
lecture:

enfants qui font semblant fie lire pour inviter les grands;
enfants qui. face au -livre, en regardant les images inventent

3' rhistoire qu'elles lui inspirent;
enfants curieux qui posent des questions.

L'Ecole Maternelle a le privilege d'etre le plus souvenf la premiere;
collectivite qui accueille les enfants a rage ou i Is sent Is plus rec:eptifs;
elle se trouve cependant devant des diffic'ultes cjur resultent de
comportements tres differents. Les sujets developpes sur le plan
intellectuel, au vocabulaire etendu, a resprit eveille voisinent avec des
apathiques, etrangers a toute sullicitation et qui s'obstinent dans leur
mutisme, avec des instables fatigues de leur agitation sterile. De cette
diversite, attribuee dans la majorite des cas a rinegalite des milieux
socio-culturels auxquels appartiennent les eleves, reducatrice dolt tenir
compte par rinstallation de sa classe en groupes de travail.

Les institutrices d'Ecoles Maternelles sont bien placees pour
connaitre les enfants et savoir ce qu'elles peuvent attendre d'eux. Elles
ne peuvent cependant que beneficier dune coop6ration amicale avec les
parents, parfois susceptibles de les eclairer sur les causes de telle ou telle
reaction des enfants devant les activites scolaires: perturbations de la vie
familiale,compromettant requilibre affectif, troubles de la physiologic,
deficiences senswielles, incidence hereditaire adaptation malaisee,
facteurs multiples entravint un developpement normal. ,

Ceci mis a part, l'institutrice doit gander une certajne a utonomie
regard de l'opinion publique lorsqu'il s'agit de son nile educatif. Car.
A propos de la lecture justement, circulent des rumeurs parfois
contradictoires.

Pour -certains, l'Ecole Maternelle est le lieu on l'on apprend a lire et
la maitresse est jugee en ,fonction de so niussite dans cette discipline
qu'elle inculque aux enfants; c'est encore bien souvent a-ujourd'hui
I'avis de parents ambitieux ou de collegues mal informes des problemes
de notre enseignement.

Pour ci,;,autres, rapprentissage de la lecture dolt tenir un rang de
second ordre, rEcole Maternelle reolamant de ses educatrices l'ani-
mation dune multitude d'activites, plus utiles a repanouissement
de renfant.

Urge mise au point s'avere indispensable.
II nous parait Fn effet anormal d'accorder dans nos grandes sections

une place trop importante a racquisition de' la lecture, le tours
preparatoire etant tout indique pour ce travail. Nous pensons egalenient
qu'une repartition ordonnee des disciplines. tant physiques qu'intel-
lectuelles ou artistiques vise a un developpement harmonietrx de
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Penfant. Nous nous opposons a uriaPprenti de la lecture
prejudiciable a un deroulement regulier de trava de la classe,
nuisible aussi a la scolarite future de I'enfant par ('apparition de troubles
dyslexiques et dun co rte nt d'opposition aux etudes.

Par contre, it est egrettable (.1 privrer certains enfants dotes dune
maturite suffisante et attires par la lecture, de moyens propres a faciliter
les acquisitions.

Nous savons bien qu'il n'y a pas de regle absolue pour rage
d'apPrendre a lire. L'observation et l'experience nous permettent
seulement d'affirmer que les resultats les plus feconds s'obtiennent
souvent dans le -couranivie le sixieme annee.

. Dans ('ideal, l'Ecole'Maternelle dekralts.etre en mesure de donner a
cheque enfant ce qui peut lui convenir. Malheureusernent, les effectifs
pqettioriques de ,nos classes nefacilitent guere la tactw des educatrices,
lesquelles regrettent de n'avoir pas toujours, a l'egcrrd des enfants
clefavorises, la disponibilite que serait necessaire. fL'Ecole Maternelle
devrait accorder un soutien tout particulier aux enfants qui n'ont pas la
chance d'être mis, dOs le plus jeune age, dans une ambiance familiale
stimulante pour les premieres decouvertes.

L'Ecole Maternelle dolt surtout etre une initiatrice, c'est-a-dire celle
qui let en route et trace la vole.

Commentouer ce role a propos de la lecture?
En pratiquant une pitclagogie attrayante, a ('esprit vivant et concret.

Peu importe Fes methoffes; ressentiel est de provoquer l'interet:
En se rappelant que cet enseignement est he a toutes les autres

el*activites, qu'il ne consti pas un fait isole et privilegie pdur un even de
l'intelligence. Au stad .1e,Plus eleve, avec des mattresses avertids, son
insertion 'dans le theme de vie permet une concentration plus ferm de
rattention et s'etaie sur un langage oral plus rLzhe. Bien avant q e de
savoir lire, l'enfant utilise les images, anent du simple objet qu'il mme
a la petite scene qu'il interprete a sa m-aniere, avec un larigage/flus ou
moins juste et coherent. Nous pouvons utiliser cet atfrait pou l'image,
afin de ramener progressivement versle message ecrit, don I faut par
ailleurs souligner rutilite. Comment ne pas oublier rhisto racontee a
recole, sinon en la fixant sur le papier, d'abord par le .,ssin, moyen
d'expression courant chez les enfants, puis par les lettre dont ('assem-
blage realise un graphisme plus rapide et plus précis.

L'assouplissement des relations entre l'image, l'e pression orate et
la trace ecrite constitue la base de la pedagogie du/ francais a-l'Ecole
Maternelle pour les acquisitions certes bien modettes de la lecture.

Le texte est au depart 'des premiers essais: it s;bgit de bien penetrer
Venfant de cette valeur de le langue ecrite, err' lui signifiant que le'
symbole est associe a ridee et que lire sous-enfend communiquer.
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f".4. Ce qui paraft essentiel, c'est de donner avant tout aux jeunes le gotlt
de la lecture, de leur en permettre une approche confiante et sereine, les
engageant a poursuivre lours efforts pour une assimilation plus parfaite.

Faut-il utiliser ou proscrire le manuel de lecture a l'Ecole
Maternell e?

11 ne sernble.pas mauvais que l'enfant se familiarise avec lui, merne
s'il ne l'exploite pas d'une fawn rationnelle; nous savons la fierte
eprouve a recevoir son premier livret, synonyme pour lui de conquete et
de progres.

Pour conclure, quelques mots au sujet de l'Annee Internationale du
Livre (1972) qui a donne lieu en notreville A-des'echanges d'idees ainsi
qu'a une exposition d'ouvrages selectionnes pour enfants, depuis les
tout-petits jusqu'a l'adolescence.

Nous avons pu constater que les moyens modernes permettent
Fedition de livres au illustrations belles et riches en couleurs, aux
textes simples, don x enfants le desir d'enconnaltre le contenu.AdeL'Ecole Matern -vrait pouvoir mettre a la portee de ses petits
eleves une bibliotheque ou ils pourraient en toute liberte regarder et se
distraire. Quelle belle approche du livre qui serait preparatoire a des
examens plus soutenus! Et quelle magnifique reussite que d'apporter
tous les promesses d'une future joie.de lire!

A L'ECOLE MATERNELLE, PREPARER L'APPRENTISSAGE

IEUX ET EXERCICES PREPARATOIRE:S

La lecture demande une phase preparatoire qui se fait a l'Ecole
Maternelle ou en section enfantine, et qui est d'une importance
primordiale. Ce preapprentissage tend a developper les fonctions utiles
a l'enfant lors des seances de lecture, en fin de Grande section d'Ecole
maternelle et l'ecole primaire. L'enfant dolt avoir une maturite
suffisante pour aborder, dans les conditions les meilleures, le difficile et
capital apprentissage de la lecture.
1. Observons les enfants.

L'observation des enfants des la Section des Petits d'Ecole Maternelle
peut permettre de deceler chez certains des troubles qui seront des
handicaps lors de l'apprentissage de la lecture:

handicaps sensoriels: enfant mal entendant;
defauts de langage: mauvaise prononciation, begaiement,
zezaiement.
difficultes dans la coordination des mouvements: mauvaise
lateralisation; handicap moteur.
instabilite: difficu14es pour fixer l'a tention.
troubles affectifs.

BROHON 113

12,-s



Certaines de ces difficultes peuvent etre signalees aux parents.
cP'autres seront a pallier a recole merne, avant de commencer la lecture.

2. Pourquoi le preapprentissage?

L'enfant ne peut bien apprendre a lire que si certaines conditions
sont remplies:

un niveau de langage suffisant; *44

une representation spatio-temporelle correcte;
une bonne perception visuelle et auditive;
des possibilites de memorisation et une certaine capacite
d'attention, d'analyse et de synthese.

3. Comment peut se faire ce preapprentissage?

Langage: les enfants arrivent a l'Ecole Maternelle avec un certain
niveau de langage.

exploitation et enrichissement des apports;
developpement des fonctions d'expression et de communication;
rectification des defauts d'articulation et de prononciation;
exercises structuraux simples.

Representation spatio-temporelle:
schema corporel: nommer et montrer les differentes parties du
corps; reproduire des mouvements de plus en plus complexes;
lateralisation;
structuration de plan: acquisition d'un vocabulaire précis;
notion de succession dans l'espace,

dans le temps;
notion de chronologie.

Education de l'oreille: (exemples donnas dans le texte suivant).
reconnaissance de sons;
reconnaissance de rythmes simples,

de rythmes complexes;
tradudtion par des symboles;

r' codage et decodage progressifs de structures rythmiques.

Education visuelle:
jeux de rapprochement d'images;
jeux d'attention et jeux sensoriels;
jeux qui tendent progressivement veis une certaine abstraction se
rapprochant du symbolisme de la lecture.
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Education de la main:
Tout ce qui est lu doit etre ecrit done:

nombreux exercices graphiques;
"gymnastique" du bras, de la main, des doigts . . .

4. L'initiation a la lecture

La lecture n'intervient a l'Ecole Maternelle , que sous forme
d'initiation et n'est pas un apprentissage force et prestkture. Il faut que
l'enfant aborde la leCture avec serieux et gotit, qu'il prerine pour cet
apprentissage de bonnes habitudes mentales. Il faut qu'il sache fixer son
attention sur les ditticultee qui ne doivent pas etre escamotees mais
dominees.

Esprit de cette initiation:-
l'expression orale est liee intimement a l'expression ecrile;
i m ance de la motivation (correspondence, theme de vie en
co cadeau .. .)
pas de lecture sans comprehe sion. Des le debut, les enfants
etablissent un rapport entre les ignes et la signification;
le plaisir de lire est preserve et developpe; lire doit etre un plaisir
et devenir un "besoin";
toutes les phrases etudiees sont exploitees et non collectionnees;
les moyens mis en oeuvre pour composer ou dechiffrer varient en
cours d'annee en fonction 'de l'acquis;
importance fondamentale de 'la relation son-graphie
(ecoute- regarde).

Les stapes de cette initiation:
presentation et etude globale de la phrase ou du texte;
analyse de ce texte (decomposition en mots);
fixation et utilisation des mots nouveaux;
recomposition de la phrase-type et formation de nouvelles
phrases; '
docouvertes spontanees d'analogies et preparation a l'analyse des
mots;

I'apprentissage methodique des lettres et des sons, les exercices
de synthese ne sont abordes que lorsque l'enfent est "pret".

Il faut essayer de respecter le rythme naturel de I'enfant et ne pas le
pousser trop tot vers l'analyse. L'enfant d'Ecole Maternelle n'est souvent
pas mur pour ce processus intellectuel complique. I1 faut lui Wsser le
temps necessaire pour une lente comprehension des premiels symboles
"bases_elsentielles des mecanisnivs".
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5. Comment faire naitre l'interet pour le livre?
Certains enfants influences par le milieu familial manifestent des

kin% arrivee a l'Ecole le "besoin" du livre, d'autres n'y portent aucun
interet.

L'un des buts de l'Ecole est de favoriser la naissance de cet inter&
chez les enfants non prepares par le milieu familial, de le developper et
de l'eduquer chez les autres enfants.

Par quels moyens y parvenir?
l'amenageMent dans la classe d'un "coin" bibliotheque
permanent, corifortable, agreable, livres renouveles
periodiquement.
le respect de l'autonomie de l'enfant dans ce "coin":

en le laissant s'installer a son gre;
en lui donnant le temps de regarder les livres;
en respectant eventuellement son isolement.

le choix judicieux des livres:
themes privilegies: famille et maison, animaux
eviter les themes angoissants;
illustration de bon gout.

la valorisation de cet atelier:
le proposer a l'enfant au merne titre que les ateliers d'activites
manuelles;

integration du livre a la vie de la classe a l'heure du cent:::
theme d'une séance de marionnettes ou d'une projection de
diapositives ou de film;
recherche de documents pour l'enrichissement du theme de
vie.

Ainsi la presence constante du livre dans la classe, l'utilisation qui
en est faite par la maitresse, la liaison entre le livre et les diverses
activites font naitre et deweloppent chez l'enfant le gout du livre, ce livre
qui est toujours actuellement la base de toute culture.

AVANT LA LECTURE EXERCICES ET IEUX A L'ECOLE MATERNELLE
Les quelques notes qui suivent sont le résumé d'un essai de travail

pratique a l'Ecole Maternelle et dont l'un des objectifs est la preparation
a la communication en general, et a l'approche de la langue &rite
(lecture/ecriture) en particulier. Il s'appuie sur quelques hypotheses qui
disent:

que les premieres annees d'un individu sont les plus importantes
pour son devenir;
que l'enfant ne peut acceder a la connaissance qu'a partir de la
prise de conscience d'un acte vecu par lui;
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qu'un apprentissage reussi de la lecturaw'est une condition des
plus importantes pour l'avenir scolaire de l'enfant et aussi pour
son epanouissement d'adulte;
que parmi les facteurs essentiels necessaires a cet apprentissage,'
it faut que -I' enfant ait acquis une representation spatio-

, ..r hiporelle correcte et une discrimination auditive la plus fine
1ossible (etant bien entendu que nous ne negligeons pas les autres
conditions):

1. LOCALISATION DES SONS
1-1 Jeu des instruments: deux ou trois enfants, des instruments

sonores identiques situes dans des coins differents de la piece. Un
enfant, yeux bandes, doit trouver celui qui a joue, ou se diriger vers celui
qui a joue.

/ 1 -2 Jeu de'la taupe et de la sauterelle: la taupe a les yeux bandes et la
sauterelle les pieds attaches. La taupe doit attraper la sauterelle en
ecoutant le bruit des sauts.

1-3 Beaucoup d'autres jeux sont des variantes de ceux-ci: (la brebis,
Romeo et Juliette : .).

2. RECONNAISSANCE DE TIMBRES DIFFERENTS
24 Materiel: pipeati., tambourin, cloche.
2-2 Deroulement:

a) faire voir et entendre les instruments tour a tour plusieurs fois.

b) les enfants ferment les yeux (ou se retournent, ou la maitresse
se cache derriere un rideau).

c) les enfants doiverft deviner l'instrument qui a joue (ils le
nomment, ils le montrent, ils le traduisent corporellement, ils le
traduisent dans un code dessine mis au point individuellement, ils
peuvent decoder le code d'un autrc, passer a un code collectif.)

d) des notions de lateralisation, d'ordre et de memorisation
peuvent venir se greffer (eller dans le sens de notre ecriture, de la gauche
vers la droite, en symbolisant par des jetons ou des dessins les differents
sous-entendus; se souvenir que l'on a d'abord entendu celui que l'on
symbolise a gauche et ainsi de suite . . .).

2-3 Variantes: enregisti eilients au magnetophone (rnoto, camion,
voiture de differentes marques), ecouter des voix des personnes
connues, jeux d'intonation differente, jeux de telephone (plusieurs
enfants sortent: qui a parle?), reconnaitre des bruits differents faits par
un meme objet tombant sur un tapis, sur &I parquet, sur une vitre; jeu des
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plaques Martenot,. jeu des bouteilles ' plus ou moins remplies d'eau
coloree, reconnaissance d'instruments de musique beaucoup plus
praches (cloche, urine, chochette; ou tubes resonnants, etc. .

3. RECONNAISSANCE DE HAUTEURS DE SONS
3-1 Materiel: barres sonnantes.
3-2 Deroulement: 2 barres (1 aigue, 1 grave) tenues chacune par 1

enfant.
on ecoute la musique faite par X,
on ecoute la musique faite par Y,
on ferme les yeux,
onse retourne, la maitresse fait signe a F ou Z pour lui demander
qui a joue,
on change d'enfants, on change de barres aussi en raccourissant
de plus en plus l'intervalle.

TROP D'ENFANTS SORTENT ENCORE DE, L'ECOLE PRIMAIRE SANS AVOIR
DECOUVERT LE TRESOR QUI RECELE LE LIVRE

Comment peut-on esperer donner aux enfants de C.P. le desir de lire?

Donner aux jeunes enfants qui entrent a l'Ecole Elemehtaire le desir
de lire? C'est inutile: ils possedent cette envie de lire, une des
consequences, de cet élan qui les pousse a copier les adultes. Tous? Bien
sQr, ils sont tres differents les uns des autres. Mais qui n'a pas constate
avec quel interet, avec quelle ardeur its suivent tous les premieres
lecons?

Reconnaissons que l'ecole contribue a developper ou . a ruiner
cette motivation innee. Et it serait plus juste de se demander: "Comment,
au cours preparatoire, peut-on conserver ce desir de lire?"

Par ailleurs, au moment de l'acquisition des mecanismes, la reussite
encourage a perseverer, Pechec donne, de la lecture, l'image d'une
activite penible. A ce sujet, Monsieur le NY, professeur de Vincennes,

constate: "Il s'agit d'un cercle vicieux. Plus l'enfant est satisfait, plus it
s'entrainera et augmentera sa capacite de lecture. Au contraire, s'il subjt
un echec, it ne sera pas porter a l'ameliorer."

l'importance capitale des premiers contacts avec la leKture? Et
comment ne decevoir aucun de nos petits slaves si differents les uns des
autres, tant par leurs possibilites intellectuelles que par leur cadre de vie
familiale? Une premiere reponse est donnee dans les instructions qui
viennent de parai e:

"Il faut que le altre commence par observer ses elevet pour les
repartir en grou es relativoment homogenes atixquels seront
demamiees les taches qui reur conviennent."
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Au cours de classes-promenades:
Regardons un homme au travail
Admirons un parterre de fleurs

("Moi, mon pare,
("A ma maison, ma mamas,
elk aussi .

Arretons-nous devant une maison ("Ma maison a moi. elle n'est
pas pareille

Au cours de spectacles vus en cummun:
line emission televisee ("Moi, je regarde sou vent
line classe de "grands" au travail ("Mon frere,

Au cours d'exercices "plus scolaires ":
line-diapositive (bord de mer ("J'ai ate en vacances a la mer ...")
tin animal ("Mon Chien a moi s',appelle
line histoire racontee par le maitre par (appreciation detla sensibilite des
l'image. ou tout autre moyen eleves).

Ainsi, la connaissance de chaque slave, peu a peu, se precise; les
groupes se constituent. Et les 'nouvelles instructions precisent:

"11 ne faut pas s'attendre a ye' tous les slaves apprendie a lire au
meme rythme. Ne pas sacrifier le 0,1us lents, sans retarder personne,
exigc beaucoup de'soin et d'attent n. Au debut' du C.P., c'est une erreur
que de vouloir emmener tous les eleves a la meme allure."

Cernons rgieux la nature de notre action: conserver le desir de lire;
c'est "ne pas sacrifier les plus lents Sans retarder personne." Difficile
action qui peut paraitre paradoxale. Maisrest-elle pas vraie dans toutes
les disciplines? N'est-elle pas la condition premiere qui definit notre
efficacite?

Interroge avantage, "s'oCcuper le plus possible des slaves du
grOupe ", ne suffit pas si le texte a reconnaitre, le ou les mots a
retrouver, l'expres ion a identifier sont les memes pour tous les groupes.
D'ou la necessite e prevoir, au cours d'une lecon, a l'intention de
chaque groupe de la classe, une prpgression tres souple des diverses
notions a acqueri Nos slaves sont tous sur le meme chemin. Certaihs
apprennent a mart er mais ne retarderont pas ceux qui savent si ceux-ci,
criemin taisant, sont amenes a decouvrir le cadre qui les entoure: le
temps de parcours de ce chethin, est-il une epreuve competitive?

Un exemple (debut de l'annee: stade d'acquisitions globales): apres
la visite du jardin &lin slave et la mise au point des reponses obtenues
(activite d'eveil), les phrases suivantes sont ecrites au tableau par le
maitre:

Dans le jardin de Philippe, je vois des carottes. (dessin)
Bernard a des salades dans son jardin. (dessin)
Le jardin de Pascal est dans une iaisse. (dessin)

a
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Au cours d'une merne lecon:

En associant le dessin et le prenom des eleves (la, connaissance de
l'ecriture de ces venoms ayant ate obtenue au prealable), certains
eleves peuvent retrouver le sens de toutes les phrases ecrites et
memoriser, en particulier, la lecture et l'ecriture de l'expression
"dans le jardin."
Un autre groupe d'eleves peut se borner a identifier les prenoms et
l'expression "dans le jardin,"
Un autre enfin, peut se limiter a retrouver les prenoms et a se
familiariser avec le mot "dans."

Ainsi pensons-nous "ne pas sacrifier les plus lents dans retarder
personne," et, en definitive, conserver le goat de lire chez tous nos
eleves.

"Mais quand apprend-on a lire reellement?" dira mon collegue
bilieux.

L'ecole decourage l'apprenti-lecteur en hatant exagerement son
apprentissage, en systernatisant les legons de lecture, leur objet, leur
duree ("il faut deux jours pour etudier un son; on etudie deux sons par
semaine; ma progression d'octobre prevoit l'acquisition de huit
sons ...")

Ce qui compte ce n'est pas le rythme des acquisitions: c'est le souci
de garder chez tous lcs eleves le desir de lire et de lire encore.

"Et," ajoutera mon collegue ci-dessus nomme, "quelle methode
faut-il employer?"

Ns discussions sur les METHODES ont trop dure. Les nouvelles
InstructiOns ont mis un point final a ces steriles controverses:

"Les enfants sont trop differents les uns des autres pour qu'une
methode soit la meilleure pour tous; mais pour tous, les pires methodes
sont celles qui decouragent le desir de lire."

Mixte? Globale? Trois-quarts mixte? Questions secondaires si l'on
considere l'importance de la motivation d'une legon de lecture et de
l'adaptation du contenu de cette legon aux divers groupes de la classe.

Certains maitres congoivent leurs legons quotidiennes de lecture
d'apres les activites d'eveil en cours: ils decloisonnent leur
enseignement.

Pendant Pactivite d'eveil, on relit occasionnellement tel ou tel mot
de la lecture; pendant certaines legons de lecture, on rappelle un des
aspects de l'activite d'eveil esthetique ou ethique ou physique ou
mathernatique ou "scientifique". Tout en gardant son caractere propre,
la.3agon de lecture" se fond avec les autres disciplines.

Et le desir de lire s'accroit avec le besoin de reconnaitre, de savoir lire
les courts textes ecrits par le maitre avec le concours des eleves pendant
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une activite d'eveil. Largement illustres, les meillvurs textes sont copies
sur de petits livrets et constituent la base de depart d'une "bibliotheque
vivante, souvent consultee par les enfants ("auto-revision").

Ainsi, l'usage frequent d Les petits livrets peut donner aux eleves
l'habitude "d'aller chercher livre."

Et si cette bibliotheque co tient egalement l'excellent serie du Pere
Castor par exemple, les enfants la consulteront naturellement. Ce geste
symbolique: emprunter un livre, contracte des le C.P.. a toutes his
chances de traduire une faim jamais assouvie et ne peut que favoriser le
desir de !ire.

Peut-on, par aitteurs, relier l'etude de tous les sons aux activites
d'eveil? La aussi, gardons-nous d'eriger en systeme ce qui nest qu'un
des moyens d'obtenir le desir de lire.

Curieux naturellement, seduit par toutes nouveautes qui "cassent"
le "ron-ron" quotidien, l'enfant peut etre amens au desir de lire par Bien
d'autres motivations:

Retrouver dans une histoire, les moments qui ont plu;
Connaitre la suite d'un recit;
Executer une consigne ecrite;
Inventer la legende d'un dessin et la comparer avec celle qui
existe déja;
Lire les bulles d'une bande dessinee:
Lire dans une histoire racontee en trois images, le passage ecrit
apres la 1 ere image;
Lirc !a lettre des currespondants de la classe.

Et rappelons, pour finir, le conseil do.nne par les dernieres
Instructions:

"II est capital de creer, dans la classe, un climat de securite et de
confiance, d'eveiller et de soutenir l'appetit de lecture des eleves, de
conduire les lecons avec entrain et vivacite, d'être attentif aux difficultes
de chacun, sans trop s'y arreter si elles ne paraissent pas essentielles."

"Soutenir l'appetit de lecture," conserver le desir de lire.

DE QUOI LUI SERVIRA LA LECTURE?

"De quoi lui servira la lecture quand on4'en aura rebuts pour
jamais?" demandait déjà Rousseau.

Ne le rebute-t-on pas pourtant, cet enfant, dans certaines classes de
C.P. ou de C.E. oil les eleves anonnent interminablement des suites de
mots qu'ils ne comorennent ? Ne le rebute-t-on pas, helas, dans
certaines classes de C.M. oil, a t ur de role, on repete machinalement et

pp
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jusqu'a satiate un texte trop connu, que l'eleve fait semblant de suivre et
le maitre semblant d'ecouter?

Comment faire pour qu'a l'ecole, lire et s'ennuyer ne deviennent pas
synomymes?

L'ennui, dit-on, naquit un jour de l'uniformite. La premiere
condition consiste donc a eviter a tout prix la monotonie en recherchant
la plus grande variete:

Dans les supports: qu'on ne lise pas toujours dans le meme livre,
mais qu'on utilise des ouvrages divers, des publications, des
articles, etc . . .

Dans les precedes de lecture a haute voix, silencieuse, dialoguee,
clessinee . . .

Dans les differentes phases d'une seance: faire' alterner, par
exemple, lectures et commentaires, ceux-ci motivant celles-la et
vice-versa.

Le second moyen, essentiel, c'est de lire vtaiment. Debiter
mecaniquement des suites de sons, c'est traduire des signes graphiques
en signaux sonores, c'est exercer la memoire visuelle et auditive, mais
non pas ('intelligence. Lire vraiment, ce n'est pas seulement dechiffrer
c'est rendre la vie aux images, aux ideas, aux-emotions fiteees dans les
signqs, c'est ogmprendre les messages ecrits: de merne que l'ecriture est
('instrument qui nous permet de communiquut- /wire pensee a des
absents, la lecture est le moyen de prendre connaissance de la pensee de
ceux qui ne sont pas la, et surtout de ceux qui ne sont plus. Elle ne peut
trouver son objet, a l'ecole, que si l'on va, au-dela des signes et des sons,
jusqu'a provoquF des representations mentales: le maitre y parviendra
en se referant a ('illustration, en posant d'habiles questions sur le sens
global du texte, et surtout en lisant lui-merne de maniere suffisamment
evocatrice.

Mais le "grand mobile," le seul qui, selon Rousseau, "merle
surement et loin," dans le domaine de la lecture comme en bien d'autres
c'est l'interet. Or ce qui interesse essentiejlement nos eleves, c'est la vie.
J'aimerais qu'a l'exception de certaines phases indispensables d'appren-
tissagc, on nc false pas de Id lecture un exercice gratuit, mais qu'on lise
Pecole comme dans la vie:

1) Pour prendre connaissance d'un message dont l'auteur est eloigne
dans l'espace (lettres de correspondants) ou dans le temps.

2) Pour s'informer et s'instruire: les journaL et les revuesqui
penetrent maintenant dans tous les foyerset les ouvrages de
documentation doivent etre largement exploites a l'ecole, en liaison,
notamment, avec l'actualite et les activites d'eveil. Ce seront d'ailleurs
d'excellentes occasions d'exercer ('esprit critique.
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3) Pour se divertir et pour rover: cheque classe devrait disposer dune
bibliotheque abondamment pourvue en recits, contes et romans.

4) Dans le cas particulier de la lecture a haute voix pour
communiquer aux autres ses propres decouvertes ou creations. Quand
un eleve lit a ses camarades le texte qu'il vient d'ecrire, quand it leur
donne connaissance des documents ou des renseignements qu'il a
trouves, quand it desire leur faire partager Pinter& qu'il a pris a un recit
ou a un article, la lecture a haute voix n'est plus un exercice artificiel et
gratuit, mais retrouve au contraire sa destination essentielle
d'instrument de communication.

Ainsi les moyens ne nous manquent-ils pas de donner a nos eleves le
sens et le gait de la lecture, ce sens et ce gait sans lesquels nos efforts
seraient veins. Car it est de la lecture comme de Pecriture, de Ja
musique et du dessin: it ne sert a rien d'apprendre a se servir d'un
instrument si on ne donne pas eh merne temps le gait de s'en servir.

OUVRAGES RECOMMANDES

1. MATURITE POUR APPRENDRE A LIRE. Auteur: A. LEROY -
BOUSSION (Institut de Neuro-Physiologie de Marseille).

L'auteur a suivi pendant trois ans (5, 6, 7 ans) un groupe de
enfants, afin d'etudier leurs progres en lecture, compte tenu de 'kn.
maturite mentale. Un enseignement systernatique complet de la lecture a
ete donne des la grande section de l'Ecole Maternelle.

De ('experience, it ressort qu'entre 5 et 6 ans les enfants ne sont pas
mars pour la lecture: ils parviennent tout juste, en moyenne, a dechiffrer
quelques mots 'soles, tres faciles, a la fin de Pannee scolaire. Seule une
petite minorite peut assimi ler tous les mecanismes de 1a lecture en un an
(et sur le rythme moitie plus lent adopte en Maternelle pour cette
recherche).

Entre 6 et 7 ans, une bonne partie des enfants sont parfaitement
Cependant une autre partie, majoritaire, a besoin d'un rythme plus lent,
et meme, pour un certain nombre, 3 a 6 mois d'enseignemenyie plus,
voire d'un an.

II semble donc que l'age mental de la parfaite maturite pour la lecture
soit aux alentours de 7 ans. L'apprentissage en une armee, a 6 ans, est
donc trop ambitieux pour la majorite des enfants. Le rythme doit etre
d'autant plus lent que les enfants sont mclins mars.

L'auteur insiste sur le fait que son etude porte sur un petit nombre
d'enfants et n'est pas suffisamment etayee par d'autres recherches pour
qu'on puisse considerer ses resultats comme significatifs et general-
isables a coup sill% Il pense cependant qu'ils ont une validite suffisante
pour qu'on en tienne compte.
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2. "VERS L'APPRENTISSAGE DU LANGAGE ECRIT." Cahier de
Pedagogie moderne n045.

Ce cahier est realise, sous la direction de Mine J. Handet, Inspectrice
Generale, par une equipe comprenant des I.D.E.N., une Directrice et des
Institutrices d'Ecole Maternelle. )el,

II rappelle les problemes de l'apprentissage du langage knit Suggere
une rnethode qui met surtout Laccent sur la meilleure facon de preparer
!'enfant a "Lire et Ecrire," deux moyens fondamentaux et irremplacables
d'acces a la culture.

Le langage etant defrni comme "tout systeme de signes aptes a servir
de moyen de communication," J. Bandet presente dans la premiere
partie de l'ouvrage une idee essentielle qui oriente les suggestions
pedagogiques ulterieures:

"Avant de donner au langage ecrit une place predominante dans
l'Aducation des enfants, it sera bon, it sera necessatre de leur dormer,
comme outils d'expression, d'autres s \stemes de signes, naturellement
ou conventionnellement en usage. parfais inventes par eux on pour
mix, qui leur donneront pen a pen les clefs d'autres messages ... II est
necessaire. si veut riy_iiter des difficultes ulterieures, de les habituer
a des Lodes plus simples que celui de l'ecriture alphabetique."

II s'agit de donner a ('enfant des notions de "signe" et de "code" en
lui en faisant utiliser ou inventer. ILangages gestuels no langages
graphiques). Ce qui est fondamentaL c'est de faire comprendre .aux
enfants que ('expression graphique correspond au lang'age parle. On
propose ainsi, successivement, la liaison dune expression, orale:

a des images d'abord figuratives puis abstraites;
a des bandes dessinees qui introduisent l'idee d'une suite
narrative et qui donnent ('habitude d'un deroulement lineaire de
gauche a droite;
a des bandes codees qui different des prededentes en ce que les

' elements sont déjà plus conventionnels; ils sont reduits a des
traits Idroites et courbes). On donne a ('ensemble le nOrn de
"pictogrammes."
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Comprehension and Teaching Str

David B. Doak
Christchurch Teachers College
Christchurch. New Zealand

egies

In one sense, the termreading comprehension contains a redundancy.
Any reading which takes place without some level of thoughtful inter-
action between author and reader must be labelled empty word-calling.
When a person reads he must comprehend, otherwise he is not reading.
Vygotsky (37) reminds us of this fad when he points out that it is in word
meaning that thought and speech unite into verbal thought and that a
word without meaning is an empty sound, no longer part of human
speech. So the labellers have, in one sense, donAus a disservice by
implying that reading is one thing and that comprehension is something
else. For the purpdse of this paper, however, I will continue to use the
term comprehension, although I believe -we should begin to look for
terms to describe the various kinds of reading we do for various
purposes.

Later I will use t>e term interactive reading, which appears to me to
be a more satisfactbry way of describing the type of reading we would
like our students to engage in when they open their textbooks to read for
study purposes. This is reading in which' the reader carries out- a
continuous, thoughtful dialogue With the information, ideas, opinions,
or feelings expressed by the author. As he reads, the reader is constantly
challenging, accepting, rejecting, weighing, and integrating the,views
expressed by the author. The reader consciously. _constructively, and
intuitively forms new meanings in the light of what he is. reading.
Interactive reading is characterised by steady, vigorous, and purposeful
cognitive activity on the part of the reader.

We must look for reasons that so few students come from our schools
willing and ablo tc,. road in this manner. Unfortunately, most reasons lie
with the present low level of skills of our teachers in teaching and
understanding the processes involved in comprehensioh, Bormuth (3)
states that comprehension is both one of the most important and one of
the weakest areas of instruction in our schools. Hopefully, this paper
will add a littleto our knowledge and understanding of this critically
important area of the gchnnl curriculum.
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It is not possible to discuss teaching strategies and reading outcomes
in comprehension without first examining some of the problems
associated with reading comprehension and arriving at a mutual
understanding of some of the more important processes involved in it.
Three aspects will be briefly discussed: models of reading comprehen-
sion. the interrelation of language and reading, and the nature of reading
comprehension.

MODELS OF READING COMPREHENSION

Ourflunderstanding of the complexity of the processes !:Ivolxed
reading has been widened through three publications: The Literature of
Research in Reading with Emphasis on Models (7). The.oretical Models
and Processes of Reading (30): and Language Comprehension and the`
Acquisition of Knowledge (5). Despite these valuable contributions to
the literature on reading, it would appear that we still have not agre.ed on
a comprehensive working model of the processes involved when a
reader actively reads printed material. .

Writers such as Wardeberg (38), Bormuth (3), Anderson (2) are
critical of the situation, Bormuth, for example, cl med that nearly all
research and virtually all instruction is based pon a concept of
comprehension which is faulty. subjective, and neb us and, therefore,
is misleading.

Armchair analysts frequently equate reading comprehension with
learning skills which include remembering, organisinvand outlining7
While these skills may be desirable outcomes. Of reading activity,
Wardeberg rightly asks whether they can be described as comprehen-
slo' Others have no difficulty in-producing long lists of "comprehen-
sion skills" without any evidence to support them from the findings of
basic research.

Finally, a number of writers defineileadi ng compithension in terms
of mental processes. Since these processes arc not directly observable,
Bormuth rert';inds us that attempts to describe them turn out to be vague
and confusing to practically everyone except, perhAps, the person

. providing the description. This lack of a corriplete and consistent model
of wlat a person has in his head when he has comprehended a commun-
ication creates serious questions for teachers, instructional- materials
publishers, and tcst constructors.For example, thtiralidity of most tests
of reading comprehension must be seriously questioned since the tests
have been constructed on false models of the processes involved. Both
Anderson and Bormuth state catvgorically that this fact provides
sufficient reason' to reject as uninteEpretabie virtually all studies in
reading comprehension.
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THE INTERRELATEDNESS OF LANGUAGE AND READING

Over the years, researchers have tended to analyse artificially the
processes involved in reading and have proceeded to study these
separately. In failing to investigate, as Vygotsky (37) suggests, the
interfunctional relationship between language and thought and by
concentrating on thiS analytical approach, these researchers have
ignored the unitary nature of the processes under study. By so doing they
have encouraged teaching procedures which follow a compart-
mentalising approach to reading instruction where skills such as word
recognition, vocabulary, comprehension, and study are "taught" as
separate processes. The affective domain (22) has been largely ignored in
this arialytical approach despite the fact that the unit analysis
procedures followed by Vygotsky and his coworkers clearly
demonstrated the existence of a amic system of meaning in which
the affective and the intellectufil unite, where every idea contains a
transmuted affective attitude toward the bit of reality to which it refer.

Fortunately for the field of reading, the work of the psycholinguists
is finally being recognised and is making an impact on research and
methods of teaching. The insights found in litiguistics and psychology
appear to be leading to a comprehensive examination of the traditional
views climcerning reading and how it is learned. The focus for the study
and teaching of reading has shifted to an emphasis on a meaningful
language-process where the child functions as a user of language.
Goodman (14) states that it is becoming clear that reading is not a process
of combining individual letters into words, and strings of words into
sentences, from which meaning springs automatically. Rather, the
evidence is that the deep-level process of identifying meaning either
precedes or makes unnecessary the process of identifying words.
Unfortunately, some commercially oriented psychoiinguists are
publishing "linguistically-based" materials and intthods of teaching
reading designed to appeal to the avaricious, panacea-seeking,
educational market. Some of these materials tend to reduce the
effectiveness of other professionally oriented contributions. Goodman
reminds us that psycholinguistics provides insights into the reading
process and the process of learning to read. A "psycholinguistic
approach" to reading would be the very antithesis of a set of instruc-
tional materials.

THE NATURE OF READING COMPREHENSION

It is not difficult to find confident statements on the nature of
comprehension by authors of textbooks on reading, as well as statements
on what skills and subskills contribute to the whole area of the processes
involved in interactive reading. These definitions and lists of
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hypothetical skills are usually supported by suggestions as to how
teachers may .promote the learning of these so-called comprehension
skills. The suggestions usually take the form of procedures for asking
various questions. befiore and after the reading; and, from this
test-oriented activity, pupils are supposed to "learn how to compre-
hend." It is now well past the time when reading methods textbook
writers and authors of basal series distinguish between-the processes
involved in the act of comprehension and the processes involved in
learning from printed material.

Two of themain sources of information concerning the processes
involved in comprehension come from the field cholinguistics
and from the field of verbal learning and memory.

From the studies made by psycholinguists concerning the response
the learner maks, and should be able to make, to his language system,
we 4d the process of sejnantic encoding being influenced by the
reader's ability to handle systematically the various cues and signals
imbedded in the material that he is reading. Such features as word
meanings, the modification of word meanings by affixes, other words,
phrases and various surface and deep structures in sentences,
paragraphs and extended sections of the text, all have a role to play in
Iiw the reader arrives at a confirmation of his existing meanings, an
understanding of the author's meanings, and the development of new
meanings as a result of the interaction between his ideas and those of the
author. Bormuth (3) suggests that the rules of the game are, to have the
child learn to respond correctly to the signalling system of language
without having conscious knowledge of even the existence of format,
grammar and rhetoric.

The second source of information which contributes to our
understanding of the processes involved in comprehending comes from
recent developments in the research on verbal learning and memory.
The area of interest of those investigating this aspect of comprehension
lies in the manner by which information is processed in association with
the contents of memory.

Nuthall (24) has provided us with a slightly simplified version of a
model of the structure of learning and memory processes, published by
Montague (23), which incorporates some features of the Shiffrin and
Atkinson (29) model. Nuthall's description of the model states that
during a process, such as reading, printed symbols are initially regis-
tered in the sensory register where their perceptual trace lasts just long
enough for selective attention to operate. Selective attention results in
some of what is seen entering the short-term store and other
features disappearing from consciousness. The short-term store is the
conscious working memory where incoming material interacts with the
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contents of the long-term memory and is processed (encoded) for
response construction or_for return to the lung-term store. BAind the
operations of these processes lies a process monitor which exercises
control over such functions as attention, memory-search and response
evaluation.
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Figure 1. Model of Learning and Memory Processes
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According to Samuels' review (27) of the research in this area, the
effective life of visual and auditory stimuli in the sensory register is up to
one second (the duration appears to be governed by the complexity of the
stimuli), unless they are processed (10, 16).

Even more important is the finding that data put into short -term
memory survives for no longer than 15 seconds if it is not encoded or
rehearsed in some way (39). Data that enters long-term memory may
survive for an extended period of time, depending on the amount and
type of processing used and the attentional factors operating in the
learner at the time.

The skilled reader, then, will have a wide base of meanings and
experience which will assist him to begin to attend to and interact with
the information and ideas on the printed page. As he reads, the reader
will semantically encode, and/or rehearse the-information and ideas that
he sees as relevant to his purposes, so that these pass into long-term
'memory. As he proceeds through the material these new understandings
will be available for him to interact even more effectively with the new
material coming into his short- terrmory.

The unskilled reader, on the otherhandhas-a limited base of
available mearqngs and experience in his long-term memory. Because of
this he may have difficulty in even beginning to attend to,the material.
He does not semantically encode and/or rehearse the new data
effectively, but he tries to rely on his visual and auditory and short-term
memory to interact with the material. By the time he has reached the
bottom of the page, or even after he has read a few lines, he has already
forgotten what he has read. , ,

These investigations have raised some interesting problems. for the ,
Vreading researcher, especially in the area of comptehension. First, how
are meanings stored? Are they stored as a network of associations for the
words we have or are they stored as "vivid mental pictures"? There is
some evidence to support the theory that the latter method results in a
large increase in the effectiveness with which the material is stored (24).
The other important question to be examined is how the incoming
perceptual images are connected to the contents of the longterm
memory store. What kinds of semantic or other cues facilitate this
process and what kinds of teaching strategies develop these skills in the
reader?

By constantly equating the teaching of comprehension with the
practice of asking numerous terminal questions, reading teachers have
done a grave disservice to generations of students. They have succeeded
in convincing their students that they are inept and inefficient readers
because they cannot read material and remember every important and
unimportant detail, idea, and principle recorded on the pages. Teachers
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have generally failed in their responsibility to teach students the skills
involved in semantic encoding. TeaChers have not considered it
necessary to explain the need for students to go through this process so
that what is being read does enter long-term memory store. Teachers also
have failed to teach students even the simplest skills involved in
facilitating long term recall of material. Numerous students have
exhibited poor self concepts of their reading abilities. They believe they
should be able to remember virtually everything they read, usually as a
result of one or two readings. On the basis of the evidence from the field
of verbal learning and memory, it should be obvious that the ability to do
this would rest with an extremely small percentage of the population.

Reading comprehension, then, is a process whereby the individual,
through using confirmational, transformational and predictive
strategies when attending to the syntactic and semantic clues of printed
material, is able to encode the information and ideas expressed by the
author. The reader may simply confirm his existing knowledge and
ideas by comparison with those of ffie author; he may obtain new
information and,understanding from ale author; or he may develop new
insights, which go beyond those expressed by the author, as a result of
the interaction between, his own knowledge, ideas, and feeling§ and
those of the author.

SOME OUTCOMES OF INADEQUATE INSTRUCTION IN COMPREHENSION
If we accept these ideas on reading comprehension and Bormuth's

point of view (3) concerning the low state of comprehension teaching in
our schools, it is obvious that there will have to be some-radical chang",
in the teaching strategies used in this critically important area of the
curriculum. The implications are very serious for any student who fails
to develop his ability to read,interactively. At the other end of the scale 8

however, how many of the so-called successful students, who move into
our various tertiary institutions, are unprepared or reluctant to read
interactively? The evidence available from comprehensive, long-term

,studies and from experience demonstrates very clearly that far too many
of these students are ill-equipped with higher-level processing skills in
reading. They have a marked tendency to think that the book and their
"information processing teachers" (1) can provide them with the
answers. They all too frequently see their role as passive and fail to see
the need for taking their meanings to the printed page and interacting
with the author's ideas.

Too many teachers for too long have believed that they have been
teaching their pupils how to comprehend by giving them a story or a
passage to read, followed by a number of questions to answer. Teachers'
manuals of many basal series and numerous books of comprehension
exercises have unfortunately reinforced this belief. The practice is,
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common in our schools and develops sloppy reading habits among
readers. Children read the material knowing that they can reread to find
answers to the questions; their first reading is not of the careful,
processing kind. They know that at least 60 percent of the questions will
be of the simple recall or recognition type (13, 15, 28) so that little
thinking will be required of them. They also believe that the reasons for
wrong answers will seldom be analysed and discussed and, therefore, it
does not really matter whether their answers are right or wrong. Finally,
and most important of all, they usually haxie been required to read some
linguistically pasteurized,-happy- ending adventure or family story,
which was not selected on the basis of their interest. Interactive reading
skills may be "caught but not taught" by this approach, but I do not
believe that the acquisition of such important skills should be left to
chance. What, then, ore some of the strategies that teachers should
employ to ensure that their pupils learn how to learn independently
froin printed rnaterills?

EFFECTIVE TEACHING STRATEGIES AND READING OUTCOMES

The young child learns to attend to and use oral language primarily
op the basis of need reducti 6n. His need to ,communicate is the outcome
of strong, intrinsically motivated, purposeful activity. He acquires new
vocabulary and new language structures through a meaningful
interaction with his environment. His communication makes sense and
he usually obtains immediate and positive reinforcement.

If we accept that reading is a language-communication process, it
would appear that these oral language leaiming principles should be
applied to the process of learning to read. As Henderson (18) suggests, it
would appear that comprehension, not word recognition, is the
prerequisite for beginning reading. Kolers 421 ) reminds us that reading
is only incidentally visual and children frequently have difficulty in
learning a new word, not because of its sound but because of the concept
to which it refers.

What are the implications of this principle of meaningfulness for the
teacher? Any reading that the child does, especially in the beginning
stages, has to come from a basis of direct or, in some cases, vicarious
experience with the environment. These experiences should be pro-
vided by both home and school on an ever-widening basis. The book
language and the child's language should be as congruent as possible,
and the structures used should become increasinwly complex as a result
of the language interactions provided by home and school.

From an investigation conducted by Fasick (11) there is evidence
which shows that the language used in children's television pro-
grammes contains only 34 percent of sentence structures which could
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be considered complex, wiiereas the language of trade books used for
reading to children contains 66 percent of such sentences. It would
appear, then, that children who have stories read to them would be more
likely to develop ability to handle the more complex sentence structures
of book language than those children who are exposed to a heavy diet of
television viewing of children's programmes.

The child must have an intrinsic interest in what is being read and a
desiie to conununkcate with ideas recorded in print. This suggests that a
self-directed learner requires a setting in which printed language is both
a natural and purposeful communication, rather than, as Henderson (18)
states, substandard language segments to be acquired on a conditioning
basis. The language of reading should not be fragmented and teacher4
selected; it should be presented intact and in units that are meaningful to
the child.

USE THE LANGUAGE OF THE LEARNER

An approach tu beginning reading based on language experience
techniques is implied. Here, the reading materials originate with
child-based experiences and Ittliguage. Here book and child language
are exactly congruent, and here reading is a meaningful communication
process resulting from child involvement. Reading teachers must
abandon basal-type instructional materials and use experientially based
ones until such time as the child can process chunks of material and
utilise an ever increasing number of redundancies in his reading
language. Once the child breaks this barrier, he will be able to give his
undivided attention to the meaning aspect of reading rather than
struggle with the processes of analytical word recognition skills. To
expect him to do both is expecting the impossible. Readers who
phonically grunt and groan their way through a story must disappear
from our classrooms and be replaced by highly motivated readers who
bring their experiences to the printed page; who anticipate words,
phrases and sentences; and who read with obvious purpose and
sati action.

CONCEPTS ABOUT PRINT AND READING
At the beginning stage of learning to read it is essential that children

learn through experience the various concepts about print. Reading
teachers for years have asked children to learn complex processing skills
without understanding terminology. Research by Reid (25), Downing
(9), Clay (6), and Francis (12), has amply demonstrated the difficulties
children experience in acquiring such concepts as print, letter, sound,
word, sentence, read, and left to right progression. Clay, in Reading: The
Patterning of Complex Behaviour and Concepts About Print Test, has

DOA KE 133



provided us with a comprehensive explanation, diagnostic tool, and
description of children's learning needs in this important aspect of
legning to read.

It is an educational truism that children learn better when they
understand what it is that they are trying to learn. Through discussion,
explanation. direct experience, and many opportunities to use words in
a variety of situations. children learn to incorporate new words into their
meaning vocabularies. Sensitively produced television programmes,
informed parents, and kindergarten teachers all contribute to the child's
understanding of important concepts.

RENDING SILENTLY FROM THE BEGINNING

Over the past fifty years, since Thorndike (36) conducted his
classical experiment on reading comprehension, oral circle reading has
been disappearing from our classrooms. Change comes slowly, however.
and the practice of hearing children sight read material, that is lacking in
c ngruency with their oral language is still a common practice in
be inning reading progranimes in many New Zealand and Australian
sc ools. Unless the material has been prepared silently first and unless it
is t e child's own experientially based story, this practice has the effect
of 4 oducing nonthinking parrots and word-callers (33). From the
resu s of interviews with five- and six-year-old children it is apparent
that hildren have been conditioned to see reading as an oral process,
where meaning is the last thing to be thought of. where to miss a word is
a sin, and where reading is "reading to the teacher" or "something we do
on the mat." Reading peers also are unable to think about meaning as
they focus attention on detecting miscues made by their unfortunate
companions. Holt (19). in his book on How Children Fail, presents an
insightful and rather horrifying description of this practice, in a chapter
entitled "Making Children Hate Reading." This material should be
compulsory reading for all oral circle reading teachers.

During the period 1935-1945 Buswell (4) conducted a comprehen-
sive long-term study in Chicago public schools on the non-oral method
of teaching reading at Grade One and Two levels. He compared the
progress of children taught to read where no oral reading was permit-
ted with progress of children who were taught to read by the tradi-
tional oral circle methods. Although not all the differences were sta-
tistically significant/they were all in favour of the non-oral group.
Buswell summed up the result of his exceptional study, by stating that
non-oral reading is not. a- fad. It is a logical step in the evolution of
teaching reading. That this logical step has not been taken by many of the
teachers who exert the greatest influence on children's concept and skill
development in reading is yet another example of the difficulty in
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bringing about a change in current classroom practice without extensive
reeducation programmes for teachers.

The child most then be taught to read silently from the beginning as
his concepts about reading develop. ,Teachers can help the child
understand that reading is essentially a silent process by directing him
to`pointito his own name and to other words he knows without saying
them aloud. By reading silently in the child's presence and having him
Kbserve his parents and other children reading newspapers, books, and
magazines silently, the teacher can promote an understanding of the
private nature of reading. On every occasion that a reader is encouraged
to engage in silent reading, purposeful, performance-free, interactive
reading is made possible and self-evaluating techniques are facilitated.
Whenever oral reading of new material in audience situations is
required, the opposite conditions prevail. The reader is placed in an
observed, test situation; and the emphasis on accurate word calling
interferes with the processes of thinking about and predicting what
meanings lie in the print.

COMPREHENDING AND TEACHING COMPREHENSION

But it is in the area of the active task of teaching comprehension that
the greatest changes must occur in the strategies u§ed by teachers.
Teachers will need to understand and use the different procedures in
teaching children the processes involved in comprehending while
reading at increasingly higher level f thinking. They also have to teach
children how to learn the informatio and ideas obtained'as the results of
their reading.

Strategies to be employed for t e processing aspects of reading will
incorporate instruction which m t be, as Bormuth (3) suggests, sys-
tematically designed to assume that children learn those systems by
which language signals meaning. These signalling systems include at
least:
1. the semantic meanings of words;
2. the ways word affixes influence the semantic meanings and

syntactic functions of words;
3. ale Ways phrases and deep structures are assigned to sentences;
4. the ways the surface and deep structures of sentences govern the

modification of word and phrase meaning;
5. the identification of antecedents of pronouns, proverbs, anaphora,

and other prostructures; and
6. the ways structures are assigned to paragraphs and larger units of

discourse and those structures used to modify sentence, paragraph.
and section meanings.
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Self monitoring techniques (17), the process by which the reader
identifies ideas, processes them, and decides whether he is compre-
hending according to some specified criteria, must be developed fully in
every reader. The question "Does it make sense according to what! know
about language and my background experience?" must be present
constantly when anyone reads.

The teacher must learn not only how to design and ask queslions of
increasing levels of difficulty, but must also know the problems
involved for the child in answering them. As a result of an extensive
review of the literature on the use of questions in teaching, Gall (13)
concluded that i half century there has been no essential change in the
types of qUestion which teachers emphasize in the classireorn, Only 20
percent of teachers' questions require students to think, the remainder
being of a factual recall or procedural kind. Unfortunately, practically all
the research in this area has been on the kinds of questions teachers ask,
not on the kinds of questicims they should ask. As Hunkins (20) points out
in his recent bcrok Questioning Strategies and Techniques, effective
materials.and potentially stimulating situations will be of no value if the
teacher lacks skills in formulating questions and using various
questioning strategies.

Questioning strategies such as recommended by Taba (35), Suchman
(34), and a combination of these outlined by Hunkins (20) are essential
skills for every teacher of reading. Through the application of these
questioning skills in the classroom, the teacher would be able to
demonstrate the need for the reader to encode semantically as he reads
and would make this kind of processing unavoidable. The availability of
this new information in long-term memory, coupled with the reader's
existing understandings would promote increasingly effective
interaction as the reader proceeds through the material. Smith (32)
reminds us that the qualitie- of the teacher's questions are undoubtedly
strong determiners of the manner in which students read.

The technique of using adjunct questions (questions inserted in
either pre or post positions in reading material adjacent to the section
where the answers may be found) would appear to be a useful strategy for
promoting interactive reading. The results obtained from my own
research (8), on the use of adjunct questions to facilitate learning and
remembering when reading textual materials, reveal that the facilitative
effect is not simply the result of question type or question placement. A
significant interaction effect was obtained between question type and
question placement and this has important implications for the practice
of inserting guiding questions throughout content materials. Postliteral
adjunct questions were significantly superior to preliteral; and
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prereasoning adjunct questions were significantly superior to
post reasoning.

If literal type questions are used, then the most effective position for
them is in the postreading adjunct position. if reasoning type ("why"
questions) are to he used, then the most effective position is in the
Oereading adjunct positions. The latter type of question in this position
proved to he the strongive facilitator of learning on a long-term memory
basis, even when the effects of the variable of time taken for the reading
was extracted. The least effective ways to facilitate learning and remem-
bering from reading textual materials were to use prereading literal
questions or to instruct the students to read carefully.

Although there are daligers in generalising to the primary school
level the results tof research conducted at the college level, it seems
reasonable to predict that well-framed and thoughtfully placed
higher-coder questions would cause the reader to interact with all the
key ideas and information contained in the passage to arrive at the
answer to the question. Through the semantic encoding required by this
process, important data would be placed into long-term memory store.
The important skills for teachers to develop lie in the area of question
construction and the placement of these in specific adjunct positions
throughout the material to he read.

LEARNING HOW TO LEARN

Having taught the child how to obtain information, ideas, and
understandings from printed materials, the teacher still has the.task of
teaching the child how to learn for future retrieval purposes. Skills, such
as outlining, classifying, analysing, and reorganising, are essential
prerequis'ites for effective learning from reading and should be coupled
with the application of the technique of overlearning. Retrieval cues,
creating strong images' for the material to he recalled and sequencing
material to be learned are effective and necessary strategies for the

:teacher in the facilitation of pupils' verbal learning.

READING AS A DEVELOPMENTAL TASK

Read communication requires meaning, and Smith (31 ) makes the
significant point that communication depends on some base of shared
experience between sending and receiving parties. It appears to me that
any reading programme, which is dependent upon the teacher's constant
selection of the materials for teaching purposes in reading, must exert a
negative influence on student involvement in the most important aspect
of learning to read. Reading must become, as soon as possible, a
developmentally-based learning. experience through which the child
reads for the dual purpose of mastering the task and, as Roberts and
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Lunzer (26) suggest, obtaining information nr reducing uncertainty.
Information has the effect of generating ne tainty and, as a result,
there is a cycle of uncertainty -info a ion-new uncertainty. If reading
can be accepted as an experience in itself, the Piaget priinciples of
assimilation, accommodation, and equilibration would ,,6pear to be

extremely important in explaining the child's intrinsic motivation to
read. Unless the child is allowed considerable freedom to follow his
particular interest on a self-selection basis, it seems unlikely that any
preselected series of stories could by coincidence meet every child's
particular needs in terms of interest. As Vygotsky (37) states, reading
required of children in the instructional setting must meet the personal
needs, interests, inclinations, and impulses of the thinker.
4 The teaching strategies required for this kind of programme are wide
ranging indeed. To stimulate an ever increasing range of interests the
teacher must employ a broadly based developmental-type programme
where the child has constant opportunity to interact with his
environment and to talk, listen, read, and write about these experiences,
or have them written for him. It must be obvious that no single basal
series can meet all learners' needs for this kind of programme, and so a
with range of books would be required with plenty of back-up materials.
This does riot mean that a basal series, which has as its central aim the
development of the interactive reading abilities of pupils should not be
used. but basal series with this attribute appear to be extremely rare.

These, then, are some of the more important teaching strategies
which could have as their outcome the development of readers who,
from the beginning, understand clearly what it is they are learning
readers who constantly use their own knowledge of language and their
experiential background to demand meaning from the material with
which they are effectively involved, and who see reading as an intrinsic
and essential part of living and learning. These strategies could have as
their most significant outcome the development of readers who read
interactively and who want to read for all the necessary and desirable
purposes of life.
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The Development of Comprehension:
A Curriculum for the Gifted Reader

J E Sparks
Beverly Hills Unified School District
Beverly Hills, California .

United States of America

Seventeen years ago, in my first year at Beverly Hills High School in
California, I became concerned about the need for giving more attention
to advanced readers at the high school; so I approached the principal for
permission to tn" a group of fifteen top seniors through an experimental
set of eight experiences during the eight weeks prior to their graduation.
I had complete freedom with those students in content and in
scheduling, keeping them all day, if necessary, in the activity planned.
In those eight weeks, the seniors had such experiences as a full day at
the Hughes Aircraft Labs; an afternoon with a woman who wrote opera;
an evening with Irving Stone, the author; and a session with Dr. Tom
Dooley.

After those eight seminars, the students were so excited that they
asked if they could continue meeting throughout the summer. And even
though they had been graduated, they did meet for six summer sessions
in various homes.

This set of experiences prompted the principal and me to establish a
program the following September, to include about fifteen to twenty
students from each of the four grade levels at the high school. These
students met once a week as separate grade-level groups, with each of
the four groups pursuing readings in philosophic thought. The sessions
were patterned on the Great Books discussion program.

A year or so later there were about seventeen students, crossing all
four grade leyels, that we couldn't fit into their grade-level seminar.
Rather than lose them, we found a time during the school day to get them
all together. That group turned out to be the best of the year, and since
then we have mixed together.all of the grade levels, For a number of years
ncrx, the high school has had a special early-morning period from 7:30 to
8:15 for certain kinds of classeS. Students choose the morning of the
week they wish to attend; and as a result of that initial selection, each of
the five morning seminars now includes some freshmen,sophomores,
juniors, and seniors. I have found that, at an intellectual level, age makes
no difference even though such students may not necessarily
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intermingle socially. What happens instead, at an intellectual level, is
that the freshmen learn from contact with more mature seniors; and the
sophisticated seniors are kept mentally alert by the eager freshmen.

Students are selected for seminar on the basis of an intelligence
quotient over 132, a high reading achievement on a standardized,
reading test, an A-B grade average, and a teacher/counselor recom-
mendation. Once selected at the end of their eighth-grade year, students
may remain in seminar for the four years of high school;'thus, they have
the quite unique experience of four years of philosophic thought. In
general, most of the students in seminar are the top leaders, the top
athletes, the top scholars at the high school who usually gain admission
to the colleges of their first choice.

CURRICULUM

The curriculum for seminar includes readings in philosophy,
discussions of contemporary world affairs, and training in advanced
language arts skills. In general, the groups start each September with
Plate and Aristotle and progress throughout the centuries in
chronological order with selected philosophers, reaching the twentieth
century by June.

To illustrate the relevance of their study to contemporary events, the
following is a summary of one program for a recent term:

Because it was in election year, students analyzed the Republican
and Democratic platforms on education. Because I happened to be on the
board of the Beverly Hills Modern Forum, a lecture series, these students
had opportunities to hear and, in some instances, meet Governor
McKeldin of Maryland on civil rights; Gerald Caplan on psychiatry;
Joseph Kaplan on space; Ralph Bunche on Vietnam, the United Nations,
and race problems; and Dr. aiild Mrs. Overstreet on extremism in
America.

1973-1974

During the past school year the seminar focus was on a combination
of the fir3t-year Great Books Program of St. John's College in Annapolis,
Maryland, and the first year of the Adult Great Books Program of the
Great Books Foundation in Chicago.

For playwrights like Aeschylus and Sophocles, students pUrsued
rese2rch through the Syntopicon of the Great Boqks. They took one of the
101 great ideas in the Great Books and studied it in relation to a group of
authors. HerodOtus has one of the most fascinating indices in print; these
students sqlected some reference from his index and read about it in his
History. Following a seminar discussion of the Hippocratic Oath,
students interviewed a doctor for modern application and use of the
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oath. Aristotle's passage about the five forms of kingship led students to
research history for examples of thbse forms. From Euclid, Archimedes,
and Apollonius, students selected a mathematical proposition to present
to the rest of the group.

Following the reading of Euripides' Medea and of Plutarch's
biography of Pompey, students went to the Header's Guide to discover
modern versions of Medea being performed and to track down some
contemporary references to Pompey.

Students took a page from John Locke to imitate the writing style.
They could write on any subject of their choice, but they had to follow
Locke's sentence patterning precisely. As would be expected, these
students were quite clever in these imitations, which were aimed at
making them more conscious of their own writing styles.

For the stud}Y of Adam Smith, students selected sonic current tax to
analyze according to criteria read in Smith.

After their readings in Hamilton and the Federalist'Papers, students
wrote letters to governors or mayors to get their opinions regarding
Hamilton's ideas about the unity of the executive. It was pathetic to
receive so many responses from city and state leaders who didn't
understand the students' questions.

Tocqueville, the Frenchman who visited America and then returned
home to write so perceptively about Americans, was used as the basis for
a letter to a United States Senator to request his opinion on the
philosophic method Tocqueville described in one of his passages.

1974-1975

Every tour years the seminar curriculum focuses upon Asian
thought, so that students have exposure to Eastern philosophy once
during their four years of high school. I personally believe that all
students should learn something about the thoughts and lives of Asians;
and during our most recent seminar on Asian philosophy, Richard
Nixon quite conveniently made the year extra special for us by going to
China.

I have found a Princeton University Press paperback, written by a
Chinese professor, that traces in extensive detail, with translated
original writings, the full history of Chinese thought from pre-Confucian
ti s to Mao. Because this coming school term is to be devoted to Asian
thought, I have decided to concentrate upon Chinese philosophy in
particular. For the students I have excerpted for school district
publication significant passages from all of the philosophers covered in
the Princeton text, and students will also be given the Princeton book to
keep and refer to for follow-up reading. The text divides Chinese
philosophy into four major chronological divisions: Ancient, Medieval,
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Contemporary, and Modern. The organization of the text fits well into
the quarterly divisions of our school term.

WRITING

Because our seminar hopefully provides a total language arts
experience for the students, there is periodic writing. During the past
term, students wrote four philosophic papers, each of which neces-
sitated the synthesis of readings and discussions for the arter.

As part of the seminar, I give students some informal i struction in
improving their language arts skills. Just a few brief lessot, how to
express a main idea and support it with major and minor details are
sufficient for gifted students in improving the expression of ideas on
paper. In addition. I give students instruction in varying their sentence
patterning in the twenty-three ways that are different trom the usual
subject-verb-predicate pattern. After four years of this kind of training,
students are well prepared for college exposition.

, In addition to my role as director of-the seminars, I also teach reading
kills classes at the high school. These classes are open to any student at
he high school on an independent 'scheduling apti highly indivi-

dualized basis. I often encourage some of my gifted seminar students to
come to the Reading Tower for some specialized need they may have in
writing, vocabulary-building, or reading for flexibility.

PARENTAL INVOLVEMENT

In the Beverly Hills Unified School District we have a super-
intendent of schools whol,is very sensitive to publigk relations with his
community. We never make any curriculum change in the school
district without consulting parents; as a result, we have tremendous
parental support for all of our programs.

In seminar, parents must sign the acceptance form that their children
receive along with the invitation given to those eighth-graders selected
by teachers and counselors for the high school seminar. Thus, parents
have an understanding of the program from the beginning.

Each spriniwe hold an intellectual evening for all seminar students
and their parents. When students and parents arrive atthe high school
cafeteria, they are seated in table groups of ten. Each table group has a
diffcrc::: 1:ne-page philosophic excerpt to read and discuss. Table
discussions are led by juniors and seniors while freshmen and
sophomores serve as table hosts and hostesses. This experience enables
parents to become involved in the same kind of discussions their
children have during the school day. At the conclusion of about forty
minutes of such discussion, the evening ends with all of the seniors at a
head table giving their impressions of four years of seminar.
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During the coming school term, with the emphasis upon Chinese
thought, I will be adding another dimension to parent participation.
Through the Beverly Hills Adult Education School I will be offering a
seven-week course on Chinese philosophy for the parents of the seminar
students. These parents will have philosophic excerpts to read and
discuss in the same manner as their children have during the school day.
Hopefully, this will enable parents and children to have some common
experiences that will enrich family life.

FORMS

Over the years I have developed some special forms to be used for
various purposes. And I have developed some special vocabulary for use
with seminars.

For example, during the past term I did not want to call the students'
writing by the usual terms of composition or theme or paper. So I went to
the dictionary to discover the word disquisition, a formal discourse in
which a subject is examined. During the coming term, student writings
will be called Scrolls. in recognition of the focus upon Chinese thought.

I have a form known as Note and Quote Cards. Students use these to
keep a record of extended reading they do beyond a seminar topic or
discussion. These cards enable me to see the extent to which the seminar
opens doors and to what extent students go through those doors.

Because the seminar session itself is an informal discussion group in
which students sit around a table to share the reading of the week, I waste
no time in asking concrete questions that focus upon the who, what,
when, and where of the reading. These students have only forty minutes,
once a week, together; and I want to make the fullest use of that time
developing the critical and creative aspects of their thinking. I have a
three by five card called I Q, for Interpretive Question. Each student
gives me or the discussion leader, at the beginning of the hour, one of
these cards on which he has written an Interpretive Question based on
his reading. These questions then form the focus for the discussion. At
tiny time, I can also give the leadership of the discussion to any student
in the group who can start it going with his own I Qtor the day. Thus, all
students are prepared at all sessions to take over leadership; and I
become chiefly the instigator who is there in a consultant capacity.

These students are never threatened by my presence nor my
operation. There are no grades attached to seminar; it is part of the
principal's, honors program, and students do receive one credit per
semester for it. Because I am not in a g ?ading situation with these
students, I am able to develop a completely different kind of relationship
with them.
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CONCLUSION
Students we now teach will become our leaders in the 21st century.

The thought overwhelms me with its implication for the teacher's
responsibility to those students who are classified as gifted.

Abraham Maslow wrote that man must be studied as an entity.
Because the seminar 'at Beverly Hills High School focuses upon the
philosophic aspect's ifman, it enables students to study man as an entity.
Because of its positive approach, I have always been empathetic toward
Mallow's concept of self-actualization. When attempting to develop
self-actualization, we are trying to make full use of talents, capacities,
and potentialities of people. Self-actualizing people seem to be fulfilling
themselves aAd doing the test they are capable of doing.

In a world with so much uncertainty, violence, and antihumanhood,
I believe we should give serious attention to that two percent of the
population winch may contain the self-actualizing person or persons
who may make the 21st century the period when man asserts the power
of his humanity.
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Reading to Learn

Laurie F. Thomas and E. Sheila A ugstein
Brunel University
Uxbridge, Middlesex, England

The effective reader is one who can vary his methods of reading to meet
his varying needs from the whole range of written material. Thus the
effective reader is self-aware and self-organised, able to relax and read
for enjoyment es easily as he defines a specific purpose and pursues it.
The basic skills of effective reading are, therefore, those of the self-
organised learner. ,

In helping readers to become more autonomous and aware of their
own processes, a generative model of reading and a number of new tools
have been used. These tools include a flow diagram procedure for
negotiating meaning and a method for recording. reading behaviour.
This reveals the tactics and strategies used in attributing meaning to a
text. The "read records" enable the teacher to explore, with the learner,
the thoughts and feelings underlying his (or her) interaction with the
words on the page. By using the read record and the flow diagram as a
basis for structured conversations about the process.of reading, students
become more effective: more precise, more flexible and more successful
in their own terms. Three different methods of instruction are described.
One method produced significant changes in academic performance.
The others allowed the reader to define his own objectives. They were
each designed to produce a different type of learning conversation with
the reader, and to use this conversation as a basis for enabling him or her
to achieve a greater degree of awa eness and self-organisation.

THE PROCESS OF READING

In order to study how students "read-for-learning" a generative
model of the process of reading was developed. The model relates to the
theories of Bruner (3), Chomsky (4), and Miller (6), and is in some ways
analagous to Goodman's view of reading as a psycholinguistic guessing
game (5). This model structures our whole approach and serves as the
basis for discussing the process of reading with students who wish to
become more effective in their use of reading as a learning skill.

Meaning does not flow from the text into the reader's head. It
originates in his head and is aligned, refined. and elaborated in his
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interaction with the words on the page. Most people are unconscious of
these processes most of the time and cannot, therefore, bring them under'
review. An articulated model serves to mediate the conversational
processes by which awareness may be achieved. The full model is
elaborate, taking note of how beliefs, values, purposes, and prior
knowledge along with the structure of the text itself, contribute to
reading activity. In this presentation, purpose, strategy, and outcome are
being used to indicate areas of primary interest,.

Although simplified, the model must still include the concept of
level, integrating word recognition, syntactic structure, and semantic
organisation.

The structure of the words on the page provokes a search for stable
meaning. The thoughts and feelings associated with this search take
time. Therefore, the patterns 'of time revealed in detailed records of
reading behaviour can be used to infer the sequence of feelings and
thoughts that accompanied it.

THE READING CORDER

How can s h detailed records be obtained? A series of prototypes
resulted in the evelopment of a- cheap, simple method for recording
reading behavio r (7).

71,

I

a

1'

THE READING RECORDER
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,he text is printed on continuous

stationery and is reviewed through a

window (represented by this rectangle).

the size of the window can be varied

to exrose from 1 to 5 lines of text.

The movement of the continuous stationery is under the direct
control of the reader. Her turns a handle on the side of the recorder to
move the text past the window. The movement of this handle is
transmitted directly to the pen of a chart recorder incorporated in the
machine. This produces a graphical record that displays the hesitations,
backtrackings. and forward skims that have occurred during the reading
of the text. Figure 1 shows a simplified version of a record obtained on
the Reading Recorder. This record shows the reading of a four-hundred
line article in twenty minutes. We can see that the lines were not read at
an even rate of , i.e. twenty lines per minute. The first 100 lines were
read in five minutes, i.e. at an average of twenty lines per minute, but

400

350

300

250

200

1 50

l

10 1

time in minutes

20

Figure 1. A simplified version of a record obtained on the Reader Recorder
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then the reader spent five minutes not reading at all. Observation would
have shown that he sat thinking for three minutes and then made some
notes. From the tenth minute to thefifteenth, he read more slowly from
line 100 to line 150, i.e. 's° ; - ten lines per minute. Then the
reader speeded up and read from lines 150 to 250 in two minutes, i.e. 100
lines in two minutes at fifty lines per minute. At line 250, hestopped and
then turned quickly back to line 150 and spent one minute making notes,
not reading. He then scanned evenly and very quickly from line 150 to

line 400 in two minutes, i.e. at 2S2° at 125 lines per minute.

AN EXPERIMENT
Two matched groups were asked to read a complex and unfamiliar

text on the reading recorder. The first group had been through a series of
reading events that led them to expect that they would be asked to do a
multiple choice test to assess the effectiveness of their reading. They
were also told that they would receive such a. test after reading the text.
The other group expected to be asked to write4i summary and wereasked
to read in preparation for doing sd. After the event, each group wasasked
to do both tasks. The results are shown in the illustration. Nineteen of
those expecting to have to write a summary could successfully do so. But
seven of those expecting to have to answer-the multiple choice test could
also do so. Twenty-five (19 + 6) of those reading to summarise were
successful on the multiple choice test and so were twenty-one (7 + 14) of

those who prepared themselves for it.
No one who was able to write an acceptable summary failed the

multiple choice test. In both groups, only two-thirds (19 + 21) were able
to reach the minimum standards on their intended task.

Before considering the reading records in relation to this exper-
iment, it is useful to consider the general nature of the kind of be-
haviour that is recorded.

TASK

Groups is and lb
learning for

ef...,ictive tests

Groups 2a and 2b
learning for
summary

Effective on summary and

objective est

Effective on summary only

Effective on objective tests only

Effective on neither

7

0

14

9

19

0

6

5

Total 30 30

X2 = 11.94 p = 0.01
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TYPES OF READ RECORD

It is useful to classify parts of the'records of reading behaviour irrto
the following five types of "read." These "reads" denote some of the
basic skills of reading. They are an observable representation of the
processes involved in attributing meaning to the text. i.e. comprehen-
sion. Any one.complete record may he made up of a combination of such
reads.

The smooth read seems to be associated with easy reading. The
meaning generated in the reader's head maps immediately and

i

SMALL ITEM LARGE ITEM

SEARCH CHECK .

'4

Figure 2. The Read Types
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"correctly'' onto the words on the page. The meaning may be simple or6

elaborate, and the criteria of "correctness" may be lax or stringent. Thus
the sophistication and standards of the reader will determine what, for
him, constitutes easy reading.

The small item read shows short sequences of reading, followed by
hesitations. The reader needs time to work through the significance for
him of each short section of text. This type of read seems to be associated
with the remembering of small items of information.

The large item read is similar to the small item read, but the items
remembers cover longer pieces of the text.

The arch read seems to be associated with the active creation of
g. The reader searches out the non-linear relationships that he

finds to be compatible with the \words in the text, jumping backwards
and forwards and revising his meanings until they meet his criteria.

The check read is a rapid skim through the text with short pauses of
intensive scanning at personally significant points.
Av,Theseg"reads" exist for various levels in the reading activity. In the

processing of sentences, words are small items and phrases are large
items; difficult syntax leads to searching and checking behaviour. In
reading .a paragraph, the sentence itself becomes the small item. For
complete articles or chapters, these patterns can also be detected.

TACTICS AND STRATEGY IN READING
The reads described in the previous section may be thought of as

identifying the tactics of reading. These basic skills require awareness
and self-organisation if they are to be combined to form flexible
strategies which are designed to achieve our needs and purposes.

In the experiment described earlier, the reading behaviour was
recorded for each subject. The following combinations of "reads" could
be identified (see Figure 3).

All of these strategy combinations were found among the members of
both task groups. Specifying a purpose did not guarantee that an
`appropriate strategy was brought into play.

When the recordings are sorted according to the outcome achieved
by the reader (rather than his purpose or intended outcome), a much
clearer pattern emerges.

Type A strategy was associated with lack of success on both tasks.
The text was particularly challenging to the subjects and no one among
them could be expected to read it easily.

Type B strategy would be associated with success on the multiple
choice task but with only partial success on the summary. Those who
were successful on the summary took up to twice as long to compose it as
those using C and D strategies.
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Types C and 1) were associated with success on the summarising
task. Subjects using Type I) reports that the lJng pause (20 - 30 minutes)
between the item read and the check read was used to sort things out (i.e.
search) iv their head.

Retested two weeks later. successful summarisers retained much
more cif their multiple choice knowledge than equivalent unsuccessful
summarisers. This would support the view that the search activity is
creating a schemata necessary for summarising and incidentally aiding
longer term retention.

4

A.

B.

C.

D.

sm sm sm

sm I tern

sm

'Figure 3. Strategies of Reading

THOkAS & A UGSTEIN 153

1



PURPOSE, STRATEGY, AND OUTCOME

The results of this experiment raise a number of questions alinut
self-organised activity. The reading outcomes were not always
compatible with the assigned task. This may have been because the
learner did not possess the basic skills out of which to generate the
appropriate strategy; but it may also have been because the learner had
misunderstood, or refused to accept, the assigned task as his personal
purpose.

A reader progressively clarifies a specific purpose out of his general
needs in relation to a text, and individuals vary in ability to do this with
ease and precision. They also differ in ability to develop a strategy,
hierarchical plan, or internal program which operates implicitly to
organise their reading activity.

In addition to the results of the experiment here reported, the
recorder has also revealed some interesting facts about the reading of
words in a sentence. Sentences which are syntactically simple can be
understood during one smooth read; but, as syntactic complexity
increases, the smooth read becomes associated with incomplete
understanding. An intuitive grasp of the generative rules of grammar is
insufficient for one smooth processing of the linear sequence of words,
to establish the complex' pattern of meaning. Complettunderstanding
becomes associated with item or search reads that allow time and/or
activity to establish the required structure. Similarly, increasingly
difficult tasks (or purposes) require more elaborate processing which
eventually reveals itself as search activity. It would appear that the
internal program becomes unable to handle the temporary storage and
jump instructions required for the smooth read.

The purpose, as expressed through the strategy and tactics, results in
an outcome. The immediate outcome is experiential; some reorgan-
isation or addition has taken place in the contents of our personal under-,
standings. Readers differ in their ability to appreciate the nature of these
"learnings" realistically. Externalising the outcomes in the form of
notes, spoken words, or changes in behaviour makes this appreciation of
learning more public-. But the aim of the efficient reader is to develop ti
proper appreciating system for continually monitoring the outcomes in
his head.

Thus, purpose, strategy, and outcome are inevitably interrelated.
Interim or lower level outcomes are used to revise and refine longer term
or higher lexel purposes. This cycle continues until a personally
acceptable degree of learning has been achieved.
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CHANGING THE PROCESS OF READING

Reading habits are difficult to change. Having dropped into
unawareness, they obstinately remain unavailable to review..A second
experiment, not reported here (10), has established that a person's read
record can be used to talk him through (i.e. into reconstructing) the
original reading experience. This brings the process of reading back into
awareness and, being visible, makes it available for revision.

In using the model to help a reader, a taxonomy of purposes based on
Bloom (2) has been developed. Progressive exploration and elaboration
of a personal taxonomy sharpens reader awareness of purpose in any
given situation. This, plus awareness of strategy and tactics, focuses
attention on the reading outcome. The flow diagram technique (8) and
various forms of associative net provide a structured approach to the
exptlitation of meaning. The Kelly repertory grid (1) is another
technique for eliciting private meanings.

Having become aware of these three main aspects, the reader can
now begin to experiment with the relationships between them. This
awareness of the whole process of reading-for-learning is the basis for
the achievement of self-organised improvement. These awareness-
raising techniques enabled the authors to help seventeen-year-
old grammar school students to considerably improve their reading
performance.

ONE STRUCTURED COURSE

The reading recorder and the flow diagram technique were used as
the basis for a course to assist students to improve their skills in
reading-for-learning. The course consisted\of ten, separate, tightly
structured modules of instruction and practice. Each module
represented one, area within the taxonomy of purposes; and a
self-assessment procedure, balancing speed and success, was built into
each:. Students were given individual attention, and they worked
through the modules systematically.

Students in a College of Education (teacher training) spend an
average of 35 hours each on this course: Significant changes in
performance were recorded on the before and after tests associated with
each module.

College assignments were used to test whether the improvement in
reading-for-learning skill carried over into general academic
performance. Results of a follow-up study six months after the end of the
reading course are illustrated in Figure 4.
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THREE TYPES OF COURSE

The second course was designed on the basis of group activity.
Instruction in the reading recorcer and flow diagram techniques was
offered and, in discussion, the taxonomy of purposes was explored.
Students were then left to practice with these techniques in their own
way. Again, changes in performance were recorded but the weight given
to various purposes varied from student to student.

The third course was much more student,centred. Much time was
spent relating the needs of the student to the purposes of his reading.
This led many students into reviewing their re ons for being in the
college. A demand for counselling developed an , while many students
changed their courses of study ttention was rientated away from
reading and little or no change in this skill was observed. .

CONTROL EXPEIZIMENTAL

Figure 4. Change in Academic Performance
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LEARNING CONVERSATIONS

To relate the model, the tools, and the methods of i ruction, one to
another, it is useful to introduce the idea of a learni conversation. The
teacher and the learner engage in a structured negotiation, designed to
assist the learner in becoming more skillecl,Aud, self-organised. The
model of the reading process offers an agreed language. Reference to
purpose, strategy tactics, reads, outcomes, etc. takes on a precise
meaning. The conversation can progress fn normal verbal terms until
problems 0,definition or unawareness require the use of more powerful
tools. These offer the opportunity to raise the levels of consciousness
and, hence, the capacity for self-organised learning. Each phase of the
conversation n be carried out in any teaching mode, varying from
styles based n Skinnerian behavioural modification to those
approximating ogerian client-centred therapy. The onus is on each
teacher to develop a repertoire of teaching modes and to judge when and
for what these are appropriate.
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Techniques for Increasing Reading Rate

fames I. Brown
University of Minnesota
St. Paul. Minnesota\
United States of America

For teachers of reading, today's tremendous proliferation of printed
material is a dramatic reminder of the need for increased reading rates.
The veritable avalanche of print necessitates a closer examination of any
and all techniques for meeting that need. My special concern in this
paper is with teaching techniques especially useful with students at the
senior high, college, and adult levels. Within this context, a ,strong
pragmatic orientation seems indispensable.

FORMULATING AN OBJECTIVE
The first step in arriving at techniques for the improvement of rate is

to formulate, carefully and thoughtfully, a specific Abjective. As a
sample, consider the Efficient Reading course at the University of
Minnesota.

Objective: To help, each student develop' the maximum rute
possible, without significant loss of comprehension.
This statement of objective is intentionally open-ended so as to

encourage maximum progress and prqyide desirable latitude for
individual differences. After all, while a typical college class initially
averages around 250 words-per-minute, with 60 percent comprehen-
sion, the range may be from 160 to 420 words-per-minute, with
comprehension of from 20 to 90 percent.

CHECKING AVAILABLE AIDS

Once a reading rate objective has been phrased to your complete
satisfaction, the next step is to examine all available resources of help .
in reaching that objective. Resources include films for use with regular
motion picture projectors and films for use with special projectors. The
latter include various kinds accelerators, with shades, wires or lights
to hasten the eyes down a printed page; and they include tachistoscopes
for sharpening perceptual skills and increasing span. And not to be
overlooked are vocabulary-building aids in film, TV,,slide, card, or
textbook form. The subStrata-factor research by Holmes and Singer (1)
indicates that vocabulary deserves predominant emphasis, since it
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contributes 51 percent to reading speedfar more than any other
first-order factor.

AIDS VERSUS TECHNIQUES

With today's profusion of aids for increasing rate, how important are'
techniques? The first adult classes in reading taught at Minnesota in
1949 .suggest an answer. At that time, we were using two aids, a
tachistoscope and the Harvard Films, with accompanying readings.
That very first, class initially averaged 213 words-perginute, with 79
percent comprehension. 43y the end of the co students had
progressed to 519 words-per-minute, but they showed a disappointing
drop to 55 percent comprehension.

For the very next class, the teacher of the first group used the same
aids, materials, and tests. One change was made. Some new techniques
were added.lnitially, the second class averaged 283 words-per-minute,
with 70 percent comprehension. Final rqults were 721 words-per-
minute, with 66 percent comprehension.

In short, the first class read 2.4 times faster with a loss of 24 percent in
comprehension. The following class read 2.5 times faster with only a 4
percent loss. Such evidence suggests that, while' teaching aids are
indeed important, the techniques we use with those aids are even more
important.

IDENTIFWG ATTITUDES
On 6e a teacher sets an objective, surveys the available aids, and

recognizes the vital importance of techniques, he should determine
exactly what techniques are best. The teacher's success in determining
techniques depends on knowing the students and himself well. To be
effective, all techniques must be solidly grounded on an awareness of
which student and teacher attitudes are helpful. Here, student feedback
is crucial.

One student's performance will .serve as an example. Initially, the
student read at 170 words-per-minute, with 30 percent comprehension.
In over a week he moved up only to 190 words-per-minute. When the
instructor suggested he try a faster speed, the student shook his head. "I
don't get much even when I read slowly and careftilly. I wouldn't get
anything if I went any faster." That remark re#ealed a personal
roadblock. Until that block was removed, no teaching aid could be
effective.

Only when attitudes, such as the one described, are identified and
catalogued can one begin to develop specific techniques to circumvent
deleterious effects. Building a checklist of such roadblocks, to be'used at
the beginning of the course to identify problems, provides invaluable
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help in selecting or devising appropriate techniques. Repeated at the
end, the checklist serves equally well to evaluate success in meeting
student needs.

At the University of Minnesota, we use a checklist of some thirteen
possible reasons for rate difficulty. Students check the one which seems
most apropos. During a recent quarter, "Fear of missing something" was
checked most frequently by 53 percent initially and by only 22 percent at
the end of the quarter. "Lack of confidence" was checked by 30 percent
initially and by less than 1 percent at the end.

Student attitudes help or hinder in achieving objectives but so do
teacher attitudes toward students and their capabilities.

Research by Rosenthal (2), first with mice and .then with
grade-school children, has led to the concept of "self-fulfilling 'proph-
ecy." According to that research, teachers communicate very subtly
their own attitudes and expectations toward individuals in their class,
leading them to perform better or worse than they might have performed
otherwise.

Consider the implications of that research for teachers of reading. For
example, if a teacher is absolutely convinced that 800 words-per-minute
is the top limit as a reading rate, class results would tend to reflect that
limiting, attitude. Or, consider a teacher who is skeptical about the
effectiveness of a certain teaching aid. That skepticism will tend to

.4 permeate his efforts and be communicated to his students, vitiating the
effectiveness of that aid.

Evidence bearing on this theory accidentally surfaced in our own
program. A relatively new teacher taught a section of reading for the
class hour devoted solely to the developing of scanning speed and
accuracy. Fourteen scanning practice problems were planned,
interspersed with suggested tips for increased efficiency. Normally, by
the end of the hour, students are scanning at an average top rate of about
15,500 words-per-minute, with excellent accuracy. The new teacher was
not told what to expect and was quite pleased with his, resultsan
average of 2,161 words-per-minute on identical problems. Without
realizing it, he had apparently conveyed to his students his belief that
2,000 words-per-minute was about all that could be expected.

If they are to bring maximum results, any techniques for increasing
reading rate must be solidly based on insights drawn from careful
evaluation of student and teacher attitudes. In one sehie,,this step may
be more important than the actual techniques themselves. Once a proper
foundation is laid, everything done during eaoitclass hour for the entire
course will tend to fall into place. Separate technique minutiae will
combine to make larger constellations.
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MOTIVATIONAL TEGINIQUAS

At this point, suppose we examine some sample or model
constellations to suggest the many possibilities.

Active self-discoveries. Active self-discovery involves translating
information normally conveyed by lecture into a heuristic .or
self-discovery form to generate heightened interest and more active
student involvement. The difference between being told something and
discovering it for ourselves is cardinal. Keats catches so well the
excitement of discovery in his sonnet. "On _First Looking into
Chapman's Homer," a portion of those realms of gold making up the
reading teacher's domain. Furthermore, so much of what goes on in a
reading class can easily be translated or restructured into this general
technique format.

For example, suppose you want to explain how, as a person now-
increases his rate, he soon reaches a top limit. Faster reading would
result in skimming or skipping. With data from preceding classes,
students can determine that the demarcation line would be, on the
average, 336 words-per-minute.

Translate that information into an active self-discovery technique,
however, and enjoy the quickened interest and enthusiasm. You raise
the. question. Your students discover the answer. Just give them these
directions. "Read the directed selection at your absolute top reading
rate. Don't skip. Don't skim. Read every single word, but read at your
present top rate. The resulting figure will mark your exact upper reading
limit, beyond which you must begin to skim or scan."

This one example should suggest how to restructure much of what is
done in class into active self-discovery form.

Visual expeditors. The second general type of motivational
technique might be labeled visual expeditors. These expeditors involve
translating information into visual ,form, sometimes in combination
With the heuristic. To time students as they read articles in class,
teachers sometimes write on the blackboard or use a slide or trans-
parency with reading time in minutes and seconds indicated.

It takes only a slight restructuring to translate that practice into a true
visual expeditor. Instead of reading time in minutes and seconds,
convert that information into a direct word-per-minute reading figure.
When a student looks up after completing an article he immediately
knows his word-per-minute rate. Take this a step further. If the figures go
up only to 800 Words-per-minute, students will be encouraged to
consider that rate an upper limit. If the figures go up to 1,200 words-
per-minute, a different expectancy is communicated. Such visual
expeditors play an important role and students often raise their heads to
check the figures.
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1,000 Club. Perhaps the most useful visual expeditor for our adult
classes has been the 1,000 Club card, a small card which fits nicely into a
billfold. The club is described to the class a little past the halfway mark
in the course, when interest may tend to lag. The club is unique in that it
has no meetings, no dues, no officers, and no responsibilitiesjust
honor. Any student who achieves at a certain level receives a signed card
which reads as follows:

THE 1,000 CLUB
OFFICIAL MEMBERSHIP CARD

This is to certify that

has achieved a reading speed of 1.000 words a minute or faster, with a
comprehension of 80 percent or better. in the University of Minnesota's
course in "Efficient Reading," Rhetoric 1147.

Date.
Attested.

(Instructor) ,

INSTRUCTIONAL TECHNIQUES
Next, let us turn from motivational techniques to an examination of

sample instructional techniques.
Pacing. Perhaps the most common, and certainly one of the most

useful, techniques for increasing rate is pacing. Pacing is predicated on
the theory that we can do things under pressure that would be
impossible otherwise. Pacing is the underlying principle at work in all
reading films and accelerators. Furthermore, by using a stop watch and
spoken commands, any teacher may pace any individual or entire class

-through any selection at a desired rate. Since pacing is so well-known,
no further amplification is needed here.

Determining the best practice rate. This instructional assignment,
the dc4ye self-discovery type, involves the reading of seven selections.
Students graph their results, noting interrelationships between rate and
comprehension. Students are told to read the first selection very slowly
and then to read each of the remaining six from 75 to 125
words-per-minute faster than the preceding one, despite any adverse
affect on comprehension. The resulfing graph should' reveal, among
other things, students' present optimum practice rates. A secondary.
value is in removing the common attitudinal barrier summed up in the
phrasb, "the faster you read, the less-you comprehend.'

The Lest comprehension for abbut 70 percent of the students is
not achieved at their slowest rate. The graph makes that point nicely,
freeing them from undesiritble stereotypes and attitudes which limit
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progress. The assignment also generates added reliance on the self-
discovery technique.

It is relatively easy to get each student to circle his best compre-
hension score or scores and make the point that optimum results come
from practicing beyond the rate at which he comprehended best.
Practicing what you do well stops progress, just as additional
hunt-and-peck typing keeps you from mastery of the touch system.

Using specialized reading-type skills. Still another technique
involves the teaching of such specialized skills as surveying or
overviewing, skimming, and scanning. These are important skills in
their own right aid deserve to be taught. Our concern here is to teach
them in such a way that they make a major contribution to increasing
reading rate.

Sequence is of particular importance. For example, when intro-
ducing skimming as a reading-type activity, have the class skim an
article immediately after doing a timed reading. This insures
meaningful comparisons. After providing complete directions as to how
skimming is done, you raise the question, "Exactly how do reading and
skimming rates differ and what about resulting differences in
comprehension?" It is helpful to use a timing slide with suitably high
rate figures to reinforce the expected rate advantage. Later, additional
skimming practice is scheduled to fit immediately before a timed
reading. Students will soon notice the accelerating effect of that
juxtaposition and take advantage of it in better organizing their out-of-
class reading.

Surveying and scanning can be treated in.the same way and used as
rate accelerators, as well as skills in their own right.

Individual progress sheet. One last technique involves a
specially-designed, single-page record sheet with space foE entering
records of every reading activity. The sheet is organized so as to present a
developing picture of progress, as well as to pinpoint difficulties. Each
student picks up hisisheeteheikhe comes,in, makes entries during class,
and leaves it afterwards."Theleacher has an accurate check of class
progress as well as of individual problems needing attention.

RESULTS

In conclusion, a capsule look at results from three quite different
structurings or efficient reading (Rhetoric 1147) provides added
perspective for evaluating the kinds of techniques discussed.

1. Regular version: 3 credits. Meets for 30 45-minute periods (221/2
hours of class time). This version involves direct student-teacher
interaction, as described.
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2. Independent study cassette version: 3 credits. No classroom
time. Lectures. timing and pacing tapes, texts, and study guide
provide instruction. Sixty-two students have enrolled since its
recent inception. This version involves no face-to-face
contactonly mail contact with the lessons.

3. Independent study TV version: 3 credits. Twelve 30-minute TV
lessonssix hours of viewing. This version has had over 22,000
paid enrollments from open or closed circuit broadcasting. It
provides a visual instructor but no live face-to-face
relationship--only mail contact for the lessons.
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For the visual TV medium, it was possible to multiply the use of
visual expeditors, achieving unexpectedly good results considering the
limited six-hour viewing timeresults which point up the efficacy of
such expeditors.

Finally, let me quote Hallock Hoffmanflier, sculptor, and
photographer. He once divided mankind into the "quick and the dead."
In his view the quick "are people who can hear questions" and the dead
"are people who know answers." The quick are the pioneers, feeling the
spell of unknown frontiersthe tug of discovery. The dead are settled
stolidly into the comfort of a tidy, well-explained, questionless world.

Hopefully, you should consider this paper as not an anlwer but a
question. leading you on to those further self-discoveries which make
teaching the genuinely satisfying experience it is.
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Maturite pour la Lecture et son Evaluation
par des Maitres Prescolaires

Paul Dickes
Institute of Education
Walfardange, Luxemburg

1. INTRODUCTION

tour le diagnostic de la maturite scolaire ou de la maturite pour
rapprentissage a la lecture, les echelles devaluation, malgre leurs
inconvenients signales par G. De Landsheere (1972, 68-75), sont a cote
des tests psychologiques, des instruments complementaires.

A. Jadoullee (1966) a mis a i point un questionnaire concernant le
comportement, l'attitude, l'autonomie -et la disposition de l'enfant
envers le travail. E. Leclercq-Boxus,(1971) a montre la relation entre les
reponses a ce questionnaire et la lecture en premiere armee d'etude.

P. Dicks et E. Wagner (1974) ont trouve que le jugement des
institutrices sur leurs *Sieves est relativement bien differentia et que
certaines dimensions s'averaient tres predictives pour la lecture en
premiere annee d'etude.

M. Kohn et B. L. Rosman (1972a 1972b) ont degage avec leur echelle
de competence sociale deux facteurs stables qui refletent les dimensions
majeures du comportement adaptatif de l'enfant au prescolaire, a savoir:
a) comment l'enfant utilise-t-il les opportunites pour l'apprentissage,
pour le jeu et pour le contact avec les camarades? b) comment
respecte-t-il les normes, les regles et les limites pour qu'une bonne
adaptation au groupe soit possible? Les correlations entre la premiere
dimension et des tests de maturite scolaire, des tests de connaissance
scolaire et des echelles devaluation scolaire sont significatives (entre
.20 et .40).

Les buts poursuivis par ce travail sont: 1) mettre au point des
echelles devaluation stables qui differencient bien les eleves et
2) etudier la valeur predictive de ces echelles en ce qui concerne
l'apprentissage de la lecture en ,première armee d'etude.

Sur la base des etudes citees precedemment et aprei des essais
preliminaires, un questionnaire a (Ste elabore qui entend mesurer les
dimensions suivantes: a) le comportement de l'enfant au travail, b) le
comportement verbal de l'enfant, c) son interet et sa participation et
d) son respect des normes. Les deux dernieres dimensions ont ate
postulees a partir des travaux de Kohn et Rosman (1972), les deux
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premieres apartir de travaux preliminaires. L'apprentissage de la lecture
est mesure par les batteries LFT1 (DiCkes et Wirtgen, 1973) et LFT2
(Dickes et Wagner, 1974).

2. METHODE

On a fait appel a la tnethode longitudinale. Des enfants ont ate
evalues au jardin d'enfant par leurs institutrices au mois de fevrier et
lorsqu'ils etaient en premiere armee d'etude on leur a fait passer des tests
de lecture: 6 mois apres, a la fin du premier trimestre (batterie LFT1) et 13
mois apres, a la fin du Second trimestre (batterie LFT2).

L'echantillon se compose de 126 enfants, representatif de tous les
enfants qui se trouvent en deuxleme annee du jardin d'enfant de la ville
de Luxembourg. La representativite est garantie par rapport a rage, au
sexe et a l'origine sociale du pare. On a utilise la technique de
Pechantillon stratifie pondere. 21 classes furent choisies au hasard
parmi les classes de la ville et a l'interieur de ces classes, 6 enfants ont ate
selectionnes suivant le hasard. L'age moyen des enfants est de 67,52
mois avec un kart-type de 3,51 mois. L'echantillon se compose de 70
files et de 56 garcons, 25 enfants ont une autre langue maternelle que le
luxem bourgeois.

En premiere armee d'etude, certains enfants n'ont pas pu passer les
tests de lecture (a cause de demenagements, maladies, etc.).
L'echantillon pour le premier trimestre se compose de 110 sujets, pour le
second trimestre it se compose de 109. La representativite reste assuree.

Les voriabfes utilisees dans cette etude sont les echelles devaluation
et les batteries de la lecture LFT1 et LFT2. Chaque institutrice avait a
apprecier 6 enfants. Les items sont presentes sous forme bipolaire et on a
donne une courte description des extremites des echelles. La maitresse
dispose de 5 echelons par item et elle doit situer l'enfent sur un.de ces
reperes. Les 8 enfants sont apprecies ensembles. L'ordre de presentation
des items est determine par le hasard. Les yeponses sont codees de 1 a 5
de telle faWn queles polarites "positives" ou "favorables" recoivent les
chiffres les plus eleves.

Voici la liste des echelles devaluation. Pour chaque &belle on a mis
entre parentheses les chiffres attribues aux polarites extremes.

Liste des echelles.d'evaluation

CornportrMent dry hnfant au travail

1. 1_,M-sque Infant travaille A quelciue chose it
est generalement f! n retard ,a gen'eralement fini dans
par rapport aux autres (1) les premiers (5)

2 enfant est-il indepencrant dans ce qu'il fait a l'ecole?
se debrouille tout ne salt rien faire
seul (5) tout seul (1)
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3 Lorsqu'on a donne a l'enfant un travail a finir, cl
ne l'acheve que le continue jusqu'au bout
rareinent (1) le continue jusqu'au (5)

4 Lorsqe l'enfant fait un travail ['bre. .

reste a son travail it ne veut tumours faire autre
demande pas a.changer hose 11)
d'activite (5)

Lorsqu'on donne a l'enfant un travail qui contientquelques
difficultes, it
veut les surmonter (5) abandonne facilement

',levant celles-ci (1)

)

Respect des norrnes

6 En ce qui concerne l'observation des consignes de la vie quotidienne
en classe. l'enfant
Wen tient pas compte (1) les accepte, sans difficultes (5)

7 En classe l'enfant
laisse les autres derange facilement les autres
enfants tranquilles (5) enfants (1)

8 Lorsque l'enfant est (ache. il
pique des crises de parvient facilement a se
colere (1) controler (5)

9 EM-ce que l'enfant derange la classe par son bavardage et sa turbulence?
jamais (5) sou vent (1)

10 Envers les autres enfants de la classe, (*enfant se montre ag if
(tape, pince, embete, etc.) (1) ne se dispute jarrtais avec les

autres enfants (5)

Comportement verbal

11 t.orsque l'enfant s'exprime en luxembourgeois
ses phrases sont elaborees utilise de courtes phrases
(emploi de conjunctions, de peu structurees (1)
All bordonnees) (5)

12 Son tecabulaire luxembourgeois (connaissance de mots et expressions) est
tres pativre (1) etendu (5)

13 Lorsqu'on donne des consignes (en luxembourgeois) a
l'enfant pour une nouvelle tache, ii
comprend directement (5) ne comprend pas; it faut

completer la consigne par une
demonstration concrete (1)

14 l.a pronociation des mots luxembourgeois
6 ente de nombreuses

fautes, (1)
est correcte, exempte de
fautes (5)

15 Les mots quo l'enfant emploie en luxembourgeois sont
is6s de facup precis et adequats (5)

proximat ive (1)
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Intertit. Participation

16. Pour les activites et les chases de son environnement,
)'enfant manifeste 4
tres peu d'activite
tres peu trinteret (1) beau( i )up d'interil (5)

17 En recreation reptant lout-) &habitude
sell! (1) aye( les autres enfants (5)

18 L'enfant
accapare la mattresse et
Iui raconte les petits
evenements de sa vie (5)

ne s'exprime )amais
spontanement (1)

19. Lorsque )'enfant execute un travail qui l'interesse, it
ne communique pas avec communique son interet aux
les autres (1) autres enfants (5)

Les acquisitions en lecture sont mesurees au moyen des, batteries
LFT1 et LFT2. Ces batteries sont desti flees a mesurer les connaissances
des elevs A la fin du premier, respectivernent A la fin du second trimestre
de la premiere annee scolaire. II ne s'pgit pas de batteries paralleles, mais
cumulatives, c'est-A-dire que les deux batteries sont construites au
moyen des memes principes, contiennent le memes type de sous-tests,
mais les items sont differents: les items du LFT1 sont representatifs du
manuel d'apprentissage de la lecture de la premiere moitie de l'annee,
alors que la representativite des items du LFT2 se rapporte sur
)'ensemble de l'abecedaire.

Voici la liste des sous-tests, avec une courte description et des
indications quanta leur fidelite.

Lisle des sous-tests de lecture

1, Copie d'un texte. L'enfant doit copier un texte dans un temps limite. Le score
est cnnstitue du nombre de mots c;orrectement copies (LFT1: r = 0,94:
LFT2: r = 0,99).'

k. Reconnaissance acoustique. Reconnaitre visuellement un mot prononce
oralement par l'experimentateur (LFT1: r = 0,83; LFT2: r = 0,88).

3.. Comprehension d'images. L'enfant doit ecrire le mot qui correspond a une
image (LFT1: r = 0,82: LFT2: r =0,77).

4. Reconnaissance de mots par )'image. L'enfant doit reconnaltre le mot qui
correspond a une image (LFT1: r = 0,72; LFT2: r = 0,80).
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5. Reconnaissance de phrases par !linage. L'enfant dolt reconnaitre la phrase
qui correspond a one image. (1.1.71: r- = 0,63; r = 0,79).

6. Dictee de mots: Dictee de mots dans le contexte dune phrase (LFT1: r =
0,78: LFT2: r = 0,87).

7. Closure de phrases (LET!: r = 0,75; r = 0,87).

8. Reconnaissance de phrases. L'enfant dolt reconnaitre une phrase qui Iui est
e presentee visuellement (LFT1: r = 0,85; LFT2: r = 0,81).

9. Fusion visuelle de mots. L'enfant dolt fusionner visuellement un mot
presente^visuellement en reconnaissant le fragment qui correspond au mot
sectionne (LFT1: rit = 0,68: LFT2: r = 0.84).

3. RESULTATS

3.1 LES ECHELLES DEVALUATION

Le tableau 1 montre la moyenne, l'ecart-ty e, la mediane et le degre
de biaisage des courbes de distribution. Le courbes sent nettement
biaisees vers le cote favorable des echelles evaluation. Ceci est un
phenomene courant des echelles devaluation qui s'explique par les
exces d'indulgence des juges (G. de Landsheere, 1972, p. 73).

Variable no Moyenne

41'
1 3,405

4.024
3 4.222
4 3.905
5 3.675
6 4.032
7 3,690
8 3.794-
9 3.254

10 3,444
11 3,683
12 3.857
13 3,587
14 34302
15 3.921
16 .3.968
17 4.540
18 3.405
19 4.111
20 3.381

Ecart-type

1,465
1,156
1.,251
1,223
1.408
1,131
1,405
1,286
1.402
1.190
1,451
1.257\
1.421
1,431
1.294
1.265
0,969

.529
26

Methane skew

3,73 -2,095
4.40 -4,311
4,70 -7,049
4.21 -4.428
4.08 -3.272
4.32 -5,110
4.10 -3.196
4.10 -3.884
3.42 -1,442
3.67 -2.700
4.13 -3.298
4.16 -4.709
3,91 -2.894
4,30 -4,288
4.29 -5.075
4.38 -5.018
4.84 -10.471

-1,895
4. 2 -5.275
3. 0 -1.917

Tab. I: Moyenne. ecart-type. medhane et "skewness" des echelles
d'appreciation (N = 126).
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Le tableau suivant contient les intercorrelations entre les jugements:

Variables Variables

1 2 3 4 5 6 7 8 9 10

12 13 14 15 16 17 18 19 20

43,8 548 374 413 :320 155 125 , 051 102

226 . 271 37`1 120 313 098 048 060 225 -002

561 472 467 336 167 186 080 062

424 476 67'3 356 499 148 253 099 361 077

3 4
479 518 458 240 138 195 234'

281 437 592 297 401 217 098 145 334 -017

4 512 546 471 344 406 464

362 408 424 364 450 065 ,991 -009 281 -163

5 358 207 122 119 111

337 390 500 ,297 416 210 055 110 346 083

6 510 384 424 518

357 442 466 370 505 208, 211 150 305 -152

7 593 714 700

081 147 164 184 259 -028 -058 -135 057 -229

43 469 625

033 021 054 125 192 -058 -025 112 -050 -171

9 670

079 161 137 237 232 '-095 -190 -194 -059 -411

110 150 147 296- 298 -086 -119 -051 -067 -404

11

721 603 670 663 182 254 163 25 -011

12
719 745 687 334 2.74 180 288 035

13
471 609 224 180 044 359 023

14
773 089 176 125 143 -085

15
116 143 154 31'9 -084

16
249 416 222 212

17
294 319 402

18
341 301

19
324

20

Tab. 2: Sitatrice des correlations Bravais-Pearson (x 1000) des echelles
d'appreciatian. N = 126
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La matrice factorielle en composantes principales avant rotation et
apres ioption varimax se trouve au tableau 3. Nous voyons par le tableau
4 que nous expliquons 64,75% de la variance. I:analyse est arretee
lorsque la valeui propre ton-16e en dessous de 1.0. La stabilite de la
structure factorielle, mesuree au moyen du critere de Kaisel (Veldman,
1967) est a considerer comme satisfaisante (voir tableaux 5 et 6). Les
variables 19,18 et 20 sont moins stables. Ces variables saturent surtout le
facteur III qui dbit, des lore etre interprehSpavec plus de Prtdence. La
solution factorielle (tableau 3) apres rotation varimax obeit au principe
de la structure simple. sensu Thurstone.

L'interpretation des facteurs est eisee puisque les saturations elevees
correspondent exactement au modele theorique: le facteur I definit le
"comportement verbal,-le facteur II le respect des normes, le facteur III
l'interet, la participation et le fas-steur IV le.comportement de l'enfant au
tcavail.-Le tableau 7 rend compte des relations entre le modele theorique
et l'arialyse factorielle.

Variable

I

Avant rotation
Facteurs
II III IV

Variable

I

Aprits rotation
Factenr3

II III IV hr
1 518 -091 -248 -477 1 054 057 006 -744 560
2 687 -22b -090 -305 2 342 046 ,-130 -699 625
3 688 -088 -261 -358, 3 181 183' -104 -774 677
4 720 232 -165 -129 4 261 -497 -012 -547 615'
5 4 626 -143 -205 -336 5 198 105 -110 -711 568
6 726 , 209 -205 206 6 316 614 -248 -343 65¢
7 481 659 -261 179 7 0317 859 052 -154 765
8 350 595 -273 191 8 -046 , 760 027 -082 587
9 407 722 -024 139 9 134 791 248 -038 707

10 463 720 -085 253 10 15 874 135 -018 805
11 678 -262 456 136 11 835 011 -136 -199 755.
12 773 -275 362 1,36 12 829 070 -209 -294 823
13 778 -236 148 -221 13 591 038 -083 r611 731
14 691 ,-067 525 218 14 874. 176 -038 -092 805
15 796 -078 344 091 15 784 222 -080 -310 766
16 262 -402 267 317 16 119 -002 -612 -112 402

A
17 242 -469 -200 433 17- 193 -040 -7.683 -0b8 506
18 177 -469 -295 452 18 087 -034 -730 010 542
19 434 -419 -371 055 19 097 -003 -552 -436 504
20 -073 -623 -354 , 179 20 -144 -343 -638 -071 551

Tab. 3: Matrice factorielle des echelles d'appreciation, avant et apres rotation
(saturations multipliees par 1000). Les saturations superieuressa I .501
dans la matrice factorielle apres rotation sont soulignees..N = 126.
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On a calcule pour chaque sujet ses quatre scores factoriels en se
basant sur la matrice factorielle apres rotation.'

Facteurs Avant rotation
Valour % variance
propre expliquee

Apres rotation
Valeur % variance
propre expliquee

I 6.504 32.52 3.605 18.02

Il 3.388 16.94 3.587 17.94

III 1 61( 8.08 2.348 11.74

IV 1.441 7 21 3.409 17.05.

Total 12.949 64.75 12.949 64.75

Tab. 4: Valeur propre et % de variance expliquee de ('analyse factorielle des
echelles d'appreciation, avant et apres rotation.

Facteurs
impairs

Facteurs pairs

1 2 3 4

1 0.9864 0.0390 0.0893 -0,133
2 -0.0343 0,9989 -0,0125 0.0304

3 0.1302 -0.0252 0.0396 0,9904

4 0.0942 0,0101 0,9951 -0,0271

Tab. 5:. Cosinus entre les axes factoriels des echelles d'appreciation des sujets
impairs et sujets pairs

Variable Cosinus Variable Cosinus

3 0.906 11 0,967',

2 0.983 12 0,973

3 0.964 13 0,961

4 0,992 14 0,979

5 0.985 15 0,904

6 0,978 16 0;932

7 0.964 17 0,969

8 0,963 18 0,826

9 0,938 19 0,672

10 0.985 20 0.879

Tab. 6: Cosinus entre les echelles d'appreciation des sujets impairs et sujets
pairs
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3.2 LES TESTS DE LECTURE
Le tableau 8 contjent la moyenne et l'ecart-type des sous-tests de

lecture pour la fin du premier (LFT1) et du second trimestre (LFT2).

Variable
no.

LFT1: ler trimestre
N = 110

Moyenne Ecart-type

LFT2: 2ieme trimestre
N = 109

Moyenne Ecart-type

1 17,337 9.810 51,394 21,077

2 15.200 4.750 14,826 3,986

3 1,673 2,339 6.138 3,627

4 5,336 2,990 11,908 3,985

5 3,309 1.658 10,037 4,082

6 4,427 2,550 6,697 3,896

7 3,545 2,452 7,569 4,922

8 11,009 3.146 12,156 3,275

9 4.636 3,153 8,523 4.684

Tab. 8: Moyenne, kart-type des sous-tests de lecture (LFT1 pour la fin du
, premier trimestre, N = 110; LFT2 pour la fin du second

trimestre, N = 109)

Les tableaux suivants contiennent les coefficients de correlation
Bravais-Pearson pour les sous-tests du LFT1 et du LFT2.

*If

Sous-tests Sous-tests

r 1 2 3 4 5 6 7 8 9

1 197 509 124 241 554 509 394 425

2 396 579 414 611 475 412 527

3 412 438 700 524 362 544

4 547 439 483 379 453

5 303 301 339 568

6 687 465 554

7 412 516

8 424

Tab. 9: Matrice des correlations Bravais-Pearson (x-1000) des sous-tests de la
batterie LFT1 a la fin du premier trimestre N = 110.

174
.51
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Sous-tests Sous-tests
1 2 3 4 5 6 7 8 9

1 347 41 267 300 443 418 364 427
2 637 477 630 706 641 542 584
3 716 676 770 802 456 693
4 704 . 544 680 446 649
5 576 732 619 684
6 810 474 602
7 543 719
0 489
9

Tab. 10: Matrice des correlations Bravais-Pearson (x 1000) des sou- -tests de la
batterie LFT1 a la fin du second trimestre, N/ = 109.

Au tableau 11 on peut voir les matrices factorielles en composantes
prinbipales avant et apres rotation varimax du LFT1.

Sous-
tests

Avant rotation

I II

Sous-
tests

I

Apres rotation

II 62
609 -637 1 877 -058 772

2 722 333 2 306 734 632
3 7q8 -220 3 714 358 638
4 683 \ 524 4 148 848 741
5 632, I' 449 5 161 758 601
6 831 -255 6 784 375 751
7 762 -200 7 696 369 621
8 638 -046 8 501 398 409
9 783 086 9 518 593 621

Tab. 11: Matrice factorielle des sous-tests de lecture LFT1. avant et apres
rotation (les saturations sont multipliees par 1000). Les saturations
superieures a I .50 I dans la matrice factorielle apres rotation sont
soulignees.

Par l'anaryse factorielle nous extrayons 64,34% de la variance (voir
tableau suivaritanalyse est arretee lorsque la valeur propre tombe en
devous de .80.
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Facteur Avant rotation ,Apres rotation
..,

valeur % variance valeur . % variance
propre expliquee propre expliquee

I

11

Total

4.64

1,15

5,79

51951

12M3

64,34

i...
3.04

2.75

5.79

33,78

30,56

64.34

Tab. 12,: Valeur 'propre et pourcentage de variance expliquee de l'analyse
factorielle des sous-tests LFT1, avant et apres rotation.

La fidelite de la structure factorielle mesuree 'par la meth de de
Kaiser sur les sujets pairs-impairs est satisfaisante, Le cosinus en re les
tests des sujets impairs et pairs est le suivant:

Test Cosinus
1 0,92

2 0.82

3 0.87

4 0,97

5 0,77

6 0,90

7 0,96

8 0,98

0,97

La stabilite est plus faible pour le test no 5, ce qui peut s'expliquer par
sa faible fidelite.

Le premier facteur peut si;interpreter comme un facteur general de
lecture qui est sature par deg tests aussi differents que copie d'un texte,
reconnaissance de phrases. fusion de mots; comprehension d'images,
dictee de mots et closure de phraseA.

Le second facteur s'interprete comme un facteur de reconnaissance
visuel le, puisque tour les tests a choix multiples (sauf reconnaissance-de
phrases) ont des saturations superieures a .50. Le test reconnaissance de
phrases n'est pas bien explique par cette analyse, car sa communaute =
0.409. La variance inexpliquee provient de facteurs specifiques et de
variance d'erreur.

Pour cheque sujet on a calcule les scores factoriels a partir de la
matrice apres rotation.

Le tableau suivant contient les matrices factorielles avant et apres
rotation varimax du LFT2.

176 a Reading Readiness



Sous-
Test

1

2

3

4

5

6

7,

8

9

Avant rotation
Facteura

1

525

787

880

782

842

842

905

682

828

11

791

040

067

341

247

119

-048
094

-040

Sous-
Test

1

2

3

4

5

6

7

8

9

.

1

153

701

829

853

869

718

844

. 583

771

Apres rotation
Facteur

H

937

360

301

012

121

455

330

1 367

305

112

902

621t

779

728

771

723

821

474

689

Tab. 13: Matrice factorielle des sous-tests de lecture LFT2, avant .et apres
rotation (les saturations sont multipliees par 1000). Les saturations
superieures a i .50 I dens la matrice factorielle apres rotation sont
soulignees.

Facteur Avant rotation . Apres rotation
Valeur % variance Valeur % variance
propre expliquee propre expliquee

I 5,67 62,99 4,85 53,87

II 0.84 9.29 1.66 18,41

Total 6.51 72,28 6,51 72,28

Tab. 14: Valeur propre et pour4entage de variance expliquee de l'analyse
factorielle des sous-tests LFT2. avant et apres rotation.

Si on examine le tableau 14, on voit que 72,28% de variance est
expliquee par l'analyse factorielle. Apres rotation ('importance du
premier facteur reste relativement grande puisqu'il explique encore
53,87% de la variance. Le role du secondfacteur est plus secondaire
(18,41% variance). La stabilite de la structure, calculee au moyen de la
methode de Kaiser entre sujets pairs-impairs est excel lente et meilleure
que pour le LFT1 . Les cosi nus entre les tests sont superieurs ou egaux a
0,90 pour toutes variables.

Test Cosinus
1 0,94

2 0,93

3 1,00

4 0,96

5 1,00

6 0,97

7 1,00

8 0,90

9 0,90
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Ce phenorneile- peut s'expliquer par la meilleure fidelite des
sous-tests du LFT2. Le premier facteur qui est le plus important est
nouveau un facteur global de lecture, puisqu'il sature fortement toutes
les variables a l'exception du premier test: copie de texte. Le second
facteur, moins important s'interprete comme un facteur ecriture. Il est
hautement sature par le test: copie d'un texte (0,94) et demeure encore
significatif pour le test: dictee de mots (0,46).

On a calcule pour chaque sujet les scores factoriels a partir de la
matrice sprits rotation.

3.3 REGRESSION DES ECHELLES DEVALUATION SUR LES TESTS DE LECTURE

Pour chaque sujet nous disposons de 4 scores factoriels, obtenus
partir des echelles devaluation et pour le premier, respectivement pour
to second trimestre de deux scores factoriels obtenus a partir des tests de
lecture.

Les correlations simples entre les facteurs d'eva.luation et les facteurs
de lecture sont les suivantes:

Facteurs devaluation

LFTI
Facteurs

:Facteurs de lecture

LFT2
Facteurs

2 1 2

1. comportement 0.25xx 0.31xx 0,44xx 0,18x
verbal

2. respect des 0,11 0.14 0.17 0,08
normes

3. iriieret. -0,04 0,04 0,10 0,08
participation

4. comportement -0,13 -0.17 -0,21x -0,18
travail

Au m6yen de l'analyse de regression multiple nous introduisons en
regression, pas a pas les scores factoriels des, echelles devaluation
(Draper, N. R. & Smith, H. 1966) qui sont les variables indepentdantes.
Les variables dependantes sont les scores factoriels, obtenus a partir des
tests de, lecture. Les resultats pour le LFT1 se trouvent reproduits au
tableau 15 et pour le LFT2 au tableau 16.
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Tests de Lecture LFT1
Eckel les Facteur t Lecture Facteur 2: Reconnaissance
-cl'infprecia- --somme % de Ia. Vain la ..somme % de la % de lation carres somnie somme canes 'minim, somme

rnduits reduite totale redults reduite totale
' (1). . (2)` (3) (1) (2) (3)

Facteur l' 7:06 60,82 6,4 10,71 63,71 9,7
compost.
verbal

.

Facteur 2.
respect
normes

1,30 11,20 1,2 1.92 11.40 11.7

Facteur 3:
iiiteret.
particip.

0,84 7.24 0.80 0.05 0,30 0,0

Facteur 4:
comport'
travail

20,76 2.2 4.16 24.70 3,8

Total 11',60 100
....

. -1.0,6 - 16,842 100 15,3
R 0,325 0.391
,.

Tab. 15: Le coefficient de correlation multiple (R), la somme des carres re uits
par les facteurs d'ap.preciation, les pourcentages des facteurs par
rapport de la somme des carres reduits et les pourcentages des facteurs
par rapport a la somme des carres totale- pour les scores factoriels du
LFT1 (N = 110).

Echellets Testi f lecture LFT2 ..

d'apprecia- Facteur 1: Lecture Facteur 2: Ecrfture
tion (1) (2) (3) (1) (2) - (3)
Facteur 1: 20,75 68,13 19,0 3,46 44.88 3,2
comport.
verbal

Facteur 2: 2,80 9,19 2,6 0,71 9,21 0.7
respect
non-m.80

Facteur4 0.02 . 0,07 0.0 0.1 '2,20 0,2
interet,
particip.
Facteur 4: 6,89 22:62 6,3, 3,37 3,1, ,

Total 30.46 100 37,9 7.71 100 7.1
R 0,509 . 0.266

F.

Tab. 16: Idem pour ,les scores factoriels du LFT2 (N = 109)
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La meilleure prediction est realisee pour le facteur 1 du LF4T2

puisque-f -Z0,509, ensuite elle reste trim significative pour le facteur 2
du LFtt < 0.01) et elle reste encore significative-(p 5 0.05) potir le-
facteur 1 du LFT1 et pour le facteur 2 du LFT2.

Le role du facteur .verbal est important pour le premier trimestre,
aussi bien au niveau de la lecture que pour la reconnaissance et reste
preponderant pour le lecture au second trimestre.

Au- comportement de l'enfent au travail revient la secbnde place
surtout pour predire la reconnaissance au premier trimestre et la lecture
au second Arimestre.

Le role des facteurs 2 et 3 des &belles devaluation_ est plus
negligeable.

4. CONCLUSIONS
Les evaluations portees par les institutrices du jardin d'enfent sur les

enfants ont ate soumises a une analyse factorielle en composantes
principales qui a degagee une structure simple de 4 dimensions
independentes: 1) comportement verbal, 2) respect des normes,
3) interet, participation et 4) comportement au travail. L'analyse
factorielle les tests de lecture a donne a la fin du premier trimestre de la
premier. rinnee scolaire, deux facteurs independents qu'i kora: lecture et
recon Jissance et a la fin du second trimestre: lecture et ecriture.

La regression multiple des facteurs devaluation sur les facteurs de
lecture a montre que la lecture au seco trimestre est la plus predictive. -
Le role du facteur verbal est le plus i portant dans la prediction, suivi
par le comportement au travail. Le rot dt1 facteur respect des normes et
du facteur "interit, participation" 'est "gligeable.
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4

Self - Evaluation ,and Reading Development

_ Doh 'Holduwoy
Aucklarid Teachers College
Auckland. New Zealand

It is necessary to define the limits, and so f the limitations, of this
discussion. I would like to highlight a few s al features of the subject,
drawing almost exclusively on New Zealand experience and, at the same
time, acknowledge a host of 'unstated relationships with the inter-
national culture of ideas.

READING AS ORCHESTRATION: AN ANALOGY

Listening in to the neat simplifications about learning to read
produced by one methodology after another, we would hardly gain the
impression that, reading is among the most complex processes in
creationthat it is almost as complex as man himself. Reading is an
orchestration of disparate behaviours which, if they are to achieve their
various and proper ends, must become an ordered and functioning
unity.

Thinking for a moment of the human organism as an orchestra of
many members provided with its own conductor, we may conjure up a
suggstive analogy for our present purposes. We would not attempt to
judge an orchestra simply by analysing the qualities of each instrument,
nor by auditioning each player. We may approach the really significant
aspects of evaluation only as the orchestra begins to function in
performing from a particular score under the baton of a particular
conductor.

Acknowledging the fact that our analogy fails to represent the com-
plex relationships existing among individual human abilities, let us de-
velop one or two suggestions from the model before dispensing with it.

First, the quality of an orchestra's performance from moment to
moment depends in large measure on the sensitivity of-each member to
the performance of others as he hears them. In other words, channels of
communication link each member in a feedback loop which influences
the precise way in which that member carries out his own skilled
function. Similarly, within the inrdividual reader, different types of skills
influence one another as they function; and the information loops which
carry this influence area vital part of the total activity.
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Second, the governing influence of the conductor's presence and
movement bring confidence and precision to the orchestration.
Similarly, reading behaviour depends on some final, directing influence
within the reader. A teacher, standing as he does outside the abilities to
be controlled and cut off from the subtle messages of feedback which are
being transmitted within the reader, cannot fulfill this function. He can
only teach the reader to do so for himself. Reading is a self-governing
process;a self-conducted performance.

THE DEVELOPMENTAL PERSPECTIVE IN EVALUATION
Any, approach to evaluation which oversimplifies the content of

reading behaviour, or fails to emphasize the central function of
integrative and control processes, falls short of the reality. By
approaching reading as a developmental process, and the learning of it
as a series of complex developmental tasks similar to those involved in
learning to speak, we avoid some of the most distorting simplifications
of. analysis. This point of view does justice to the kinds of priorities
highlighted by the orchestration analogy, especially the emphasis it
placeson autonomous feedback and control, and on the need to evaluate
parts as they function within an organic whole.

Let us consider two questions: 1) By what means may the teacher
monitor the total array of behaviours which may reasonably be held to
fall within the concept of reading competence? 2) How much of this
monitoring should be undertaken by the pupil as an important part of his
development as a self-organized learner?

The first interesting thing about these questions is their order. We
take it for granted that evaluation is fundamentally a teacher task and
only secondly a function

we
the learner. Now, in taking up the

developmental perspective, we are forced to reorder these questions and
look upon self-monitoring as the primary mode of evaluation influ-
encing the learning process' Teacher evaluation, though still essential
and powerful in shaping reading behaviour, takes the secondary role.

LEARNING TO READ AS A SELF-MONITORED PROCESS
The climate of thinking about learning to read in the past decade was

greatly influenced by those who finally dispelled the myth that there
was a perfect, best method of learning to-read. How distracting that
mythrand how deeply it distorted our view of evaluation. In the less
cloudy climate that has prevailed since that time, research and
development have been able to shift their emphasis to a proper focus on
learning to read rather than on teaching readitig.

A large proportion of children in all developed, countries have
learned to read successfully under very different regimes of method, and
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many. recent research studies have been concerned with describing the
actual behaviour of these children. Learning io read is beginning to be
displayed as a series of natural, healthy progressions that look very
similar in different instructional systems once the trappings of method
have been taken away. Successful children are too busy forming their
own destiny as literate individuals to take too much notice of what their
teachers'tell them to do. It is the really conscientious youngsters, who try
to stick closely with the instruction instead of supplementing it liberally
with common sense, who are really at risk as readers.

We have much, to learn froin closer observation of successful
learners, and we are more likely to help the less confident children by
inducing them to operate like the successful ones than by imposing the
1-htlf-truths of some methodology which we must monitor closely
ourselves because the child has no earthly chance of understanding
what it's all about.

One of the most interesting things about successful readers is their
comparative independence at all levels- from extrinsic reinforcement
and I control. They approhch reading with high motivation and
self-confidence, aware from day to day of what print has to offer them.
and they get from it that special sense of achievement which comes from
the habit of self-monitoring. In learning to ride a bicycle, a child will
drive his body to the point of exhaustion, skin his knees, and even risk
life and limb as he wobbles down the footpath. So, at appropriate times,
the child who comes to reading with the right developmental set chooses
his own speed. his own threshold of frustration, his own tolerance for
repetition and practice as he masters each new challenge of the task.
True, he gains much from sensitive and interested adults around
himespecially from his teachets----just 4s in his infancy, he took
models for speech from his parents.

SELF-REGULATING SYSTEMS AND HUMAN SKILLS

Most human skills are self-regulating, even in their earliest stages of
development, and a part of mastering skills at each stage is learning how
to regulate them. As a technology has been developed for constructing
such self-regulating mechanisms as computers, some researchers (9, 14)
have taken up the significance of cybernetic theory. But we have a long
way to go before we understand the feedback systems which control

,hUman skills and their acquisition.
In this decade, we 'have all seen the dramatic lift-off of the giant

Apollo rocket, awesome in its power as well as its fingertip delicacy of
self-regulating balance control. The giant, rocket appears to defy all laws
of experience as it hovers momentarily over the pad before accelerating
upwards. Yet the electrogyroscopic balance feedback of the Apollo is
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like a crude mechano model in comparison with the organic computer
and the neuron, feedback loops guiding the reading .behaviour of the
ordinary child,

SELF-REGULATION IN LEARNING TO READ

Three important insights _which arise from feedback theory are
highly relevant to our subject. First, feedback Jand guidance systems are
invariably more complex than the power systems they control; second,
they can go wrong in a greater variety of ways than the power systems
dependent upon them; and third, internal communication channels,
responsive in miniseconds to changes in the power system, are vital to
their function.

Now, if we see reading behaviour as a self-regulating system4ve
realize that self-evaluation of reading behaviopr is at the same time rrii(re
complex, mere difficult to learn, more delicate and fragile, and more
vital to success than is the response or performance side of the sys \em.
would appear, furthermore, that in human learning, as distinct from
contrived mechanisms, the feedback system fulfills a further function of
reinforcing efficient behaviour and thereby implanting new levels of
sophistication in the system as it is 'constructed. During-the learning
stages of a skill, this second function of human feedback may be even
more important than the first.

A strong line of research pioneered by MacKinnon (10) in Canada,
developed in depth by people such as Goodman (6), and represented
locally by a decade of productive developMental research by Clay and
her students at the University of Aucklimd (many later references),
emphasizes the central importance of self-corrective behaviour in
successful reading at all stages of development, but criticallyand from
a traditional standpoint, surprisingly at the earliest stages.

'Traditional methods and styles of teaching have tended' tosplace the
responsibility for performance on the learner, and have jealously
preempted the roles of evaluation and reinforcement to the teacher. Such
a misconception seriously distorts the natural learning of reading stills
and threatens average and slow learners who tend to receive little
reinforcement and a preponderance of negati ca feedback from a system
in which Alpe tea 461gerapd peer comparisons dominal4e.yallial1m. In such
a system, qacclessful readers boat,theleaCher to correctioi and are
relatively ifidtpendent of extrinsic reinforcement. Even so,zcii. would
appear thatiat the early stage. many of these successful readers become
increasing) ,hooked on the extrinsic rewards that are wastefully
lavished o6 them at ,the expense of those who need the rewards. Their
skill may theri be misdirected toward performance for praise or
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competition on low level tasks_when they may have developed higher
level skills had their reading been redirected toward self-satisfaction.

Whenever we correct a child who could correct himself, we subtly
interferewith the growth of that system of reward and control on which
he must rely to carry out the skill independently. To virtually take over a
child's control system, as so often happAs in well-intentioned remedial'
programmes, conceivably could cripple his ability to master any reading
skill.

MONITORING AND TEACHING SELF-EVALUATION

If self-evaluation at all stages of development plays as vital a rolein
learning to read as research now tends to indicate, we must, face many
changes of emphasis in teaching and evaluating reading. We will favour
patterns of organization and styles of teaching which foster the
development of independence, and we will 'provide inducements for
children to share more fully in the evaluation and control of their own'
learning.

Furthermore, since learning the strategies of self-regulation is
kecessary to mastery of any skill at any level, our own evaluation of
children's progress must includ.e an evaluation of their. 'ability to
evaluate. Techniques for recording and tallying self-Monitoring
behaviour should be an important part of our overall assessment
procedures. New Zealand infant teachers have responded enthu- '
siastically to the use of such procedures arisingfrom Clay's research into
early reading behaviour (2). When sOlf-corrective behaviour is not
evident, teachers are now seeking ways of inducing or teaching suish
behaviour, with manifestly positive results.

PROGRESS IN READING DURING THE FIRST FIVE,YEARS OF SCHOOL
From the developmental point of view, we would expect to find a

number of clearly defined stages in the development of literate children.
We would expect to find some behaviours which appeared for a time and
were then superceded, and we would. expect to find appropriate forms of
self-monitoring present in the behaviour at each level. Recent local
research continues to fulfill these expectations, to the extent that it has
directed our attention to the preschool experiences of high progress
readers in order to observe the earliest stages of reading occurring under
optimum conations from infancy. Even in the reading-likAehaviour of
many preschoolers from the age of two years, we find clear evidence of
self - corrective and self-regulating behaviour on the 'basis of syntax;
meaning, sequence, picture cues, and memory for text.

it is possible to organize our observation of reading development
over the first six years of schooling into five clear stages, beginning for
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some children as early as the second year pre4chool and only partially
completed by sbme children as they complete the equivalent of Grade 6.

1. Emergent Beading Behaviour and the Development of v Set towards
Literacy

A very sophisticated complex of attitudes, insights, and skills needs
to be developed before the actual decoding of print symbols becomes
meaningful or manageable. Included; for instance, are motivational
factors, such as having high expectations of books as sources of special
kinds of security-centred fulfillment; operational factors, such astilhe
ability to use language without reference to presently available sensory
experience: linguistic factors, such as gaining native language control
over a wide range of written jialect forms; and orthographic factors,
such as the awareness that the message is carried and preserved in every
detail by the pript rather than the picture.

This fascinating stage, which peaks for the majority of our children
during the first year at school (5-6 years), encompasses many reading
skills or their embryonic forms. To call this level prereading, readiness
for reading, or even worse, preliteracy, is to underestimate or mis-
construe the importance and nature of these emergent reading
behaviours.

It could be said that the/strength, content; and articulation of the set
directing a child into literacy determine in no small measure the
success or failure experienced at succeeding stages. In her Concepts
About,Print test, Clay (2) has developed a fine instrument for evaluating
many important behaviours of this emergent stage.

2. The Early Beading Stage
In this crucial phase of learning, most young children acquire the

range of skills set out in most beginning reading programmesand
much more. As tVe children begin to relate cues from different sources,
carefully patterning a slow flow of language against a directionally
oriented series of visual patterns, the miracle of true reading begins to
occur. Cues are matched with deliberation. The finger or the voice
omits. Reruns and self-corrections often punctuate the performance.

The active use of increasingly sophisticated strategies of self-correction
and self-Confirmation is of critical importance. These strategies help

%children to organize perce\ptions and to sustain attention on appropriate
visual details for as long as is necessary.

Of special interest here is the high correlation between written
language.competence and success in reading as shown in the research of
Robinson (13), into which writing vocabulary was the preeminent
predictor reading progress between the ages of 51/z and 6 years. This /
high correlation, which is suggestive of the need-for better integrated /,
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literacy programmes, also offers the possibility of a simple, reliable
instrument of evaluation at the early reading stage.

Further evidence of the importance of early success to later progress
was demonstrated in another Auckland study by Munroe (12).
3. Fluency and the Submergence of Overt Monitoring

As children gain automatic control over perceptual skills, fluency
develops and the operationof self-corrective strategies becomes covert.
The' child moves towards the stage where the orally verbalized crutch
which has provided an eye-voice-ear link with the text is no longer
needed. Silent reading gradually becomes a natural form of behaviour,
but vocalization is only just below the surface and speed remains at or
below the rate of speech. The efficient probleN solving strategies built
up at the previous stage and centred on the concrete sensory support of
vocalizing and pointing, are still accessible whenever needed. As Clay
puts it rather graphically, the child reading fluently is able to "drop to a
lower gear" whenever difficulties in the text require it.

Williams (15), in a study of reading behaviour at the equivalent of
grade 3 level, describes the strategies of successful and unsuccessful
readers, the majority of whom were at this third stage of development.
Again, self-confirming strategies were associated with success,
especially if these strategies made strong use of syntactical and semantic
feedback.

This stage is a time for widening horizons in reading as perceptual
tasks come under largely automatic control and the energy previously
drawn off for conscious matching operations becomes available for
deeper reactions and higher level operations. Evaluation procedures
should now be directed more clearly to appropriate emotional response,
identification, creation of sensory imagery, and the whole range of
comprehension skills from word meaning in context fo critical and
creative thinking.
4. Consolidation: Mnsion between Oral and Silent Reading Skills

As suppression of vocal responses alloWs rapid increase in the rate of
silent reading, the child can no longer move with comfort back into the
oral reading mode until he has learned a new battery of skills. When oral
reading is forced on him he may bungle and stammer his way through
the text, puzzled by the fact that he has no trouble when reading to
himself; he cannot coordinate his responses when eye and voice are at
different points in the text. Until he has received some instruction and
purposeful practice in the special skills of audience reading, he is likely
to report that he "hates reading aloud,"and he has reason to.

At the same time, in the private.security of efficient silent reading, he
is likely to be gripped by a text and begin to adjust his style of attention,
rate, and comprehensiolh to suit the widening range of materials he is
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now able to process. On the other hand, this may not be a period of very
active reading and his skills may remain at the previous level for several
years before he makes a breakthrough to real ease and pleasure in silent
reading. Even the new perceptual skills which fitc needs to master at this
leVel, such as theincrease in sight vocabulary to cover over 9() percent of
word recognition, depend on the burgeoning of reading interests fed by
the ease of comprehension of efficient silent reading.

Self evaluation tends to be less apparent at this level and is certainly
difficult to monitor. There is some evidence to suggest that the
continuing emphasis of reading programmes on the evaluaticm of lower
level skills may inhibit the natural drive toward wider interests and the
desire to read. Carter (1 ), in another Auckland study, found that the
equivalent of Grades 3 to 4, programmes emphasizing extrinsic
evaluation of lower level skills tended to pr/duce a narrow/spectrum of
progress favouring those skills, while programmes 4mphasizing
intrinsic; evaluation of higher order skills produced marked positive
changes in attitude toward reading together with good ski-11
development in vocabulary. Until better instruments are available to
assess development of higher order skills, it is unlikely that schools will
provide adequate opportunities or stimulus for development at this

11: stage.

5. Flexibility: Developing Styles of Reading for Different Purposes
A competent minority of children at grade levels 5 and 6 display

'several mature styles of reading depending on motivation and purpose.
These children tend to regard themselves as good readers and may
display the same determination to master the difficult skills of audience
reading as they displayed in mastering decoding skills at the second
stage. In a challenging educational environment, they may develop
astvishing flexibility in rate and in new perceptual strategies such as
those involved in scanning, skimming, selecting, and sampling. A close
study of the reading behaviour of these children may suggest ways in
which we can assist the majority of children to diversify their skills at an
earlier age but, currently. we cannot regard maturity at this level as-
characteristic of eleven- and twelve-year-old children.

WHAT IS GOOD READING FROM A DEVELOPMENTAL POINT OF VIEW?

Value judgements about the quality of performance at any of these
five stages are likely to be valid only for the particular stage being
observed. What we mean by good reading at one stage may be very
different from what we regard as good reading at the next. For instance, if
we take oral reading as a parameter for evaluation over these stages, the
first, third, and fifth are likely to display fast, fluent, lively reading
although not equally accurate, of coursewhile in the intervening
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stages this is unlikely to be the case. Oral reading at the second stage is
likely to be slow and meticulous, even laboured, while at the fourth stage
it may be erratic, bumbling, and mannered. Each of these types of
reading must be considered good reading for the stage at which it
appears.

Evaluative judgem is about different reading skills should be
specific to the stage of evelopment so that children may be reinforced
for appropriate behaviour. In general, the children themselves seem to
be able to make the necessary shifts of evaluation from stage to stage
more eaosily than teachers or test developersboth of whom are tempted
to run the same rule over reading behaviour at every. stage.

EXTRINSIC MONITORING OF PROGRESS IN FUNCTIONAL READING

What are the implications of a developmental point of view for-those
who interact with children learning to readthe teacher who has the
most profound influence as well as the department head_the principal,
the inspector or supervisor or adviser, and the parents as they fall under
the influence of the school? All these are included because together they
constitute a powerful judicial force bearing down on the teacher, and
hence on the children. It is often this third force which turns evaluation
into a mockery of what it should bean act of comparison or ranking
rather than a sensitive measure of progress and' need.

Assuming, then, that the teacher is permitted to evaluate the
progress of each child in a sensitive way, what priorities stem from
regarding reading as fundamentally a self-regulating task?

1. NOthing the teacher does shOuld inhibit the use of self-monitoring
procedureS by the children. He should reinforce the most desirable
behaviours an'cl, for learning to read, that means preeminently
reinforcing self-regulating behaviour. The teacher's highest praise musIt.
be reserved for that critical moment of self-awareness when the child's
own feedback has informed him accurately of his own success.

2. Since self-regulation is more vital, more difficult to learn, and more
open to malfunction than any other part of the reading process, the
teacher has a responsibility to monitor the children's monitoring. The
contributions of Clay (2) in this respect were mentioned earlier.
3. The full spectrum of reading attitudes, insights, and skills appropriate
to the stage of devOopment should be evaluated in 'a balanced and
coherent way. Our standardised group tests set a bad example in this
respect, since they measure only a portion of the spectrum. We need to be
much more aggressive in demanding research-based procedures of
evaluation coveringithe higher order cognitive and integrative skills of
reading. The work of Taba in social studies, explored with considerable
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success by Mc Naughton (It ). holds promise for the objective evaluation
of such skills.

However, even these studies omit many seldom-mentioned aspects
of healthy reading behaviour which may be of first importance.
Operations such as personal identification with characters or the ahility
to structure alternative plot possibilities, loom large in the experience of
successful readers and may contribute significantly to tireirsuccess.

Certainly. the affective area is of prime importance in sustaining
healthy reading behaviour. In the study mentioned earlier. Carter (1)
demonstrated marked changes in attitude toward reading, over
comparatively short periods of time, associated with the use of particular
materials and approaches at the equivalent of Grades 3 to 4. More
ambitious longitudinal studies may show the possibility of bringing
about changes in self-concept in relation to reading.
4. A balanced spectrum of reading behaviours may best he evaluated by
-observing functional reading rather th,an performanye reading,
especially under test conditions. The teacher needs techniques to assist
him in observing and recording the progress of children in day-to-day
reading under natural conditions. Types of organization, such as
individualized reading, which readily display a wide range of reading
behaviour or provide opportunities for personal interaction between
teacher and pupil. may facilitate this day-to-day evaluation.

An inform/I prose inventory, sensitively applied. may he a r9ost
valuable instrument in monithring progress in functional reading. A
local attempt to extend and streamline these procedures (8) makes it
.possible to moMtor and record a wide range of reading behaviours
within a manageable framework.
5. Despite the cautions sounded previously, standardised tests are
essential to certain proper functions of evaluation. However, since they
need to be used no more than once or twice a year to fulfill these
purposes, they should not be an ohtrusive feature in the reading
experience of children. The Progressive Achievement Tests, recently
deviiloped in New Zealand by Elley and Reid (5). have been provided
with practical guidance and notes on interpretation of exemplary clarity,
but a sampling of the use heing made of the tests raises doubts as to the
extent to which we can rely on advice communicated by a carefully
designedmanual. TI.(t; potential for misapplication of standard measures
seems to ,come from very deepseated assumptions about evaluation
which persist despite being shown to he harmful. Assumptions which
encourage the school to exercise a prophesy-fulfilling influence,
limiting the progress of many children, seem to be among the most
deeply entrenchal prejudices of the school system. We need to know
more about the actual uses and the real impact of standardised test
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results before we can have a clear idea of their place and value in guiding
the development of children who are le'arning to read.
6. Finally, diagnostic tests and procedures need to he used more widely
to monitor normal development. Too often, careful diagnosis is not used
to improve the efficiency of reading in a general sense, but is used for
special purposes too late in the development of progressive disorders. A
diagnostic approach to evaluation is desirable from the earliest stages if
preventive intervention is to be effective. The diagnosis should be
sufficiently functional to suggest the most appropriate forms of
intervention. More often than not, the appropriate form will include
restoring healthy self-regulating functions in the total 'operational
strategy of the individual reader.

CONCLUSION

From the developmental perspective discussed in this paper; we are
able to look critically at traditional assumptions about evaluating
progress in functional reading. In particular, it is possible to see the
inbuilt dangers in many of our accepted procedwes of restricting the
growth of vital, self-regulative skills in young readers, and of directing
massive negative feedback into the learning endeavours of the children
most in need of positive reinforcement,

We face a challenge to develop styles of teaching and procedures of
evaltiation which will encourage optimum development of
self-monitoring strategies at every stage and over the whole spectrum of
reading, and which will allow teachers to intervene more positively in
the learning adventures of children who are struggling to master the
skills of literacy.

Finally, we need to support classroom teactuirk in every possible way
to make these changes, and remove the institutional and supervisory
impediments which so often force teachers to adopt harmful procedures
in evaluating the priogress of children learning to read.
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Prediction en Lecture et Evaluation Formative

Elise Leclen:q-Boxus
University
I,ieKeb Belgium

L'egalite de reussite devant recole, et non pav, seulement regalite des
(chances, suppose une politique educativaglohale et une attitude
po I t u e (P. Perrenoud, 1974).

Toute intervention a court terme ne peut que porter sur les
mecanismes pedagogiques et' institutionnels qui cnnvertissent les
differences culturelles en differences scolaires et dorA, en echoes
peciagogiques.

A recole primaire, l'un de ces mecaniSmec.*atent est rusage .de
revaluation normative qui "classe- les cloves . . . et sanctionne
doublement les plus faibles: its sont en has de..-rechelleet its redoublent.

L'auteur a tente de pallier a cette situation en travaillant, notamment
au premier degre de recole primaire.

Son objectif est d'amenager un vrai Mastery Learning, c'est-a-direla
maitrise, par tous les eleves,d'objectifs operationellement definis. Dans
cette perspective, renseignement est reorganise de felhe sorte que
chaque enfant progresse selon des modal ites et a des vitesses differentes.
Ce n'e'st plus Ia courbe de Gauss mais la courbe en J qui temoigne de
racquis!

La position est done clairernent realist° (crest -a-dire consciente de ce
que, dans hos societes ot2identales, repanouissement ties individus
passe necessairement par une maitrise des acquisitions intellectuelles
de base qiie sont Ia mathematique et la lecture) et interventionniste. En
effet, loin de nier les valeurs apportees par Ia non directivite, it lui parait
que, dans un domaine ou, meme en incertitude. ('indecision n'est pas
permise, plus &arguments pesenf en faveur de ('option contraire.
L'instruction generale et obligatoire, avec tous ses desavantages, lui
parait constituer un moyen non negligeable de reequilibration des
differences de depart,
, Les techniques mises en oeuvre dans Ia perspective du artery

Learning fel que rauteur le concoit repOsent sur un certain non bre de
principes qui seront brievement decrits.
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1 line disc rimination positive
Avec C. Chi land (1971), l'auteur pense que ('intervention

pedagugique dolt etre "resolurnent faut dormer plus a
certainS enfants qu'a d'autres; c'est le principe meme de la
discrunination positive
2. rile approuhe nun pathologique

S'interroger sur 1a signification d'un depistage pr6coce, c'est
necessairemerrt chercher quelles conceptions de Ia prevention et de
rinadaptation s'colaire le sous-entendent; c'est, en definitive, resoulever
le probleme fundamental de. la norme et de, la deviance.

is Les enfants "inadaptes. (debiles .mentaux, dyslexiques,
dysorthographiques, dy 'cal( uliques . . .) sont d'aborcl des enfants qui, a
des degrris divers et scion s modafites vviables,n'arrivent pas a suivre
le rythme de la classe.

L'approche psychopathologique des echecs scolaires a peu a .peu
\enleve a recole la responsabilite de ces problemes.

3. line ulternance cuntinue de renseignenient et de son evaluation
,Classiquement, apres un app'rentissage, on s'assure, au moyen dune

epreuve, de la maitrise, par chaquff enfant du contenu enseigne.
.L'epreuve (ou test) est represent4e ci-clessous.par un losange, parce
quehle constitue une source d'actions differentes,conditionnelles aux
resultats (iti test:

Dui

cokirs 2

rattrapage intensif

Le schema dessine ci- dessus est peut -titre le schema le plus simple
que Pon puisse donner de revaluation formative. Cette evaluation est
d'autant plus au service de la maitrise de la matiere par releve qu'elle est
cliagnostique, c'est-a-dire qu'elle precise dans le detail les lacunes.

La pedagogic de la maitrise repond au voeu de C. Chiland:
comprendre les difficu Res et y remedierau fur et a mesure qu'elles

`se presentent. II vaut mieux les preVenir que les pre'dire."
4. rrw pOlitique de Ia maitrise ou du depassementselon les domaines

Si l'on peut concevoir que les eleves se diversifient (merne tres t t)

dans des options artistiques, scientifiques, sociales, etc., on peut mods
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accepter que certains ne dominent pas les acquisitions elementaires qui
constituent les bases indispensables de toute l'activite socia le et
intellectuelle.

5. La prediction, outil de mesure des actions
Ce rendement preditrepresente la cote, la plus probable qu'aurait

atteint l'enfant si l'enseignant avait developpe la meme strategie
pedagogique que de coutume. Il est tres interessant pour l'enseignant de

Q. constater,. chiffres" a l'appui, l'ampleur du dementi (favorable) qu'a
provoque si action. Il serait regrettable en effet, de deployer une
energie considerable sans avoir. un outil individuel de mesure de
l'efficacite de cette energia..

Cette procedure, qui consiste a mesurer les dementis de prediction et
a en rechercher les causes dans I actions entreprises (mesures
adarinistratives, familiales, et surtout olaires), est evidemment ties
riche aussi sur le plan de la recherche. Elle permet notamment de

..comparer les effets d'actions differentes.
O'n le vOit, la prediction n'est pas utilisee dans une optique

< d'orientation vers l'enseignement special, mais, comme evaluation
'formative: dans une perspective de recherche et d'action.
6.-Les predictions sont probabilistes

Si les predictions a coup sur sont impoSsibles, cela ne constitue
nulletnent une contre-indication aux ,precliCtions. Les" medecins le
savent, qui formulent souvent leurs jugements de- facon probabiliste:
"Prenez ce medicament. Dans trois lours, vous devriez etre gueri; sinon,
rappelez-moi."

La prediction probabiliste est acceptee en medecine. en circulation
routiere, . en contFaception, et elle guide utilement les decisions et

Pourquoi. moyennant certaine,s modalit&s n'y aurions-nous pas
recotirs en pedagogic! .

7. Les preidictiO doivent titre communignees
Reconnaitre l'importance du prejuge du maitre. c'est aussi admettre

qu'il puisse jouer favorablement.
L'expression meme de "realisation. a td-tomatique dune prediction-

parait malh'eureuse: car elle presente la realisation de la prediction
commeineluctable, fatale. Or, si la prediction Nit etre probabiliste (voir
ci-dessus), et presentee comme Celle. elle doibeussi etre conditionnelle.
8. Les predictions sont conditionnelles

La prediction r peut etre envisagee sans determiner les modalites
d'une action. Les valeurs predites sont, d'ailleurs liees a un certain
nombre de conditions. Les modifications favorables introduites par
l'enseignant devraient, en theorie, faire dementir (vers le mieux) ct-is
predictions.
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C'est la raison pour laquelle, lorsque des predictions peu favorables
sont co.mmuniquees a renseignant, la consigne est, tout naturellement,
d'agir de sorte a faire mentir les vredictions, vers le haut, bien entendu.
9. La methode importer plus que les instruments
M. LTne EnOhode ouverte, rombinunt faction t't 10 rechercht,

Actuellement, avec M. Detheux-Jehin, ranteur met ,au point un
systeme de codage des activites de l'enfant en classe

Le plan d'analyse E.C.O.L.L. est base sur le modele meme qui sert
creer les questions des epreuves, intermediaires et guides de Peducation
continue.

Le codage E.C.O.L.L. des comportements releve trois grandes
dimensions:

1) le type de stimulus
2) le mode de reponse
3) l'objet de la reponse.
En outre, on note quatre caracteres -relatifs aux reponses:
1) la duree (en secondes)
2) la spontaneite ou non
3) l'adequation ou non a la demande du professeur
4) l'exactitude.
Le but de l'ensemble du travail vise, la mise en relation des

predictions, des comportements manifestos en classe par Peleve comme
par le professeur et du rendement de l'eleve.

Les implications methodologiques de cette entreprise de longue
haleine pourraient etre importantes. Le travail est loin d'etre acheve:
necessitera une collaboration de plus en plus etroite avec les enseignants
et les chercheurs.
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Evaluating Competence in Functional Reading

Hans U. Grundin
Teachers College of Link6ping
LinkOping. Sweden-

The s functional reading, and the closely. related functional
lite are beginning to be used fairly often in discussions of reading
problems. There does not seem to exist, however, any generally accepted
definition of functional reading. Obviously, the term must be related to
the identification of three major stages defined by Malmquist (5): 1) the
mecharrics of reading; 2) the ability to read functionally; and 3) the
ability to read critically and creatively, i.e. use the reading input as a
basis for reflection, problem-solving, etc.

In accordance with this distinction, functional reading may be
tentatively defined as the use of the mechanics of reading for different
information purposes. Functional literacy may then be defined as that
competence in functional reading whicp nearly all individuals in a
society will need in their adult life. The level of competence and the
range of skills included in functional literacy will, of course, vary from
society to society. In a static, rural society functional literacy may need to
include nothing but thh bare mechanics of reading, while the standard
must be much higher in a rapidly-developing, industrialized society. In
the end, each society will have to determine what Junctional literacy
should imply for its citizens.

FUNCTIONAL LITERACY IN THE FUTURE

As has been pointed out by Malmquist (3), most countries will need
to "raise their, sights about functional literacy" in the net3r future. In
recent years some people have tried to make us believe that reading is
rapidly becoming an old-fashioned means of information retrieval due
to the media revolution. There is, however, little evidence to support
such a hypothesis. On the contrary, several trends seem to contribute to
the need for increasingly higher standards of functional literacy in most
societies. Three of the most important of these trends are:

The continuous increase in the production of reading materials in
the form of books, newspapers, magazines, and computer output
The growing need for education at the secondary and tertiary
stages and for reeducation and permanent education of adults
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The efforts to engage a larger proportion of the adult poPulatiiin in
the decision processes of the- society and of its different
organizations, involving a marked growth in information needs.

If a society has the aim di helping all its citizens reach a high level of
functional literacy, systematic training of different reading skills must
be pursued not only in the primary but also in the secondary school. As
has been pointed out (2, 3), thiS is not generally realized in Sweden, nor
in other parts of Europe (4). There is also reason to believe that many
young students are ill-equipped in terms of reading skills (1).4,
A SWEDISH STUDY OF FUNCTIONAL READING

The development of certain *basic reading., writing, and other
communication skills throughout the primary and secondary schools
has been the object of a rather extensive reading research project in
Sweden (2). This research project was designed to permitan analysis of
the extent of functional literacy at different age levels. The same test
battery was administered to samples f students at grade level's 6-12.
This battery included the followi g tests of reading skills:

Comprehension of normal prose text measured by
multiple-choice test
Comprehension of normal prose text measured by clone test
Comprehension of tables (test using authentic tables concerning
housing allowances)
Comprehension of forms encountered in everyday life (test using
authentic bank and'health insurance forms)
Comprehension of difficult prose text (test using authentic home
insurance policy text)
Rate of reading normal prose text

In all, about 2,600 students were tested in this project. The tests were
administered twice with an interval of one year between test occasions to
permit an evaluation of the increase in reading skills at different grade
levels.

The reading tests included in this study do not pretend to cover the
full range of skills needed for functional literacy in a modern industrial
or postindustrial society. They are only intended to represent a sample of
important skills, which will give a good indication of the competence in
functional reading reached by different groups of students. The number
of tests and the length of each test are the result of a compromise between
the desire to cover several important areas of reading skill with
sufficiently reliable tests and the need to restrict the total testing time to
what was considered feasible for large scale testing within the school
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subject, Swedish Language and Literature. The total testing time for the
combined reading and writing tesi battery, including 11 different tests,
was 80 minutes:

SOME TEST RESULTS FROM THE STUDY OF FUNCTIONAL READING COMPETENCE

1: 1 tire 1 presents an example of the reading test results obtained at the
first test occasion in the research project discussed here. The figure
shows the relationship between grade level (horizontal axis) and results
on the multiple-choice reading comprehension test expressed as
perCentage of maximum score (vertical axis). The figure contains five
percentile values (P,,0. P70, P50, P30, and Pm) for each of the seven grades
(642). Each series of P-values for different grades form a percentile
curve, Avhich illustrates the development from grade to grade at that
particular abilitrlevel. The tenth percentile curve (P10), for instance,
indicates the development of poor readers from grade 6 to grade 12. In
Figure 1, the median for grade 6 and for grade 9 has bee') marked by
broken horizontal lines. These lines will make it easier to see what
proportion of the students in, say, grade 10 falls below the grade 6
median.

Percent
correct

100

200

Figure 1. Normal prose reading: Multiple-choice comprehension test.
Percent de curves for P. P7,, 13,0. P,, and P,.
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The figure shows an incr, se in reading comprehension from ade
to grade at all percentile le els, with the exception of the hi hest
percentiles in grades 11 an 12. This apparent stagnation in the
development of the good reade s may be due partly to a ceiling effect (a
considerable number of student reach the maximum score). But it may
also be due to lack of motivation mong some of the oldest students. The
different percentile curves are roughly parallel. at least up to grade 11.
This means that the rate of reading skill development from grade to
grade is about the same for the poor readers (P10) as for the normal (P50)
and good readers (P90). .

For a correct interpretation of the data on reading skill development
presented here' it is necessary to take into account the degree of
retentivity (the degree to which a school system retains the students
taken in its lower grades throughout its higher grades) of the secondary
school in Sweden. In comparison to many othercountries, Sweden has a
low degree of retentivity. Up to grade 9 an age group is ktpt practically
intact in a compulsory comprehensive school (the exceptions are those
in special schools, in institutions for mentally retarded, etc.). The upper
secondary school (grades 10-12) recruits 85-90 percent of the age group
in grades 10 and 11 and 45 percent in grade 12. The superiority of grades
10-12 compared to grade 9 may be due, at least partly, to the fact that a
number of poor readers have left school. 01 turn, this may imply that the
poor readers (at or below the Pio level) do not really improve their
reading abilities after grade 9.

DIFFERENCES BETWEEN CLASSES IN READING COMPETENCE

Figure 2 gives the class means at all grade levels for the
multiple-choice reading comprehension test. The average performance
in the best grade 6 class is higher than that of the weaker classes in grades
10 and 11. In grades 10 and 11 the differences between classes at the
same grade level may be due to streaming of students; there are
theoretical, semi-theoretical, and vocational courses in these grades.
(Grade 12 is not streamed, since only those in theoretical courses stay in
the upper secondary school after grade 11.) In grades 6-9, however, there
i§, no streaming. Except for the special classes, all classes are
undifferentiated classes recruiting their students from a particular
residential area,

It is not possible, at this stage. to tell to what extent differences
between classes depend on differences in the student populations of
different residential areas or on differences in the quality of instruction
given in different classes. It is quite clear, though, that these differences
between classes have important implications for the evaluation of
reading competence.
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Figure 2 Normal prose reading: Multiple-choice comprehension test.
Class means at each grade level.

At the classroom level, the most important implication seems to be
that the individual teacher cannot evaluate readirig competence unless
he can refer his own observations or test results to some kind of national,
regional, or local standard. Also, if the object of the haluation is to
determine whether the reading performance of a class of students is
matching its potential reading ability, the teacher must relate data on
reading performance to data regarding the students' capacities in terms
of verbal intelligence, etc. If this is neglected, a teacher may feel satisfied
with a class performing in accordance with a regional or local norm,
although, if its potential was fully exploited, the class should be above
the average.

AN ATTEMPT TO DETERMINE A MINIMAL SATISFACTORY
LEVEL OF READING COMPETENCE

Empirical studies of reading performance at different grade levels
can never tell us whether the observed performances are satisfactory or
acceptable or good. Such questions call for some kind of value judgment.
Of course-value judgments are implied already in terms such as "poor

-readers" and "good readers." But these terms express some kind of
relative value judgmentat least as they have been used by the present

202 Functional Heading
t



author. "Poor reader" means simply poorer than the average reader.
When we ask if the reading ability or performance of a person is
satisfactory, we want to know something quite different. We want a
value judgment that is, if not absolutes at least related to some kind of
external norm other than a group average.

One of the greatest problems With norm-referenced or criterion-
referenced value judgments lies in the determination of the criterion..If
we talk about satisfactory reading skill, we must decide for what purpose
or to whom it should be satisfactory. And the judgment will be generally
accepted only insofar as the criterion is recognized as valid. In Sweden,
as in most countries, there is no generally accepted criterion of what is
satisfactory reading ability in an adult citizen. To define such a criterion
on the basis of an empirical study of the adult citizens' needs and
interests seems possible, buti.such a study would be an extremely
expensive and time-consuming project.

In the absence of an external, empirical basis for selecting a judgment
criterion, there remains the possibility of soliciting the opinions of
informed individuals. We tried to do this by mailing a questionnaire to
some 950 head teachers of Swedish in the upper stage of the compre-
hensive school and in the upper secondary school. The questions put to
these teachers were related to the tests employed in the prpject:

1. In your opinion, how many Reins in text X should a student of
average intelligence, leaving The comprehensive school (or the
upper secondary school), answer correctly before you consider
his ability satisfactory?

2. In you opinion, how important is it that students leaving the
comprehensive school (or the upper secondary school) have the
skill or skills measured by text X?

More than 700 head teachers returned our questionnaire. This means
that we got replies from more than 70 percent of the total population of
head teachers in the subject Swedish in the comprehensive and upper
secondary schools. These replies contained a great amount of infor-
mation concerning the opinions of a group of fairly experienced
teachers. To date only the more readily quantifiable part of this
information has been analyzed. As an example of the results obtained,
some of the data concerning the multiple-choice reading
comprehension test are given in tables 1, 2, and 3.

Table 1 clearly shows the great variation in the teachers' opinion
regarding what should be considered the minimal satisfactorylvel of
reading ability. While some teachers believe that a score AT 6 is
satisfactory in a student leaving a three-year upper secondary course
(USS III), others believe the average student leaving the comprehensive
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Table I Teacher esti imites of minimal satisfactory SLOW in reading
comprehension for average students leaving certain school.
forms. (The table gives response frequencies in percent of total
number of responses.)

Minimal satisfactory s( orek

School
form

Final
grade 4-5 6-7 8-9 10-11 12.13 14-15 Total

Comprehension 4, 1 8 45 38 8 0 100

USS 1 11 8 37 40 13 2 0 100

LISS II 11 1 5 35 51 8 0 100

USS III 12 0 3 2 32 43 20 100

Note USS I = Upper secondary school: two-year vocational course
with tine year of Swedish

USS II = Ditto: two-year semitheoretical course with two years of
Swedish

USS Ili = Ditto: three-year theoretical 1;ourse with three years of
Swedish

Tohle 2 Importance attached by head teachers to reading compre-
hension skill tested by conventional multiple-choice test. (The
table gives response frequencies in percent of total number of
respo ndees.1

School
form

Final
grade

Degree of importance

Very
great Great Some Smell No Total

Comprehension 9 45 47 7 1 0 100

USS I 11 28 42 31 0 0 100

USS II 11 44 43 13 0 0 100

USS III 12 ,93 28 9 0 0 100

Note See note to Table 1

Table 3 Comparison between teacher estimates of minimal satisfactory
scores and observed student scores on multiple-choice reading
comprehension test.

School
form

Final
grade

Average min.
satisfactory

score

Average
observed

score

Difference

'Comprehension 9 8.9 9.4 + 6

USS I 11 7.3 7.4 + 1

USS II 11 9.3 9.7 + 4

USS III - 12 11.5 10.9 +.52
Observed scoreminimal satisfactory score, expreSsed as percentage of
minimal satisfactory score,
Note See note to Table 1.
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school in grade 9 should reach a score of 12. Table 2 shows that a large
majority of the head teachers find the kind-of reading comprehension
measured by this test very important. Only one teacher believes that it is
of little importance. Table 3 presents ecomparison between the mean
values of the estimated minimal satisfactory.levels of ability for different
student categories on the one hand ,and thp observed test score means for
those sted'ent categories on the other..

The most conspicuous thing about Table .3 is the high degree of
similarity between the two series of mean values. In spite of the great
variability in the teachers' opinions, the average minimal satisfactory
level of performance is quite close to the actual performance level of the
students tested in the project. This would, if interpreted literally, mean
that about 50 percent of The students do not reach the minimal
satisfactory level of performance defined by the teachers.

The results presented in Table 3 plus the gist of numerous
commentaries to questionnaire replies have led us to believe, however,
that a great partperhaps a majorityof the respondees have tried
primarily to make as informed guesses as possible concerning 'what
results their students would reach, if they were given the tent. If so, they
have not really tried to make a norm- referenced value judgment. One
may even argue that they have not made any value judgment at all. One
obvious implication of this is that the correspondence between required
and observed means in Table 3 reflects the ability of the teachers to make
informed guesses about the reading skills of average students. The
attempt to determine a minimal satisfaCtory level of reading competence
by means of a teacher questionnaire has. consequently, not been very
successful.

It must be emphasized, though, that the questionnaire presented
here has been extremely valuable and informative, in spite ,of the fact that
it has been of rather small help in determining a minimal satisfactory
level of reading competence.

SUMMARY AND FURE PERSPECTIVES
The project esented in this paper originally grew out of research

work in the field of primary reading and the consequent question: What
happens to reading abilities later in -school? This interest was then
coupled. with an interest in the whole issue of functional reading And
functional literacy. The data 'gathered in the study will permit us
tentatively to answer questions such as "To what 'extent has functional
literacy (defined as a kind of minimal competence in functional reading)
been reached at different grade levels in the comprehensive school and
in different courses within the upper secondary school?"
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The project also includes an attempt to arrive at a generally ag'reed
upon operational definition of a minimal satisfactory level of reading
ability for different student categories, i.e., essentially a definition of
functional literacy. T. attempt was not quite successful, since it
seemed to indicate that any teachers can hardly be persuaded to make
value judgments with reference to a personal-, subjective norm and
express them in terms of hard data such as scores on a given test. Instead
of stating a personal opinion of what reading skill level a given group of
students should reach, the teachers tend to make guesses about what
skill level the students actually reach. Either the question of what is
satisfactory is not touched or one must assuine that their philosophy is:
What is, is satisfactory!

Apparently, future progress in this field must be sought in other
directions. The empirical study of the actual skills of students of
different categories must certainly be pursued. Such descriptive work is
vital to our understanding of the development of reading skills. But we
must also constantly remember that description is not evaluation. To
evaluate is to make value judgments on the basis of a combination of
,carefully defined criteria and objective empirical description of that part
of reality which is to be evaluated. consequently, as a complement to
descriptive studies of reading skills, we need definitions of criteria or
norms to which our observed data could be referenced.

The definition of such criteria or norms must alvii,ays imply
subjective opinion to some extent. In the end a concept such as
functional literacy in a given country may have to be decided by means
of a compromise between different opinions (perhaps opinions of
different interest groups). Recognizing this, wet' should not go ?o the
extreme of believing (or pretending to believe) that one opinion is as
good as another. Opinions can'be more or less informed, more or less
rational, more or less biased, etc. It should be the task of reading research
to present the facts on which such ari,dpinion should be founded, to
analyze different opinions in terms of their consistency and clarity, to
criticize the opinions, and to make suggestions as to how they could be
improved.

Unfortunately. the limits of space dch not permit a more specific
discussion of how to arrive at good criteria of functional literacy. I can
only repeat that it must be done by means of gathering information about
the opinions in the matter held by different groups and of analyzing,
criticizing and synthesizing these opinion.
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Evaluating Progress Recreational Reading

Helen K. Smith
University Of Miami
Coral Gables, Florida
United States of America

One of the major goals of schools,should be to help students become
lifetime readers. Good reading programs provide for the development
not only of reading skills but also of habits of reading for recreation and
personal development, positive attitudes toward reading, and indepen-
dence in reading among students.

The evaluation of progress in recreational r6ading,is an important
step in the ment of the foregoing goal. This evaluation is concerned
With unassigad reading, from both quantitative and qualitative points
of view. Aspects usually evaluated include the extent of reading, as
determined by the numbers of books, stories, or articles read; the breadth
of the materials read or the different kinds of content or gives read;rthe
depth or quality of the materials read; and the effects reading has on the
reader.

Many stimuldting ideas have been published concerning how to
interest young people in reading, how to broaden their interests, how to
determine their reading,interests, and how to meet their interests with
the right book. Little has been written concerning evaluation techniques
useful for determining progress in recreational reading.

The dearth of satisfactory evaluation techniques may be due largely
to the problems involved in this kind of evaluation. The task is an inexact
and a qualitative one. Value judgMents of both the student and the
teacher become involved. No standardized tests are available to give
exact' scores indicating progress, nor is there agreement concerning
which factors should be considered in the evaluation.

The second difficulty in this type of evaluation lies in the personal,
individual nature of reading interests and recreational reading. Research
studies have pointed out average group trends, but they are not reliable
indicators for individuals. An indicator of progress in leisure reading for
one student may be inappropriate for another. Recreational reading is
the product of many interrelated factors such as general maturity,
intelligence, home backgroupd, geographical location, cultural oppor-
tunities, physical environment, attitudes and customs of people with
whom the student associates, and the school curriculum. Just as for the
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assessment of any other educational goal, evaluation must take into
account the status of e4ch student in relation to these factors, as well as to
the availability of the materials he would most want to read.

A third problem is in the changing nature of reading interests and the
resulting recreational reading. Interests are characterized by ciange, as
well as by range.

Six guidelines are suggested here for the evaluation of recreational
reading attainments. First, improvement in the status of recreational
reading should be one of the goals or objectives of the school program.
Schools must place emphastg on reading for enjoyment and provide a
setting in which recreational reading can take place. Evaluation should
obtain evidence on the extent to which both short and long range
objectives have been accomplished.

Second, evaluation of recreational reading progress should be
.continuous rather an periodic. It should be continuous for any time
period in which a r is instructing a student but also for the number
of years the stud ends in the school.

Third, various procedures, which will be discussed later, should be
used in the evaluation, as no one will adequately give the desired
information for all students. Each procedure has limitations as well as
advantages; a combination of techniques will give more insight than any
one alone.

Fourth, evaluation is more effective if it is carried on by a team of
people rather than by one person alone. Teachers, parents, librarians,
and students could be involved if time permits. Increasing emphasis
should be placed upon student self-appraisal.

The fifth principle is that evaluators must start their appraisal at the
individual's level of development. Since leisure reading is very
personal, standards for recreational reading should be individual and
not the same for all students. A student's reading should be compared
with his past reading and not with that of the other members of the class.

Last, the evaluation techniques selected should not destroy the
student's interest in and love of reading. The primary emphasis should
be on the pleasure and personal development a student receives from
reading. He should not be required to analyze in detail his reading nor
feel that he must report formally upon everything hp. reads.

EVALUATION PROCEDURES

Few reports have been made of evaluation tools useful in
determining progress in recreational reading. Although most of the
techniques which will be described hpre have been used largely for
determining interests in reading, they can be used also as evaluation
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instruments. Included are records of reading, inventories, question-
naires, checklists, observations, conferences, incomplete sentence
projective techniques, reading autobiographies, book withdrawals, book
reports and substitutes for book reports, and hierarchical continuum
plans.

The precision with which the evaluation can be done is dependent
upon many factors, such as rapport teachers have with their students, the
freedum students have or think they have in expressing themselves, the
honesty they use in reporting, and the analysis made by the evaluators.
The amount read and the range of the reading are considerably easier to
evaluate than the quality of the reading or the effects of reading upon
individual students.

Reading records. Some kind of record of reading done is often kept
by schools and placed in the student's cumulative folder. The record
may be a listing of books read with the name of the author and a
statement about the book, a rating technique such as "excellentone of
the best books I have ever read," or "a good book," or "not very
interesting," or "I didn't like it," or "I didn't finish it." Such rating's are
more useful if students state their reasons for the ratings. At a later time,
when reviewing the reading record, a studant can choose the ones he
would recommend to someone else and can determine what different
books contributed to him in ideas, facts, insights, information, and
personal satisfaction. Teachers can ascertain trends in the maturity of
the student's free reading in regard to difficulty and taste. Reading
records can also be used as the basis for conferences and for guidance in
reading.

Records of outside reading or logs of recreational activities kept for a
stated period of time, such as for one or two weeks, are used extensively
in research and can be useful evaluation tools, especially if the activity is
repeated at several times during the year. Such records help evaluators
to discover the diversity, or lack of it; in reading done and to perceive
developmental trends.

Interest inventories, questionnaires, checklists. Interest inventories,
questionnaires, and checklists are probably the most popular techniques
reported for determining the status of reading interests. Readministering
parts of them at different times could be a means of checking progress.
Published inventories (1, 2, 5, 6, 8, 10), or those prepared by a teacher or a
school team, are easy to administer to large numbers of students and
results are easy to tabulate.

Information usually obtained from these forms pertains to preferred
leisure activities; newspapers, magazines, and books read; kinds of
books enjoyed; the use of the school and public library; the amount of
time spent in reading and in televiewing; methods of selecting books;
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.
types of materials preferred in books; and lists or rank order of books
enjoyed.

Inventories, questionnaires, and checklists may be somewhat
difficult to interpret as check marks and some short answers can be
analyzed in many different ways. Some students may answer or check
items indiscriminately With little basis for their response or with the idea
of gaining approval froth the teacher. They may recall only the unique or
recently read books and may project current interests into books read in
the past, thus biasing results.

. .
When checklists are used, additional questions can be asked of

students: Why do you like or dislike the book? Which character do you
like the best? The least? What do you like or dislike about him or her?
Which character reminds you of yourself? Which parts interested you
the most?

Observation and individual conferences. Observation is a basic
techn' employed every day by teachers and can be used in the
infor evaluation of recreational reading. Some plan of recording
observations should be prepared if they are to be remembered and used.

Informal evaluation can take pl ce when the teacher observes what)i
happens :ben the class browses in the library, what and how many
books different students read, how students approach books, how they
select books, and what books they pick from the table. Teachers can
listen for references students make spontaneously to books and authors,

'td student conversations when they talk about reading, and to ways in
which students share books with others. From these observations,
insight cart be gained concerning student attitudes toward reading, the
uses they make of reading, student interest in reading for pleasure, and
amount of reading done.

Although observations are continuous and provide insights that
other means of evaluation cannot give, only tentative generalizations
can be made. At best, a teacher can observe only a small part of a,

student's behavior and can make only inferences from observations. If
they are recorded systematically from year to year, changes in
recreational reading patterns can be revealed. Changes are not
necessarily synonymous with growth.

Providing there is mutual trust between teachers and students,
conferences ar interviews with students may be the most natural way to
obtain information concerning reading interests and habits of
adolescents in relation to other aspects of their lives. Conferences may be
used to augment or check other techniques, such as the questionnaire.
Even though conferences are time-consuming, every wise teacher
arranges to have purposeful conversations with pupils. If a
mimeographed form fur recording important lamination is prepared in
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advance, questions asked during interviews can be kept somewhat
uniform.

Incomplete sentence projective technique. The incomplete sentence
projective technique (Boning and Boning) has been used to obtain
information concerning attitudes toward reading. effects of reading, or
depth of reading. The students are asked to complete sentences
concerned with reading interspersed with other incomplete statements.
Examples of incomplete sentences are as follows: Reading is . I

would rather read than__ __. To me, books_ . I'd read more if
When I read, I feel _. Recurring patterns of responses, if any, can be
noted and may provide diagnostic information.

Students' -free responses. Strang (9) suggested the use of free
response in writing or in speaking as a means of evaluation of leisure
reading. If students are encouraged to express their opinions freely,
information can be gained concerning the effect reading has upon them,
the depth of their reading, and their thinking about reading. Among the
questions Strang suggested to Orovoke comment are "What kind of book
or article would you choose to read above all others?" "Think of the
books or articles you have read this year that you just could not stand.
What was in them that made you dislike them so much?"

Reading autobiographies. Reading autobiographies contain infor-
mation about an individual's reading development from his own point
of view Reading autobiographies can become a written developmental
history of a student's reading experiences. From them, pupils (or
teachers) can trace their reading interests and the influence reading has
had on them.

From the reading autobiographies of approximately 600 adult
readers, Carlson (4) reported finding an amazing uniformity in progress
toward mature reading. The adults recalled the pleasure they had in
juvenile series books, followed by better adolescent novels. Their first
experiences with adult literature tended to be sentimental romances and
adventure stories by authors their parents were reading. Late inahigh
school, or early college, they began reading books recognized as real
literature, with their first ventures often being twentieth century books.
Almost no one indicated enthusiasm about books considered great
literature until high school or college years; only then did they realize
that previous reading was trivial.

Book reports and substitutes for book reports. Formal book reports
have had a long history in the United States. They are used more often to
check whether students have read the books than for estimating progress
in leisure reading. Often they become a chore to students because the
forms seem meaningless and unrelated to the curriculum. Yet students
often wish to discuss the books they have read.
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Instead of preparing a stereotypebook wort in coordination with
their course work, students might write informal personal essays on
topics related to reading, such as "Variety in Sports Stories" or some
other classification, a monologue or diary of a major character, an
episode from a book written in news story form, a critical review for the
local or school paper, radio or television scripts, commercial book
"blurbs" designed to motivate others to read the book, letterswritten to a
present-day personality, in the style and character of the subject of the
biography, or a description of what happened after the story ended.
Students can write brief comments about books read on cards and file the
cards in a box to be left in the classroom for the use of other students.

Hierarchical continuum plans. Different plans of hierarchical
continuums have been used both in the clasgroorn and in research in an
effort to evaluate the maturity or depth of the students' reading. These
plans have been variously called levels, planes, steps, scales, ladders, or
sequences.

Teachers and students can develop their own book ladders which
could include books on different themes or topics of interest at different
levels of maturity, with the books on the lowest rung being of
questionable or ineffective literary quality through different quality
levels to the classics or other books of high quality on the highest rung.
The ladders could also be concerned with easy to difficult, reading or
could be prepared in such areas as sports, sea, romance.

Gainsbtirg's criteria for steps of development toward a growing
maturity of interest, as reported by Stiles (7), might aid a staff in the
construction of ladders or in assessing the maturity of the students'
reading. First, the author's dominant appeal to the reader's interest
might be from stories of action, adventure, thrill, and humor followed by
character stories, those having a clever or unusual development of plot,
stories of mystery of problem solution whose appeal is in the unraveling
of the problem, stories of background, and stories in which mood is
predominant. Second, the nature of the conflict in the reading might
progress from the thrill of physical conflict to,,con,flict with nature or
with a hostile environment, the struggle to overcome a personal
weakness, a conflict with ideas, and a conflict withime's own inner
nature. The third criterion is the plausibility of the treatment of the story;
that is, one might consider steps from static characters and events which
are dependent upon coincidence and catastrophe to plausible characters
and events logically related to personalities or to previous events. The
fourth criterion is the quality of writingfrom obvious content
requiring no thinking, followed by situations and characters presented
more or less by inferential approach, to the use of figurative language.
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The students' reading abilities should be considered as the foregoing
criteria are applied.

Because of the lack of adequate evaluation instruments to assess
recreational reading attainments, teachers have had to depend. upon
informal techniques. The interpretation of these techniques has been
dependent upon the value judgments of both teachers and students.
There is a definite need for more objective and sharper measuring
instruments to be developed for this important area of reading. Criteria
for the preparation of these instruments should be determined by groups
of evaluators with varying opinionl. Especially needed are evaluation
tools to assess the quality or depth of reading and the effects of reading
upon the reader. Until this is done, the techniques discussed here will
continue in use.
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Evaluation of Progress in Spare-Time Reading

Lucia Binder
International Institute for Children's Literature and Reading Research
Vienna. Austria

Recreational reading is not important only because it helps to develop
continuing reading interest and teaches children to regard reading as
something natural, a part of daily routine. It is also important because it
eases readinig development and makes practite a pleasure, rather than a
necessary evil.

A child's reading performance can be measured objectively by
N(arious tests and methods. Teachers have much greater difficulty,
however, in evaluating a child's progress in free reading, for here the
pupil's activity lies outside the school's direct sphere of influence.

One obvious way out of this problem is f:=:, assess the total amount of
recreational reading that a child does. The importance of this measure
has been demontrated in studies undertaken by the International
Institute for Children's Literature and Reading Research under the
direction of Dr. Bamberger in Austria. These studies have demonstrated
positive correlations among the number of books read in the course of a

-school year, reading speed, and degree of comprehension.
Experiments were carried out under the motto of "Intensive Therapy

for Reading" across all grades in Austrian schools. A greatly increased
quantity of reading matter was presented to children in the course of a
year. This was done in such a way that the school merely gave the
stimulus for reading, the actual reading being done at home. In this way,
the pupils were not forced; fl_ey were enticed to read.

Cases containing books for each pupil in the class (for example, 30 to
35 copies of each title for class work, or 5 to 6 copies of each of 5 or 6
different titles for groups) were sent to the schools and then exchanged
among the different classes. The teacher, or a pupil, would give a short
and lively introduction and read a quotation or two. As coon as
expectations and attention had been awakened, this procedure was
stopped and pupils were left to read for themselves for the rest of the
period. The pupils finished the books at home, usually in the course of a
few days. Only then was there a general discussion in the classroom,
focused not on the story but on personal reaction to the book.
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Control groups were established in classes in which reading
continued to be taught in the traditional form without the aid of
additional material. Experimental and control groups were tested at the
beginning, in the middle, and at the end of the school year. The classes
where intensive therapy had been applied showed approximately 25
percent better restflts than those of the control grades. The bAic idea in
this experiment was to have the teacher treat his pupils as individuals
(not only as school children) and for the teacher to interest himself in
their recreational reading outside of school as well as in class. Over and
above this, it was intended as encouragement to the teacher to see his
influence on recreational reading as an important ,task of reading
education. The corollary of this is that he could ihen make use of
recreational reading for school purposes.

These school purposes were defined as follows: the development of
lifelong reading interests and reading habits, the development of
judgment in selecting books to match reading intentions, and the
development of enthusiasm for critical evaluation after reading.

Evaluation of individual progress in free reading must be based on
the following formulations:

1. Is tike child already interested in reading, even when not directly
confronted with a certain book by the teacher?

2. How does the child react to the reading situation? Does he read
daily or only sporadically; for example, when given a new book?
Will he read during vacations without coercion?

41/4
3. How big is the share of reading within the total array of

recreational activities?
Further points useful in clarification of a child's attitude toward

reading may be whether he has already discovered that pure thriller and
entertainment literature is to be read differently from a nonfiction book
or poetry for children or whether he reads certain books or certain parts
of a book more than once.

It is possible to see a connection with the capacity for literary
judgment. Does the child make a choice or is his reading still ruled by
chance? Does he know the names of some children's book authors who
have written books for his age group? Is he able to distinguish among
various categories (that things may happen in a fairy tale that would
never occur in reality and that the fairy tale hero may be a true-blue hero,
while in a realistic tale the characters will not be wholly good or wholly
bad)? The child must learn that in a tale that purports to be realistic, the
characters and events must be credible.

All of these questions must not be seen disjointedly, but must be seen
as arising naturally in a partioulai- coo iexi. Thus, the aim of an
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evaluation of recreational reading cannot be seen as one, of exact
progress measurement, but one of finding points of attack for promotion
of the child's individuality. The crux is that the teacher should
determine those areas in which he fras been successful and those in
'which he has been less successful, so that he can adapt tis methods
accordingly.

An evaluation of recreational reading should, therefore, always be
linked with measures to promote and advise reading. An important
point of view that should not be overlooked is that pupils should never
have the impression that recreational reading is a kind of school task, a
pioce of homework. It must remain something voluntary.

Within the general heading "Progress in Recreational Reading," I
would first like to deal with the step from chance reading to .fixed
reading habits linked with predetermined intentions.

At the beginning of reading development, children usually read just
what they are given. They are unable to make fine literary
discriminations; they just enjoy getting to know something new. This
first reading joy will soon end if the children are not guided to a higher
,phase of more conscious selection leading to the satisfaction of
specialised interests. The teacher is able to note such progress when
children begin to read selectively and look through the library for
subjects dealing with specific fields of interest.

Assessment of reading interests and reading habits leads to an
insight into the literary quality of recreational literature. This is the
highest aim of reading education. In approaching this aim, we must be
very much aware of the ages as well as thq special interests of the
children so that we can give effective advice n reading selection and
provide step by step guidance toward an lindependent search and
discovery of the relevant books.

It is important to advise children to record their reading. This can be
done in different ways. Dr. Bamberger developed the Reader's Diary
(diary-like notes concerning the books read)a method better suited to
the upper gradesand the Reader PasSport. In the two years since its
introduction, the Reader Passport has found great interest among
teachers and pupils. It consists of several pages, allowing children to
record their topical reading test results with regard to reading speed and
comprehension. Further pages are reserved for the recording of
recreational reading. A special column after each title allows the child to
record his comment. !n Austria, there are five credits and it has been
suggested that pupils could record their comments in the same fashion:
1 = I liked this book very much. 5 = I didn't like it at all. The rear cover
pages contain suggestions Oft the children as to the books or booklets
suitable for their individual reading achievement.
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Reader Passports are individually designed for various school
grades. The children should keep them up tp date independently. The
teacher should review the Passports with the children from time to time
and discuss the students' reading with them at that time.

The most important thing is to stimulate fhe children to (come to
grips with their reading material and to slowly move from chance
reading to planned reading. By means of the Reader Passport, the teacher
is able to obtain informatiOn-as to the amount of reading, the choice of
books, and the children's personal comments. In this way, the Reader
Passport has become an important instrument in Austria, allowing the
teacher to assess his pupils' progress in recreational reading and to link
this with reading test results and reading achievement at school.

The Reader Passport is also helpful when the teacher is asked.to give
information to the parents. Pupils should be motivated to give their
parents an opportunity to look at the Reader Passport to evaluate their
child's progress. The Passport is also seen as a good base for. the
fulfillment of book requests.

Another basis for,c.,.aluation of recreational reading progress, and
thereby of individual reading development, is the Reader Card in the
school library and the public library. It is important to supplementsuch
insights through other observations. Parallel to reading, how does the
pupil's vocabulary develop and how far is he able to evaluate his own
reading?

Many forms of discussion can be used:
1. Story hours offer opportunities to determine progress in reaction

to the literary heritage and the development of literary taste.
. 2. Reading aloud. If we want to know a child's general attitude

toward reading. we should ask him to read aloud from his
favorite books. His choice of books tells as much as the style of
reading: for example. does the child enunciate properly, does he
try "to perform" in reading, or does he merely read
mechanically?

3. Discussion about books read. A child's ability to find important
passages and to comprehend basic moods helps us understand
his attitude towards reading.

4. Individual reading periods. When the whole class silently reads
books of their choice. the teacher can talk briefly with individual
children to learn of their attitudes about books they have chosen.

Teachers should bear in mind that a child's recreational reading can
slowly be brought to a higher level. but a child's personal characteristics
must be considered. As an illustration, I would like to cite an example
from the latest inquiry of the International Institute for Juvenile
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Literature and Reading Research with regard to the reading interests of,
ten year olds: A great deal of space is takenup by so-called environment
or children's stories real stories about children who are the same age as
the reader and have various experiences in common.

In the list of favorite books, curiougly enough, there is a balance
between the works of Enid Blyton and Erich Kastner or Mar len
Haushofer. The reasons for favoring these books,are rather similar: They
make you laugh. It is easy to empathize with the-ge stories because they
are very lively and written in a very graphic ma er. They concern
children we would like to have ag friends.

A great difference, however, is found in literary cr ativity. While the
books of Blyton are altogether superficial and the acting characters are
completely intetchangeable, the books, by Kiistner and Haushofer say
something. Thy are really humorous in the best waythey show
human weaknesS and subject it to laughter, but it is warm, under-
standing, liberating laughter. Character design endeavors to be true, to
life and credible; the language is independent and original.

The predilection for humorous children's stories can thus be
satisfied on entirely different levels: 1) by shallow, superficial books, the '
readers ofwhich will probably end up one day with enny shockers; or
2) by easily read books of literary value, which offer d for thkight,
apart from entertainment, and prepare the way for u re demanding
stories and real reading development.

It seems important, therefore, that the teacher should know about
and motivate his pupil's' recreational reading, guiding them
diplomatically to prevent stagnation at a primitive level and to help
them on the way from "reading matter" to "literature."

A
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Sequence and Structure in Reading Development

Donald Moyle
Edge Hill College of Education
Ormskirk, Lancashire, England

4

The search fOr a panacea for reading instruction is one of the great
difficulties to have beset teachers and researchers over the years. Some
years ago an experienced teacher approached me at the commencement
of the last session of a 14 session course for remedial reading teachers
and said "We have come faithfully to all the meetings; I hope that tonight
yoy are going to tell us the secret of how it is really done."

In reading we have searched for the order in which to present the
various facets of the process and to be sure that the sequence of learning
was absolutely right. But when we talk about sequence and structure,
what do we mean? Certainly in mathematics it would be difficult if not
impossible to teach the "concept of "twoness" before the child has
established a concept of "oneness." Equally, multiplication would be an
extraordinarily difficult process to master until the pupil had learned to
add.

If there is a perfect linear order in which reading skills should be
presented to the pupil, we do not now know what it is. Indeed, one Might
well question whether there will ever be the discovery of such an order.
Two factors militate against such a possibility: first, reading is not a skill,
but rather a mass of skills, techniques, and knowledge, various facets of
each being brought into play according to the nature of the specific
reading task undertaken; and second, the' abilities, personality, and
interests otthe individual pupil seem to exercise a controlling factor on
both the order and type of learning. This is not to say that there cannot be
.sequence or structure but rather that both child and task need to be
considered in designing any reading programme.

Structure itself has often been used in terms of an order decreed by
published materials or the teacher, but it could equally be interpreted as
an overall plan or the main elements around which a programme could
be built. Such a view would seem essential, for, although it is possible to
devise activities specifically for the mastery of various comprehension,
reference, and study skills, it is not possible to replicate all the'varied
reading situations in which these elements may be needed in the future.
Indeed, the comprehension tests used in schools and research projects
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are always unreal in comparison with the normal usage of compre-
hension skills in life. Authors do not write textbooks or novels in the
form of comprehension exercises and very often the pupil has to form the
questions for himself before he can think of looking for an answer.

Although reading undoubtedly has to be taught, the skill is used in
all areas of human activity and it is not employed for its own sake but
rather for its outcome in terms of information, ideasor enjoyment. This
is only one of the problews which the teacher faces in trying to give
structure to the reading situation. When an architect designs a building,
he has a clear view of the finished product. Reading teachers have no
such clear view, yet efficiency in education depends upon the clarity
with which teache,rs can see the end objectives.

Gephart (1) writes,

..Many statements have been made which assert that our society has a
reading problem. These assertions have been made with sufficient
authority and frequency that they have been accepted as fact: a reading
problem exists. What is the desirable level of reading competence to be
achieved by the iodividual in our society? Even more basically. what
level of reading cobmpetence is necessary to function in our culture?
Neither of these questions has been answered on either an empirical or
logical basis. Reading and reading achievement have been the target of
measurement efforts over the years, but the data do not answer the two
qtiestions cited above'

In reviewing the literature as part of .S. Project 0-9031 Adult
Functional Reading, Murphy (5) came to e conclusion, ". . there
exists neither a good estimate of the reading ability necessary to function
satisfactorily in modern society nor A satisfactory estimate of the
absolute reading achievement of reasonably defined subgroups in the
United States." Though the quotation mentions the United States, the
problem is the same the world over.

Murphy tried to identify a number of tasks performed by adults in
carrying out their ordinary everyday activities. In a varied sample he
found that only 20 percent of the reading tasks could be completed by 90
percent or more of the adult population. A total of 20 percent of the adult
population could not complete 50 percent of the tasks satisfactorily,
even though the tasks themselves were judged to be simpler in nature
than the items in comprehension tests which might have been given.

Obviously, tho transfer of reading skills to later adult reading activity
is not completely satisfactory. One nes the twelve-year-old child being
able to extract information from a reference book only by copying it out
word for word, the fifteen-year-old unable to cope with the use of the
passive mood in reporting an experiment in science, and the college
undergraduate wasting time because he is unable to decide which items
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of printed matter are going to be of most help to him by any other method
than reading them all.

It would seem clear that the test of the sequence and structure of
reading instruction is not simply a matter of completing the learning
activities correctly, nor reaching an expected level of attainment in a
reading test, but rather the ability of the pupil to apply the skills learned
to any reading situation in which he finds himself. I would suggest,
therefore, that we need to think in terms of the reading curriculum rather
than in the narrow terms of reading instruction:

The simplest definition of reading curriculum (4) is that it is the sum
of all occasions in which a person has coniaci (or should have contact)
with the written word. Immediately, you will note that the reading
curriculum is wider than school experience; it covers all experience.
Further, reading is considered a part of all school activity and not as
something to be taught in isolation. Hence, reading instruction can take
place when a need arises in a geography leison, just as the skill can be
used to seek out geographical information.

The reading curriculum al§o suggests preparation, for the use of
written language by adults in society and not only by students in school.

The reading curriculum has three aspects which need consideration
in planning school work: 1) reading purposes, 2) reading media, and
31 reading skills and techniques.

Reading purposes. Purpose in reading is important for the following
reasons:

Motivates the child to read with some specific end in mind.
Sets the type of reading behaviour which is most appropriate to
the task.
Sets the questions to which answers are to be found and helps the
reader ensure that suitable materials are selected.
Relates the work to living in general and enables the child to
transfer skill learning from one task to similar tasks.

Reading media. Reading is too often thought' of in terms of books.
The child is not prepared for effective reading unless he has had
experience with the whole range of media in terms of types of
publication, types of writing, and types of author purpose.

Reading skills and techniques. These have been divided by Merritt
(2) into the following:

Goal setting skillsthe organization of purposes and the setting
of appropriate questions.
Planning skillsaccessing appropriate material, the survey and
evaluation of materials, the selection of suitable reading
strategies.
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Read skillsword attack skills, linguistic knowledge, and
Comprehension skills.
Development skillsthe evaluation of performance; the
outcomes of reading; the storage, retrieval, and communication of
the results of reading.

Structure and transfer are two interrelated problems which must
receive careful attention when planning the reading curriculum.

STRUCTURE

There must be some structure in a reading programme if progress is
to be made. However, there is little evidence to support the behaviourist
claim that skills develop in a linear manner. There are generalised stages
of development in reading but there does not seem to be any one perfect
growth pattern with regard to the steps in the development of reading
skills. Indeed, children at the same general level of reading ability
display a wide variety of levels of development in the various sub kills
of reading. A single scheme of work in reading for ell children to follow
does not seem a realistic objective. A teacher should become knowl-
edgeable concerning the skills of reading in Order to analyk any task in
terms of skill needs and know which type of help a child will need to
successfully complete the task.

TRANSFER

A child can master a skill and- still not apply it in other relevant
situations. Most teachers observe this result in the use of phonics. It may
be that the child has not learned how and where to apply the'skill. The
more numerous the various types of reading occasions set up for the use
of a skill, the more likely the child is to recognize the occasion in which it
is appropriate to use the skill. If skills are taught in devised situations in
isolation from the-areas where they could be used, it is obvious that
transfer becomes difficult. It would seem, therefore, that ,the early
Association of skills with realistic purposes is most likely to result in
effective usage later.

PLANNING-THE READING CURRICULUM

No matter what situation the teacher is in there will be certain
constraints which make an ideal re ding curriculum unattainable.
Nevertheless, the teacher.must take a Pry close look at the situation to
see what approaches are promising. The would seem to be two major
directions: 1) commencing with the total curriculum and finding ways
of ensuring that growth in reading skills progresses smoothly and
2) commencing with teaching of skills and then providing sufficient
opportunities for their realistic application.
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The following areas need to be considered: school building,
materials and equipment available, how the staff is organised, how the
children are grouped, what educational ideals are held, what type of
behaviour is expected from the children in learning and teaching
situations, and what contact is possible with other groups within and
outside the school.

It is the writer's belief that the use of the total curriculum as the basis
for reading instruction holds the greatest hope for a higher level of
success in the future. This places a great burden upon teachers for they
must carefully observe each child and the range of reading tasks heriundertakes,-using every opportunity offered to ; that which will
extend skill development. The teacher needs t have some back-up
services if this is to succeed. The following suggestions have been found
to provide this type of teacher help but equally are usable by pupils at
this stage of development. It will be appreciated that when children are
involved in the planning of their own work, they become much more
independent in the learning situation.

RANGE OF TYPES OF MEDIA

When helping a child to plan a piece of work it is useful to have some
mnemonics which will help locate all the potential sources of helpful
printed media. Frequently checklists of the type set out below can help
the teacher find new dimensions to a well-worn subject area. A furthe1/4r
use could be found in the development of resource systems within the
school.

Fiction Advertisements and Notices
Textbooks Legal Documents
Reference Books Reports and Minutes
Journals Forms hnd Questionnaires
Magazines Regulations
Newspapers Instructions
Conlics Letters
Brochures Children's Written Work
Pamphlets Signs and Symbols
Fliers

TYPES OF AUTHOR PURPOSE
The child should have contact with the full range of author purposes

if he is to be able to set appropriate reading strategies and becoine an
independent reader. It seems obvious that the intent of the author affects
the presentation of the content and sets the scene far the type of
responses the reader should make.
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To entertain--novel or dramatic work
To ..iform -enk;yclopaedia. certain types of letters or brochures
To persuadeadvertisement. political pamphlet
Tn efirit Mt" rnatio-iquestionnaire, form, letter
To proscribelegal documents, regulations

prescribeinstructions

TYPES OF WRITING STYLE

Variations in writing style ctet limits on appropriate reading
strategies as well as help in m.,!,,ag decisions about suitability of a
certain document to the purpose..., of the reader.

Descriptivestatichouse specifications
Descriptivedynamic--car production
Rhetoricalinduct' --research paper
Rhetoricaldeduct;- 'philosophical paper
Imperativelegal document
Interogativequestionnaire
Exclamatoryreligious tract

READING PURPOSES

Children must explore the range of human purposes if they are to use
reading later as a major skill in adult life situations. The following are
derived from the five basic divisions of human purpose proposed by
Merritt (3): home and family, leisure, consumer, community, and
employment.

ASSOCIATING PURPOSES AND MEDIA

It is useful to compile matrices combining two of the above lists or
similar lists. Again, these could form the basis of resource units, but they
are helpful in drawing up the possible- range of printed material which
could be of use for a given subject area, or centre of interest. Further,
keeping such matrices as records will tell' the teacher whether the work
undertaken is covering the whole range of purposes and riedia.

SKILLS

The teacher will find it helpful to list those skills which should be
developed 'at certain stages of school life. The pupil must learn to read
efficiently for any purpose for which a need arises and to plan his
reading in the light of the purtivso he has in mind.

The pupil must learn to 10,..-et, the type of material which he needs to
satisfy his purposes (library an'; ;,urvey skills) and find those sections of
a text likely to be of most help (reference skills). The pupil must learn to
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select the most appropriate reading strategy for a particular task from
three major types:

Study readinga rather slow and careful approach involving all levels
of comprehension, ability to make notes and precis, and to memo-rise.
Skimmingreading quickly to gain a general impression.
Scanningreading quickly to find isolated pieces of information.

The pupil must learn to understand, process, and make good use of
the results of his reading at a number of levels:

Literal comprehension. The ability to give answers to questions such as
\th"What did the author say?" and o Q low simple directions.

Translation. No two people use e same vocabulary or sentence
structures to express identical ideas. As we can only think effectually in
our own vocabulary and structure, it is- necessary to reexpress the
author's work in our own language.
Reorganisation. The classification (and often reordering) of ideas into a
form more easily handled by the reader.

-Inference. Appreciation of main and supporting ideas, cause and effect
relationships, and the prediction of outcomes.
Evaluation, Making judgments concerning relevance, reality, author
purpose, and bias validity.
Appreciation. Emotional response to the material, style, character-
isation, and plot.
Memorisation. Selection and memorisation .of those elements
considered to be worthy of the effort.
Action. Making use of the results of the processing. This could be
immediate or long term and the action could be of a varying nature from
imaginative thinking to the undertaking of some physical task.

PLANNINGSTARTING WITH CONTENT
If a teacher tries to develop reading skills by taking opportunities for

skill teaching which arise from the total curriculum, then some planning
device is needed, as well as a thorough understand ing(of the nature of
reading skills. I have found MerritriG.P.I.D. sequence (3) of great value
here, for the children can learn to operate it themselves over a period of
time.

Goals. What should I do? What do I want to do and why? Which are
most important to me and to others?
Plans. What might work? What information do I need? Which skills
will I need?
Implementation. Am I exercising methods and techniques
appropriately? Am I keeping my goals clearly in mind?
Development. Did I get what I wanted? How can I use my findings? How
can I store my materials? What follow-up activities seem worthwhile?
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On arrival at the planning stage, the following three possibilities
might arise from the point of view of skill development.

1. All the skills needed to complete the activity have been learned
so that !he whole piece of work will be a consolidation of
previous skill-learning.

2. Readiness for the development of skills not previously learned is
such that with support, the child will master the skills within
the work to be carried out.

3. The child must have some specific instruction before he can
proceed to the implementation of his plans. Transfer difficulties
should not arise here as the need for the skill has already been
realised and the mastered skill then will be used and
consolidated in a realistic reading context.

PURPOSERESOURCE GRIDS
These grids form a simple but useful way of ensuring that reading for

information is effectively carried ant. One of the problems teachers find
when young' children are sent to books for information is that the
children copy large chunks of text without processing it. The usual
cause of this behaviour is that the questions to which answers are
required have not broken down into sufficient detail and the child needs
help.

Outline Example

Coal Mining

Purposes Sources Resources Skills

How was coal
farmed?

1. Library
2. Museum

Text and reference books Indexing, scanning,
interpretation of
diagrams, summarising,
collecting information

What are miners 1. Miners Interviews Transposing spoken
like? 2. Union Union records language into written

3. Library Song books
Sociological histories

language. reading
between the lines,
evaluating differing
viewpoints

What is coal 1. Library Charts Interpreting and
used for? 2. Government

ministries
3. Coal Board

Tables
Description of processes

collating information,
interpreting technical
information

4. Electricity
.

Board
5. Gas Board . ll
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PLANNINGSTART1NpyROM SKILL-LEARNING
When one startslfrom a skill - learning base, it is important to legislate

for the immediate wider usage of these skills. One might, for eAarnple,
teach a particular phonic rule and find that the rule is forgotten before
instances of that rule can be provided in classroom reading.

An interesting possibility arises in the case of reading laboratories.
Basically, the c d reads a short passage and then completes compre-
hension, word udy, and phonic exercises based upon the passage. Left
there, the skills could be associated only with the laboratory situation;
however, the short passage must have some content and if the child is
interested, there is ,the possibility of following the exercise with reading
] n the same topic area. This is facilitated when laboratories have a library
of books matched for reading level and content and also a list of books- from other publishers which cover similar subject matter.

Whichever approach is used, the goal of educators is to produce
adults who do read, not merely those who can read. Murphy (5) suggests
that the average American spends more than ninety minutes every day in
some sort of reading activity; however, much of the reading activity
appears to bring little satisfaction. Teachers, then, must add a further
criterion for success reading must be effective if it is to be worthwhile.
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The Classroom Teacher's Responsibility to the Able Reader

Nila Banton Smith
Emeritus, University of Southern California
Los Angeles, California
United States America

Every teacher needs to be a teacher of reading regardless of the grade
level or subject he or she teaches. Wherever and whatever children study
in school, they have to read. Learning to read basic reading materials in
the primary grades doesn't equip children to read everything they need
to read all through school. Hence, teachers beyond the usual reading
instruction period should make it their business to know what the
fundamental reading skills are and how to teach them so they can assist
children who need help as they pass on to higher levels and increasingly
more difficult and varied tubject matter textbooks.

At present, reading is taught at various levels. Many schools teach
reading only in grades one to three; others one to six; a few one to seven
or eight; and a very few more, one to ten. In some cases, a reading spe-
cialist teaches remedial reading to all secondary students who need it.

If and when we have reading taught through the grades and in high
schools all over the world, we probably shall have conspicously fewer
children suffering. from reading disability. This is a worthy goal for
classroom teachers:to advocate.

TEACH SEnRAL WORD RECOGNITION SKILLS
Word recognition is the most basic of all reading skills. If a child

can't recognize the names and meanings of word symbols, he or she just
can't read. Very often, disabled readers are deficient in this area.

Once in a great while we find a child who has acquired the reading
skills by himself or herself. Such a child, of course, is the extreme
opposite to the disabled reader. It is refreshing, though, to hear about
such a case and I would like to tell you about one.

An amusing description about a child who taught herself to read is
given by the author of the Pulitzer prize winning novel,

To Kill a Mockingbird:
Jem said of his four-and-a-ha.lf-year-old sister, ", .. Scout there's been
readin' since she was born, and she ain't even been to school yet." Then
upon entrance in first grade, Scout, whose real name was Jean Louise,
was asked to read something that Miss Caroline wrote on the
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chalkboard and she read it so well that Miss Caroline was visibly vexed.
Miss Caroline then had her read most of the first reader and other
readers and finally she asked her to read the stock market quotations in
the Mobile Register. -Jean Louise read beautifully in all of these
situations. All of this time Miss Caroline's irritation was building up
and she finally exploded! "Tell your father to stop teaching you. It will
interfere with your learning to read in school." Jean Louise said that her
father didn't teach her, and then she began soliloquizing to herself on
how she did learn to read and she finally decided that it just came like
learning to fasten the flap on the back of her union suit without looking
around.

It is rare, indeed, that a teacher of beginning reading receives a pupil
who has taught himself or herself to read so proficiently. In the majority
of instances, the teacher has to teach reading from "the ground up" and
word recognition is of great importance. Some people are still of the
impression that the use of phonics is the only technique to be taught.
While phonics is a valuable tool, there are several other very useful
procedures for attacking new words. Every child should have all of these
in his or her repertoire.

The use of picture clues is a word recognition process. This
technique is most useful, of course, at beginning stages in which
pictures are definitely designed to lead into what is said beneath them.
Picture clues are useful, however, throughout the grades and I believe
we should help children to employ these to a greater extent. All texts in
all subjects are really beautiful picture books at this time and the pictures
should be used fully both in word recognition and meaning activities.

Often teachers prepare and use picture-word cards and let children
use them in games and various activities. kach card contains a picture
with the appropriate word beneath it and the set of cards represents
words children will soon need in their basic reading. These cards are
very useful.

Then there are sight words to teach. The teaching of sight words has
been the most abused of all the word attack skills. Developing a new
reader lesson by having children memorize an isolated list of words on
the chalkboard or drilling them day after day with words on flash cards
are practices frowned upon by most authorities.

Durrell tells of an incident which illustrates the fallacy of depending
upon the technique of flashing word cards. A certain boy who infallibly
pronounced the word children when shown to him on a flash card
couldn't read it in his reader. He declared that he had never seen the
word before. He was then shown the word on the flash card which he
pronounced correctly, as usual, and when asked how he knew the word
was children, he replied "By the smudge over the corner."
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The point is that we can't always depend upon words learned from
flash cards to be functional when the child is reading from text. .

The nouns and verbs usually dont give much trouble. Such wordsas
where, this, she, and had are difficult for many children. It is desirable to
teach these in context. An example of one way of doing this is as follows:
the teacher guides the children to give some sentences growing out of
their experiences which contain certain sight words needing attention.
The sentences are written on the board and various practice activities
take place.

Now we come to the use of context clues which is an important
word-getting process. Throughout the grades, the teacher should
provide skillful comments and questions guiding children to make use
of context clues. In this example, Ted read the following:

"Fred and Uncle Bob were up early. Fred helped to wash the
breakfast dishes."

Ted failed to recognize "breakfast." "Well, if they were up early,
what meal would they have had at which dishes were used," asked Miss
Lowe. "Breakfast," replied Ted and continued with his reading.

Thus, with guidance, children may become very skillful in deducing
a word in context through reasoning about its meaning in a sentence,
paragraph, or perhaps an entire selection.

Phonics is an important method of word attack which still is widely
used. The way in which it is being taught in some places, however, is
being criticized. I refer to that procedure in which children are taught to
give exaggerated verbal sounds for separate letters as "buh" for b, or
"cuh" for c. The critics say, rightly, that letters do not have the sounds of
syllables when they are blended together in words.

The point is illustrated in an incident which I witnessed recently in a
classroom. The teacher presumably was helping a boy to recognize hat, a
word he had met in his reading. She wrote the word on the chalkboard
and said. "Sound it." No response from the child. She then said, "Listen
while I sound it," and proceeded to say "huh uh tu..'! "What is it?" The
child said nothing. She repeated "huh uh tu. What have I?" A great light
dawned on the little fellow's face as he answered "Hiccups."

One way to avoid presenting letter sounds as syllables is as follows,
using initial consonant h as a sample: 1) develop visual discrimination
by having the children find the letter several times in a mixed
arrangement of chalkboard words beginning with different consonants;
2) develop auditory perception by pronouncing several of the
chalkboard words beginning with h, and then have the pupils do the
same thing; 3) give practice in blending by substituting h for the initial
consonant in several known words, and have them pronounced; and

SMITH 231

2,4



ti

4) apply the practice in reading a selection in which some new words
beginning with h appear.

There are many ways of teaching phonics. The procedure outlined is
only one.

Structural analysis is another word attack technique entirely apart
from phonics. In our changing world, there is an increasing frequency in
the use of modified word forms. For this reason, it is very important to
teach children to analyze and get meanings from structurally changed
words. Unfortunately, this is given too little attention in large numbers
of classrooms.

The elements of word structure with which children should be
familiar are words in compound words; the stem word"in a modified
form; the inflectional forms s, es, ed, ing, er, est; prefixes; suffixes;
possessives; contractions; and syllables. It is fairly easy for children to
grasp these elements and ways in which they change meanings.

Use of the dictionary is perhaps the most complex of all the word
attack processes. In beginning to use a formal dictionary, children must
employ several previously acquired skills: knowledge of alphabetical
arrangement, sounds of letters in words, and various word structure
elements. In addition, they need to know diacritical marking and the
effect of accent marks. They also must become skillful in selecting, from
several meanings given, the most appropriate meaning for the particular
situation in which it is to be applied.

This very complex dictionary skill as a whole usually is not mastered
until the middle grades; however, foundations may be laid even in the
first grade. Some teachers place on the chalkboard a miniature self-help
dictionary consisting of pictures of needed nouns and verbs with the
appropriate word under each. Some publishers are placing miniature
dictionaries in the backs of their primers; and others are producing
simple little paperback dictionaries for primary levels, including first
grade.

In summing up this discussion on word recognition, I should like to
emphaize that there are many important word attack skills in addition
to phonics. These should be taught to the disabled reader so he will have
several tools for use in recognizing words; if one tool doesn't work,
perhaps another one will work. Poor readers especially need to have
several word attack skills at their command.

GIVE MORE ATTENTION TO THINKING SKILLS IN GETTING MEANINGS

Disabled readers usually need help in getting meanings from what
they read. Regardless of how well children learn to pronounce words, if
they can't get the meanings when these words are strung together in
sentences, they are destined for trouble ahead.
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The word comprehension is a blanket term. There are different types
of meaning-getting skills, just as there are different types of
word-identification skills. Meaning-getting skills may be distinguished
from one another in terms of the thought processes that are involved. For
many years teachers made the mistake of laboring under the
misconception that all they had to do to teach children to get meanings
in reading was to give them some comprehension questions and
exercisesthe word comprehension connoting one big skill to be taught
as a lump sum. Unfortunately, many classroom teachers still make this
mistake, and this mistake may contribute to the inability of disabled
readers to cope with reading materials.

On the o41 er hand, the most proficient teachers are emphasizing
thinking skill's. The opinions of experts and results of experimental
research and statistical analyses indicate that there are four major
categories of processes which should be used in getting meanings, each
of which in turn makes use of subordinate skills: literal comprehension,
interpretation, critical reading, and creative reading.

The term literal comprehension is used widely for the process of
getting the primary, direct, literal meaning of a word, idea, or sentence in
context. Very little thinking is done in using this process. Children
simply give back what is said in the book. Unfortunately, this is the only
procedure used by many teachers.

The term interpretation of reading is used to include skills
concerned with supplying or anticipating meanings not stated directly
in the text: drawing inferences, making generalizations; reasoning cause
and effect; speculating on what happened between events; anticipating
what. will happen next; detecting the significance of a statement,
passage, or selection; identifying the purpose of the writer and the
motive of characters; forming sensory images; and experiencing
emotional reactions. Thus this category includes many thinking
processes.

Critical reading is the third level in the hierarchy of reading for
meaning skills. It includes literal comprehension and interpfetation, but
it goes further than either of these in that the reader evaluates or passes
personal judgment on the quality, value, accuracy, and truthfulness of
what is read.

Creative reading is involved to some extent in interpretation and in
critical reading. In these cases, however, the child is working with the
text and is thinking about what the author has said. In creative reading,
the child goes beyond the text in seeking new insights and solving new
problems.

Thinking, discriminating, decision-making individuals are what we
need in this troubled world. Our students can best develop in these ways
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through participation in group thinking, where each one expresses his
own thinking, checks others' thinking, and is checked by othersall of
this guided by an astute teacher who will toss in a remark or question at
the proper moment to stimulate deeper retie tion.

In concluding my discussion on gs, I can do no better than to
quote from Samuel Coleridge, t e distinguished English poet, journalist,
and critic. In the early 1800s Coleridge wrote:

There are four kinds of readers. The first is like the hour-glass; and'their
reading being as the sand. it runs in and runs out al. i leaves not a
vestige behind. A second is like the sponge, which imbibes everything,
and returns it in nearly the same state, only a little dirtier. A third is like
a jelly bag, allowing all that is pure to pass away, and retaining only the
refuse and dregs. And the fourth is like the slaves of Golconda, who
casting aside all that is worthless, retain only pure gems.

Perhaps if classroom teachers teach the several thinking skills in
reading more effectually, we shall avoid having so many disabled
readers of the first three types that Coleridge mentions and produce
those who "Casting aside all that is worthless, retain only pure gems."

TEACH STUDY SKILLS IN THE CONTENTAREAS

Sometime during the course of transmission of opinions, beliefs, and
customs from one generation of teachers to another, there evolved a
legend to the effect that reading should be taught during special periods
set aside for the express purpose of giving the child control over the
skills of reading. Likewise, legend dictated that science, geography,
history, and mathematics should be taught at specific times in the daily
program to develop distinctive skills or implant characteristic
knowledge in each of these fields, usually with little or no consideration
being given to reading development as one aspect of this specialized
instruction.

As a matter of fact, in most schools, even children in the first grade
have beginning books in science, mathematics, and social
studiessocial studies embracing both history and geography. These
subjects are taught all through the grades and in high school. Children
spend much more time reading in subject areas than they do in reading
from readers and supplementary reading books, and they ,continue to
read in subject areas lin% efier general instruction in reading ceases.

It is in the third, fourth, and fifth grades that text in the subject
textbooks becomes more substantial and it is also there that the disabled
reader population begins to pile up.

Surely, the elementary classroom teacher, if he or she teaches
science, social studies, and mathematios_or the special subject teacher if
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the school is so organized, has a major responsibility in teaching
children how to read in these subject areas.

Specialized vocabulary is a consideration. Each subject carries its
own vocabulary. For example, probably no one would doubt that
magnets, terrarium, velocity are peculiar to the subject of science;
abolition, fortress, proclamation belong particularly to the field of
history; hemisphere, continent, and equator are special geography
words; and subtraction, cancellation, and divisor are definitely
mathematics words. 'Large numbers of children would profit from
development and guided discussion of such words.

Studies have indicated that there are unique differences in skills
used in different subject matter fields; and that while "general reading
ability" is operative to a certain extent in all reading, there 'is also
definite need for the development of specific skills to use in these
different curricular areas. Research has shown that these specialized
skills can be improVed if singled out and given practice.

I analyzed 200 textbooks at different levels to find out what children
had to do in reading when working with science, social studies, and
mathematics texts. I discovered that these subjects made use of different
patterns of writing, and the patterns called for different reading skills...

However, these study skills are common to all subjects: selection and
evaluation, organization, recall, location of information, and following
directions. Practice should be given on all these as needed.

Because of space limitations, I can only state the different patterns of
writing and will be unable to describe them.

First, the specialized patterns in science are classification;
explanation of a technical process; instructions for carrying out an
experiment; the cause and effect pattern; detailed statement of facts
pattern; problem-solving situations; and abbreviations, symbols, and
equations.

In social studies we have maps, atlases, and globes; cause and effect
which occurs with the highest frequency in this area; sequential events
and their dates; and comparison and contrast. If students identify these
patterns in science and social studies, and read in terms of each pattern,
excellent results are obtained.

Mathematics content is very compact. It is usually composed of short
paragraphs which, unlike other subjects, usually contain words mixed
with numerals or mathemati6p1 symbols. In later grades, children need
to recognize at a glance figurA such as the triangle, pyramid, cube, and
cylinder.

The chief characteristic of mathematics is that it predominantly
contains problems to solve. This requires very careful thinking and
reasoning. The differences between reading and mathematics should be
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discuised with children who should be urged to read problems carefully
before working them on paper. The foregoing suggestions'apply to
mathematics as it is often taught in English speaking countries and not to
the metric system now being used in many places.

At present, interest is high in teaching reading in the content areas.
, Studies, afticles. and materials for children on this topic are,pppearing
rapidly. This is good, for the classroom teacher or. special subject teacher
has a big job at hand in teaching children to feed in the subject fields.
Those who take this responsibility and perform it faithfully and well,
will contribute tremendously to preventing the casualty of increasing
numbers of disabled readers.

IMPROVE FLUENCY AND RATE

Reading fluently and rapidly is another basic skill development area
and one which has become a topic of interest the world over.

There is an exaggerated emphasis on speed at this time. Many adults
and teenagers consider that a high reading rate is the epitomy of being an
excellent reader. They seem to think that a person should have one set,
very high rate for reading everything.

was director of the reading center at New York University for
several years and among other offerings we scheduled evening classes in
adult reading improvement. Sometimes I would pass through the hall
while those who had come to take the course were registering.
Invariably, they would ask me such questions as: "How many words per
minute should I read?" or "How many words'per minute will I be able to
read when I finish this course?" I wouldlpften ask in return, "How many
words per minute to read what? An easy popular article .in the Reader's
Digest? A scientific article packed With facts which you wish to fix in
-mine A beautiful piece of literature in which you wish to pause for a bit
to enjoy an intriguing expression or to reread a passage that has special
charm or appeal for you?" Again I ask, "How many words per minute to
read what?"

The registrants would look quite puzzled and confounded when I
would answer them in this fashion. But they would come to realize what
I meant as the course proceeded, for we taught them that there were
many different kinds of material in reading and different purposes for
reading, but with practice a person's various rates could be improved in
pursuing all of the materials and purposes. Flexibility should be the
watchword in speed improvement.

In the primary grades, fluency should be the major objective.
Lipreading and fingerpointing must be broken up, and children urged to
"read like they "talk." Studies indicate that one of the best ways to
promote rate at this leviel is to encourage wide reading of easy,
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interesting material. Having them read selections for specific purposes
also serves as a spur to reading rate.

Practices used in the primary grades should be continued in the
middle grades for any who need them. Purposeful reading and copious
reading should be emphasized.

Studies indicate that systematic speed practice may best be initiated
at fourth or fifth grade levels. It may be all right to give an informal check
of reading rate in third grade, but systematic speed practice should be
delayed until later.
'. There are published materials providing speed practice but these are
not really necessary. Each teacher may prepare his or, her own practice
material based on the content of the classroom textbooks and used
successively at intervals throughout the year.

DEVELOP INTEREST IN READING
Interest is the touchstone to reading achievement. Many disabled

readers have no interest in reading. In fact, they dislike reading and seek
their communication satisfactions in television and comic strips. Some
teachers contribute to this lack of interest through their use of heavy drill
work unaccompanied by interest-provoking activities.

Studies have shown that several factors and provisions may have
favorable effects on interest.

Enthusiasm of the teacher. It appears that if the teacher is
enthusiastic about books and reading, he or she somehow generates this
enthusiasm in pupils

Consulting with parents. Parents should know what to do and what
not to do, they should be encouraged to have books in the home for their
children and stiould be given advice concerning topics of interest and
level of difficulty of the books they buy.

Recommending books to children. This practice has been found to be
very effective. Of course, the teacher should not say this is the book that
is right for you." Rather, the recommendation should be indirect, as,
"This is one of the most interesting books I have ever read. I'll place it on
the book table for any of you who would like to read it." or "Joe, this is a
book that answers some of the questions you were asking me about
airplanes. I'll place it here if you wish to pick it up sometime." ,

Making books abundantly available. Books representing many
topics and levels of difficulty should be at hand in the classroom for free
reading. Be sure the supply includes easy books for the disabled readers.
Often, one of the biggest problems, of course, is that of providing a large
supply of books, since many schools have limited budgets. You may,
however, borrow books from central school libraries, public libraries,
and bookmobiles. These sources often loan teachers as many as twenty to
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thirty books a month. The children also may borrow from libraries and
bring books from their own collections at home. Many parents are
willing to buy one book to adcr,to the classroom collection.

LOOK FORWARD TO TECHNOLOGICAL DEVELOPMENTS

We must face up to the use of technology in the future teaching of
reading. We are undergoing a technological revolition all over the
world. Technology has changed the patterns of progress in all major
strands of civilization and it is beginning to change progress patterns in
reading. The use of technological devices is appetling to disabled
reader's, and apparently effective with them.

In some places, films, filmstrips, slides, transparencies, and tapes are
now commonly used in teaching reading. Television, computers, and
even satellites are now entering the area of teaching methodology.
Experiments are now being conducted with good results in the use of
television to teach reading over large areas. Cable television and
satellites are undergoing consideration and experimentation as teaching
madi a.

The computer is, perhaps, the most spectacular technological device
for reading instruction. One example of the use of the computer in
reading is shown in this report which describes a procedure used in the
Brentwood School.; Palo Alto, California.

The master computer that does the teaching has eighteen terminals. As
the children come to the classroom, each one sits down before a screen
at the end of his ,terminal. Various pictures, letters, or words begin to
dance on this screen in front of him. Soon he is asked by the computer to
make a response. This he does with a light-projecting pen. If the
response is correct, the computer says "Good!" If it is wrong, the
computer says "NooOoo," If (here is a hesitation of more than 5 to 10
seconds, the computer says decisively, "Do it now!" If the child still sits
and does nothing at all, the computer taps out a distress signal calling
the teacher.

Computer experiments with disabled readers, as well as with normal
readers, are mostly favorable.

It would be extremely hazardous to venture even a guess as to when
computers, television, and satellites may b_ e used for reading instruction
the world over. This may happen during the lifetime of most of us, and
we may as well be ready for it. In my opiniork, however, machines will
never take the place of teachers. There always will be moral, social, and
educational values which cannot be developed solely through the use of
machinep, but which must be achieved through association of human
beings with other human beings. Most definitely, teachers of reading
still will be needed in the future.
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INTRODUCE GREATER FLEXIBILITY IN CLASSROOM ORGANIZATION

THE THREE-GROUP OR TWO-GROUP PLAN

For an undeterminable number of years the three-group or
two-group form of classroom organization has prevailed in most places.
Trends to loosen up this grouping plan are now taking place, much to the
benefit of disabled readers.

In the traditional three-group plan, the teacher divides his or her
class into groups according to reading ability: the fast-moving group, the
average group, and he slow group. In the two-group plan there is the
best group and a poi group. In either case, each group is taught daily
as a whole. wr,rkine at a certain place in a basic reader.

This thiditional plan is being criticized by many educators. As a
result, adjustments are being made to ciipplement it. There may be times
when pupils in the entire class meet '.) read for some purpose; temporary
small groups may be formed to serve the skill needs; interest groups may
be formed in terms of, a topic of special interest of certain children. In
these and other ways, the three-group or two-group plan may become
much more flexible.

THE INDIVIDUALIZED APPROACH

In contrast to the three-group or two-group plan, many schools have
adopted the individualized approach. Permanent groups in reading are
done away with in the individualized classroom. Briefly, the procedure
most generally used in individualized classrooms may be summarized
as follows:

Each child selects a book that he or she wants to read. During the
individual conference period the teacher sits in a particular spot in the
room and each child comes and reads to him or her. During this period,
the child's individual needs are noted and appropriate help is given.
Finally, the teacher writes what the child is reading, his beedg, and his
strengths on a record card. Then another individual conference is held,
and so on. If several children need help on the same skillA, they may be
called tnizether for instruction and practice.

As in the more flexible three-group or two-group plans, sessions
with the whole class may be heoi at times. Mutually prepared charts

---6volving from shared experiences, planned activities, or "how-to"
directions call for whole -group par',acipation and provide opportunities
for whole-group reading. Notices placed on the chalkboard or bulletin
board are read by the entire group.

The whole class may also be involved in planning activities, such as
planning procedures for book selection car for individual conferences,
planning what to do for independent work and planning experierves in
which one child or a group share re, ding with the class as a whole.
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Sometimes a new reading skill is introduced to the complete group.
Whenever there is a need or a reason for the entire class to work together,
whole-class grouping may ensue. There is nothing in the philosophy of
the individualized plan itself which precludes functional whole-group
participation in a reading activity.

Small group arrangements take place often. Sometimes, children
who are reading or have read the same book gather in a group to "talk it
over." Such discussion may lead to plans for a sharing a ivity, such as a
dramatization, a puppet show, or a mock radio or televisi n program. At
other times, children reading the same book may work a a oup with
the teacher during the usual individual conference,period.

Now and then, two or three children who like to be together socially,
gather in one spot when reading from their individual books. Usually
there is considerable oral reading to each other and often the children
help each other with unrecognized words.

Interest groups emerge at times. For example, four or five children
May become interested in elephants. Regardless of their levels of ability,
the children may work together and share information and interesting
incidents from the books or stories being read at various levels of
difficulty.

Skill groups are frequently formed to meet individual needs. If
several children need help on the same skill, they meet as a group with
the teacher for development of and practice on the skill. This group is
disbanded one by one as children master the skill; and new groups,
possibly composed of some of the original children plus new members,
assemble to meet differeht skill needs. Thus, indidualized instruction
may also provide for some grouping to supplement the basic plan of
having each child progress at his or her own rate.

This individualized plan is emerging rapidly in many countries.
Because it provides opportunities for skill development, in terms of
individual requirements and stages of growth, it should enable the
classroom teacher to meet more effectually the needs of disabled readers.

CUNCLUSION

Perhaps we may assume that we are now arriving at a philosophy in
reading instruction which will enable us to apply a discovery made by
Charles the Fifth.

Charles the Fifth was born ,in Vienna on April 16, 1643. He had a
tremendous empire over which to ruleAustria, Spain, the Nether-
lands, Sicily, Naples, Germany, and Spain's colonies in the new world.
The sway of Alexander, alone, is to be compared with that which was
within the grasp of Charles.
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He started his huge job at the age of sixteen. He stuck to it until he was
quite old and then one day, becoming tired of the tinsel and show of a
king, he handed over his empire to his two sons; loaded up a caravan of
carts with all the clocks that he could buy, beg, or borrow; and hied
himself off to a community of monks in a lost corner of Spain. There,
betweeth lauds and mati'ns and vespers, he spent the remainder of his
life trying to make the clocks keep time together. This he was never
able to do.

"How foolish I have been," he said one day, "to make mere think and
do and move together, when I can't even make two clocks agree." And
having gained this wisdom, he stopped striving to make either clocks or
men work in unison, and spent the last days of his life in peace and
happiness in the old monastery in a remote corner of Spain.

It has been over three centuries since Charles learned this lesson
about men and clocks; it has been over two centuries since we began
teachirig children to read. Perhaps we are just beginning to realize how
foolish we have been in thinking that children should "think and do and
move together" in learning to read.

SMITH
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Writing Systems in Japan

Takahiko Sakamoto
Noma Institute of Educational Research
Tolt, japan

There are four separate writing systems presently used in Japan:
Hiragana, Katakana, Kanji, and Romaji. A consideration of Romaji is not
included in this paper because it is merely the application of the Roman
alphabet to Japanese rather than the Japanese orthography. It is us.z.'i
only to show the reading of the names of Japanese persons, places, and so
forth. in Roman alphabet for the sake of foreign people.4(atakana is less
frequently used than the other two systems (Kanji and Hiragana) because
Katakana is now used only to write the foreign words that have entered
the Japanese language, such as radios and television sets. It is not used to
write a whole sentence at present. Thus, the Japanese orthography is the
usage of Kanji with Hiragana or the combination of Kanji and Hiragana,
plus some Katakana when necessary.

Hiragana, as well as Katakana, is a set of phonic symbols. In both
systems, each symbol is monosyllabic and without meaning by itself.
With few exceptions, each symbol has only one ptonic pronunciation.
Since the relationship between written symbols and spoken syllables is
very regular, Hiragana and Katakana are easy to learn. The 'number of
basic symbols in each system is 46. With the 46 symbols, plus other
marks that give additional phonic values, all the 71 letters of either
system can be written with any words or any sentences in the language
which can be spelled out:

Kanji characters are ideographs that originally came from China.
They are, therefore, often called Chinese characters from literal
translation of the term into English..Kanji, however, are not completely
Chinese but are very typically Japanese today. They are read differently
and the significadce of some characters in Japan is entirely different from
that of the Chinese. Since each Kanjicharacter has.its own meaning, the
number of characters is quite numerous. Since World War II, however,
they have been officially limited to 1:850 characters for daily usa. The
learning of Kanji is more difficult than that of Hiragana or Katakana, not
only because Kanji are more numerous but also because each Kanji
usually has several alternative readings that range from monosyllabic to
quadrisyllabic sounds.
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Although Japanese can be written in Hiragana (or Katakana) only, as
mentioned above, the Japanese orthography at present is a combination
of Kanji and Viragana which becomes a burden to children who .must
learn at leastal,850 Kanji characters in addition to 71 Hiragana and 71
Katakana letters. For more than a century, a group of people have
campaigned for the A bOlishment of Kanji. One group has been active in
trying to abolish Kanji and to Romanize Japanese orthography.- Another
group has emphasized that all Japanese. should be written in Katakana.
This group has been successful in promoting in the business world the
spread of Katakana typewriters with legible Katakana typefaces, which
they developed by themselves. Presently, prints which are put out by
computers are usually all in Katakana. In spite of these efforts, Japan is
not going to change her orthography. Even in the case of computers, a
new device which can print Kanji has been developed and will soon be
used.

The main reason why Japan sticks to Kanji is practical rather than
traditions All of the experimental research has indicated that the
Kanji-Hirag na combination is read faster than all Hiragana sentences
with identi I meanings. There are some reasons of efficacy in rending of
Kanji-Hiraga a combinations: 1) There\are homonyms in Japanese

-which are hardly understood unless they are Written in Kanji. When they
are spoken or written in Hiragana, a reader must look for the cue of
understanding in the context. 2) Key ideas or key words, which are
usually nouns, roots of verbs, roots of adjectives, and adverbs, are
usually written in Kanji, and the other parts of an average sentence are
written in Hiragana. That is, roughly speaking, semantic elements of the
senfence are written in Kanji and syntactic elements in Hiragana. This
combination gives the reader a clue td rapid understanding. 3) In In
average sentence, 25 to 35 percent of the total number of characters are
written in Kanji and the rest in Hiragana. Since Kanji are complicated
and square in shape, whereas Hiragana are simple and cursive, Kanji
stand out visually from the main background of Hiragana and can be
recognized easily. 4) When a Kanji is quadrisyllabic, for instance, it
takes four letters to write the word in Hiragana, whereas it takes only one
character in Kanji. In this way, Kanji-Hiragana combination makes a
sentence short in terms of the number of characters, or in terms of line
length.

Thus, the reader can quickly read the shorter sentence /picking up
key ideas of Kanji that stand out against the Hiragana background and
that convey the writer's exact meaning. This is true, of course, only if the
reader learned enough of the 1,850 Kanji characters. The primary goal of
Japanese reading instruction is, therefore, to teach children 71 Hiragana,
71 Katakana, and 1,850 Kanji characters.
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HIRAGANA AND KATAKANA

Japanese children enter elementary school at six years of age, at
which timejhe Ministry of ducation requires that they start to learn
Hiragana letters. But many children begin to learn Hiragana before
school age without receiving any formal instructions; probably they
learn in their daily life through books, magazines, toys, and TV
programs.

According to the National Language Research Institute, Japanese
children begin to learn Hiragana at the age of four and usually can read
stories written entirely in Hiragana when they enter elementary schools.
Fo; the sake of these preschool children, many books and magazines are
published using. only Hiragana. The Publication Yearbook reported that
about 400 new titles of books and 40 different magazines were published
for preschool children in the year 1972. According to statistics; parents
buy two or three of these books a month for their children. Preschool
children also like monthly magazines and the most popular .title sells
more than one million copies a month.

Before children begin to read the books and magazines by them-
selves, parents read books to children. Sugiyama and others reported
that 36 percent of parents, usually mothers, began to read books to
children at one year of age, 31 percent of them began when the children
were two-years-old, and 23 percent of them at the age of three. Only 7
percent of all the surveyed parents had not read to their children until
four yehrs of age. Sugiyama and others also pointed out that the earlier
the parents began to read, the more fluently the children could read by
themselves when they were five-years-old, and that when the mother's
concern for the reading habits of her children was insufficient, reading
development was slow.

No doubt, parents' concern for the reading of their children is one of
the most important factors in this stage of reading development. Parents,
however, do not actually teach children to read Hiragana letters. They
usually arouse children's interest in reading by giving them picture
books and Hiragana blocks, by reading books to them, and by answering
their questions about letters. All of these are more important 'than
teaching letters in a lesson-like situation. It is difficult to determine what
teaching method Japanese parents use at the beginning stage of reading
Hiragana. From the fact that almost all children play with Hiragana
blocks (each of which has a Hiragana letter on one side and a word which
begins with the letter on the other side with an illustration), we might
say that they learn Hiragana by the word method.

Although about 60 percent of Japanese preschool children attend
kindergarten (which is not compulsory), letters are not formally taught
at these institutions. Many Hiragana letters can be seen in most
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kindergartens, however, and children's questions about them are
answered by teachers. No readiness programs or beginning reading
programs of teaching Hiragana have been developed. The Ministry, of
Education seems to leave the important joll of beginning reading
instruction to nontrained parents, without any good suggestions. A new
beginning reading program will be needed for the sake of those parents
who want to know the proper teaching method, who are not sufficiently
concerned about beginning reading, and who have no time to take care of
their child in the forthcoming period of woman liberation in Japan.

Teaching reading of Hiragana is not the main part of the first grade
teacher's job. Although the Ministry of Education requires that teachers
teach Hiragana, actually they merely have to review or reconfirm what
most children already know. The teacher also identifies nonreaders.
Those children who did not learn Hiragana before school age are taught
in this grade to catch up with their classmates. They learn in normal
classroom situations without any remedial programs or remedial
teachers. Writing of Hiragana and reading of exceptional usages of
Hiragana are taught to all children, so that all of them master both
reading and writing of this system in the first grade.

Katakana is taught in the first and second grades. Since Katakana is
also a set of phonetic symbols, there is no difficulty in reading
instruction. The problem, rather, is in the writing or usage of the
Katakana system. Children must learn which word should be written in
Katakana; in other words, which word came from foreign languages.

KANO

The Ministry of Education presently requires that 996 Kanji
characters be learned during the six years of elementary school cur-
riculum and 854 during the three years of junior high school, so that
children complete the learning of all the 1,850 Kanji for daily use in the
nine years of their compulsory education from ages 6 to 14. It is really a
tremendous job to teach this number of characters to all children. In
order to make reading instruction effective, several methods and
systems have been developed.

One of the examples is what we in Japan call "the grade allotment of
Kanji." Each oneof the 96 Kanji characters, which is required learning
in elementary schools s allotted to a certain grade level according to its
difficulty in usage. Although textbooks are published by private
companies, all of t em should be programmed to teach Kanji in
accordance with the ade allotment. There are endless discussions on
the allotment. Some wi I argue that this particular character should be
taught before that or after that, and so forth. The allotment, however, has
contributed to reading instruction in Kanji. In addition, it is noteworthy
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that the allotment has been a useful tool in editing commercial books and
graded monthly magazines for children.

According to the allotment, even the first grade children must learn
about.100 Kanji characters; the second graders must leain more. It can be
said that a good number of characters are allotted to lower grades. The
"radical method" and "deprivation method" are often used to motivate
lo4er grade children. Kenji chdracters look complicated in shape, but
they are not unsystematic constructions. A character can be divided into
radicals which sometimes convey a certain submeaning related to the
character. Through the radical method, children can classify Kenji
characters in terms of common radicals and can find common
implications. Since some Kenji characters are very pictographic,
teaching of the deprivation of Kenji is used as another method to
stimulate lower grade children. Although the deprivation method can be
applied to a limited number of Kenji, pictorial explanations (such as the
Kenji for moon-was derived from the shape of the crescent moon) attract
the children's interests.

Kanji characters are not taught separately but in the sentence. As
mentioned previously, before children learn Kenji, they can read any
sentence written in Hiragana. When the children learn a certain Kenji,
they read a whole sentence in which a small group of Hiragana letters,
representing a certain meaning, is replaced by the corresponding Kenji
character with the same phonetic reading as well as the identical
meaning. In this way, children become able to read Kai* witliagana
sentences in which about 2 percent of total characters are written in
Kenji by the end of the first grade. The percentage of Kanji to the total
number of characters in the textbook increases as the grade goes up. That
is, 7 percent for the second grade, 14 percent for the third, 18 percent for
the fourth, 22 percent for the fifth, and 23 percent for the sixth grade.
When children graduate from junior high schools, they are expected to
read tjapanesd standard sentences in which 25-35 percent of the total
characters are written in Kanji.

When children learn a certain Kenji, they must learn writing as well
as reading. Writing Kenji is not easy for children; it is complicated in
shape and has a stroke order which is strictly fixed and has to be learned.
Practice in writing Kenji might be one of the main activities assigned to
children all over Japan. Children pick out all the Kenji characters in a
chapter anchwrite them down; or, they write newly learned characters
ten times each in a notebook. This kind of activity is usually assigned as
homework every day; not only on school days, but also weekends,
national holidays, and even during the summer vacations. Although
children hate it, it is evident that the practice of writing reinforces their
learning of reading. Here again, the role of parents is important. When
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parents sufficiently encourage their children to f ish their homework
every day, the children's achievements are high. st as in the case of
Hiragana, reading instruction of Kanji largely depen s on the concern of
parents.

Generally speaking, children learn easily those haracters which
appear frequently in the language. On the other hand, even when they
are less complicated in shape, those characters which s ldom appear in
the language cannot be learned easily. Among the 1,850 anji characters
for daily use, there are some which can hardly be learned until the end of
compulsory education. Most of the characters are not often used now;
obsolete words, very old words, military terms, special words related to
the Emperor, and so forth. We cannot blame children, teachers, and
parents for the failure in learning, this kind of unfamiliar Kanji. The
blame must be placed on #ie National Language Deliberation Council
who is in charge of Japanese orthography. They selected the 1,850 Kanji
nearly twenty years ago, and they have never revised them during the
rapidly 'changing decades.
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Reading Disability and the Writing System

Kiyoshi Makita
Keio University School of Medicine

-- Tokyo, Japan

o

-'While reading disability, reading difficulty, reading retardation, or
whatever you prefer to call it, comprises a formidable portion of child
psychiatric cases in the Western countries, its incidence in Japan is
extremely rare, as was reported by this author in 1968 (8). No children
were brought to the clinic for the said complaint in the past sixteen years,
and the result of a questionnaire survey addressed to school teachers-
revealed that the alleged incidence of such reading difficulties was no
more than 0.98 percent of the school ptpulation, which is only about
one-tenth of the incidence reported in Western countries (1, 9, 10, 12).
This author's report of these findings was critically opposed by Critchley
(2). He wrote: "The alleged low incidence of reading disabilities in Japan
deserves comment. Makita's suggestion that it is due to the inherent
linguistic merits of the Japanese language is not plausible. The most
probable explanation is that 'in Japan teachers, neurologists, and
educational psychologists are not alive to the possible occurrence of
dyslexia." They are alive! Moreover, they are searching diligently for
dyslexic children. But the plain fact is that such Japanese specialists do
not get any referrals.

There are various theories attempting to explain the aetiology of
reading disability from hereditary; morphological, physiological,
emotional, and other standpoints. Not one of the theories serves as a
clear-cut explanation as yet, and not one indicates that the Japanese
differ as an organism from other human beings in the causal situation of
producing reading difficulty per se. What, then, can be the contributing
factor whiLli results in such a big discrepancy in the incidence of reading
disability in Japan as compared with other countries?

It is hardly possible to assume that the Japanese are ten times better
equipped in hereditogenetical terms, in morphological structure of the
brain or in its development and in neurophysiological dexterity and are
surviving in a ten t1mes better emotional environment. In other words, a
biological mechanism which is associated with reading difficulty is
unlikely to differ at all from one ethnic, group of human beings to
another. It is notable that studies on reading difficulty conducted in
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Western countries have been based on the alphabetical language as
given, and that the nature of characteristics of the language and its script
systemthe very object of the reading behaviorhave seldom been
questioned. If the similarity of biological function of all races is taken
into consideration, the discrepancy of the incidence may arise from the
languages and their script systems, which are fundamentally different.
The Comparative Reading project under the leadership of Downing (4) is
really an ice-breaking and rewarding attempt in elucidating differences
in the characteristics of languages and their script systems which
doubtlessly will augment other valuable advances in our knowledge of
reading capacity and disability. Hopefully, it may help to explain the
discrepancies I found between the incidence of reading problems in
Japan and in other countries.

JAPANESE SCRIPT SYSTEMS

Most Japanese writing consists of a combination of two decoding
systems: morphemes called Kanji and syllables called Kana. The Kana
system is "comprised of 48 syllable characters, each of which represents
the sound of either 9. consonant phis a vowel or of a single vowel only.
Each character is always read in the same way without irregularity. The
Japanese Kana script is similar to the alphabetic scripts in the sense that
it represents phonological elements of language. The important
difference is that Kana characters represent a different unit of
soundthe syllable. The Ka'ia script has two varieties called Hiragana
and Katakana, which are more or less comparable to manuscript print
and cursive writing, but the discussion need not go further into their
differences since the mode of their cognition does not differ. In
consequence, the script-phonetic relationship is quite stable in Japanese
Kana, whereas it is often unstable in alphabets. Thus, the Kana system
seems likely to cause less cognitive confusion in the initial learning
stage.

On the other hand, each Kanji represents a morpheme. The Kanji
system was derived from Chinese characters but it is read in different
ways in Japan than it is in China. Many Kanji have hieroglyphic or
pictographic origins and, in general, it could be said that a Kanji
character is a logograph or an ideograph. Usually, one Kanji may be read
two or more ways but it still conveys the meaning it represents. A Kanji
may represent a monosyllabic or a multisyllabic pronunciation
according to how it is used in combination with other Kanji or Kana, but
the meaning it conveys is the same. In other words, at sight, a Kanji
conveys the meaning it represents to the cerebral cortex without any sort
of decoding or spelling out process and its reading comes out
secondarily dependent on how it is used.
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There are numerous varieties of Kanji characters which impress one
as endless to memorize. In China, it has been said that a minimum of
3,000 characters have to be learned before one can be reasonably literate.
It may require an,even larger number of characters to reach the level of
"full literate proficienCy," according to Goody (5). The situation would
be quite similar in Japanese pertinent to Kanji. In consideration of such
an inconvenience, the minimum requirement in learning Kanji is
lirriited to 1,850 characters for daily use at present, and difficult
characters are supplemented by Kana. And yet, one may still receive the
impression that it must be a heavy burden for Japanese children to have
to memorize such a vast number of characters when compared to the
learning of the 26 letters of the English alphabet. However, one must not
overlook the fact that merely learning these 26 alphabetic letters does not
accomplish literacy. Various redundant difficulties are involved in

4earning to read in alphabetical languages, and this is particularly so in-
English. As Leong (7) has noted, the difficulties in learning to read Kanji
assumed by Western researchers can be challenged and the burden of
memorizing Kanji can be much less than Goody (5) or Halle (6) suggest.
Of course, there are confusing symbols in Kanji, in Kane, and also in
alphabetical words. There are seemingly alike but different Kanji in their
total figure or Gestalt. But most Kanji have some sort of regularity in their
systematic parts. Kanji can be analyzed into smaller units or radicals that
operate often systematically. Certain radicals imply metallic, vegetative,
animal, or human nature. Many symbols are constructed from the
combination of such units or radicals, which makes the learning of Kanji
more or less systematic so that the memorization of Kenji cannot be
compared to the rote memory ot telephone numbers or of all the pictorial
or abstract figures existing everywhere as claimed by such writers as
Halle and Goody. Although the tots k figure of a Kanji is directly
connected with the meaning it reprints, the process includes a
function of discriminating partial details. The discrimination of
seemingly alike but ambiguous symbols is accomplished by the
differentiation of partial details of each individual symbol. Misreading
due to an erroneous total perception induced by the failure of
discriminating partial details may be compared to such a misreading in
English between straight and steady or left and felt. Misreading of Kanji
differs from that of alphabetical words in that the former does not
include the spelling factors.

THE DIFARENCE OF MODE OF COGNITION BETWEEN
READING ALPHABETICAL, KANA, AND KANII SCRIPTS

Alphabets are phonemic codes and the reading of an alphabetical
word is induced from the linkage of the phonemes which compound the
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word, which by way of the spoken word, finally leads to its
comprehension. In other words, unless one perceives each visual
symbol in terms of the correct phoneme, and unless one connects those
visual code symbols one by one (the decoding process), one cannot
realize the sounds of the word those code symbols represent and cannot
arrive at the comprehensiOn of the word represented. The mode of
cognition in Kana reading is quite similar, but here the codes are not
phonemic but syllabic, and therefore more consistent and stable in their
sound to visual symbol coding relationship.'``

Being a morphemic code, the comprehension of Kanji is entirely
different in its cognitive Pcocedure. In reading anti, visual perception
of a symbol can carry the meanin it represents sight no matter how it
is read. The visually perceived s mbol is transmitted directly to the
higher center of comprehension, not by way of the realization of a
spoken word, and different readings of the perceived visual symbol
emerge secondarily dependent on how it is used on the basis of the
comprehension of themeaning it represents. In other words-, the mode of
perception, transmission, and comprehension is the other way around in
the reading of Kanji compared to that of Kana or letters of an alphabet. It
is generally agreed in Japan that the capacity for reading Kanji remains
less affected than that of Kane, in cases of acquired alexiddyslexic
disorders with a cerebral basis. This suggests that the cognitive process
is very different in reading Kana and Kanji. ,

As was mentioned earlier in this paper, most Japanese writings ,

employ a mixture of Kanji and Kana scripts, which it is cl 'tried makes
reading easier. The reason is said to be that the Kanji logogr hs play the
roles of milestones in a sentence, facilitating an overall comprehensive
orientation. This seems true on an empirical basis, for reading Japanese
telegram messages is quite commonly recognized as being quite difficult
and misleading and Japanese telegrams use Kana script only (for
technical reasons). There has been a Kana script movement in Japan
which aims at reforming-Japanese writing in Kana script only for its
technical simplicity. The unsuccessful development of this movement
may be due to the above mentioned disadvantage and may serve to
support the advantage of mixed Kane/Kenji writing.

COGNITIVE CONFUSION AND DYSLEXIA

In agreement with Downing (3) and Vernon (11), this author
concludes that the fundamental and basic characteristic of reading
disability appears to be dependent on cognitive confusion. The writing
system seems to be an important variable in the learning to read process:
The rarity of reading disability in Japanese children might be due to the
Japanese writing system which, though superficially it may appear to be
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very complex, in reality, it is less confusing in its cognition. In
particular, the different mqde of perception of Kanji bus to be taken into
consideration. These points may serve as some clues in unlerstanding
reading difficulties in other languages. Although it is very difficult to
prove that the Japanese writing system is less confusing compared to
other writing systems, the discrepancy in the incidence of reading
disability between Japan and many Western countries may imply that
the Japanese writing system is less confusing in its cognition 1) because
of the sound to visual symbol consistency of Kane and 2) because of the
entirely different perceptual process. of reading Kanji.
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The Reading Ability of Preschool Children in Japan

Shozo Muraishi
National Language Research Institute
Tokyo. Japan

It is often supposed that due to cultural and social changes in modern
society modern preschool children's language ability, literacy, and their
methods of acquiring these are markedly different from those of earlier
times. However, there has not been sufficient scientific data concerning
this problem. Therefore, in 1967 Muraishi and Amano (4), working at the
National Language 'Research Institute, investigated the reading and
writing ability of preschool children in Japan. (See Supplementary
Note '1.)

The report for this perspective contains most of the results of these
studies and some new data as well. In this report we will discuss the
ability of preschool children in Japan to read Japanese syllabic
characters (the Hiragana letters) and the improvement in the rate of
acquisition of characters for modern children over children of earlier
times.

METHOD

Contents and construction of test. This test deals with the Hiragana
letters, which we used to represent the seventy-one fundamental
syllables of Japanese and the five kinds of special syllables (contracted
sounds, assimilated sounds, prolonged sounds, contracted-prolonged
sounds, and particles).*2 Children were tested on their ability to read
the letters representing the fundamental syllables and words containing
the special syllables.

Subjects. The parent population for this test was the approximately
500,000 children in the Tokyo, Tohoku, and Kinki areas in 1965. The
sample consisted of 2,17 children (1,399 in the five-year-old class, 818
in the four-year-old class) from 122 kindergartens.

Operation and required(time of test. Testing was done in the form of
individual tests given by seventy-two investigators from universities
and research institutes in the test areas. The test required ten to twenty
minutes to complete.

Date of testing. Testing was carried out in November 1967.

MURA ISHI 255



Others. There were questionnaires for the kindergartens and the
children's homes asking how much instruction had been given in the
acquisition of Hiragana letters.

RESULTS

For the November 1967 test, the acquisition levels in reading of
Hiragana letters are shown in Figure 1.

30

20

0 0 4-yeart6ld class

5-year-old class

0 b
I t i

0 10
_,

20 50 4.0
tit

50 60 70 letters

4 14 24 54 44 , 54 64 71

Figure 1. Acquisition levels of Hiragana letters in preschool children.

This shows that 5.2 percent of the children in the five-year-
old class and 23.2 percent in the four-year-old class could read fewer
than four letters. On the other hand, 63.1 percent of the children in the
five-year-old class and 33.1 percent in the four-year-old class could read
sixty or more Hiragana letters. In a retest of children in large and
middle-sized cities a month before entering primary school, 87.9 percent
of the five-year-old class (176 subjects) could read sixty or more
Hiragana letters. *3

From Figure 1 wfk-tan see that the distribution of the number of
Hiragana letters the children can read is not a normal curve but J or a
reverse -J type curve. This characteristic curve shows that they acquire
most Hiragana letters for fundamental Japanese syllables rapidly, as
soon as they have learned to read about twenty letters and have acquired
some of the abilities required for learning to read. Amano (1) has shown
that the most important of these is the ability to analyze and abstract
syllabic structure of words.

The relationship between the acquisition level of Hiragana letters
and ability to analyze the syllabic structure of words is shown in Figure
2. According to this figure, even in younger children who could not read
any letters at all, relatively high percentages of correct responses are
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shown regarding the number of syllables. In the earlier stages. the act of
identifying each syllable of a word is difficult, but it shows a tendency to
in prove rapidly at the first stage of acquiring the Hiragana letters. *4

Figure 2.
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Number of letters acquired.

Relation between the acquisition level of letter learning and 1) the
ability to count the number of syllables in words and 2) the ability to
locate the syllable fko/ in words

Children gradually acquired the ability to read the special Japanese
syllables after` they acquired sixty or more Hiragana letters representing
the fundamental Japanese syllables. Figure 3 shows the relationship
between the number of Hiragana letters acquired and the ability to read
special syllables.

As shown in Figure 3, 15 percent of the children who have learned
sixty to sixty-four Hiragana letters can read one or more kinds of special
syllables. Moreover, of those children who have learned seventy-one
Hiragana letters, 85 percent can read one or more kinds of special
syllables and 18 percent have completely mastered five kinds of special
syllables. In April of 1953 and 1954, investigations of reading and
writing ability of Hiragana letters were conducted on first-year pupils in
primary school by the National Language Research Institute. In Table 1
the results of these investigations are compared with the results of the
recent investigations.
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Figure 3.
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From Table 1 we can see that the age of acquisition of Hiragana
letters, especially for reading ability, was considerably lowered during
the thirteen or fourteen years between the two sets of investigations. The
factors conditioning acquisition of Hiragana letters in preschool
children were chronological age, sex, number of years of education,
home conditions, and activitieg of children. It was found that the number
of years of eduCation in kindergarten was the most important factor.
Figure 4 shows the percentage, of children who can read sixty or more
letters.. One year of schooling means that the children entered
kindergarten at age five years and got one year of schooling,and two or
three years of schooling means that they entered kindergarten at four,
years of age or younger and got two or three years of schooling.

Table 1. Hiragana reading and writing averages (for seventy-one letters) in
three tests

Years Subjects (Number) Reading Average Writing Average

April
1953 First-year pupils

of private school (N = 650) 34.8 22.7

April
1954 Fifst-year pupils

of private'school )N = 426) 42 9, 29.3

November
1967 Kindergarten children

(4-year-old class N = 818) 33.5 13.7

(5-year-old class N = 1.399) 53.0 33.5
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According to Figure 4, the two or three years of schooling group shows a
higher rate of ability of reading letters than the one year of schooling
grdup and in all classes of cities except first and second class (small
towns) the difference is found to be significant (p < 0.05).

100
. One year of schooling

2 or 3 years of schooling

601

4(Y

20

.
2 5 4 5 -6

Class of city in which school is located
7

Figure 4. Percentage of children who have acquired sixty or more letters
according to class of city in which school is located

DISCUSSION

Frern the results, we find that most modern kindergarten children
(87..9 percent) have acquired Hiragana letters from tour years of age and
have a high reading ability before entering primary school,, and their
acquisition of Hiragana letters is at a younger age than children in 1953
and 1954. 4owever, we must consider the following four problems.

1. Does this improvement in the rate of acquisition of Hiragana
letters by modern children mean that they have better word and sehteire
reading ability than children of the past? It is true that children who can
read sixty or more letters can read simple sentences, byt most of the
children read- the words merely letter by letter.

Ptgure 5 shows the relationship between children's acquisition level
of reading ability and their reading skills.*5
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90TH 86,5 Letter by letter reading

Bot- Mainly letter by letter reeding
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70' Mainly word by word reading. but
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604 Word by word or sentence reading
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Figure 5. Relationship between level of reading ability and reading skills
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According to Figure 5, at E level most of the children are at the stage
of letter by letter reading, and as they come to master the reading of
special syllables, they move up to the stages of word by word reading
and sentence reading. Therefore, this indicates that just because a child
can read Hiragana letters it does not mean that he can read sentences.
This problem will have to be studied more in the future.

2. Why is the acquisition of reading Hiragana letters by modern
children greater than that for earlier children? There is a tendency to
assume that modern children acquire a knowledge of Hiragana letters 4t
a young age because parents teach their children reading and writing at
hdme, but the results of our investigation do not support this
assumption.

Figure 6 shows the parents' instruction types concerning letters and
percentage of children who can read sixty or more letters.*6 According
to this figure, the type of instruction at home has no positive bearing on
letter learning.

On the other hand, concerning instruction in letter learning in
kindergarten, about 20 percent adopted a positive instructive attitude.
Table 2 shows the levels of positive instructive attitude in each
kindergarten apd the percentage of children in them who could read
sixty or more letters. '7

Table 2. Level of letter reading ability according to type of letter instruction
in kindergarten

age type letter
environment

letter
presentation

reading and writing
instruction

4 years
()Id

high
average

37 O4 %:
32 86

4.468
r-
1

27 70",,,
36 34

28.08%
35 75

low 26 47 P (")5 32 5fi :4 29
5 years high 63 71 65 43 65 29

old average 62 71 h2 74 h5 48
low h5 56 f)3 84 IA) I I

Pen eOtage in table refers to pen Pillage of i InI(Iren ha% a«nnrnd sixIN more Inners

According to Table 2, a definite relationship between the level of
letter instruction in kindergarten and the acquisition level of reading
ability can be found only at the age of four. The other two factors do not
act significantly on the acquisition of reading ability. Therefore, we can
draw an inference that language development of children is hastened
through preschool .education (kindergarten, home) and then children
acquire Hiragana letters by themselves in the modern sociocultural letter
environment. So, the increased reading ability in modern children
compared with that in earlier children is due to .improvement of
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preschool education, especially the fact that children now enter
kindergarten at a younger age and that a larger percentage of them attend
kindergarten. '8

We must try to learn what fundamental reading abilities children
acquire in preschool education. What are the fundamental abilities
needed to learn to read letters? There seem to be three. The first is the
ability to recognize letters. This is acquired through learning the roles of
signals and signs in daily living. The second is the ability to decode
written sentences. This is acquired by learning to respond to the
meanings of written sentences in picture books, although the child is as
yet illiterate. The third is the ability to discriminate syllables and
different letter shapes. This It acquired through analyzing syllables and
discriminating letter shapes in language games. In addition to these
abilities, it is necessary that the children should have attained a certain
level of intellectual and language development.

3. What is the difference between Hiragana letters and an alphabet?
The Hiragana script is syllabic and it represents fundamental and special
syllables. There are 71 letters representing the fundamental short
syllables. Because these each correspond with a syllable, it is easy for
children to acquire them. So, most children can read 60 or more letters
before entering school.
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Figure 7. Percentage of correct responses on special syllabic letfers
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There are five kiwis of' special sounds. *2 These syllables do not
have their own letters, and are constructed in connection with two or
three regular syllabic letters. Moreover, certain particles are read wa,e
instead of ha,he in, connection with the syntax. Figure 7 shows
percentage of preschool children who are able to read correctly the
special syllabic letters. The above figure shows that special syllabic
letters are more difficult to read than fundamental ones. And until
children learn them, they cannot read most sentences fluently.

4. There are two difficult features in letter learning for children in
Japan. One is the fact that children cannot read sentences in newspapers
unless they have learned the 71 Katakana letters, in addition to the
Hiragana letters, at the lower grades of elementary school and have also
learned the 881 or more Chinese letters taught in elementary school. We
know from our case study that even preschool children, if they have
learned 60 or more Hiragana letters, begin to read some Katakana letters
and a few Chinese letters. However, it is also true that for Japanese
children letter learning becomes the major burden in Japanese language
learning.

The other difficult feature is the fact that children must write letters
according to the rules of stroke order. But to children, the stroke order is
so difficult that about 20 percent of letters with correct form written by
children are written with incorrect stroke order.

Hiragana letters are written with between one and six strokes. The
distribution of strokes per letter is shown in Table 3:*9

Table 3. Stroke numbers of Japanese syllabic letters

Stroke numbers 1 2 3 4 5 6 Total

Frequency 10 11) 20 11 7 4 71 ,

Children in Japan have to learn the stroke order for each letter. In
general, stroke orders can be described as follows: 1) the upper strokes
precede the lower. 2) the left strokes precede the right, and 3) the
horiiontal strokes precede the vertical.

These rules don't depend on the features of lines but on the locations
of lines. However, I verified that the rules of stroke order in copying
depended qn the visual features of lines to children who didn't know any
letters (2). Thereafter. I undertook an experiment on the relation of stroke
orders and the features of lines. In this experiment 'I had 179 nursery and
kindergarten children copying 45 figures and letters.*10 According to
the results of the experiment, the following were true for most of the
children who could not read any letters (3):
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1. Curved lines preceded dots and straight lines.
2. Longer straight lines preceded shorter ones.
3. Angular lines preceded nonangular ones.
Table 4 shows some samples of stroke orders distributed by children

who could not read any letters.

Table; 4 Some samples of stroke orders distributed by children who could not
read any letters

Stroke
order

tion

11' 1
1 . 1) P

0 X

11'u 1

1_t
co- r
0 X

1 A 1

7 7)
. - 30 X

. ( F'tmurt.
,

002 0,
a

0 X

1

,t t 1.
0 K

%

7tz
P

71 500
10 472

001

1b 500
11 868

001

5011 71
6.4'2(1

005

804 3b
24 H72

0(11

1 7 11 674
H 924

. O05 (if =

As is evident from Table 4, it was confirmed that the rules of stroke
order for children who could not read any letters depend on the visual
features of lines. The standard stroke order rules were decided4according
to the writing facility for adults, but children who have little opportunity
for writing can't understand these rules. The rules of stroke order based
on the visual features are different from the ones based on the writing
facilities produced by different stroke orders in the case of Hiragana
letters. So, it is necessary either to change the standard stroke order rules
or find a way to teach therd to children,

Finally, we have to compare our results with findings in other
countries to determine whether the acquisitiOn of Hiragana letters before
entering elementary school is due to the distinctiveness of Hiragana
letters.

coNcLustoor
Most Japanese children acquire the ability to read Hiragana letters for

fundamental Japanese syllables before entering elementary school. We
can also show that acquisition of Hiragana letters occurs at a younger age
than it did in 1953 and 1954, and the most important factor conditioning
the acquisition of reading is the improvement of preschool education. In
the future, we must study what effects the orthography of Japanese
letters have had on the reading development of Japanese children.

SUPPLEMENTARY NOTES

* 1. S. Muraishi and K. Amano made the following studies over a
three-year period of time.
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On Reading and Writing Ability in Pi'eschool Children (1967)
On Vocabulary Ability in Preschool Children (1968)
On Vocabulary and Communication Ability in Preschool
Children (1969)

2. The letters representing fundamental Japanese syllables and the
words containing the special Japanese syllables fdund in this test
are as follows:

a. Voicelesassounds. Syllabic nasals. Voiced sounds. Semiyoiced sounds

Sy> a I 1 1

n ka ki
.71' sa 1, shi
r: to t chi
ra. na it ni

11 ha In h'.

a MA N. mi
, ya

';
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wa er WO
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3

'C'
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ko
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ho
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yo
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go
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b. Contracted sounds

LA. yakusho
.1,

cha
l.-0

shu LI sho
1,1, -v 1, omocha p,< C,,b Rkushu

( Toy > ( Handshaking > 4 Government>
c. Assimilated sounds

3 , '7... kitte ^e' 7 rt A., spkken 1 2, ,/ nikkori
Stamps ( Soar > < Smile >

d. Prolonged sounds

A.tr,$)2 X., okasan 3,-4/ ,-.1/,, onesan k 1-..1.,1k, onisan
< Mother> < Sister ) < Brother>
.5 -t. k fusen , 0,44 okami

Wolf 7
1 t 1, 1 ^) kesatu

<< Balloon > Folic.e >

v.. 0 sc- seto
< Pupil >

e. Contracted-prolonged sounds

ii *t kYa I 5 chu
Al ti 15 yakyu

L 4 5 she*
4-1,(10 suishE co... 5 konchu

< 3aseball 7 ,4 Crystal 7 < Insect >
1. Particles

irl i; ti.t7,11,Yams wa takai. The mountain is high.

.5.4 1,3 t%. Umi wa hiroi. The sea is wide.ri

<. Machi e iku. I go to the town.
:..1,, Mura e iku. I go to the village.
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In the writing ability test the subjects were given only the letters they
could read correctly, selected from 71 letters in all, including voiceless
so nds, syllabic nasals, voiced sounds, and semivoiced sounds.

In the test carried out in November, 66.6 percent of the subjects
showed the.ability to read 60 or more Hiragana letters.

4. This experiment was conducted on 76 children in four- or
five-year-old classes using 15 words from 3 to 5 syllables
containing /:.;, l (ko) such as < ,ra z. >(cat, chair). The
subjects were shown the pictures representing the given words
and asked to analyze them by putting small wooden blocks into
the squares drawn below the pictures one sqliare for each syllable
and by pointing to the location of / (ko).
This experiment was caryied out by K. Amano. Children were
asked t ead aloud the sentence "There is a tiny bear in Hanako's
house.'

z . .(,21. 5 t 7)N,?-)t, tit,/ zsv t
The stage of t i esponses_ was analyzed according to each level.

The levels are defined as follows, E means that children can read 60 or
more letters but can't read any special syllables at all. F means that
children can read 60 or more letters and have mastered 1 or 2 kinds of
special syllables in addition. G means that children can read 60 or more
letters and have mastered 3 or 4 kinds of special syllables in addition. H
means that children can read 60 or more letters 'and have mastered all
kinds of special syllables in addition.
* 6. instruction types are divided as follows. Type A means the

passive instruction type where parents give no special instruction
and letter learning is entirely left up to the children themselves.
Type B means the neutral instruction type where children are left
learning letters spontaneously but parents give some materials
such as wooden b a ks or cards with letters written on them in
order to facilitat learning of letters, Type C means positive
instruction where parents teach letters by giving blocks or cards
with letters written on them to their children or make them
workbooks. Of all the parents, 66.6 percent are included in type B.

* 7. Instruction in letter learning is divided into the following three
factors:,Letter environment, letter presentation, and reading and
writing instruction. Letter environment means the arrangement
of the environment; for example, teachers put the child's name on
each of his things, o the class name plate is put above the
entrance to the class m. Letter presentation means the act of
writing on the black rd things such as the theme of a story
during storytelling activities. Reading and writing instruction
means systematic instruction in letter learning.
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* 8. Figure 8 shows the percentage of first grade children each year
who had kindergarten experience.
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Figure 8. Percentage of first grade children each year with kindergarten
experience

According to this, the percentage more than doubled between 1953
and 1967. But it must be noted that children with only nursery school
experience are not included.
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As shown in Figure 9, the ratios of thrc.- and four-year-old children
to fivy-year-old children eac.h, ye,. show that children's ages at the time
of ehtranceinto kindergarten are getting younger.

9. Many Chin, f characters have ten or more strokes.
10. In the design of this exiieriment. the arrangements and lengths of

lines were not controlled.
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Sequence and Structure in a System
with Consistent Sound-Symbol Correspondence

Dina Feitelson
University of Haifa
Mount Carmel, Haifa
Israel

In an impressive study on comparative reading, Downing (2) comments
on the fact that some of the contributors who described the initial stages
of reading acquisition in consistent systems like Finnish, Japanese, or
Hebrew tended to assert that learning to decode in their respective
language was easier than in a less consistent language such as English.
Let us look for crucial differences between consistent and nonconsistent
systems, which give rise to such assertions.

Learning to decode in a nonconsistent system means that the
beginning reader has to acquire a staggering amount of information.
Moreover, in a way the task is infinite. Even when the process is already,
well under way and a great deal of material has been covered, further
contingencies remain for the learner to meet. Also, a very experienced
reader might still come upon a word which he will not automatically
know how to pronounce. This could never happen to an experienced
reader in 'a consistent systern. Sometimes the reader may not know the
meaning of a word he has never met before, yet he will always be able to
sound it out correctly.

Thus, one of the most pertinent qualities of a consistent system is that
the number of contingencies is strictly limited. The body of knowledge
to be acquired is always finite and, often, surprisingly small. In learning
Hiraganathe syllable script with which reading instruction starts in
Japanall the child has to learn is forty-six symbol-sound relationships.
Moreover, as each symbol represents a syllable, rather than a single letter
like in alphabetic writing, blending. is no problem. Small wonder that
learning to decode is not considered very difficult in japan, and that
there is no illiteracy (9).

.To sum upthe difference between learning to decode in consistent
and nonconsistent systems is mainly that quantitatively, the learner in a
consistent system has to learn infinitely less in acquiring the same
competencynamely, the ability to pronounce correctly every word of
one's mother tongue upon seeing that word in writing. Qualitatively, the
little which has to be learned is fess complex than in a nonconsistent
system.
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Someone who has had no first hand experience in teaching decoding
in a consistent system may find it hard to accept such generalisations,
especially in view of the lack of well-designed comparative studies to
corroborate them. Therefore, it might be best at this stage to resort to a
few examples.

The crucial point to remember is that, the more consistent a system

MAMA AM

it

MAMA AM 2

Figure 1.
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is, the more often there will be a one-to-one correlation between
grapheme and phoneme; in other words. between a letter and its sound
value. Thus, in German, the grapheme A is always pronounced ei,and M
always m. Figure 1 shows the first reading page of a Viennese primer.

The grapheme I is always pronounced i (see Figure 2).

MIMI
r-
, ..'

MIMI

F ITELSON

9Auk
Amid 141170

(ces-z% MAMA

MAMI

Figure 2.
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Hopefully, these examples help to provide an insight into the
simplicity of the task faced by a,beginning reader in a consistent system.
Moreover, they may have conveyed an initial appreciation of the
enormous power that careful sequencing can have under such
circumstances.

The sound of the grapheme T is only and always t (see Figures 3 and 4 ) .

_TIM

MIT TIM .

MAMA MIT MIMI.
MAMI MIT MIMI.

Figure 3.
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SEQUENCE AND STRUCTURE IN CONSISTENT SYSTEMS

On the assumption that in any consistht system the amount of
information which has been acquired by the beginning reader is indeed
finite, it seems that it should be possible to experiment with different
approaches to sequencing and structuring this information. Maybe it is
not too ambitious to hope that in time it will be possible to discover
general principles which could be applicable to initial learning

4

MIMI_ IM

MAMA_

MAM I - AM FP 1-1
i T.

'':"IdPwz_04i, IM *641

MAMA_ MIT MIMI IM

MIMI_ MIT TIM IM

Figure 4.
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sequences in more than a single language. Everi the mere search for such
principles could become an impetus for well-conducted comparative
research efforts (3 ).

It is noticeable that initial learning approaches developed in
different consistent systems sometimes show surprising similarities.
They also seem to bear evidence of consistent efforts at developing
efficient strategies. It may well be that the very success of several of these
strategies precluded the next step; namely, fully controlled
experimentation with different alternatives. With the latter aim in mind,
we will describe the assumptions developed within the context of
sequencing and structuring initial learning experiences in Hebrew.

REDUCING POTENTIAL SOURCES OF COGNITIVE
CONFUSION IN THE INITIAL STAGE

Evidence from a variety of writing systems seems to show that the
more it is possible to reduce the amount of informational input the child
is exposed to in his initial decoding experiences, the better he will be
able to focus on the task at hand. Downing discusses one aspect of this
assumption when he assumes that a concurrent introduction of capital
and lowercase letters creates an unnecessary and, moreover, avoidable
difficulty for the beginning reader (2). In i.t.a. this difficulty is dealt with
by using one symbol, varying only slightly in size, for both capital and
lowercase versions. The Viennese example we saw before, clearly
indicates that their reading experts share the same view. Their solution
was to use only capital letters in the initial stage. Lowercase letters are
introduced only when the decoding of capital letters has already been
achieved.

We shall return later to further implications of these practices and
concentrate, meanwhile, on a second aspect of the Viennese material.
Not only is informational input reduced by excluding temporarily the
lowercase script, but meaningful initial "decoding sequences are also
achieved with the use of an absolute minimum of letters; in fact, only

Itwo. Introduction of further letter symbols proce d s slowly in strictly
structured sequences. A glimpse 6f the table of co tents of the Viennese
primer shows that usually the pace is about two letter symbols a week.
Letter combinations which have phrinetic value of their own, for
instance, ei or sch, are treated like single letters and !lotted extra time.

Most modern Hebrew schemes proceed in ex tly the same way. The
first meaningful words are structured and deco ed by combinations of
one consonant with one vowel. Introducti of further letters is

'sequenced in such a way that each new letter co tributes further word
combinations (4 ).
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Educators dealing -with consistent Systems in which the
informational input which has to be acquired is much smaller than in
nonconsistent systems, seem to feel that at the initial stage a further
drastic reduction of information input is in order. In order to enable the
student to apply his full potential to the main issue at hand
decodingthe act is simplified to the extent that it no longer constitutes
a natural reading situation.

TFtA NSFER* TO FURTHER CODES

An untested assumption, inherent in the practices just described, is
that once the art of decoding is acquired, transferring the new skill to
additional codes will be relatively easy. Thus, it is only in the initial
stage that the complexities of a natural reading situation are simplified.
A little later they are reintroduced gradually. In Vienna, lowercase
letters used to be introduced in the second half of a child's first year at
school. Cursive writing was also introduced the same year.

In Israel, the child normally meets three kinds of letters during his
first year at school. A simplified alphabet is used in the initial stage,
ordinary print follows after a few months, and then cursive writing is
introduced (see Figure 5). During the next few years the child will

FIRST GRADE

SIMPLIFIED ALPHABET

Ana 414:

Ana
REGULAR PRINT

pn nx '711F, rpprI trY171 awn
ypr: :07;7117V 17:1771 nx.DDI:11 tralion

ApiDr.; nx v-Ip`? 5rnnnly17:7 172t

CURSIVE WRITING

_DC? 4./Di-JT

Figure 5.

17
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.

proceed to writing without vowels (the kind of shorthand lased in
everyday life) and to "Ra,shi," which is used in religious studies. Foreign
alphAbets follow a little laterEnglish in Grade 5 and Arabic one to two
years later (see-Figure 6). .

ENGLISH
The boys are sleeping

They are playing football

They are eating breakfast

ARABIC

Figure 6.

UNITOF INSTRUCTION AND BLENDING
Recent.work in English (6, 8, 10) confirms conclusions derived, by,

way of classrOom experitnentatioris in-Hebrew, regarding the respective .
roleS of letter names and letter sounds-tritnitial,,decoding. According to
both, the sythbol-sound correspondbnces seem most efficient as basic
units of instruction. On introduction, each new consonant is imme-
diately blended with all vowels previously acquired to forestall future
blending difficulties. New vowels are treated similarly (4). Once again,
the Viennese material can serve as an effective illustratid-Of this
process.

Several further sequence-structure considerations such as
concurrent or consecutive introduction of letters with identical or
similar sound values, the catering to specific problem situations of a'

like the size and position of vowels in Hebrew, and many
more have already been discussed elsewhere and need not be repeated
here (3, 4, 51. Let us. therefore, proceed to one further point of interest.

THE PRF:DF,'CODI,NG STAGE

Once initial reading is seen as a tightly structured sequence, it
becomes relevant to ask whether there is Any oile stage -in a chilcrs
develo.pmental'cycle which is especially opportune to the introduction
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of this sequence, and also in what way the child should be prepared for
this learning experience. MacGinitie's penetrating discussion of reading
readiness research puts questions such as these in their proper
perspective (7); however, few facts are available at present. Research by
Calfee et al. (1) shows that visual filiscrimination of one letter from
another is attained by a majority of children by kindergarten age. When
one realises that in. consistent systems the unit of instruction is indeed
most often single letters; it becomes apparant that most chiklren will not
be in need of special visual discrimination exercises.

On the other -hand, we need to pay serious heed to Thorndike's
penetrating analysis and warning that "performance in reading, at least
after the basic decoding skills are mastered, is primarily an indicator of
the general level of the individual's thinking and reasoning processes"
so that generally meager intellectual processes are apt to stand in the
way of further development in reading and consequently "a wide range
,of further learning" (11). If this is so, it would seem that it is pot specific
subskills which should be taught in the predecoding stage. On the
contrary, time and effort could be put to better use if they were invested
in efforts aimed at promoting cognitive and emotional growth.
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Sequence and Structure in,a.System with
Problematic- Sound-Symbol Correspondence

Joyce M. Morris
London. England

r
For historical, cultural, and commercial reasons, English is the most
international of languages. It is the mother tongue or first language of
approximately 250 million people, and authorities such as Quirk (7)
estimate that a further 100 million have a working knowledge of English
as a foreign language,. In short, English is the most widely understood of
all languages, although Chinese can .claimia greater number of native
speakers.

At the same time, English is recognized as a comp/ratively difficult
language to master in its written form. This is so even for native speakers,
as demonstrated by the considerable proportion who fail to achieve the
lowest defined level of functional literacy in countries with well-
established systemsof compulsory education. For example, in Britain
today there is reason4 o-bigieve that at least 2 million adults are either
unable to read and write, or cannot do so as well as the average nine:year
old. Furthermore, this figure was not seriously challenged when
recently published in a policy document called A Right to Read: Action
for a Literate Britain (1). Indeed, the British government appears to have
accepted it, and has already allocated a million pounds toward better
provision for teaching adults to read and write.

A SOUND FOUNDATION FOR LITERACY

Even thOugh it is essential to help adults who suffer from the
crippling handicap of illiteracy, it is even more important to take
preventative measures to ensure that all educable children build a sound
foundation for literacy during their early schooling. There is a good deal
of evidence from research (4), that children who fail to do this have a veity
poor prognosis. They rarely succeed in subsequent school life, and the
majority inevitably join the ranks of illiterate adults who ary
unemployed or who are desperately clinging to a-dwindling percentage
of unskilled jobs.

THE NEED FOR SE(.2tTENCE AND STRUCTURE

Building a sound foundation for literaCy is not easy. For more than a
decade, leading members of the United Kingdom Reading Association
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have stressed the need for sequence and structure in the teaching of
reading, especially in primary schools. But so far, their well-intentioned
counsel, though backed by reputable research, has not had the desired,
widespread effect on classroom practice. There are many reasons for
this, but perhaps the following three will suffice to illustrate the
problem. 1

First, in Britain, notions of sequence and structure tend to be
associated with rigid, curriculum centered education. Hence, they are
unacceptable to many progressive teachers who, if successful, take just
pride in their child-centered approach with its emphaSifon discovery
learning motivated by spontaneous interests.

Second, the professional training of British teachers has hitherto
been oriented toward educational psychology, and child development.
Usually, training does not include a comprehensive course on reading
which would cover such topics as the nature of the English language,
linguistic processes. and skills. Accordingly, without explicit-knowl-
edge of what the learning task' involves, it is understandable that
ine,xperie teac ers often fail to appreciate the importance of a
structure (clue ial programme of instruction.

Third, by tradition, British teachers are free to decide their own
methods, materials, and media. The best of them do so within a

framework which' ensures the progress of individual pupils. But
sequence in learning is not guaranteed as children pass from class to
class, be:cause each successive teacher can exercise the traditional
freedom of choice. Similarly, head teachers are not obliged to plan a
school reading programme.-although many do so in consultation with
staff members. .

It isnnlikely that British teachers would ever work toward, a
government sponsored programme for reading instruction, or even one
promoted by their local education authority. Yet. there are dangers in the
present system as long as the net for sequence and structure is nor'
universally recognized-and teachers are trained accordingly.

k

THE LEARNING TASK

Against this background. let us consider the nature of the learning
task for native English speakers during the first five or six years of their
school lives:

NA TI OF TM: ENGLISH 1.ANGIAGV

Whatever their mother tongue, children find it relatively more
difficult to master its written form than its spoken form. There are many
obvious reasons for this, including the greater formality of written
language and the less dramatic-clues to meaning which it presets.
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There is a wider gulf between speech and print in English than in
other alphabetic writing systems. Twenty-six letters (graphemes) are
used in various, not entirely consistent, ways to represent forty-four
speech sounds (phonemes), depending on the dialect considered. This
degree of mismatch is partly due to the fact that the prononciation of
English has changed markedly over the centuries, while the orthography
has remained relatively static. Moreover, EngliSh has many words
borrowed from other languages.

In contrast, no ()that' language possesses such a simple syntax and
grammar.

1. There are no arbitrary gender-, except, for example, in the rare
instanceof referring to a ship as she.

2. Nouns have no cases, except for the genitive, indicated by the
possessive apostrophe.

3.. Agreement between adjectives and nouns is unnecessary.
4. The definite article has only one written form.
5. Verbs have few inflexions and tend to be regular, with endings s,

ing, and ed.
6. Most words in common use have fewer than four syllables.
7. English provides a wide choice of vocabulary to achieve precise

expression of thought and to convey subtle overtones of
association and feeling.

Thus,,, the nature of English is such that its major disadvantage is at
the level of phoneme-grapheme correspondence, and this has to be
tackled during the earliest stages of literacy acquisition and also has to
be'tackled systematically throughout children's schooling if they are to
become not only effective readers but, as Peters (6) has shown, effective
spellers as well.

LANGUAGE PROCESSES AND SKILLS

Let us turn to the language processes. and skills involved in
becoming literate. A detailed analysis reveals that they are intrinsically
complex and interrelated in complicated ways. In short, like any other
language, English consists of a number of linked syStems, and structure
can be seen in it at all levels from the phonological to the semantic.

Unfortunately, teachers of young children cannot concentrate solely
on developing language at its most concrete, sound-symbol level; they
must also develop it at its most abstract, semantic level. Otherwise,
children will not grasp the fact that words have multiple meanings and
the written language, in general, is a medium for .intelligible
communication.

Reading skills may be classified into two broad categories. First,
there are the skills or abilities which beloig to the repertoire of literacy,
whatever the learner's language. These are too numerous to mention but
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they may be grouped under main headings such as word recognition,
comprehension, interpretation, appreciation, critical evaluation, and
study skills.

The second broad category of skills are tho4J which are
language-tied or specific: to the acquisition of literacy in a particular
language. For example, the ability to discriminate, name, and write the
multigraphs or various letter forms of the English alphabet.

THE TEACHING TASK
Clearly, the nature of the learning task depends on the nature of the

language involved and its orthography. This holds true with regard to
the teaching task; although, such a seemingly.obvious fact is not always
recognized. For example, teachers who put their faith in whole-word
methods and basal schemes with a predominantly look-say approach area
virtually ignoring the fact that the English writing system is based on the
phonemic principle, and is not logographic like Chinese. Similarly,
those who do not accept the notion of sequence and structure are
disregarding the fact that English itself is highly patterned and
structured.

None of this would matter much if it were not a vital part of the
teaching task to ensure that young children start, as soon as possible, to
internalise a model of traditional orthography. As it is, youngsters are
frequently left to sort out sound-symbol relationships for themselves
with predictable consequences in terms of frustration, cognitive'
confusion, and failure. Not surprisingly, many children reject learning
to read because it appears to them to be an illogical exercise which
severely taxes the memory.

THE PRELITERACY STAGE. OF orm.()PNIF,'NT
When five-year-olds start school in Britain, their speech patterns

naturally exhibit dialect and social class differences in language usage,
style, and content. Their understanding of concepts such as reading and
writing also varies. Accordingly, it is suggested that reception class
teachers should use a language experience approach to literacy of the
British kind as described by Goddard (2). Ideally, this should be of the
purest form; that is, conducted through the medium of children's own
oral compositions recorded by their teachers. But language experience
approaches of ehighly contrived type, such-as Breakthrough to Literacy
(3), are also recommended because, among other things, they give
children an insight into some purposes of written language and its
relationship tc( spoken language.

Needless to say, the pre literacy stage is a time to foster appropriate
habits of handling books grid a conscious awareness of certain
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conventions involved in their construction and use; for example, page-
by-page, top-to-bottom, and left-to-right direction. It is also a time to
develop a child's ability to "read" pictures per se, and as a prelude to
using pictures as clues to verbal cortent,

I
!VINOD( 'CTION TO BASIC MECHANICS

After children have been engaged successfully in the essential
motivating, linguistic, and related skill-developing activities of the
preliteracy stage, they are ready,to learn precisely hcii to form alphabet
letters, and to begin acquiring a knowledge of how speech sounds
(phonemes) are represented by letters (graphemes).

Plenty of opportunities should be given to finger trace the lettc., and
to identify the phonemes they represent at the beginning of words. At the
risk of being controversial, it is also recommended that the names,of the
letters be taught for, among other reasons:the identification of their
graphic:. shapes and ease of, communication in ,the teaching-learning
situation.

SYSTPM OF' PH(X;HESSION

Children who are ready for the next stage can identify the initial
sounds in spoken words and relate them to corresponding graphemes.,
They can also write the capital and lowercase forms of the alphabet
letters when engaged in language experience activities involving the
copying of their own words, phrases, and sentences. In short, they have
reached a Stage when they must come to grips with the first basic
spelling patterns of English if they are to make progress in reading and
writing other than by simply memorising words in response to
conditioning techniques..

At this point, because, of the nature. of the orthography, many
children begin to experience failure. Moreover, if adequate measures are
not taken, their chances are not good for growing up to beliterate adults.
Therefore, it would seem best to focus attention on a new system of
spelling pattern progression designed to give maximum support to
children struggling to internalise a model of traditional orthography.
This does not mean that, in the suggested programme all other aspects of
reading would not be covered. It simply concentrates on a possible
solution to the problems posed by what was earlier devribed as the
"major disadvantage" of English.

The sytem is based on a detailed description of the English writing
system, taking as its starting point the 24 consonant and 20 vowel
phonemes of Received Pronunciation. It was devised with two
observations in mind: 1) that monosyllables are a distinctive feature of
English and they include among their number (about 10,000) some of the
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commonest words; and 2) that the correspondence between vowel
phonemes and graphemes is a source of much greater difficulty for
learners than that between consonant phonemes and graphemes.

Thus, the system begins with a division of monosyllables into major
sets as follows.
Set A Words in which the vowel letter corresponds to a so-called short

..-vowel sound; e.g., co , 11---, zift, dog; pup.
Set B Words in which mark , modifying, or magic e signals that the

preceding vowel letter corresponds to a so-called long vowel
sound; e.g., lane, kite, robe.

Set BB Words in which vowel diagraphs correspond to so-called long
vowel sounds; e.g., nail, eel , toad. .

Set C Words in which the rest of the vowel phonemes are represented
in different ways; e.g., hoop, cart. ,

Within each of the above sets of spelling patterns. the system
develops monosyllabic words with consonant clusters of various kinds.
For example, the sequence in Set A is as follows:
(a) Double letters or their equivalent; puff, back.
(b) Consonant clusters which occur both at the beginning and at the

ending of words; skip, riskspot, lisp; stop, lost.
(c) Other consonant clusters of two or three letters which occur at the

beginning or at the end of words; club, crust, scrap, strap; steps,
stands, blinks.

(d) Consonant diagraphs which occur both at the beginning and the
ending of words; ship, fish: chop. latch: thin, moth; then, with.
Next, within each of the major sets of spelling patterns. disyllabig,

words are introduced; for instance, present Tense forms of verbs, such as
slipping (Set A),making (Set B),pointing (Set BB), and shouting (Set C).

The system also allows for the sequential introduction of words
containing so-called silent letters. in addition to silent marker e words.
Thus, words such.as knit and thumb (Set A) are followed by knave and
comb (Set B).

Hopefully, the system has been detailed (5) to indicate how it will
help children build knowledge that there is pattern and order in written
language. In consequence, the task of learning to read and spell will not
be as daunting to them as it would at first seem to be from the confusing
variety of printed words they see in and out of school. What is more,
through this system, the teacher can provide the reader with a
sequential, structured progfamme, despite the problematic.,
sound-symbol Correspondence of English. In doing so, the chances of a
successful outcome for their joint endeavours will be greatly increased.
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The Teaching of Spelling

'Margaret L. Peters
Cambridge Institute of Education
Cambridge, England

In the 1967 Review of Educational Research it was noted that one
limitation in spelling research has been neglect of the teacher variable.
Little had been done to investigate the qualit of the teacher as indexed
by teaching grades or by survey of methods a0ually employed to teach
spelling. One of the objectives of the writer's research (14) was to
discover the attitudes of teachers toward spelling; how, if at all, they
teach, it; and whether what they do not do bears any relationship to
children's progress. These research findings are distilled in this Paper,
supplemented by subsequent work on the nature of the spelling process.

SELLING IS LANGUAGE SPECIFIC
It is a truism to say that spelling is language specific. Obviously, the

orthography of each language is idiosyncratic. To say that one can spell
in nrie language is not to say that one can spell in another. To be able to
spell in a particular language, it is necessary to have internalised the
serial probability of letters in that language. At an international seminar,
Bruner (2) quotes an experiment he conducted with HarcourJ on the
ability to handle nonsense letter strings, in the style of different
languages, revealing a real difference in ability favouring one's mother
tongue, in reproducing nonsense in one's own language. For example, it
is easy to place such words as mjolkkor, klook, epilement, futtoloni.Even
to the naive linguist, the words look as if they belong to a particular
language. In other words', for a particular language, one knows what
letter strings are likely to occur and which letter string will inevitably
follow another. As Wallach (19) showed, good spellers have learped a
coding system based on the probabilities of letters occurring in certain
sequencesa coding system that, as Bruner says, "goes beyond words."

Code matters much more in spelling than it does in reading.
Although in reading the reader is in fact decoding, he is doing so with
the support of considerable redundancies through semantic and
syntactic cues that help him to corroborate what he decodes. In spelling,
the code alone matters. The child knows what he wants to say. To write
this he must know the code and be able to encode; for example, he must
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know the only letter string possible which can be used at that point, a
letter string determined by the preceding and succeeding letter strings.

THE NATURE OF THE CODE

Knowing the code entails the learning of letter strings that occur as a
result of the conventions in the writing pattern of a particular language.
Once internalised, these letter strings are more or less stable. When
completely stable, the individual writes without hesitation. The pen
flows as the individual thinks, and no spelling strategy is employed
except -when the individual is caught up by a word hitherto only present
in his passive or orally active vocabulary.

At the other end of the continuum, spelling is not !able and the
individual is faced at every letter string with decision making, often
amounting to a conflict situation. Should it beau oraw? Should it bec or
s? In such situations, and with some children, this decision making is
often not at a conscious level and the child writes au or ow, c sir s
arbitrarily. In most languages, there is certainty that some letter
sequences can occur and that some cannot. The good speller has learned,
and uses habitually, those sequences that can and do occur. The poor
speller has no knowledge of what can or cannot 'occur in his own
particular language. In other words, he has not internalised the code.
Obviously, the more regular a writing system, the easier it is for the
individual to write acceptable letter strings, as in Danish or Spanish or
Czech.

The English writing system is irregular but perhaps not as irregular
as has been commonly supposed. It has been taken for granted, hitherto,
that English contains 20-30 percent of graphophonemically irregular
words that are ,completely unpredictable in their spelling, Albrow (1)
has described the English system so finely That' there is at least the
theoretical possibility of knowing whether letter combinations can
occur in English. But even if such a system were infallible, it is
*impossible for young children learning to spell fo be expected to
speculate on whether the spelling of a word is theoretically possible,
since it demands an advanced cognitive level beyond that of the child.at
the age when he is normally learning to spell. This kind of speculation is
more than the mere following of rules which have been shown to be of
doubtful value in learning to spell (11).

THE SPELLING TASK

What, then, must the child do in order to spell correctly in a
graphophonemically irregular writing system when he is faced with
innumerable possibilities at every successive point in the spelling of a
word? It is not enough to teach him lists of words, even if such words are
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selected from word counts (and many lists are remote from the words
children want to use in their writing). As Fernald wrote a generation ago,
suck lists "will always fail to supply the particular word a person
should learn at a particular time." A child who is writing needs a

particular word at that moment and if the creative thought is to flow, he
needs it without having to look it up in his word book or dictionary.
What then is his strategy? As has been pointed out, he is too immature to
speculate on the theoretical acceptability of the spelling of the word.
Therefore, he must have the word or the letter strings of the word at his
fingertips. Thesrapheme must flow as he subarticulates the word or part
of the word. It is crucial that the child should be courageous in attacking
these letter strings, for it is the confident speller that is the competent
speller.

Spelling has been shown to be a skill very unlike reading (15). In
spelling the child is, or is not, on the way to becoming a good speller."
In other words, he has either acquired the coding system and writes in a

fairly close approximation to English, or he has not, and writes words
randomly. Of course, the child who is on the way to becoming a good
speller, will present alternative spellings which are good errors since
they are according to spelling precedent; for example, soucer might be
written as sawser or sorter. On the other hand, a child who is not on the
way to becoming a good speller may offer, as some ten-year-olds wrote,
syersascoue. and sumer. A child who has acquired the coding system is
confident, even though he is not yet completely infallible, and as he
becomes more and more accustomed to probable sequences in words, hte
will write with closer approximation to English.

The coding system then, is another way of saying there is a

probability of certain letter sequences occurring. Internalisation of this
coding system depends on a child's visual perception of word form,
which can be acquired subconsciously (e.g., from advertisements),
peripherally (subliminally or ,outside an immediate fixation), or by
teacher direction. It depends on some form of imagery, in the sense that
the shorter the exposure and the longer the sequence exposed, the more
the individual must rely on some form of imagery to reconstitute the
sequence. It is what Hebb termed "serial reconstruction." In 1968, Hebb
(7) suggested that the difference between those who have little imagery
and those who have much may not be a difference in the mechanism of
thinking, but a difference in the retrievability of thaimage. In the case of
spelling, it has been shown that training can help to retrieve the image.
Given two weeks' training, Radaker (16) found that one year later the
imagery trained groups scored significantly higher on spelling tests than
did the control group, showing that the training of visual imagery is
effective in improving spelling performance over long periods of time.
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In analysing imagery. Hebb (7) emphasises the motor-component in
imagery as much as in perception. What he calls part-perceptions are
punctuated by motor excitations produced by peripheral stimulation.
One of them becomes I imi nal and the result is eve-movement followed
by another part-perception. That imagery is so analagous to perception,
is highly relevant to spelling. In the first place, as Hebb says, the child
cannot read backwards in imagery as quickly as he can from the printed
word. -There is sequential left to right organization of the parts within
the apparently unitary presentati'on corresponding to the order of
presentation in perception as one reads English from left to right," and,
of course, imaginal reading is basic to spelling. The incompleteness of
such imagery is symptomatic of spelling difficulties. The individual can
part-perceive a word and be held up when a new fixation' does not
produce a clear image. What one has to ask is wily the new fixation does
not produce an image. Is it because, in earlier perception of the word,
attention was not directed to subsequent parts of the wordparticularly
to what has traditionally been known as "hard spots"; i.e., word
sequences with possible and'reasonable alternatives? The writer's own
investigation would Ake this a plausible hypothesis, since rational
correction technique which is entirely concerned with attention to hard
spots is conducive to good spelling. Secondly, attention to serial
probability of Words, that is, to common sequences perceived
peripherally in reading and daily life, facilitates imaging, and
particularly what has earlier been termed reconstituting of a word or as
Hebb put it, "sequential integration."

What Hebb says about perception is relevant infthat there seems to be
one aspect of the perceptual process that really does affect spelling.
Hartmann (6) spoke of it as a particular form of looking which was quite
distinct from any specific sensory ability or facility in integrating such
sensory abilities. This increasing ability to perceive and reconstruct in
imagery a word, ocbetter still a sequence of words, is a vital step toward
spelling "171mpetence. This ability depends on training the child to
increase his span of apprehension'; for example, not copying a letter at a,
time or evern a word at a time, but taking in a whole phrase or'line of text
and storing it in the short term memory before reproduction in writing.

So far, the spelling task has been seen as the internalisation of a
coding system particularly susceptible to visual learning with its
dependence on imagery. There is a very close link between the visual
and the motor aspects of spelling, if spelling is to be literally at the
child's fingertips. Throughout the writer's research, the necessity for the
teacher to teach handwriting is abundantly clear and a thorough
understanding of sensory and motor organization with kinesthetic
feedback is essential (20). A generation ago, Schonell (18) pointed out
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that the impcirtance of the v-isual, auditory, and articulatory elements in
spelling must be "firmly cemented in writing-; and 'Fernald (4)
emphasizes this in her amalgam of sensory input. Teachers can avoid,
one area of conflict uncertainty by teaching formation of letters, and
more important still, letter sequences in writing. and by encouraging
swift wrii---ng,for the two are not incompatible. The'careful writer tends
to be the swift writer: and the good handwriter tends to be the good
speller. . .. i

The coinpetent speller, however, has a good spelling self-image and
this is §nmething Lecky (9) quoted as a paradigm example of human
self-consistency.. This gold self-image is something'to be cherished: for
without it, an indivjdual will 'write reluctantly, circumlocute. and.,,,
hence, write less precisely or not write al all.

THE TASK OF THE TEAO -IER

McKay and others '(10) point out that "the traditional spelling
lesson is an ad hoc approach to the task of internalisation and one which
for lack of awareness of the working of the orthography falls back on
random procedures and on rote learning." There is empirical evidence
for this (14) in that greater progress in spelling is made where the teacher
pursues a systematic. and not haphizard apprhach to the skill. Progress
is 'ritade not only in quantitative terms of spellingS that are right or
wrong, but in the way children 'taught by a systematic teacher
approximate more closely to spelling precedent in their own language. It
is not too strong a statement to make that it is policy and behaviour of
the teacher"Of children in the middle years that determines whether
children will spell badly or well in later years. This is not to say that the
systematic teacher is uncreative. Indeed, the more linguistically
divergent the teacher, and the greater the "play with words," the more
experienced the children will become in writing letter sequences in
different combinations and themore certain their spelling will become.
It is. therefore. necessary to consider the responsibilities of the teacher
when advocating a systematic rather than an ad hoc procedure in the
teaching of spelling, and in the light of the foregoing arguments in this
paper. 41

THE TEACHER'S RESPONSIBILITIES r
Awareness of the working of the orthography. In orGOIr for teachers to

be in a position to direct, children's alt ention to likenesses and
differences in word structure, it is obvious that they must, as MCKay and
others stress, be "made aware of the working of the orthography." One
excellent way for teachers to beco e aware is presented in Morris'
Resource,I3ook (12). The fact that this axonomy of spelling patterns is
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presented to children 'earning to read. is of motivational value to
teachers. .

List learning. Teachers whose children learn to spell do teach lists;
these lists are derived from chi-letairs writing needs, from words "asked
for" in the course of childrets's own writing, qnd from lists prepared by
the teacher in relation to words the children ask fornot from printed
lists which would seem to have 'a detrimental effect on children's
spelling progress. The teacher who uses printed lists probably believes
her responsibility for teaching spelling ends there. The receptive
teacher, who is attuned to the child's writing needs, delights in words
and er.awareness of .word structure pervades her teaching.

TeachersAwareness of the importance of imagery. Tea ers have to be,aware
of 4vhat children have to learn (the content of s and how they learn
(the method). The importance of visual imagery in the reconstituting of
seen words has been previously mentioned, and it is crucial that
children should be trained to look'at words withthe intention to-retain
them and then to write them from memory. (

The necessity to increase children's spain of apprehension of letter
sequences. The importance of training children to iurease the span of
letters, words, phrases, and sentencv cannot be overephasized. This is
training and it is the duty of the teacher to help children gain this skill.

The necessity of teaching handWriting. Teachers must be aware of
the interdependence of spelling and writing skills, for spelling ability is
valueless unless one uses the ability in writing. The teaching of swift,
certain formation of letters and sequences of lettersis an essential duty of
the teacher if her children are to write confidently and competently.

The self-image. Confident children have good self-images which are
nurtured by the teacher and the parents. Hence, the teacher does not
over-correct, but studies the children's spelling and uses the errors as
miscues to guide his own teaching strategies (15).

CONCLUSION

Children will achieve spelling suttess 1) if the teacher is aware of
essentials, consistent in her attitude, and sensitive in her response to
children's requests for words; 2,) if she finds the optimal study rate not
too muci since limiting study time may well work to the advantage of
the learner (5)]; 3) if she is rational in correction technique and
encourages autonomy in the trying out of words; 4) if she teaches
well-formed and swift handwriting; and 5) if she inspires a self-image as
a good speller.

As Richmond (17), confirming Horn (8 ), points out, adequate
research is available for spelling instruction. Marksheffel (12) adds,
however, The problem of how to get teachers to apply the findings of
research to their classroom practices remains."
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Early Reading: Some Unexplained Aspects

Phillip Williams
()Oen University
Milton Keynes, England.

In 1918 Lewis Terman described the reading development of an
otherwise unknown infant called Martha. Martha was taught to read at
the age of 14 months by learning the q,a, es of the capital letters. Not
surprisingly, she found this rather difficult first, so difficult that after
she had struggled to learn four letters, instruction ceased for five
months. The rest obviousjy.did Marthalood, for when she was nineteen
months of age she managed to learn all fhe capital letters in three weeks.
She then learned all the small letters in a further three weeks and began
to, learn whole words. In the next .fpur months she acquired a sight
vocabulary of 200 words and her rate of acqu-isition of new words was so
good that after being shown 51 new words one day she correctly

_

recogniged 38 of them the following day.
This illustration is interesting for a number of reasons. You may have

metaphorically raised your eyebrows in surprise at the thought of
beginning to read by learning the capital letters. You may also have been
appalled by the thought of starting with a child as young as fourteen
months. You may have noticed the great benefit which accrued from
stopping instruction when Martha obviously/was not learning.
Personally, I was much more interested in the rapid rate at which Martha
acquired a sight vocabulary when her reading really started: 38 new
words retained from one day's. learning! But we know very little about
the rate at which reading development occurs. The little we do know is
linked to anecdotes about the reading development of very young
children, and usually these are the reading prodigies, whose progress is
so unusual that'it is reported in the literature.

Several of these prodigies were described by Lynn (1) some years
agb. Norbert Wiener, the American mathematician, learned all the letters
in two days at the age of eighteen months. Francis Galton could identify
all the capitals at twelive months of age. One.example that I particularly
liked, though it does not in fact relate to rate of reading growth, is that of
a German child, one Otto Polder, who noticed his own first name in a
newspaper at the age of fifteen months. I have a vision of this precocious
fifteen-month-old child scirrning the Frankfurter Zeitung over his
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morning milk and Farex. Of course, he had a slight built-in advantage, as
some of you have already spotted, since Otto is one of the very few first
names that are entirely reversible. But the purpose of these illustrations
is to point 'out that people have logged the reading growth of the
prodigies, but not the reading growth of prdinary children. Is this rapid
rate of growth in word recognition, which Martha showed, characteristic
of the reading development of all children? Or does reading devel-
opment in most children proceed at a much more steady and gentle rate?

In this paper I want to focus on one narrow aspect of reading
growththe development of word recognition skills. The middle and
higher order,skills of reading for comprehension, for appreciation of
literature, for precise work, for cataloging, and for referencing, all
depend on the basic skill of, being able to recognise words.

Many children have their word recognition skills measured.
Remedial teachers, teachers in infant schools, and educational
psychologists, all happily use tests of word recognition which tell us
something about the reading age level of children. Who has not read a
report which states that the reading age of Johnny or Sally is 7.3 years?
Six months later we look with interest to see if Sally's reading age has
reached the magic total of 7.8 years. And if she were a retarded reader
initially we would hope for the rate of progress which was somewhat
better than her chronological age.

What do these reading age differences mean? What is the difference
between a word recognition age of six years and one of seven years? Does
it mean the same as the difference between a word recognition age of
nine years and one of ten years? Dozens of research"results in remedial
education assume so and average out the gains shown. So do reports of
remedial work. Do the skills which our children acquire between the
years of five and six represent the same kinds of word recognition skills
they acquire between the reading ages of ten and eleven? These are the
questions which deserve exploration, and which knowledge of the
reading growth of ordinary children would illuminate. In this paper, I
want to report some findings which have a bearing on this and which
emerged as a spin-off from the Schools Council Project in Compensatory
Education held at the University College of Swansea.

This project was largely concerned with constructing a screening
device for identifying school entrants needing special help and

o producing a language programme for use in infant schools in deprived
areas. But the development of these materials gave th$ opportunity of
working with a population of young children with whom contact was
maintained across the three-year period of their infant schooling. We
used this opportunity to measure regularly, for a small subsample of the
main group, the way the development of reading skills took place across
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the period when the children were five to eight years of age. But we did
. ' not measure their word recognition skills as a reading age. What we did

do was to adapt A technique used by the. pioneers in the studies of
language and try to estimate the number Of words which the children
could recognise each time we saw them. We did this by using a word
recognition test which gave us information about the prdportion of the
words iathe Concise Oxford Dictionary that 'each child could read each
time. The test was a sample of the words in the dictionary and the
children were required to pronounce the words following a procedure
similar to that of any one of the standard word recognition tests. The
results were expressed, therefore, not as a reading age, but as
percentages of dictionary vocabulary; for example, a child's word
recognition score might be expressed as 30 percent or 41 percent of
dictionary vocabulary recognised correctly.

Those who are familiar with child development theory realise that
this kind of approachregular measurement of the skills of individual
children across a period of timeis a longitudinal study and as such
does have a number of theoretical advantages, in particular the ability to
reveal growth spurts which the normal cross-sectional kind of
investigation does not possess. We hoped, that this .approach would
enable us to see more clearly the way in which fhe word recognition
skills of individual children grow. The three points which I think
characterise the enquiry are: 1) we concentrated on a narrow aspect of
development (the growth of word-recognition skills); 2) we rejected
`norm based measures as we weie not interested in average performances
(we used a measure which was criterion based); and 3) it was a
longitudinal study and we measured individual children over a period
of three years.

The work was done with a total of 64 children: 32 boys and 32 girls,
32 from schools in advantaged areas and 32 from schools in
disadvantaged areas. (This kind of breakdown was done in order to give
us the opportunity to do another sort of analysis, not relevant to this
particular enquiry.) One of the 64 children dropped out and the
remai ing 63 were examined each term at average intervals of about
three \o four months over a three-year period. Children who entered
infant !schools in the autumn term were tested seven times each and
childreit entering school in the spring and summer terms were tested
five times each. The average age of the group on the first assessment was
five years. -six months and on the last assessment, seven years, four
months.

When we examined the reading growth curves in individual
children, we found several characteristic points about them. The first
point is that the growth of reading vocabulary usually began very slowly,
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and then proceeded through a stage of rapid growth. The rapidity of
some of the growth spurts that were shown was astonishing. The growth
tailed off, to complete an S- shaped curve.

Not all children showed precisely this development. One child's
development was zero across the whole period of the exercise. A second
child's reading standard was already very high at the time he started
infant school in his sixth year. The first child was at the early part of the
growth curve and the second child, although he was only in infant
school, nevertheless was completing his reading growth spurt. Some
childre ere half way along the curve of reading growth, pulling out
into tinning part of the growth spurt. Most of the children were
either nstrating the start of word recognition growth or showing
the beginning of the growth spurt or just beginning to come out of the
growth spurt.

We were very interested in those children (15,in all) who, by the end
of the study, had already reached a word recognition skill of at least 30
percent of dictionary vocabulary, and who could therefore be expected
to show evidence of the growth spurt in reading. In terms of reading age,
this 30 percent facility level is approximately a reading age of eight
years.

For these 15 children, we calculated the maximum velocity of
growth. This was done by working out the velocity of growth between
each of the.pairs of points at which we saw the children. The growth rate
formula may be expressed thus: Velocity = where T1 and T2
represent the facility levels reached at each point of testing and time the
interval between testing. Thus, a child whose reading vocabularywas 45
percent of the dictionary sample on one occasion and 55 percent three
months later could be said to be demoifstrating a velocity of 10 percent
growths in three months, or a velocity of 40 percent growth per year. The
fascinating point revealed is that most children who reach this 30
percent level already show a growth spurt which, at its maximum
velocity, proceeds at a very high rate. If this maximum rate (60-79
percent) were to be prolonged, it would result in between two-thirds and
three-quarters of the total dictionary vocabulary being added to the word
recognition performance of these children within a year. This rate is not
sustained but it does indicate the enormous speed at which word
recognition skills are developed for a short period of time.

Notice also the individual variation. For two children there was a
period in which the rate of acquisition of word recognition skills was
proceeding at a rate of over 120 percenfof dictionary vocabulary a year.
The growth of word recognition is not the steady process which
norm-based word recognition tests imply. It is subject to rapid spurts,
some of which are very' steep. In some cases, in a period of a few short
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months, these children acquired a word recognition vocabulary which is
quite adequate for supporting all the higher and- middle order reading
skills anyone would wish to teach: If may be that word recognition
performance improves gently over the next years in school, but the rate
of improvement is marginal in comparison with the enormous earlier
growth during the reading spurt.

The next question we must ask is, When does this maximum rate of
acquisition occur?" We looked at the figures for maximum growth and
related them to the size of the word recognition vocabulary at the time.
For most children, the peak of word recognition growth occurs when. the
word recognition vocabulary is between 20 and 29 percent'or about a
quarter of the dictionary vocabulary.-So it is when a child had acquired
about a quarter of the dictionary vocabulary that his rate of growth
proceeds very rapidly. Within a space of perhaps a few months,
however, the growth of his word recognition skills starts to tail off.

So far we have been 'describing the situation. We freed to be able to
chart reading growth before we can hope to attemptto explain it. But a
more important question than "How?" is "Why?" Why is it that spurts of
this sort suddenly occur and then tail off?

It is possible that the spurt in growth of word recognition, skills may
be associated with the kind of language experiences children enjoy, the
kind of teaching in the infant school, or a development in the.child's
knowledge of patterns which underlie the regularity of pronunciation in
the English language. The particular investigation we were concerned
with allowed us to investigate this last question, since among the other
measures we were using to' assess the development of children was a
measure of their phonic skills For this purpose we had used an
experimental instrument called the Swansea Test of Phonic Skills (2)
which assesses the extent to which a child can attach the correct
pronunciation to 65 of the most commonly used letter combinations or
single letters in the early reading process.

This enabled us to examine the extent to which a child's growth in
word recognition skills is linked to growth in a number of phonic skills
which he successfully mastered. It would be surprising, though
possible, that a child might manage to enter the growth spurt of word
recognition skills without having mastered adequately a fair proportion
of the phonic skills. It would be more reasonable to find that the growth
spurt was either preceded or parallelled by a growth in the knowledge
which a child showed1of phonic skills as measured by this particular
instrument. We proceeded to examine this hypothesis.

First, we restricted our analysis to children who had mastered at least
29 of the 65 phonic elements measured by the scale. The test manual
indicates that a score below 29 is not particularly meaningful in relation
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to accurate assessment of a c:hikl's,,knowledge of p nic:s. Above 29, the
score becomes relatively unaffeccted by guessin and gives a clear
indication of tht number of phonic skills which a child can reasonably
be expected to have mastered.

There was no pattern'of development of phonic. skills which was as
consistent as the kind of S shaped g'ro'wth spurt mentioned in relation to
the acquisition of word recognition skills. Some children showed little
progress thrOughout the period of assessment; others had acquired a
reasonable competence by the time they entered the infant school. Other
children showed a dramatic increase in knowledge of phonic skills
duieng a very short period time. Perhaps this is a case of particularly
skilled teaching, or of a child for whom the reading" process suddenly
clicked. This led us to examine the velocity at which children acquire
phonic skills.

The rate of growth of phonic skills did not show quite the same peak
as was the ease in the rate of growth of word recognition skills. Thus, the
maximum rate of growth of phonic skills measured as number of phonic
elements per month was spread fairly evenly over the range. Although
-there was wide variation, at least 13 of the 33 children showed maximum
Velocities of over 70 phonic elements gained per year, a remarkably high
'rate of acquisition. One child showed a rate of acquisition of'phonic
skills of more than 140 per year. Had that rate continued for any length of
time, that child's knowledge of the phonic elements would have been
virtually complete in a matter of months. One child for example,
acquired a knowledge of 37 phonic elements in two months.

Now let us turn to the question we asked earlier. How does this
acquisition of phonic skills relate to the reading spurt? Let us examine
those 15 advanced readers who, at the eted of the study had acquired a
minimum of 30 percent of dictionary vocabulary and in many cases
significantly more. (These were -readers whose reading age was
approximately eight years on above on' standardised word recognition
tests.) Remember that the ability to read 30 percent of dictionary
vocabulary is a standard which appears when .a child is well into the
early part of the groWth spurt. New let us consider the occasion on which
The 15 children first reached 41 -score of 30 percent or more on the word
recognition test, when their average score was in fact 38M percent, or just
over one-third of the dictionary iample. At that point, their average score
on the test of phonic skills was 58; that they were scoring at a very'
high level on this test. They ,:ould recognise 58 of ,the 65 phonic
elements. When children are lauriched:n the reading spurt, their
knowledge of the significant phonic elements in the reading process is
virtually complete.
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Another way of looking at the relationship between phonic skills and
word recognition ability is to look at the maximum rate of growth on
both tests. Are children showing maximum'rate of growth of the phonic
skills at the same time as they are showing maximum rate of growth of
word recognition ability? After'all, the maximum rate of growth on the
word recognition test could occur at about the 30 percent performance
level. The occasion of maximum rate of growth on both tests coincided
for only 4 of the 15 children. The remaining 11 children reached their
maximum rate of growth in phonic,skills before their maximum rate of
growth in word recognition skills. No child showed maximum growth of
word recognition skills before maximum growth of phonic skills. It
seems that a child needs considerable facility in phonic skills, a good
grasp of the phoneme-grapheme relation11.440, before he can enter the
word recognition growth spurt which is' an essential process in
achieving fluency in the fundamental reading skill, the ability to
recognise words. What does all this mean in relation to the teaching of
reading to children who have learning problems? I would like to raise
two or three questions.

The first question relates to method of teaching. (But let me put in all
those caveats that the researcher has to put in about the enquiry being
based on a very small sample, as well as peing a spin-off from another
enquiry,) Nevertheless, it is interesting to note that not one of the 15
children we saw achieved success in word recognition without great
facility in phonic skills, No matter how strongly the proponents of the
LiDok and Say method feel and no matter how helpful it may be to
introduce reading through a visual approach, it still seems that for our
sample there are certain regularities in the English language which, after
they have been grasped, enable a child's word recognition skills to shoot
ahead at a remarkably rapid rate. These children were taken from a set of
different schools; they came from different backgrounds; they were
being taught in different Rarts of the country. Nevertheless, this point
applied to each child, regardless of the range of teaching methods used.

What were these methods? There were a variety of teachers in the
schools, and each stressed different approaches, but most schools
introduced reading by a Look and Say approach, with teachers later
introducing phonic skills at different points and with different
emphases, depending on their own inclinations, The pattern of schools
was not unrepresentative of what is ace table practice in British infant
schools, and I do not think we are consider' g an unusual set of teaching
methods. In a school which stressed a visual approach, or in a school
which stressed a phonic approach, a different result would have been
obtained. But for these schools, phonics end phonictknowledge seem
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important before the word recognition spurt can occur. I think that might
have implications for teaching reading.

The second point relates to measurement. Those persons who are
concerned with children with reading problems are going to be involved
in measurement. We all know the word recognition test and the reading
age score which emerges. In view of the interesting reading spurts which
occur at different stages, I am tempted to conclude that these could well
be thrown oufof the window. We would gain much more inform'ation if,
instead of measuring children's reading performance on a test, we
looked at children's reading in relation to considerations such as the size
of their recogni L ion vocabularyhow many words they have managed
to acquire and w many phonic elements they have grasped. In this
way, we do not compare child with child but we compare children's
skills against the real backcloth that mattersthat is, the extent to which
they have acquired the defined pattern of skills required to master the
ability to understand the printed English language.

To return to the question I asked at the start of this paper: a reading
age improvement of one Stear between the reading ages of five and six is

an entirely different matter from a reading age improvement of one year
between the reading ages of ten and eleven. This is what the reading tests
mask and it is because we have been wedded to measurement in this way
for the past sixty years that we have failed to explore the fundamental
principles underlying the development of reading skillsprinciples
which matter §o much in remedial education.
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Many teachers appear to feel that students understand better when they
are interested in what they are reading. As a result of this concern a
number of investigators have naturally turned their attention to
pursuing the interest factor in reading. More than 300 investigations of
reading preferences were published prior to the 1960s, hirgely in the
United States. Although the surge of studies has diminished to some
extent, researchers still continue their pursuit of the interest factor. Only
a limited amount of research has been focused upon the preferences of
the beginning reader in the first and second years of school. To the
investigators' knowledge, after a careful search of the literature, no
investigators have previously explored the expre&KI reading inierOsts
of young children across a number of countries.

The purpose of the study was to survey and compare the expressed
reading interests of children in the first and second years, of formal
schooling (not including kindergarten) in an attempt to determine
similarities and differences among countries, within' each of the school
years, and from first tsecond year. The total sample consisted of 2,113
children. Three children would not or could not respond, leaving a final
total of 2,110. Of these 2,110 children, 106 were from Austria, 105 from
Canada. 196 from England, 103 from Israel, 88 from Italy, 99 from Japan,
80 from the Netherlands, 129 from The Republic of Panama, 126 from
Sweden, and 1,078 from three geographic areas of the United States. The
overall sample included 1,045 girls and 1,065 boys.

The study was originally designed by Dorothy Kirsch as at

investigation of the expressed reading interests of children in grades one
and two in three cities and suburban areas of the Uffited States. This
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early part of the investigation was completed in partial fulfillment of the
requirements for the degree of Doctor of Eddcation at Hofstra University.
Dr. Kirsch's study was then expanded and the results'of her investigation
were included in the investigation of children in tdn countries. In most
cases, classroom teachers conducted the interviews with the children.
This phase of the investigation was completed under the direction of H.
Alan Robiln*ion who, in 1972, tfavelled to six of the ten countries to
observe, answer questions, and assure parallelism, spending two or
three days in each country.

PLAN OF THE STUDY

Information on expressed reading interests was collected from a total
of 2,110 children by interviews on a one-to-one basis. The children's
own drawings were used to elicit their expressed interests. Each child,
interviewed alone, was asked to draw a picture showing what he would
like to read or have read to him. The investigator confirmed the child's
reading interest by means of a structured interview. When possible, the
derivation of the interest was also elicited.

After the data had been collected, comparisons were made according
to country, sex, intelligence, reading level, chronological age, and year
in school.

1. The interests were expressed by the children at a single point in
time. The feelings of the child about the reading interests that emerged
were not probed psychologically or sociologically, nor were the interests
then related to child development patterns.

2. The sample was limited to children in selected schools in the
United States on the basis of urban and innercity locations in the
metropolitan areas of New York, Detroit, and Los Angeles. The schools
in the other nine countries were selected on the basis of convenience and
cooperation. Since Robinson wrote to people he knew in various
countries for their assistance in gathering the information, the samples
were not randomized.

3. The techniv used in collecting data children's drawings in
combination wit' V an interviewwas essentially th.Zjective, even
though the interview was structured. This interview was more detailed
in the United States than in the other nine countries.

4. The designation of reading level was judgmental on the part of the
teachers.

5. The designation of intelligence level as low, average, or high was
obtained from the Goodenough Draw-A-Man Test.

6. There were differences in age, although the children were in the
same grade. In Sweden, the children were generally one year older than
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in other countries because, in Sweden, the children start school one year
later. In England, the children were one year younger beOause they begin
school roughly one year earlier. This variation has been taken into
consideration in destri g the results.

7. In the study of Al erta, Canada; Venice. Italy: and the Republic of
Panama, data were collected y persons other than those immediately
involvedin the research proje . The interpretations and carrying out of
instructions were erijrusted to arsons who were residing and working
in those areas at that time. In span, interviews were conducted by
college students majoring in education. However, these students were
well trained and followed the directions explicitly.

FINDINGS
In this section of the paper three main elements of the study are

explored: 1) the. topics about which 'children in the world sample
expressed an interest in reading; 2) the classification of the topics into
predetermined categories, which were then compared statistically to
ascertain similarities and differences; and 3) an attempt to ascertain the
derivation of the child's reading interestwhether it was fostered by
books, television, or personal experiences. The data reveals striking
similarities from country to country, along with unique differences.

THE TOPICS
Each child's reading interest, the subject drawn and talked about,

was termed the topic. The topics were then allocated to even
prearranged categories: information- scientific, information-historic,
information-1970s, realistic fiction, imaginative fiction, humor, and
poetry. Generally, the child's drawing revealed the reading topic of
interest; through the interview, the specific manner in which the topic
was viewed. For example, if a child cke'w a dog, upon questioning he
might reveal that he liked stories about real animals, which would be
classified as realistic fiction in the categories. However, if he disclosed
upon questioning that he wanted information on how to raise dogs, it
would then be allocated tdinforrnation-scientific. Or, perhaps, he stated
that he liked stories about make-believe dogs, in which case his interest
would be classified as imaginative fiction.

The 1,062 children in the first year of school who participated in the
study made 1,095 choices, which are classified as 24 appropriate topics.
The number of choices exceeded the number of children by 33; some
children made more than one choice. Fictionyl topics numbered 851, or
78 percent of the choices; nonfiction topics numbered 244, or 22 percent
of the total. The First 10 topics reflected more than 89 percent of the
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reading interests of children in the first year of school. These topic
choices are shown in Table I

'ruble I Topics (losim by Children in the First Fear of Si hool
Topic

'''' hairy tales and fantasies

Stories about children
Stories about real animals

Information about animals
Stories about people

Monster storiesspperhoman personalities
Real life adventure' stories

Total

297

17.i

146

110

80

53

40

Percent

27 12

15 80

11.33

10114

7.31

4 84

3 fiS

Rank

1

2

3:
4

5

6

7

Funny stories 31 2 10 A

How to make andor operate mechanical
vehicles

29 2.65 9

Information on vocations 23 2 10
pa--

10

TV cartoons 17 1.55 .11

How things grow ( 15 1 37 12

Mystery and ghost dories 13 1 19 13

Prehistoric life 12 I 10 14

Historic, events and famous people 11 1 00 15

Information on sports . It) .91 16

Chemical and biological information 8 73 17

"How to . information. other than
mechanical

6 55 lfi

Famous contemporary peoplt 6 .55 IA

Current events 5 46 19

Religious themes 4 37 20

Information on space 4 .37 20

Ecology 1 09 21

Science fiction I .09 21

Titles mentioned as favorite fairy tales or fantasies by 297 (7.12
percent) of the children in the first year of school across the ten countries
includeljoboth classic fairy tales and modern fantasies. Named by some
subjects in 50 percent or more of the countries surveyed were the
time-honored favorites: Cinderella, Little Red Riding Hood, Snow White,
The Three Bears, and Jack and the Beanstalk. Frequently mentioned was
the Swedish modern-day fantasy, Pippi Longstocking. Children also
named as favorites tales which were apparently indigenous to their
country. Thus, children in the Netherlands spoke of a story about Santa
Claus arriving in the Netherlands on a steamer; Austrian children
appeared to favor Hansel and Gretel:. and Japanese subjects named A
Small Hou.
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Reg bests by 173 children (15.80 percent) for "'stories about children"
appeared to mirror the everyday pursuits of the subjects. Thus, there
were requests for stories about children playing, chcldren at school',
children getting lost cr chi ren g9ing on trips. Among the titles
specifically menti ed were Toni Sawyer, Ifeu-li, and from Israeli
children, Hanna's Shebat Dress.

One hundred forty -six (13.33 percent) of the first year children
apparently desired to read about all kinds of animalspets, circus

.animals, and wild animals. Books in the Lassie series were frequently
Mentioned; others included Fury and Black Beauty. Information was
requested about a tremendously.yaried group of living creatures: dogs,
horses, and cats were the favorites; but there was also interest ihbirds,
lions, pigs, guinea pigs, elephants, tigers, whales, reindeer, ants, and
grasshoppers.

'Interest in real-life adventure stories included requests by 40 (3.65
percent) children for stories about cowboys and cowgirls, soldiers,
sailors, knights, boys and girls in different,lands, and a desire to see other
places through books, arriving there by car and plane. Among the titles
were The Desert ,Fax and The Sardinian Druminer Boy.

Stories about peoffle seemed to reflect the everyday life of 80 (7.31
percent) of the subjects; requests frequently were made for stories about
family members, particularly siblings.

Among the characters mentioned in monster stories were witches,
devils, and robots. Dracula and Zorro were among the specific titles;
Japanese children mentioned a number of monster stories which were
apparently unique to their country. Stories which appealed to children
because of humor included such titles as Willie onka and the
Chocolate Factory,' Rolling Ric,e Ball, and A Man with a Yellow Hat.
"How to. . ." information included interest in hOw to make cars, operate
submarines and trains, make, marionettes and dolls, collect butterflies,
and learn to bake. Information about sports included interests in
gymnastics and football; information on vocations included requests for
reading material on how to be an astronaut, a policeman, a doctor, and a
teacher. Religious themes mentioned characters from both the Old and
New Testaments. Choices listed under TV cartoons included Donald
Dud, Mickey Mouse, Tom and Jerry, Top Cat, Bugs Bunny, and Woody
Woodpecker.

Table 2.,yvhich lists the first three choices of the children in the first
year of school of each country in the survey, shows the similarities and
differences inlhe choices made by children throughout the sample.

Fairy tales and fantasies, wJiich was the first choice of the sample,
received the greatest degree of iaterest in eight of the ten countries, with
Japan and Canada giving it the second highest frequency. Stories about
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children, thesecond choice of the sample, received the second highest
frequency of interest from four countries, the third highest from two.
Stories about real animals, the third choice of the sample, was chosen
first by Canada, second by the Republic of Panama, and third by Israel;
information about animals, the fourth choice of the sample as a whole,
was the second choice of Italy and Sweden, and the third choice of the
United States. Stories about people, sixth choice of the sample, was
Japan's first choice and the Netherlands' third; and real-life adventure
stories, the seventh choice of the sample, was the third choice of both
England and Japan.

Table 2,. First Three Rankings of TOpics by Countries: First Year
(Roman numerals represent topic rankings'over the entire sample;
parenthetical numbers represent ranking within a particular country
for that topic.)

I. Fairy tales and fantasies
Austria (1)
Canada (2)
England (1)
Israel (1)
Italy (1)

Japan (2)

the Netherlands (1)
Republic of Panaina (1)
Sweden (1)
United States (1)

II. Stories about children
?Austria (2)
Canada (3)
Israel (2)
Italy (3)

the Netherlands (2)
Republic of Panama (3)
United States (2)

III. Stories about real animals
Canada (1)
Israel (3)

Republic of Panama (2)

'Same <tepee at preferem

IV. Information about animals
Italy (2)

Sweden (2)
United States (3)

V. Stories about people
Austria (3)
England (2)

VI. Monster stories
Italy (3)*

Japan (1)

the Netherlands (3)
VII. Real-life adventure stories

England (3)
Japan (3)

VIII. Funny stories
Italy (3)*

Sweden (3)
XVII. Chemical and biological information

Italy (3)*
XVIII. "How to" information, other than

mechanical
Italy (3)*
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Whether the differences in choices between the countries are
culturally based, are a result of a curriculum-directed experience, or can
be traced to the affective domain of the child, is conjectural. There are
differences among the interests of children in the countries represented
in the sample, but obviously there are similaritiesfairy tales and
fantasies are of great interest to many children in the first year of school
across the ten countries.

An analysis of the choices of children in the second year of school
reveals that the 1,048 children in the survey made 1,130 choices, which
are classified as 25 topics; the additional interest was the dictionary
which accounted for two choices. The number of choices exceeded the
number of children by 82; apparently, more children in the second year
of school than in the first had multiple reading interests. Fictional topics
numbered 721, or 64 percent of the second year choices; nonfiction
topics numbered 409, or 36 percent of the total. Thus, although fiction
was still the .majoi reading interest of children in the second year of
school, there was a marked increase in requests for factual reading
material. The first 10 topics reflected 79 percent of the expressed4nterest
rather than the 89 percent evidenced by those in the first year of school,
which appeared to indicate that interests were widening with a portion
of the children.

Second year topic choices are shown in Table 3.
As a comparison of Tables 1 and 3 indicates, topics chosen by first

and second year children were similar. There were, however, differences,
in the degree of interest shown in the topics, and in the second year, fairy
tales and fantasies was again the topic which received the greatest
freqiiency of interest. However, stories about children, which was the
second most popular topic in the first year, ranked third in the second
year. Information about animals, which ranked fourth in the first year,
was the second most popular topic in the second year. Stories about
animals, ranked third in the first year, was ranked fourth in the second
year.

There was greater interest in TV cartoons and how things grow
among children in the first year. There was considerably more interest in
information on space in the second year, where it was ranked tenth as
compared to a ranking of twentieth in the first year. There was also a
greater interest in information on sports.

As in the first year, analysis of the first three choices of each country
reveals both similarities and differences, as shown in Table 4. Fairy tales
and fantasies, which ranked first with the second year sample also
ranked first with eight countries, and second with Sweden and the
United States. Information about animals, which ranked second with
the second year sample, was the first choice of Sweden and the United
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Table 3. Topics Chosen by Children in the Second Year of School
Total Percent Rank
266 23.54 1

145. 12.83 2

10.27 3

85 '7.52 4

65 5.75 5

57 5.04 6

44 3.89 7

42 3.72 8

39 3.45 9

36 3.19 10

30 2.65 11

28 2.48 12

26 2.30 13

24 2.12 14

22 1.95 15

21 1.86 16

20 1.77 17

16 1.42 18

14 1.24 19

10 .88 20

9 .80 21

6 .53 22

5 .44 23

2 .18 24\
2 .18 24

Topic

Fairy tales and fantasies

Information about animals
Stories about children 116

Stories about real animals
Real-life adventure stories

Monster-storiessuperhuman personalities
Stories about people
How to make and/or operate mechanical
vehicles

Funny stories

Information on space

Information on vocations
Information on sports

TV cartoo.
Historic e and famous people

Prehistoric life
Chemical and biological information
Mystery and ghost stories
"How to .. ," information. other than

mechanical
How things grow
Religious themes

Famous contemporary people
1Current events

Science 'fiction

Dictionaries
Ecology

States, second choice of Japan, and third choice of the Republic of
Panama. Stories about children, the topic ranked third, ranked third
with Austria, Canada, England, Japan, Sweden, and the United States,
but second with the Republic of Panama and Israel. The topic ranked
fourth, stories about real animals, was the second choice of Canada and
the Republic of Panama; but it Was the third choice of Israel and Italy.
The topic ranked fifth, real life adventure stories, was the second choice
of Austria, England, and the Netherlands; the topic ranked ninth by the
total second year sample, funny stories, was ranked second by the
second year children of Italy; information on space, which was ranked
tenth by the entire sample was ranked second by Austria; and the topic
ranked sixteenth by the total second year sample, chemical or biological
information, was ranked third by the second year children of the
Netherlands.
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Table 4. First Three Rankings of Topics by Countries: Second Year
(Roman numerals represent rankings of entire sample; parenthetical
numbers represent rankings of country.)

f. Fairy tales and fantasies

Austria (1)

Canada (1)

England (1)

Israel (1)

Italy (1)

Japan (1)

the Netherlands (1)
Republic o

-4
f Panama (1)

Sweden (2)

United States (2)

[I. Information about animals
Japan (2)

Republic of Panama (3)

Sweden (1)

United States (1)

HI. Stories about children
Austria (3)
Canada (3)

England (3)

Israel (2)

Japan (3)

Republic of Panama (2)
Sweden (3)

United States (3)

Same degree of preference

IV. Stories about real animals

Canada (2)

Israel (3)

Italy (3)
Republic of Panama (2)

V. Real life adventure stories

Austria (2)
Eag lark: (2)

the Netherlands 12)

IX. Funny stories

Italy (2)
X. Information on space

Austria (2)
XVI. Chemical or biologiCal information

the Netherlands (3)

4

THE CATEGORIES
The topics children chose were then allocated to seven prarranged

categories (as discussed previously): information-crientific,
information-historic, infr,:maticn-1070s, realistic fiction, imaginative
fiction, humor, and poetry. As has been noted, poetry was probably too
abstract a designation for this age group and was not chosen by any
child.

The statistic chi-square, used to compare a set of observed
frequencies with a hypothetical set of expected frequencies, was em-
ployed to deterfnine statistical significance. In this study, the
observed frequencies expressed (within each group) the frequency with
which a categut y was selected, while the expected frequencies were the
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frequencies that would have been expected if,no differences existed in
the preferences of the groups being compared. The greater the variation,
as shown by a numerically larger chi-square, the greater is the certainty
that the difference is not due to chance variation. Chi-square tested the
differences in the proportion of the responses that fell within each
category for the different groups, rather than differences between groups
in the ranking of the categories. The category choices of the 2,110
children who took part in the survey could be ranked 1) imaginative
fiction, ith 742.5 choices; 2) realistic fiction, with 633.5 choices;
3) infcri atioil-scientific, with 406.4 choices; 4) information 1970s, with
224.5 cho ces; r_a information-historic, with 57 choices; and 6) humor,
with 46 caoices. However, the proportion of choices falling in each
category varied from group to group.

The study in the United States was completed in advance of the
study in the other nine countries and with a far larger sample. Thus,
some of the data had to be statistically examined without including the
United States in the table as the numerical weight of the U.S. sample
would have skewed the compilations.

Nine questions formed the framework for the statistical analysis:

1. Are there significant differences in the expressed reading interests
of children in the first year of school among the ten countries surveyed in
the study? Chi-square analysis showed significant differences at the .01
level. The proportion of responses to information-scientific was greater
in Italy, Sweden, and the United States; responses to realistic fiction
were greater in England and Israel and markedly fewer in Italy;
responses to imaginative fiction were greater' in the Netherlands and
Italy.

2. Are there significant differences in the expressed reading interests
of children in the second year of school among the ten countries
surveyed in the study? Chi-square analysis showed significant
differences at the .01 .level. The proportion of responses to
information-scientific were markedly fewer in England and Israel than
in the rest of the sample; responses to information-1970s were greater in
the United States; responses to realistic fiction were greater in England
and Israel, and markedly fewer in Italy; and responses to imaginative
fiction were fewer in Sweden and the United States.

3. Are there significant differences between the expressed reading
inlerests of first and second year children in the ten countries surveyed
in the study? Chi-square analysis revealed significant differences at the
.01 level. The proportion of responses were greater in the second year
than in the first year to information - scientific. information- historic, and
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information-1970s. The proportion of responses were greater in the first
year to realistic fiction and to imaginative fiction.

4. Are there significant differences in the expressed reading interests
of first year boys and first year girls? (The United States was treated
separately because of the size of the sample.) Chi-square showed no
significant differences in the proportion of responses of first year boys
and girls. However, for the United States sample alone, there were
significant differences at the .01 level in the expressed reading interests
of first year boys and girls, with boys showing a far greater proportion of
interest for information 1970s.

5. Are there significant differences in the expressed reading interests
of second year boys and second year girls? (The United States, because of
the size of the sample, was treated separately.) Chi-square showed no
significant differences in the proportion of responses of second year
boys and girl's. The United States sample alone, however, did show
significant differences ,at the .01 level between second year boys and
girls, with girls showing a far greater preference for realistic fiction and
imaginative fiction and boys exhibiting greater interest in information
1970s.

The pronounced differences in expressed reading interests between
young boys and girls in the I Inited States presents a puzzling contrast to
the similarity of reading interests shown between boys and girls in the
other nine countries surveyed. Additional research appears needed.

6. Are there significant differences in the expressed reading interests
of first year children of high, average, and low intelligence? (The United
States, because of the size of the sample, was treated separately.)
Chi-square showed no significant differences in the proportion of the
responses of first year children of hi gfoverage, or low intelligence. The
United States sample alone, however,Thowed significant differences at
the .05 level, with children af high intelligence expressing a greater
interest in information-scientific and information-1970s, and children
of low intelligence showing a greater interest in the category realistic
fiction.

7. Are there significant differences in the expressed reading interests
of second year chi Wren of high, average, and low intelligence? (Again,
the United States was omitted from the overall compilatio Chi-square
'analysis showe significant differences at the .05 level, wit children of
'high intelligen e showing a higher proportion of Ariterest in
information-scien ific and imaginative fiction than did children in the
other categories. Conversely, the United States sample showed no
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significant differences in the expressed reading interests of second year
children according to intelligence.

8. Are there significant differences in the expressed reading interests
of first year children of high, average, and low reading level? (The
overall compilation did not include the United States.) Chi-square
analysis showed significant differences at the .01 level between first year
children of high, average, and low reading level. Children of high and
average level showed a greater proportion of interest in the category
information-scientific than did children of low reading level; children of
low reading level showed a greater interest in realistic fiction, and
children of high and average reading level showed more interest in
imaginative fiction. The United States sample showed a similar pattern.
significant differences at the .01 level, with children at the low reading
level showing a greater proportion of interestin realistic fiction.

9. Are there significant differences in the expressed reading interests
of second year children of high, average, and low reading level?
Chi-square analysis showed no significant differences in the pruportion
of responses of children of high, average, and low reading level in any of
the countries including the United States sample. See Table 4 for listing
of significant differences.

In addition, the variation of age in each year were scanned in relation
to category choice (5.1 to 7.2 in the first year; 6.2' to 8.4 in the second
year), but no consistent age-choice pattern could be discerned.

To sum up this portion of the study: There are some significant
differences in reading interests in both first and second year children
among the 10 count:cc of the survey. There are some significant
differences in reading interests between first and second year children in
the ten countries.

In compilations which did not include the United States, there were
no significant differences in reading interests Ietween boys and girls of
either first or second year; significant differences in reading interests
were shown in ccccnd year children, according to intelligence, but not
first year children; significant' differences in reading interests were
shown in first year according to reading level, but not in second year.

The United States sample showed significant differences in reading
interests between boys and girls in'both first and second year; significant
differences were evident in reading interests in first year children,
according to intelligence, but not among second year children; and, as in
the nine countries, significant differences in the reading interests of
children in the first year of school were demonstrated, according to
reading level, but this was not true of children in the second year of
school.
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Table 5. Significant Differences in Reading Interests
_Grouping Grade Level Significance Level
Between ten countries 1, 2 .01

Between first and second years; 1, 2 .01
ten countries

Eloys and girlswithout 11.'S. 1, 2 nine
toys and girlsU.S. 1, 2 .01

Intelligencewithout U.S. 1 none

IntelligenceU.S. 1 .05

Intelligencewithout U.S. 2 .05

IntelligenceU.S. 2 none
Reading levelwithout U.S. 1 .01

Reading levelU.S. 1 .01

Reading levelwithout U.S. 2 none
Reading levelU.S. 2 none

EXPRESSED DERIVATION OF INTEREST

In the final section of this report on findings are the data related to the
ascertaining of the source of the expressed reading interest. This was
determined through a probing question which concluded each child's
personal interview. ome children gave several sources, so that the
replies exceeded the n ber of children in the study.

The replies of first an second year children were similar. Twenty
percent of the first year children and almost 18 percent of the second year

sihildren could not designate the interest source. Trade books accounted
for more (Van 30 percent of the expressed derivation in both years
(slightly higher in second than in first); television accounted for more
than 16 percent of the derivation of the interest source (slightly higher in
first than in second); and personal experiences, such as trips, having a
pet, family events and family background, accounted for approximately
23 percent in each year. The designation other, which accounted for
slightly less than 5 percent of the expressed derivation in each year,
included such items as model kits, phonograph records, Sunday school,
movies other than TV), and comic books.

Analyzing the sources for each category in percentages reveals great
similarities between years one and two (Tables 6 and 7). In the category
information-scientific, both trade books and TV show slight increases as
interest squrces in the second year. For information-1970s, there is an
increase in trade books as a source, a decrease in television. Realistic
fiction, in the second year, shows less involvement with personal
experience than was evident in the first year; imaginatiye fiction shows
somewhat greater use of books as a source in the second year.
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Difficult to tabulate but ever-present in the comments of the children
were the infliences of both home and school. "My Mommy told me I'd
like this book; my teacher said it was a good prlogram, my Dad read that
book to me, the whole family went on a trip ro the seashore

Table 6. Expressed Derivation of Interest
World Sample, First Year: PeLcentages

Books
Trade Basals TV

Personal
Experience Other Unknown Totals

Information Scientific 25.56 1.98 10.43 31.27 4.46 26.30 100

Information Historic 21.74 - 21.74 4.36 26.08 26.08 100

Information 19705 12.18 - 32.69 29.49 5.13 20.51 100

Realistic Fiction 27.90 2.98 10.21 36.62 3.48 18.81 100

Imaginative Fiction 42.21 1.16 25.18 7.22 4.89 19.34 100

Humar 44.83 31.04 20.69 - 3.44 100

Poetry -.- - - -

Table 7. Expressed Derivation of Interest
World Sample. Second Year: Percentages

Books
Trade Basals TV

Personal
Experience Other Unknown Totals

Information Scientific 31.99 .34 12.95 31.29 3.15 20.28

Information Historic 50.00 - 16.67 14.59 9.37 9.37 10100

Information 19705 20.83 - 24.61 32.81 5.67 16.08 100

Realiitic Fiction 29.06 2.36 8.28 30.24 4.39 25.67

Imaginative Fiction 46.49 3.74 20.38 12.18 4.21 13.00 100

Humor 50.00 - 23.33 10.00 6.67 10.00 100

Poetry - - - -

CONCLUSIONS, IMPLICATIONS, AM) SUGGESTIONS
There is little question that this study is limited by several factors;

broad generalizations cannot and must not be inadP The study can only
stand for what it is: an expression by children in the first and second
formal years of school (excluding kindergarten) to their momentary
interest in a topic to read or have read to them.'

These children did not seem to be handicapped by being asked to
draw a response except in London, England, where a number of the first
year children in the sample were not used to drawing and were younger
than most of the subjects in theadmple. On the other hand, children of
the same ages in Manchester, England, did r191 appear to have the same
problem.
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Also, it could be that a different group of interests might be elicited at
other times or in other settings. This remains for future investigators to
determine. (Our hunch is that most of the same topics would appear and
that the rankings would be unchanged.) Our only evidence at tips point
is the pilot work being conducted by Kirsch who finds interest quite
constant after repeated interviews. We have not tried other situations
outside of the school or with other interviewers, such as peers or parents.

However, based on the findings of this study and for this sample and
keeping in mind the limitation of the study, the following conclusions
are drawn:

1. Although there are some significant differences, there appear to be
more similarities than differences among the expressed reading interests
of first and second year children in ten countries.

2. Fairy tales and fantasies are the most preferred expressed reading
interests of first and second year children in the ten countries. ,

3. Fairy tales and fantasies, stories about children, plus stories and
ltxformat ion about real animals were the top choices of over two-thirds of
the children in, the first year of school for the entire sample. The same
choices in a slightly different ranking order were the top choices of 54
percent of all the children in the second year of school. More of the
second year children expressed a greater diversity of interests.

4. Reading interests of second year children demonstrated more
preferences for nonfictional topics than the interests of first year
children.

5. Reading interests among children in the first year of school for the
ten countries differed significantly in relation to reading levels as judged
roughly by classroom teachers. Other differences were inconsistent in
terms of statistical significance.

6. Derivations of interests were similar for both years with trade
books as the most popular source, personal experiences next, and
television third.

IMPLICA TIONS

It must be reemphasized that the implications grow out of a study
limited in design and scope. Nevertheless, some speculation about what
meaning the findings might have seems warranted in the light of even
this limited evidence.

1. Anyone involved with planning for young children's reading
should be aware of the variety of topics children appear to be interested
in.

2. If the significant difference between interests and reading levels in
both years is reliable (and this may be demonstrated by additional
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experimentation), planning for instructional experiences should
consider such differences. It appears that children in the second year of
school, reading at a lower reading level than placement in school, will
not have their interests met through the use of materials meant for the
first year of school.

In analyzing the content of readers intended for the first year of
school, Blom and others (1) found their content too bland and "happy
family centered" for first year children. The content would appear to be
even more inappropriate for second year children who are reading at
levels more closely related to first year performance. Second year
children of low reading ability might profit from instruction using
easy-to-read books with a focus upon factually related topics and
imaginative fiction.

3. Young children throughout the world (at least as viewed through
the samples in these ten countries) appear to have many similar
interests. This conclusion would seem to point toward the implication
that more universal, structured, educational activities could be planned
as early as school years one and two involving interrelationships among
children in these ten countries. Art work, photography, and pantomime
are possible ways of using common interests o build mutual
understandings at early ages.

SUGGESTED RESEARCH

Obviously, replications of this study are needed in other countries
and at other times of the year to ascertain the validity of these expressed
interests as more than momentary choices.. Also, the same children
should be asked to draw and explain their interests a number of times
within a month to determine the reliability of the expressed interests.
Once the expressed interests appear to be valid and reliable over a
number of studies, the interests should be compared to the curricula in
the first two year of school. Although educators wish to 61.cpand
children's interests, early experiences in school ought to relate to the
interests of the learners if they arc to conceive of learning as interesting
and relevant. Thu children in this study did not demonstrate anhreat
desire to read about :family life but appeared to want to expand their
worlds to a multitude of areas beyond their everyday living.
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Selecting Textbooks: Some Preliminary Thoughts
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Teachers and administrators look to research workers for practical help
with an important recurring task': the selection of textbooks for the
classroom. A great deal of molaey is spent on textbooks; apart from the
teacher, they are the main, and 'sometimes the only, source of
information. So it is natural for those who select books to took for
gyidance; to seek ways of making better-decisiaqs, for the benefirof the
students and of the taxpayers.

Research workers, on the other hand, tend to avoid facing such a
complex and confusing practical matter, Knowledge about textbooks
and their use is patchy (4), and background research relevant to printed
materials is scattered unevenly through many disciplines (21). We must
also recognise that research knowledge by itself may never be sufficient
to solve practical problems. After all, to resolve a particular problem you
must take account of the specific situation at hand. There is a limit to the
usefulness of theoretical knowledge; circumstances will alter cases.

Despite these reservations, we are persuaded that the task of
selecting textbooks iS so interesting and important that we should offer
these thoughts for your consideration. In no sense does this paper
present a complete survey of all the considerations involved in selecting
textbooks. We have chosen a few topics for discussion, and we accept
without reservation that other topics may be equally-important. Indeed,
we intend to return to this subject from time to time, so that eventually
our treatment will become more comprehensive.

SOME REASONS FOR THE LACK OF RESEARCH
Research workers have a natural bias towards soluble problems;

moreover, they tend to avoid the problem of making decisions in the real
world:
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The usual textbook does not control the behaviour of the learner in a
way which makes it highly predictable as a vehicle of instruction or
amenable to experimental research. It does not in itself generate a
describable and predictable process of learner behaviour, and this may
he the reason why there has been very little experimental reseorch on
the textbook (20).

Reinforced as they are by the behaviour of funding agencies, there is
little incentive for researchers to revise their ideas. Actually, it seems
that the situation gets worse as time goes on. The second handbook of
research on teaching (34) appears to contain less than one paragraph out
of 1,400 pages directly concerned with textbooks. Does this accurately
reflect the work being done by researchers?

Publishers area also partly responsible for the lack of textbook
research. Publishing is a commercial business, and there is nothing
wrong with that: those countries with state control of publishing never
produce the wide variety and the fast response of the commercial
enterprises. However, Unlike most industries, publishers do not have
in-house R&D (Research and Development) capabilities, and generally
do no4 fund special-purpose research in universities. Therefore, it seems
fair to say that publishers have not yet shouldered the responsibility of
making sure their product is effective. It is most unusual for a publisher
to know how his books work in practice: he is interestectirrhow well they
sell. It follows that in-house editing is kept down to an absolute
minimum, and simple controls (for example, readability measures) are
not used unless large purchasers insist on certain minimum standards.

STANDARDS AND JUDGMENTS

In principle, there are two ways to operate a selection system. One
way stresses preset rules, and js sujnmarised by the word standards. Ilk
second way stresses individual situations and the need to compare one
alternative with another. This is the way of human judgment. The crux of
our argument is that neither way is sufficient by itself: any system for
selecting textbooks will need both well defined standards and sensitive
judgment.

The word standard deserves some attention. We use it here in the
sense of "an authoritative or recognised exemplar of correctness,
perfection, or some definite degree of any quality" (shorter O.E.D.). Yet,
clearly. this sense will cover several different uses. At one extreme is the
absolute standard or criterion. For example, a book may be so illegible or
unreadable that it should be rejected no matter what other features it may
have. Or, the book may exhibit such political bias or moral turpitude as
to be unacceptable to society. It may be rejected for that reason, prdvided
the criteria for such a decision are known and agreed publicly.
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Usually, however, the standards are relative to particular situations.
A practical choice must be made, based on the alternatives available. A
book will have these advantages ut those disadvantacies: seldom does a
book score on all counts. M reover, a book may be best for some
purposes, -but not for others. or examplw, a book which works well
when used for reference may be oor for self-instruction. And, of course,
a book suitable for one age group or type of student may not suit others.

If most standards are relative, it follows that teachers and
administrators must continue to use their judgment, In other words, you
cannot replace judgment by hard-and-fast rules, except in a few extreme
cases. This is a blow to those who hope to eliminate the frailties of
human judgment; but we feel our opinion does justice to the real
complexities of educational situations. We offer this consolation: it is
possible to improve one's judgment. By systematic attention we can
develop textbook standards which, however fluid or relative.they may
be, can inform judgment and so help to improve the decisions taken by
teachers and administrators.

A PROCESS MODEL
Our simple model of the way iextbooks should be chosen includes

these stages:
1. The target population. Most of the research aids we suggest cannot

be used for action unless a good deal is known about the potential user.
For example:

Reading skill. Reading test information is desirable, and can be
modified by the teacher's informed opinion. Records of teacher's
opinions car. be kept and checked against various external
criteria. Such a learning system is necessary whenever personal
opinions are used for decision making.
Entry knowledge. A specific entry test for a textbook usually isn't
available, but one could be constructed in special cases.
Otherwise, general achievement tests covering the content area
are needed and past educational history should also be recorded.
Teacher's opinions can be collected, though once again this
means a longer-term (-valuation of those opinions must also be set
up.
Level of motivation. No simple tests are available here, but there
are some useful signposts. For example, will the book be a free
choice of the reader or will it be assigned? Will it be required
reading in a subjectoften disliked by the student? The less
motivated the student is, the more we should demand good
legibility, easy readability, and good quality explanations and
exercises.
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2. Collecting alternatives. Obviously, it's important to make sure all
candidates are lined up for the selection process. Therefore, at this stage
no criterion is needed 'except face validity. In other words, all textbooks
in the language covering the subject area, at roughly the right level,
should be placed together. In general, it pays to suspend judgment
during the collection stage, otherwise, half-baked opinions may
preempt the more sophisticated judgments we hope to foster.

3. Screening. The purpose of this stage-is to eliminate those books
which are clearly unsuitable according to well-speCified criteria.
Examples of such criteria might be:

Cost. A book might be rejected if its cost exceeds some official
-limit.
Bias. Political, religious, or moral bias might be a cause for
rejection provided a proper procedure of content analysis was

- used, and the standard for rejection was known and agreed_tn that
particular society. Of course, the question of whether a society
should set up such criteria is quite beyond the bounds of this
paper; we simply want criteria to be.public and systematic as far
as is possible.

4. Production quality. Books may be rejected if they are illegible, if
they fall to bits during use, or are otherwise impractical.
Readability. Books may be rejected if there is-a clear mismatch
between the reading skills of the students and the readability lev %l
of the material.

It is important for officials to make the criteria public and to tell the
publishers why certain books were rejected. By such means publishers
can be influenced; the criteria will gradually force them to in4titute
in-hOuse standards. Also, the publishers would have the chance to
counterargue; such a debate might well improve the detailed wording
and application of standards.

4. Judgment. Since the process of judgment can't be avoided, we
suggest that it be built into a more organised pribtice. By using critics'
and teachers' accounts a picture can be built for the decision making
stage.

5. Decision. Some countries dictate_choice of textbooks from the
centre; others allow individual teac rs to choose. We realise that, to
some extent, selecting a textbook is a olitical act. We suggest that the act
of choice should take place in two stages.

Stage 1: Reduction. The judgments are used to remove candidates
until a small number remain (never more than six nor less than one).
This may be done centrally by the Mirlistry or by the local district. In
England, the autonomy of teachers can be respected by making
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available to the teacher the information which in other countries
would have been used directly by central officials.
Stage Selection. This is the actual choice of textbooks to be used in
a particular class. We suggest that this be done as far down the chain
as local circumstances allow. The point is that local situations will
differ, and if there is a genuine choice between good alternatives, the
teacher will be best able to see what suit his situation. Preliminary
weeding-out protects children against the worst random choices,
and yet leaves the teacher with a professional responsibility. Much
could be learned by collecting the reasons given f s final choice,
and we suggest these expressed reasons be colle and analysed
systematically. ,
6. Evaluation. Every detail of the first four stages is capable of

systematic improvement. If careful records are kept, the process is bound
to become more effective as time passes. Frankly, it does not matter if
some mistakes are made first time around; the important thing is to make
sure that lessons are learned and procedures revised.

Another possibility is to experiment directly on the way student
performance is affected by alternative texts. Lumsdaine has spelled out
th difficulty of this approach but it may well be worth funding some
research to tackle the problem head-on. The results of such research
could, if interpreted with sophistication and caution, be added to the
process of judgment (stage 3).

In the following sections of this paper we consider some ideas that
could be useful for the screening and judgment stages.

Typography. A number of reviews summarise the research on
legibility of type: Burt (6) and Spencer (30) are good starting points;
Tinker (33) is the standard reference work and Hartley, Fraser, and
Burnhill (14) have a useful recent bibliography. There are some studies
on our particular topic, the relation of typographic research to textbooks;
Blackhurst (1), Buckingham (3), Burt (7), and Tinker (32). Burnhill and
Hartley (5) summarise work relevant to the design of instructional
materials. However, it is difficult to apply these results to the practical
problem of choosing textbooks. One reason is that a textbook embodies a
complete set of design decisions, whereas research workers usually test
each variable separately. Another reason is that changes in design
fashions have outdated much of the older research. For example, almost
all the work reviewed by Tinker used justified type,,a traditional (serif)
typeface, and paragraphs denoted by indention. Nowadays, unjustified
type, sans serif faces, and spacing between paragraphs is quite common.

Often these variables interact; for example, consider the tests of
optimal line-lengths. If you use justified type with shorter lines, the
spacing between words becomes visibly stretched or compressed; a
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longer line allows a mcra natural adjustment. We can predict, therefore,
that tests with unjustified type would favour shorter line lengths than
tests with justified type. Therefore, the results of earlier work cannot be
taken at face value and used directly for decision making. The results
need reinterpretation by skilled researchers and designers, and research
is needed on modern design fashions and on oyerall page design. These
problems are spelled out in more detail by Macdonald-Ross and Waller
(23), who put forward a conceptual framework for improving research
and practice in typography.

For practical purpole*S, the single most important lesson is that
combinons of nonoptimal or marginal typographic arrangements can
diminish legibility to a striking degree (26). With a world shortage of
paper, publishers will no doubt try to cut corners by reducing distance
between lines, reducing type size, and increasing line length. This must
be watched very closely; officials should use expert researchers and
designers as consultants and empirical research funded in especially
important cases.

Note, also, that there is almost no typographic research for alphabets
other than the Roman. Since many countries are now rejecting the
English they once used as their chief educational language, they are
depriving themselves of an important stock of research results. We
clearly need some international research centres to provide, for other
scripts, the basic legibility data we now have for the Roman alphabet.'

Readability. Readability formulas provide the simplest way to get a
reliable prediction of the style difficulty of text ("how something is
said," as opposed to "what is said"). Typically, these formulas use
counts of word and sentence variables which can be made easily by hand
or by computer. The word counts most often use some index of
familiarity, such as frequency of occurrence or length (in syllables).
These two measures are strongly related and give a good indication of
whether readers will be able to handle the vocabulary. The usual
measure of sentence difficulty is average sentence length (in words);
which is strongly related to syntactic complexity. Thus, the formulas
combine these two simple vocabulary (semantic) anti sentence
(syntactic) counts into one score predictive of reading difficulty. The
two formulas most widely used on English language text over the years,
those of Dale and Chall (11) and Flesch (13) are good examples and
remain excellent choices for most readability users. Many other
formulas have been developed for various reasons. Some have used more
variables and claimed greater predictive power. But careful examination
and long experience have shown that such substitutions usually add
little to the accuracy of prediction for what is often a great deal of extra
effort in application. The apparent increase in power, furthermore, is
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often more a matter of the kind of criterion used than the discovery of
superior variables and/or procedures. Miller (25) illustrated this in a
comparison of the Dale-Chall, Flesch, Bormuth (2), and Coleman (10)
formulas. In contrast, some formulas, especially those intended for a
special body of text, have only one variable rather than two for, ease of
use. This limits applicability of the formula, and may even result in
significant loss of predictive power for other samples of what appears to
be the same body of text (8). In many cases, computer programs and aids
designed for manual use can accomplish the same savings in time with
no loss in power. The literature of readability is quite extensive; those
who are interested should consult the earlier reviews of Chall (9) or Klare
(16, 17).

At their best, readability scores can be an ideal management device
because (unlike legibility) you can often use a simple figure as a rough
screen or filter. This single figure is the difference between the reading
skill of the students and the readability level of the material. (In the
United States this would usually be expressed in school grade levels;
Europeans tend to use age levels.) Since the reading level of the student
is "given" (that is, can't be changed easily), the control problem becomes
one 1 deciding where to draw the line. What degree of mismatch is
acceptable? Four kinds of information are needed to answer this.

324

The predictive accuracy of the formula you are using. A standard
error of estimate of one grade level means that you could expect
errors of prediction of less than one grade level 68 percent of the
time, or less than two grade levels 95 percent of the time. The
standard errors of published formulas range from .38 to 2.37 at
least. The former is unusually small and the latter unusually
large. A reasonable generalization is to assume that formula
scores are probably not statistically accurate within about one
grade level. If you know the standard error of estimate for the
formula you are using, you can refine this judgment.

The range of reading ability in the.target population. The greater
the variation among the readers you are selecting books for, the
less likely it is that, one readability score will be accurate for all.
You should keep in mind that, as you go from grade 1 to, grade 12
(or age 6 to age 17), the range of reading ability within each grade
will increase. The poorer readers will tend to fall behind the
average, and the better ones to pull ahead. If you know that your
population is highly variable, you may wish to select two or three
screening scores for the different groups, perhaps one each for
good, average, and poor readers.
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The degree of background knowledge in the target population.
Put briefly, this says that the more a reader knows about a
particular subject-matter, the more readable new material on this
subject is likely to seem to him. This problem of prior knowledge
is least noticeable at the lower grade levels, since special bodies of
knowledge have not yet been built. At college level, the degree of
background knowledge becomes a more important consideration.
The levels of motivation of the target population. Almost
everyone readily agrees that motivation is critical to nearly every
aspect of human behaviorthen promptly ignores this when
interpreting data. Some effects are fairly obvious. A highly
motivated reader may struggle through a very difficult book, at
one extreme, while at the other extreme a poorly motivated reader
may ignore the best-seller on the table in front of him. But other
effects are more subtle. Klare and Smart (19) found a very high
relationship (rank-order correlation of .87) between the
readability level of United Statps Armed Forces Institute printed
correspondence materials and the probability that students
would send in all of their lessons. The clear-cut effect found in
this field study would probably seldom, if ever, be found in an
experimental study, since this setting tends to raise the learners"
motivation and also circumscribe his behavior. On the other
hand, in the above field setting, the motivational level of the
learners was lower, which was, typical, and the effect was,
therefore, more markedly shown. Denbow (12) provided another
interesting example. He measured the amount of information
gained from more versus less readable versions of each of two
different passages. One passage, because of its topic (gun control
in Great Britain) was preferred by readers to the other (cotton
prices in the United States). As expected, the more readable
versions, compared to the less readable, increased the amount of
information gained from both passages. The amount of gain was,
however, significantly greater for the nonpreferred passage!
Motivation is an important consideration, whether it arises from
intrinsic (interest) or extrinsic (reward) bases. A good rule is that a
readability score overestimates difficulty for strongly motivated
students and underestimates difficulty for weakly motivated
students.

Bearing all this ifeWnd, we must again ask what degree of mismatch
is acceptable between the reader's skill and the readability leve of
reading material. We suggest that for the typical textbook reader ( ne
with a'erage motivation, reading skill, and pridr knowledge of e
subject matter), this relationship can be expected; if the readability level
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of a book is more than twagrades beyond his level, his reading is likely to
be inefficient. This will affect his ability to learn from the book, and will
probably also affect his attitude toward the subject matter. Thus, a
mismatch of two grads,'s puts a book on the borderline, while a mismatch
of as many as three"' grades could justify outright rejection.

We wish there were better research evidence for our generalization.
Many studies have been made, but most of them simply deplore a
mismatch when it exists, without looking carefully at its effect upon
reader behavior. One of the best available indications of what happens
comes from a study by Sticht, et al. (31). They found that military
jobholders who need information increasingly turn away from printed
sources as the mismatch increases, and rely more upon what they can
gain by listening to others. For the job of cook, the readability level of the
printed source materials ranged from approximately the same as the
average skill level of the men to two grades above. These men indicated
that they used their printed source materials 80 to 90 percent of the time
when they needed information. Foi. the jobs of repairman and supply
specialist, the readability level of the printed materials was about five or
six grades above the average skill level of the men. These men indicated
that they used their printed information sources only from about 30 to 60
percent of the time (depending upon their skill level).

Formulas have long been available for helping to avoiclomismatches
of English language materials and their poleptial readers. Recently,
formulas have also become available for Chinese, Dutch, French,
German, Hebrew, Russian, and Spanish materials. In addition, English
language formulas have been applied to Hindi materials. Other formulas
could, and should, be developed for other languages. The procedure for
doing so is now well understood; all that remains is the necessary
research. An international research 'center, perhaps under Unesco
sponsorship, would provide the best assurance of needed development.
Such a center could also run computer analyses of readability, since a
number of good programs are now available (17). The time, effort, and/or
tedium of large scale manual appUations, which prevent widespread
use even where formulas themselves are easily available (as in the
United States), could thereby be avoided.

For language materials where formulas are not yet available, an
interim solution is possible through use of the doze procedure. Cloze
scores are produced thus: every fifth word is deleted and replacpd with a
standard-sized blank, which the reader atterfipts_ to fill in. All words
replaced exactly are scored correct. The score produced iA related to the
usual readability, scores, though precisely how is still under
investigation (27). It is safe to say that of several texts, the most readable
is the one where the most blanks can be filled. Cloze has been used
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successfully on a number of non-European languages, including
Japanese, Korean, Thai, and Vietnamese. Cloze has also been used with
English as a foreign language. Klare, Sinaiko, and Stolurow (18) have
reviewed the literature on the doze procedure.

One final word of warning %Though readability scores do show
reliably when a text should be rewritten, they do not show how it should
be rewritten. In other words, the scores can be used for prediction, not
production, opf readable writing. Writing readably is a complex,
high-order skill which cannot be done by formula. A formula gives you a
score after the event, and can in that way be au aid in rewriting; but it
should, even then, be used only as a screening device. The value of
readability formulas for that purpose is now firmly establishdd.
THE PROCESS OF JUDGMENT

After the screening process, we are still left with the reasonable
candidates: those textbooks that do not violate some preset criterion.
From now on, the decisions become more difficult. We assume that,.
generally speaking, no book will combine all the possible virtues. If it
did, it would probably I-14)e swept the market already. But actually, no
book can combine all the virtues since some are incompatible with
others. A'131pok designed for self-instruction will never be completely
adequate for reierence; and a reference book will always be somewhat
defective when used for self-instruction (the self-instructional book
needs to impose some sequence which a reference book must avoid). A
book that goes into the detail needed for advanced students can't have
room for elementary explanations, and thus can't be used for beginners.
And a book which holds to a particular style of teaching may rule itself
out for other styles. This is aH very obvious. It leads us to admit the need
for human Judgment to weigh the balance, the pros and cons of the
candidates.

Rothkopf (29) found experts to be-poor judges of the effectiveness of
educational materials, but his experiments aro not sufficient to cause us
to remove human judgment from the scene. Rather, it causes us to think
about how best to use judges so that their opinions become more reliable
and more useful for the decision maker. If you think about the role of the
critic in the humanities you will surely agree that the art of judgment is
thoroughly respectable and of longstanding. This is what Richards (28)
meant when he said: "what we want is the further development of what
is already an advanced art, the art of intellectual discernment."
Scientists made extensive use of expert judges to referee papers and
grant proposals. All in all, there is no reason to be defensive just because
the process of judgment cannot be reduced to a precise formula.

We have the start we need: the widespread habit of journals using
critics to provide reviews for textbooks and other academic works. The
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critic does not make the decision for you; he illuminates the scene,
provides insights, and judges the work according to various ill-defined
but, nevertheless, valuable intellectual standards. This puts you in a
better position to see the strengths and weaknesses of the book, and to
see whether it suits your circumstance.

We suggest that critics should be used in a more organised manner to
provide the basis for decision making. The procedure is simple in
principle. Between two to six experts are chosen to provide detailed
criticisms of the book in question. Experts should be paid enough to
show that their effort is valued and deserves serious attention on their
part. They should be chosen to counterbalance each others' weaknesses,
but all should be experts in a relevant area. For example, at least one
critic should be a research expert; one should be expert in teaching the
subject-matter; if there are different schools of thought on the, subject,
both or all should be represented. But, above all, one should look for
critics of outstanding intellectual calibre. Criticism is pot an exercise in
democracy; one man's criticism is not as good as another's.

A file should be kept on eery book criticised and on every
individual critic. After a time, the consequences of decisions become
known and it is possible to go back to the original criticisms to see to
what extent they identified key features of the books, and to what extent
they turned out correct. !his means building a track record for critics.
Those who prove most useful should be used more and paid more. Those
who say nothing, or who show poor judgment, can simply be replaced.
Thus, it does not matter whether the first choices are perfect as long as
records are kept and lessons are learned.

Moreover, it is possible for the activity of textbook criticism to
develop its own methodology, and to identify problems that need
research. Very likely, such research would be quite different in character
from much of what passes today as research on teaching, since it will
need to face the problem of judgments about quality. An example of what
we might hope for is given by Metcalf (241 in his interesting discussion
Of the study and teaching of explanation.

The final decision in our scheme is made by administrators and
teachers. By our process we put them in the best position possible, and
we set up the system so that it improves as time goes on. This then is our
advice: make the best use of research and the best use of human
judgment. Others have taken quite a different approach to the problem;
they have said "let us see what the objectives are and whether the book
achieves those objectives." The most extreme example of this approach
was provided by the Joint Committee on Programmed Instruction and
Teaching Machines (15). Their criteria for assessing programmed
instruction materials were so demanding that (so it is said) no program
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ever published satisfied their requirements. We have some reservations
on the use of objectives in education (21), and really do not feel that they
will peove more than minor aids in the decision making system. The
truth is that human expertise and critical judgment are, always
necessary; if these skills are not used formally then they get used
surteptitiously. By accepting critical skills as a formal part of the process
we allow teachers and administrators to improve the quality of their
decisions in a practical manner.
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Some New Developments on Readability

Albert Harris, Emeritus
City University of New York
New York, New York
United States of America

One of the major tasks for the teacher of reading is to provide the student
reader with mJterial that he can read and understand. The term
readability refers to the qualities of reading material which determine
how easy it is to understand, how fluently it can be read, and how much
interest it generates. This paper, however, is concerned with readability
only in the sense of ease or difficulty of comprehension.

The term new development needs to be made more explicit. Two
fairly recent publications provide a starting point: Readability and
Reading (27) which -provides good coverage of research published
between 1965 and 1970, and Gilliland's Readability (12) published in
1972. The present paper emphasizes developments too recent to have
been covered in those two very helpful sources. Some earlier work will
also be discussed.

On first thought it may seem that the logical way to determine the
readability of a selection is to give it to someone to read and to check his
comprehension. Such a procedure, sometimes called "trying the book
on for size," can establish how well that person has been able to read the
book. But usually we want to predict how.a selection, or a whole book,
will fit an individual or group's ability to understand before deciding if
they should be asked to read it.

THE MEASUREMENT OF READABILITY
.

To get away from the need to try a book with each potential user, it is
necessary to obtain a score which can express the book's readability on
an easily interpreted scale. This is done by measuring the book's scores
on characteristics which can predict where it would belong on a scale of
reading selections whose readability scores have already been
established.

The sdale of reading selections that has been used most widely in
readability research is a collection called Standard Test Lessons in
Reading (24), originally published in the 1920s and revised in 1961.
There are five booklets, each containing about 70 one-page test lessons.
For each lesson there is a short selection, followed by about ten
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multiple-choice questions. At the bottom is a table giving the grade score
corresponding to each possible number of right answers. These grade
scores were originally established by giving the test lessons and a
standardized reading test to several thousand pupils. The readability
formulas developed by Lorge (21), Flesch (10), and Dale and Chall (8) all
used the McCall-Crabbs test lessons as a cri 'on.

Another way to set up a reada ity scale is to use the cloze technique
to determine the comprehension difficulty of a number of selections. In
the cloze procedure, usually every fifth word is deleted in a regular
patterh and the reader's task is to write in each missing word. The
average number of correct cloze answers for a group can be used to rank
selections in readability, setting up a scale against which other
selections can be compared. The cloze technique has been used in much
recent readability research, particularly by Bormuth (2, 3) and by
Coleman (5, 6, 7).

A third procedure is to take several series of carefully graded books
and use their average characteristics to establish a graded scale. In the
United States, widely used basal reader series have been used as criteria
for the development of readability formulas by Spache (28) and in the
new Harris-Jacobson formulas which will be described a little later in
this paper.

A fourth procedure is to have the selections rated by a group of
judges, using the average rating to establish a scale. However, the ratings
of judges on the same book can vary widely. Jongsma (19) had 12
Newbery AWard winning books rated by 44 school and public librarians.
One book was rated in difficulty all the way from third grade to twelfth
grade.

ELEMENTS OF READABILITY
Numerous studies have shown that the two main elements of the

difficulty of reading material are the difficulty of the vocabulary used
(semantic difficulty) and the difficulty of the sentence structure
(syntactical or grammatical complexity). Of these two factors,
vocabulary difficulty has consistently shown somewhat greater
importance. Klare (20) rote: "Frequency of occurrence of words . . .

clearly plays an all ervasive role in language usage. Not-only do
humans tend to u e some words much more often than others, they
recognize more frequent words more rapidly than less frequent, prefer
them, and understand and learn them more readily. It is not surprising,
therefore, that this variable has such a central role in the measurement of
readability."

Measurement of the difficulty of words has been done in a variety of
ways. The procedure most often used is to determine what percent of
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words in a sample are not found in a particular list of common words.
Two lists compiled by Edgar Dalea short list of 769 words and a list of
about 3,000 words known to fourth grade childrenhave been used in
several readability formulas including those by Lorge (21), Dale and
Chall (8), and Spache (28).. Recently there have been efforts to update
these lists. Spache (29) expanded the original short Dale list to 1,041
words, adding words from the Harris-Jacobson Core List (14) and from
library books of first and second grade levels, and revised his readability
formula accordingly.

The publication in 1972 of the Harris-Jacobson Basic Elementary
Reading Vocabularies (14) provided a possible improvement in the
measurement of vocabulary difficulty. The Harris-Jacobson word lists
are based on a computerized analysis of about 4,500,000 running words
found in 14 series of elementary school textbooks, from beginning first
grade through sixth grade. A first grade list; a combined first and second
grade list; and a combined first, second, and third grade list were tried
out, and the combined first and second grade list proved to have the
highest correlation with reading level from grade one through grade six.
This combined list contains 912 root words and 1,880 inflected forms,
such as plurals and regular verb endings (-ed and -ing), totalling 2,796
words. Since all allowable variants of a common root word are in the list,
one does not have to remember a variety of rules or repeatedly consult
the list of rules to see what constitutes an unfamiliar word. If a word is
not in the list, and is not a proper noun, it counts as unfamiliar. The
percent of unfamiliar words has the highest correlation with basal reader
level of a large number of measures of vocabulary and sentence difficulty
treed.

Several other measures of vocabulary difficulty have been used in
the more than fifty different readability formulas that have been
published to date. Average number of letters per word, average number
of syllables, average number of vowel letters, number of prefixes and
suffixes, percent of one-syllable words, percent of words having three or
more syllables, and percent of words having more than five letters have
been tried. Studies have also shown that the proportion of certain parts
of speech is related to readability. Coleman (7), for example, used the
number of pronouns and numberof prepositions per 100 words as minor
elements in his readability formulas.

All of these different ways of getting at vocabulary difficulty have
substantial to high intercorrelations, but not all are of equal value in
measuring readability. Unpublished results by Harris and Jacobson
show that over the range from beginning first grade through sixth grade,
percent of unfamiliar words had the highest correlation, .87; percent of
words with more than five letters, .80; and average number of letters per
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word, .74. The percent of unfamiliar words was 21 percent more accurate
in measuring readability than average number of letters per word. In
recent years, ways have developed for scoring many of these variables by
computer. A computer can easily determine whether a word is in a given
list, count its letters, and so on, but it is much harder to write a program
which 'will accurately identifY syllables or prefixes. In the future, only
variables which can be scored by computer are likely to be retained in
readability research.

In 1973, Harris and Jacobson (15) reported that the percent of words
beginning with the lettere has a substantial correlation with difficulty in
pri . reading material, and Jacobson followed this by identifying
ma j n 1,000 spelling patterns in English words and correlating them

lathy. In a 1974 parer, Jacobson (18) reported that 37 spelling
patterns, when combined in a multiple regression equation, correlated
.92 with primary reading difficulty. In further work not yet published,
Jacobson has found that when one group of 12 spelling patterns is used
for primary material and another group of 12 is used for middle-grade
material, a combined multiple correlation of .965 is obtained. Using
these spelling patterns is possible only with a computer and a very
complicated computer program. Spelling patterns are probably related
to readability in two different ways. One is that certain spelling patterns
have greatly variable sound-symbol relationships. Initial e, for example,
can represent at least seven different phonemes, as in each, ear, early,
elephant, English, eight and eyesight. This obviously increases the
difficulty of decoding words beginning with e. The other way is that
some spelling patterns tend to occur mainly in long words which are
also uncommon and difficult, while other patterns appear
predominantly in short, common, easy words. Spelling patterns present
a new and promising approach to the measurement of vocabulary
difficulty, but are usable only by those who have appropriate computer
resources.

SENTENCE DIFFICULTY

From the beginning of readability study, it has been recognized that
the difficulty of a sentence involves elements beyond the difficulties of
the words in it. The average number of words per sentence has been used
in many readability formulas and provides a reasonably satisfactory
measure of those sentence characteristics that influence readability. In
general, long sentences tend to have more modifiers and qualifiers, more
embedded phrases and clauses, and complex rather than simple
structure.

Since 1960 a number of efforts have been made to measure the
linguistic or syntactic difficulty of sentences. Hunt (17) developed a
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measure called the T-unit, which is one main clause and its related
words, phrases, and clauses; in most cases, these amount to the number
of words in the sentence. Golub (13) developed a Syntactic Density Score
which uses the T-unit and also takes account of such items as complex
verb expansions and prepositional phrases. Since then, Golub has
developed a program (unpublished) which can obtain his Syntactic
Density Score by computer. Bormuth (3) included measures of right
depth of sentences and left depth of sentences among the variables used
in some of his readability formulas. Botel and Granowsky (4) developed
a formula for measuring the syntactic density of individual sentences;
the average score for the sentences in a selection should correlate with
readability.

Such methods of sentence analysis obviously help to show why one
sentence may be harder to understand than another of similar length. But
there is no evidence as yet that they can give a better indication of the
difficulty of a whole selection than average sentence length does.
MacGinitie and Tretiak (23) compared the sentence depth measures
devised by Yngve (31) and by Allen (1) with average sentence length and
found that average sentence length gave the best prediction of
readability when each was combined with a measure of word difficulty.
Similar research is needed for the other measures of sentence
complexity. Since scoring sentences for these variables is slow and
laborious, future research in this area is likely to emphasize variables
that can be scored by computer.

To summarize this discussion on the elements of comprehensibility
or readability, the most important element in the difficulty of reading
material is the difficulty of the vocabulary employed. This is Measurable
in a variety of wayst among which the percent of words not found in a list
of common, easy words seems to be the most satisfactory as well as the
one most commonly used. The other main variable affecting readability
is sentence complexity, which is well represented by average sentence
length.

NEW READABILITY FORMULAS

The increasing use of computers in readability research has made it
easy to develop readability formulas for special purposes. However,
most users of readability measures do not have computers available, and
ease and speed of scoring and ,computation are important factors, in
choosing which formula to use. This discussion will be confined to new
formulas that are applicable by hand to children's materials for the
elementary grades.

At IRA's 1973 Denver Convention, Harris and Jacobson presented
some data on new readability formulas (15). Since then, the formulas
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have been further revised and a large number of new formulas have been
tested. Many different combinations of variables provide measures of
about equal accuracy. Two formulas, one for grades one through three,
and one which works from grades one through six but is mainly for use
above third grade, have been selected as providing the best combination
of ease and rapidity of application and high correlations with difficulty.
Both formulas have correlations of .90 with reader level. The primary
formula has a standard error of estimate of .38 of a year; the other formula
has a standard error of .71 of a year. Complete directions for using these
formulas appear in a book by Harris and Sipay (16), published in 1975.

Spache (29) published a revision of his formula for primary grade
material. The new formula is based on 100 samples of about 100 words
each, or a otal of about 10,000 words, in comparison to the
Harris-Jacobso formulas which are baked on 661 samples totaling about
135,000 words. the reports the very high correlation of .95 with book
grade level.

SPECIFIC FEATURES OF DIFFICULT PROSE

Th_e kinds .of conjunctions used by writers seem to influence the
,xlifficulty of their material. Sfoodt [3d) reported on the comparative
difficulty of commonly used conjunctions for fourth grade children. The
ones that were best.understood were and, for, as; comparatively difficult
were when, so, but, or, where, while, that, if. Robertson (25) found that
clauses introduced by however, thus, which, although, and yet were
difficult for children in grades four through six, and success. in
understanding such clauses was closely related to general reading
comprehension.

Rosenshine (26) used log passages which were equivalent in
difficulty according to readability formulas but on' which college
students showed varying degrees of comprehensidn. He found five
factors that tended to influence the readability of the passages. Difficulty
was increased by vagueness- and ambiguity, which is shown by the
excessive use of indeterminate qualifiers such as rather, any number of,
and quite a bit, and also by excessive use of probability words such as
might, possibly, and sometimes. A factor aiding comprehension is
frequent use of explaining links like because, in order to, if . . . then, and
so forth, which call attentic.m to a -pause, a result, or a means. A third
factor was frequent use of examples, which seemed more important in
difficult material than in easy material. The fourth factor was use of a
rule example-rule pattern, in which a generalization would be stated,
followed by one or more examples, and then by a restatement of the
generalization or rule. This seemed more beneficial than either an
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indUctive or deductive pattern of presentation. The fifth factor was
irrelevancy, which increased the difficulty of the material. Digressions
and unnecessary restatements seem to lower the amount of information'
gain. These five factors are worth noting by those who write and lecture.

We have only a beginning of research on the specific features of prose
writing that make material easy or difficult to read. We need to
distinguish between inherent difficulty that results from the necessary
use of concepts and relationships that are hard to explain and hard to
understand, and unnecessary difficulty which is created by distinctive
features of an author's style. When the subject matter is inherently
difficult, one can lower a readability formula score artificially by
chopping long sentences into short ones and by substituting more
common for less common synonyms. Geyer and Carey (11) rewrote
American History materials to reduce the Dale-Chall readability scores
by about two grades. However, the comprehension scores of students
were no higher_on the easier than on the harder original versions.
Apparently, the kind of rewriting that was guided by the formula did not
reduce the inherent difficulty of the content.

All too often, an author creates unnecessary difficulty for his readers.
In addition to the factors of vagueness and irrelevancy discussed by
Rosenshine, we have to guard against excessive use of the passive voice
and the subjunctive mood. We have to check to see if modifying phrases
and clauses are placed close to the items they modify. We have to note
whether the antecedents of pronouns are easily identified. We have to
observe whether sentences follow in a logical sequence, whether each
paragraph actually has a main idea, and whether appropriate emphasis
is given to the most important statements. These factors are not
measured by readability formulas, but they do affect the ease or difficulty
with which one can grasp the thought content of written material.

READABILITY OF LANGUAGES OTHER THAN'ENGLISH

This paper has considered only readability research on English
prose. Readability studies have been conducted on quite a number of
other languages, including French, German, Dutch, Spanish, Hebrew,
Hindi, Chinese, Korean, Japanese, and Vietnamese. The limitations of
this paper do not permit going into detail on these studies, most of which
were done before 1970. Professor G. De Landsheere of the University of
Liege has been a leader in European research on readability. Very briefly,
it seems safe to generalize that the two variables of vocabulary difficulty
and sentence length are useful indicators of comprehensibility in any
language. The features of specific written languages may encourage use
of such variables as syllable counts or measures of the visual complexity
of Chinese characters.
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SUMMARY
One can measure the readability of any piece of material for an

individual or a group by having the selection read and then testing for
comprehension. Increasingly, the cloze procedure has come to be used
in preference to multiple-choice questions. A scale of selections can be
arranged based on- the.average comprehension scores of a group. Other
readability scales have been based on previously scaled passages, on
carefully graded books, and on the combined judgments f a group of
experts. Once a scale has been constructed, man different
characteristics of the material can be measured, and e ch set of
measurements can be correlated with the scale. Using the t ni e of
multiple correlation, the best combination of variables and the best ways
to weight them so as to get a maximum correlation can be discovered.
Computer procedures which can score the selections for many variables,
as well as compute multiple correlations almost instantly, have greatly

_simplified and speeded readability research in recent years.
Consistently, two variables have stood out as providing the best

combination in the measurement of readability. The first, and most
important variable, is the difficulty of the vocabulary used. This is
usually measured by finding the percent of words that do not appear in a
specific list of common, easy words. Spelling patterns as indices of
vocabulary difficulty have just begun to be explored and seem
promising. The second widely used variable is average sentence length,
which seems to represent the many specific reasons why long sentences
are usually harder to understand than short sentences. Now that
beginnings have been made in the automatic computer scoring of
complicated linguistic variables such as syntactic depth and density,
more refined measures of sentence difficulty may appear in future
readability formulas. Recent formulas that use the two variables of
percent of unfamiliar words and average number of words per sentence
have multiple correlations of .90 or better with difficulty, seeming to
indicate that not much further improvement is possible.

The specific factors that make some reading material hard to
understand have begun to be analyzed.. Vagueness, ambiguity, and lack
of explicitness concerning important relationships are among the factors
noted thus far. Much more research is needed in this area.

Most readability research has been conducted on English prose.
Some work has been done in a number of other languages, both
European and non-European, which lie outside the scope of this paper.

Progress in the measurement and understanding of readability will
improve the ability of authors and teachers to achieve a better fit between
the abilities of readers to understand and the materials they are expected
to read.
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Content Bias in Adult Reading Materials

Michael R. Molloy
St. Joseph's College of Education
Be Northern Ireland

BIAS IN THE READER AND BIAS IN PRINTED MEDIA

The phenomenon of bias is complex to analyse. The psychological or
sociological concept to which it is closely related is prejudice. From the
various definitions proposed for prejudice, the following by Klineberg
(14) may be taken as typical:

Prejudice may be described as unsubstantiated prejudgement of an
individual or group, favourable or unfavourable in character, tending to
action in a consonant direction.

For the purpose of examining bias in the printed 'media, this
definition requires to be extended to include ideas, descriptions,
accounts, and .opinions. Two key characteristics of bias are 1) its
unsubstantiated nature, although Alport (2) has pointed out that a
prejudiced person will almost certainly claim he has sufficient warrant
for his view; and 2) the predisposition of a biased person to i'-ect to
certain ideas in a predetermined manner. Bias can, therefore, be
considered as an attitude.

In the reading experience we can expect to find bias in two
interacting elements: the reader and the printed media. As far as the
reader is concerned his biaies are part of what he brings with him to the
reading experience; they represent his conception of the topic to be
discussed by the author. Predisposed to cling to his conceptual
structure, he will probably select those media which are likely to
reinforce his present point of view. Where the author's ideas are
congruent with his own, his conceptual map will be strengthened and he
will feel pleased at seeing "his" point of view in print. If the author's
ideas are not congruent with his own, his conceptual map may be
threatened with possible undesirable consequences in feeling and
action.

An illustration of the concept of selecting congruent and ignoring
noncongruent material is the situation in Northern Ireland vis-a-vis
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Catholic and Protestant, newspaper readership. A survey (6) in two
adjoining ghetto areas in Belfast showed that the Catholic newspaper
was-taken by 83 percent of the sample in the Catholic area but by only 3
percent in thej'rotestant area. The Catholic loyalty to this paper 'is not
surprising because the paper supports the political aspirations of most
Catholics and gives substantial coverage to the affairs of Catholics
(games, schools and church). A similar situation existed in the
Protestant area. How is it possible to gain insight into the concepts,
perspectives, and opinions of others if there are no opportunities for
exposure to the "other" point of view? The Belfast situation is not
unique. Parallel instances occur in the United States in relation to race
and in England in relation to social class. What is alarming about these
situations is the near hopelessness of being able to counter the biased
attitude. When conflicting groups refuse to read each other's
newspapers they are like people with their ears "tied to no tongue but
their own" (Shakespeare: Henry IV, Part I). The situation says little for
the level o the reading competency of the population.

It is diffi ult to explain how bias and prejudice are so ingrained in
people. Kli berg (14) argues that prejudice is not a normal
phenomenon f human social life and that, since it is not present in
young children, the individual learns the biases of his Culture in the
process of socialization from childhood. Individuals seem to find
security in identifying with the prevalent attitudes of the groups to
which they belong. Exposure to alternative points of view is perceived as
a threat to this identity and security. Perhaps through lack of courage the
biased person refuses to swim against the tide, succumbs to the pressure
of the group, and accepts without substantiation the major concepts and
perceptions of the group.

Is there any escape from the cycle of continuous reinforcement of
biased opinions? Is there a case for banning the publication of biased
views? Such censorship does not seem to be effective. Has education a
role to play? What part can reading play in breaking the vicious circle?

As an optimist, I believe that the only way out of thiE dilemma is to
provide an effective education for children and adults with emphasis on
the development, of informed, imaginative minds and on critical
reading In this way, it may be possible for future adult readers,to be in a
pogition to challenge their own points of view as well as the views of
others. The arguments that go on between nations, communities,
institutions, groups, and individuals are waged in pages of print day
after day and week after weekin newspapers, magazines, journals,
books, and pamphlets. Arguing involves reasoning, thinking, and the
precise use of language. Arguing requires skill in taking in and thinking
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through a variety of points of view; it demands differentiating between
logical and emational reasoning, between facts, allegations, and
opinions; ancbit requires-honesty, integrity, and accuracy in interpreting
and expressing a point of view. To investigate an issue adequately (be it a
report, a rumour, an offer, or a threat) requires open-mindedness,
objectivity, detachment, sensitivity, and feeling.

Am I being excessively idealistic in expecting all readers to come to
the reading experience armed with such qualities? Isn't this the
responsibility of education?

The printed media are not apart from society. They mirror the society
which produces them. Like the ideSs and institutions of society, not all
that goes into print is of equal value. It is unusual for thoSe responsible
for the printed media to forewarn their readers of the quality of what they
offer. The onus rests with the reader who must bring with him to the,
reading experience a competency which will enable him to
discriminate what he should read from what he could read, fo select
carefully what he will read, and to evaluate thoughtfully what he does
read.

Reading is a risky business. When we expose ourselves to the ideas'
and viewpoints of others, there is a latent, if not manifest, possibility of
conflict within ourselves and with our family, friends, or colleagues. As
a human being, the reader needs courage to challenge an author's
interpretation of a situation. He requires even more courage to challenge /
his own conception of a situation. To resolve any conflict, the reader
must be capable of evaluating and judging his own and the author's
ideas. These kinds of competencies have been described as critical
reading.

The complexity of the interaction between the reader and print is
summarized by Smith (17) in the following terms:

In critical reading we need to read with an attitude of inquiry. a desire to
seek the truth and a will to search further if necessary. We need to
evaluate, challenge, decide upon truthfulness, bias, authenticity. In
critical reading, the individual needs to react personally in agreeing or
disagreeing with the author as a result of personal judgement based
upon experience, facts gleaned from varicm. sGurces or possibly as a
result of clear-cut reasoning.

Critical reading is a necessary process in and product of education
and learning at all levels. Harris (12) has pointed out that one of the most
important aspects of critical reading is the ability to detect and resist the
influence of propaganda. The chief purpose of propaganda is to spread a
particular message or to give information. The techniques used include
name calling, glittering generalizations, testimonials from well-known

MOLLOY 343

3`"



people, the bandwagon approach, and distortion (8). However,lhese
techniques are sometimes used by writers of allegedly informational
texts. Among the distorting devices used in the printed media we may
include: ignoring important facts, giving undue prominenCe to some
facts, mixing facts and opinion, omitting alternative points of view, and
failing to provide evidence to support opinions and conclusions. All of
these devices can lead to bias in the context of the printed media, though
such bias is not always intentional. For example, the writer may not have
sufficient space to present a range of facts or opinions, he may not have
had adequate time or facilities to acquire alternative perspectives or
facts, or the facts may not have been available at the time of writing. In
these cases, some degree of bias or distortion is inevitable. Again, the
onus is on the reader to identify the oritin of the bias.

Evaluative comprehension iwthe most crucial reading skill required
to deal with bias in the printed media. Barrett (3) claims that evaluation
requires the reader to compare the author's ideas with external criteria
provided by other authorities or other written sources, and with internal
criteria provided by the reader's experiences, knowledge, or values. In
the higher levels of his taxonomy of the dimensions of reading
comprehension, Barrett identifies a number of key questions which
readers need to apply to the content presented by the author in order to
detect what bias it may contain.

After reading, what? Following the encounter with the printed
material, interaction with and reaction to the author's ideas, what is the
reader left with? If the encounter has involved the kind of inquiring
critical attitudes suggested by Smith (17) and Barrett, the reader will be
in a position to accept or reject the author's ideas as he understands
theta. In addition, what Gray (10) identifies as assimilation can take
place. This involves the fusion of previous ideas, prejudices, attitudes
with the facts, descriptions, explanations, and opinions presented in the
text. Integrating novel ideas into an established conceptual structure
requires the reader to reorganise his structures to accommodate new
points of view. The results of such rethinking are seen in revised
concepts, new understandings, and changes in attitudes and behaviour.

EXAMPLES OF POSSIBLE BIAS IN THE PRINTED MEDIA
In this section, a number of instances of bias in a variety of printed

media be presented and analysed. The examples may be
summarized as follows:

conceptions of the Northern Ireland problem
analysis of newspaper coverage of events in Northern Ireland
a Reader's Digest view of the KGB
conceptions of the population problem
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THE NORTHERN IRELAND PROBLEM

The situation in Northern Ireland is known internationally, so the
following examples of its analysis should be understandable to an
international audience. The first is a political commentary from an
independent review published in Northern Ireland.

k

MR WHITELAWS PACKAGE
Before the Civil Rights campaign Northern Ireland was, like many other
countries, an unjust but relatively stable state. The injustice was of a
sectarian rather than a class nature, but f6r a long period it was mutually
acceptable to both sides. Catholics preferred to keep themselves apart,
even at the cost of fewer opportunities and less prosperity.

Fortnight. June 7, 1974

The second is from an article by an economist published' in a
community relations journal (9).

THE NORTHERN IRELAND PROBLEM:
RELIGIOUS. ECONOMIC. OR WHAT?

Social conflict in the sense of class conflict would not seem to be a major
aspect of the Northern problem. However, we do have our ghettos,
predominantly working class, and distinguishable as Protestant or
Catholic. But the ghettos are more a consequence than a cause of
community conflict, and to -ameliorate the religious and politigal
conflicts would be to lessen the significance of the ghettos.

Community Forum, Spring 1971

The third is from a newspaper published by militant Protestants.

WHO IS OUR ENEMY?
There are those who mistakenly analyse the Ulster situation in terms of
socialand economic factors, in terms of politics, or philosophies. These
theories and analyses collapse because they ignore, deliberately or
otherwise, the main key, and to us the most obvious factor:
Protestantism versus popery. Whether it is subverting morality or
governments. organising murder or revolution, the Church of Rome is
expert.

The Protestant Telegraph, June 15, 1974

Three assessmentswhich of them is biased? The political
journalist does not prove his generalizations any more than the
Protestant Telegraph substantiates its assertions. How, therefore, do
they differ? Each seems to have a different function. To use BritIon's
terminology (7), the first is an "analogic low-level generalization." The

MOLLOY 345



third comes into his "conative-persuasive" category where the writer is
trying to support a course of action he recommends, or put forward an
opinion, attitude, or belief. Britton points out that one of the strategies of
persuasive language is to work on the reader's feelings,--The first is not
looking for an affective or action response whereas the language, tone,
and title of the third is designed to persuade its readers that Catholics
must be their enemies. Perhaps we can accept such a biased viewpoint
on the grounds of free speech. However, where we would expect the
contents of a Protestant newspaper to include news of the affairs of the
particular Protestant church which it represents, it is not easy to accept
as unbiased its contents as revealed in such headlines as "Blaspheming
Bishop," or "Priest Linked with Mafia Murder." It is hard to imagine
how information of this nature could provide insight into the Northern
Ireland problem.

The second example is typical of the theories and analyses described
as distortion in the third. Here we find a serious attempt by an academic
to unravel the complex issues and agents involved. The situation is
conceptualized from different angles. The terms used are neutral and
descriptive. not prescriptive (11) or normative. Where the Protestant
Telegraph is looking for an enemy, the academic is searching for
understanding.

These instances, while interesting in themselves, raise the general
theoretical problem of content analysis. The type of analysis used in
examining the proceeding paragraphs is purely impressionistic, lacking
an adequate theoretical framework. The key' question in conducting an
analysis of bias of this kind is: "How far is it possible to compare alleged
bias in one text with alleged bias in another?" Such comparisons may be
accurate only if we first categorize texts in some systematic way. The
categories suggested by Britton (see appendix), derived in part from
Moffett (15), seem to provide a worthWhile starting point in any
attempted classification. It should then be possible to devise criteria that
are appropriate for each category. Having identified the function of the
writing, we are in a better position to evaluate the nature and extent of
the bias it may contain. Difficulties will almost certainly arise in cases
where the text has more than one function. In general, however, it should
be possible for the reader to identify the function of the writing from the
purposes set by the author in the titles he uses, the questions he poses,
and his statements at the beginning or end of the text. Within this
framework, the detection of bias involves establishing the author's
purpose and evaluating how far his writing achieved that purpose using
acceptable criteria (such as truthfulness), offering a balanced range of
viewpoints, and providing supporting evidence and adequate instances
to sustain generalizations and conclusions.
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NEWSPAPER COVERAGE OF EVENTS IN NORTHERN IRELAND

In 1969, Huczynski (13) made a survey of the coverage given in
newspapers to events in Northern Ireland during one week of abnormal
activity. The content of the newspapers was analysed to determine:
1) the absolute amount of attention paid to the conflict, 2) the attention
paid.to particular groups and, agents, and 3) how far the content was
"directed" in favour of any particular group. Six newspapers were
selected: two published in England, two in Northern Ireland, and two in
the South of Ireland. The first purpose was achieved by counting column
inches of space; the second, by comparing the number of text references
and photograph appearances in the six publications; and the third, 6y
categorizing headlines apd-phlotographs according to whether they were
considered by the researcher as "neutral" or "directed." The_categories,
derived from Berelson (5), were: 1) neutral, 2) pro-Catholic and anti-
Protestant or police, 3) pro-Protestant and police and anti-Catholic.

A number of significant points emerge from an analysis of the results
(see Tables a, 2, and 3). On the average, halfoof the photographs and
headlines of all newspapers were neutral, the other half almost equally
favouring Catholics and Protestants (Table 1). Both English newspapers
fell below the 50 percent neutrality level (45 percent), and were more
directed in favour of Protestants (35 percent) than Catholics (20 percent).
The South of Ireland newspapers, while exceeding the 50 percent
neutrality level, were more directed in favour of Catholics (26 percent)
than Protestants (20 percent), though the difference was less than that of
the English newspapers.

Table 1. Percentage ofcontent in thaOhree categories for various newspaper
groupings.

Direction of Content
Pro-Catholic. and Pro-Protestant

Newspaper
Groupings

Neutral anti-Protestant
and Police

and Police, and
anti-Catholic

Northern Ireland
newspapers 52% 23% 25%

South of Ireland
newspapers 54% 26% 20%

English
newspapers 45% 20% :35%

All six
newspapers ..r 45% 20% 35%

Conservative
English newspapers 42% 13% 45%

Northern
Ireland E 50% 30% '14%
newspapers F 47% 17% 36%
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Tapir! 2. "Total word/appearance count for selected agents items in each of the
six newspapers.

Agentsitems
referred to in
photographs/text

English
Ptfpular Conser-
daily vative
A B

NEWSPAPERS

South of
Ireland Northern Ireland

Pro
Catholic

C D E F

Catholics 23 f, 45 51 48 82 65

Protestants 22 21 36 28 46 45

Police 5 16 75 47 59 58

B-Specials (a
reserve police force)

12 16 51 49 49 27

Petrol Bombs 30 19 29 15 28 10

Bernadette Devlin
(Civil Rights Leader) 6 6 7 1 1 29

Table 3. The percentage of neutral. specified, and unfavourable terms used
by each 4f the six newspapers.

Categories of terms
used to describe
individuals or
groups in action
Neutral 4% 3% 11% 6% 11% 9%
Specified 4% 4% 6% 7% 5% 5%
Unfavourable 6% 2% 4% 3% 3% 9%

Taken together, both Northern Ireland newspapers come very close
to the average for all newspapers but there were considerable differences
between them. The admittedly Catholic newspaper (E) reached a higher
neutrality level (56 percent) than the other newspaper (F) with 47
percent. However 30 percent of the remaining content of the Catholic
newspaper favoured Catholics, with only 14 percent favouring
prcutestants. In the second Northern Ireland newspaper the opposite was
the case; 17 percent of the content in favour of ratholics, 36 percent in
favour of Protestants and police. Is this newspaper pro-Protestant?
Certainly while it continues to be'read by as big a proportion of Catholics
as Protestants (6), its editors would not agree.

As a whole, a reader of both Northern Ireland newspapers would
gain insights into what would appear to have been reality during those
six days. Either one gave a somewhat biased coverage. The English
newspaper's seem to have been more biased in favour of Protestants than
the South of Ireland papers, which were biased in favour of Catholics.
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But it is important to remember that over the six days one-half of all
headlines and photographs were not biased either way.

A deeper analysis of the content was attempted by'employing a word
and photograph count of the agents and items involved in the conflict
(Table 2). The picture which emerges provides an interesting parallel to
the analysis of headlines and photographs. The use of the term
"Catholic" ranged from 23 in one of the English newspapers to 82 by the
pro-Catholic Northern Ireland newspaper which also used the term
"Protestant" 46 times, twice as often as the English newspapers. This
would appear to be a rather doubtful measure of bias, at least in these
instances. However, there would seem to be some significance in the
relatively few references to the police in the English newspapers and the
considerable number of references to them in both the Northern Ireland
and South of Ireland newspapers. Similarly, while the English
newspapers seemed to play down the role of the B-Specials, both the
Northern Ireland newspapers gave them a considerable share a
attention. The other Northern Ireland newspaper behaved more closely
to the English, papers in this instance. It would seem reasonable to
conclude that all papers were pressing particular perceptions of this
force and as the force was later abolished, it is possible to argue that,
while all papers were-biased at the time, the pro-Catholic papers (C, D,
and E) .were closer to reality than the others. However, this is pure
conjecture. As is usual in such cases, it is difficult to assess which
newspaper is walking successfully the tightrope of truth.

This 'was the first week of petrol bombs in Northern Ireland. The
visual impact of the violence proved especially newsworthy in the
English popular daily (A), one of the South of Ireland newspapers (C),
and in the pro-Catholic Northern Irelan newspaper (E). The other
Northern Ireland newspaper played down e petrol bombs while, at the
same time, emphasising the role of Bernade e Deqn, the militant Civil
Rights leader who was the most photographed i rson of the week.

The figt1 analytical measure used was a classification of the terms
used to describe individuals and groups in action in the conflict.
Descriptions were categorised as "neutral" (people, crowd, participant),
"specified" (Catholic, civil rights march) and "unfavourable" (attacker,
extremist, rioter). Over all newspapers, the figures which emerge are 44
percent, 31 percent and 27 percent for the three categories. The Northern
and South of Ireland newspapers used a significantly higher proportion
of neutral descriptions than the English newspapers. The highest
number of unfavourable descriptors were used in one Northern Ireland
newspaper (F), and in the popular English daily (A). However the second
English newspaper (B) had the least number of instances in the
unfavourable category. While there is some pattern in these results,.
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perhaps the only valid generalization is that all newspapers used all
three categories.

How far it is possible to quantify instances of bias, using word counts
or other measures, remains a complex problem in analysing reports. It
may be quite misleading to isolate headlines, photographs, and
descriptive terms from their'total context. However, the total picture of
the results from this survey seems to be sufficiently consistent to be
suggestive of an overall pattern of bias. A total survey of all English,
Northern Ireland, and South of Ireland newspOers would have been
even more enlightening. We must also ask whether,the ',analytical system
employed here is any more reliable than the impr ssionistic system used
earlier. Perhaps both systems are valuable. For th ext two examples we
will return to impressionistic evaluatiorl.

A READER'S DIGEST VIEW OF THE KGB

It is not only in newspapers and magazines that bias appears. A
recent book (4) on the secret agents of Soviet Russia listed the names of
1,400 Soviet Citizens engaged in clandestine activities. This would
appear to be one of those books which should be put into circulation only
if accompanied by a competent zeview. The nature and extent of its bias
can be gauged by the following quotation in a review published in a
newspaper:

Unfortunately the evidence against those on the list is, in most cases,
not shared with the reader, and he is left to take Mr. Barron's w rd for it.
This is true for much of the book, a racey, anecdotal, spy thriller with all
the essential ingredients of such, including a fair suspension if belief
required from the reader.

Irish Times June 18, 1974

This reviewer comes right to the heart of the question of bias and the
skills required of the competent reader in coping with propaganda:
where the writer's statements are not substantiated by relevant sources
and acceptable evidence, the writer's co'mpetrice and integrity must be
seriously questioned. While this onus of assessment rests with the
reader, writers and publishers have a responsibility to their readers to
write to some kind of criterion of truth and to demonstrate in some
appropriate way that they have done so.

THE POPULATION PROBLEM

At higher levels.of writing, one might expect to find less bias. Yet, an
examination of statements on such issues as pollution, crime, abortion,.
race, and religion presented in books and journals reveals such a wide
spectrum of opinion and belief that it is difficult to decide when
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differences of interpretation end and bias begins. One example of this
type is the range of assessments of the world population problem (1):

It is widely recognised that the growth and control of human
populations is the major biological problem overshadowing the second
half of the twentieth (.entury.

Here again, the reader is being asked to believe the writer's
unsubstantiated assertions which not only give a misleading picture of
the situation by ignoring its social dimensions but infer that its solution
lies in developing birth control techniques. Tile dimensions of problems
cannot be selectively ignored by writers and readers.

CONCLUSIONS AN IMPLICATIONS
This paper h s presented a brief view of the nature and extent of bias

in the reader and in the printed media, and has offered a small range of
instances of potential bias in various kinds of writing. From the
comments at each stage in the presentation, a limited number of
conclusions can be drawn and a series of questions raised.

It seems 'appropriate to ask writers to state clearly their purposes,
using evidence and examples to support generalizations and
conclusions, and to present a balanced range of perspectives of .a
problem or situation. Where evidence is conflicting or not available it
should be admitted. The route through a text should be properly marked
so that the reader. knows where the writer is leading him and what is
being offered as fact, inference, conclusion, evaluation, generalization,
or opinion. 'Me language and terminology employed should be
appropriate to tafunction the writing is to serve. Trying to meet these
criteria raises problems of readability as Turner and Gilliland (18) have
shown in examining humanities materials.

The clear message for the reader is that he must bring to the reading
experience a range of competencies and attitudes which will enable him
to evaluate the author's statements and to challenge his own
conceptions. As so much of our culture is primarily accessible through
the printed media, it would seerniustifiable to urge that everyone should
be sufficiently competent to read to 4earn from the printed media.

Since most of what is learned in school is out of date by the time
children become adults, the business of school and adult education
should be to produce people who know how to find out and evaluate
what they find. Despite advances.in the technology of communication,
there is evidence that, at least in advanced industrial countries, adults do
a considerable amount Of reading to meet a variety of needs. Sharon (16)
has reported that reading is an ubiquitous activity of American adults
which takes up a substantial proportion of their waking hours. Most of
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the average adult's reading tithe is spent on newspapers, magazines,
books, and work related material. If it is possible to generalize from the
examples quoted earlier, adults need to be very alert to the problem of
bias in the reports and descriptions in the printed media to which they
are constantly exposed.

To continue with the educational implications, I would like to offer a
set of specific proposals which / feel might be of some value in schools,
youth clubs, and adult education centres in Northern Ireland. Though I
am aware of the tremendous difficulties of penetrating deeply rooted
prejudices, I believe that communities would learn a lot about each other
from reading each other's newspapers with open minds and a sensitive
attitude. Possibly, this would have some effect on the attitudes and
behaviour of one community toward another. I am assuming that, by
learning to cope with bias in the printed media, people will learn to cope
with bias in their social situations.

1. Groups could carry out a survey of the number, titles, and origin
of the newspapers sold in Protestant, Catholic, and mixed areas
in Northern Ireland.

2. Twin groups in schools in different communities could write a
newspaper for each other every week. This could carry news,
interviews, cartoons, and letters. Time should be set aside for
reading the other group's newspaper. Reaction may be
commuOtated in letters, articles, and editorials in the next
issue./

3. School time should be spent reading and analysing the three
major newspapers in Northern Ireland. Only in school will
people be exposed to the newspaper of the other group. Pupils
can compare accounts of the same incident or speech, the size of
headlines, and use of neutral or unfavourable language.

Finally, it seems to me that we face four major problems in
examining content bias in reading materials for adults.

1. Who decides when bias exists and on what grounds?

2. How do we classifc instances of bias?

3. How do we ensure that people are capable Of coping with bias?

4. How do we persuade writers and publishers to employ higher
standards of conduct in relation to what they write and publish?
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A PPENDIX

What's the use? A schematic account of language functions (7 ).
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Techrtiques for Teaching Teachers About Readability

Alton L. Raygor
Ronald Kirsch
LIniVersity of Minnesota
Minneapolis, innesota
United States o America

Since the beginning of formal instruction in reading, one of the major
problems to face reading teachers has been that of providing reading
material at the appropriate level of difficulty. In sofne cases, teachers
have been able to ignore the problem to some extent by using materials
furnished by writers of basal readers, who assume that a normal
progression through their materials will assure that the reader will get
the right book at the right time. That such an assumption is unwarranted
is clear from the many research studies comparing grade level materials
on various readability formulas.

It seems clear that teachers are going to have to know enough about
readability to make their own judgments in order to provide each child
with the right material.

,At the secondary and adult levels, such knowledge on the part of the
fgacher is even more important, since little is done in the preparation of
materials to deal with the problem. The reading teacher often serves in
the role of materials expert when it becomes apparent that other teachers
do not know enough to select materials of appropriate difficulty.

One of the most useful services that can be rendered by a high school
or college reading teacher is consultation with other teachers on the
books and materials assigned to the students. In fact, the reading teacher
can sometimes make a significant impact on the quality of instruction by
increasing the other teachers' awareness of the importance of readable
instructional material.

The purpose of this paper is to describe the development and
informal tryout of an instructional module designed to teach enough
about readability so that teachers will be qualified to determine the
readability of materials.

The instructional goals of the module are to ensure that the student
will: 1) use each of four readability formulas and the cloze procedure;
2) determine the independent and instructional levels of reading
materials through the use of the doze procedure as explained by Bor-
muth (2); 3) compare the results obtained from the use of the four
formulas in a follow-up exercise, and examine the expectations of the
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use of readability formulas; 4) develop a cloze exercise to be used with
other Members of the class (material used for the development of this
exercise to be of the student's own choosing); and 5) apply the
information gained from readability and cloze procedures to reading
instruction.

The teaching module contains a pre-test to determine the initial level
of familiarity with technique for selecting materials and for predicting
the readability of materials.

After the pretest is taken and scored, the learner consults with the
instructor. Any learner who is proficient in the use of a particular
formula is not required to complete the relevant part of the module.

The actual teaching part of the module begins with a reading
selection on the general topic of selecting books. It requires access to
Reading Instruction in Classroom and Clinic by Edward Fry (4). This text
provides a discussion of such topics as difficulty, interest levels, type
sizes and styles, sources of book lists, and other areas relevant to book
selection.,.

After the initial i,ntroductory section, the module continues with a
subset of readings and exercises on each oEfour readability formulas. In
each, the learner reads the original introductory article in which the
formula Was introduced by its author or inventor. The next step is to
apply the formula to a reading selection, using materials and worksheets
furnished in the module. The results are compared with answers given
in the module. The learner proceeds in the above manner, reading about
and computing the Dale-Chall (3 ), Gunning-Fog (5), Spache (9), and Fry
(4) foul-1'111as. The next step is to read aloud and apply the cloze
procedure in a practice exercise. The approach used is thatof John R.
Bormuth.

After the formulas and the cloze procedure have been studied, each
on a different selection, the learner has an opportunity to put it all
together by calculating the readability of a single selection using all of
the formulas, and comparing the results obtained. This gives an
overview and comparison that puts the formulas, their differences,
similarities, convenience, accuracy, and use into better perspective.

In order to increase that perspective, the module concludes with an
article by Sylvia-Lee Tibbets (10) on "How Much Should We Expect
Readability' Formulas toono?"

The instructional module has been used now on two groups of
students. The first group consisted of graduate and undergraduate
students at the University of Minnesota in a'course in Reading in the
Secondary School. Systematic comments and criticisms were collected
from the group. They indicated that learners spent an average of about
three and vrre-half hours of working time on the module. Comments
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were generally favorable, except for some students who obviously
would have preferred to spend less time and learn only one or two
approaches.

The second group- using the module were members of an
International Reading Institute in Leysin, Switzerland; all experienced
teachers in secondary schools and junior colleges. While their responses
were not gathered as systematically as were those of the first group,
many useful comments and criticisms were obtained.

In general, the module has been well received, and experience with it
has led to the following generalizations about teaching teachers abodt
readability:

1. Teachers want to feel that they can really understand and use
readability formulas.

2. A variety of formulas gives teachers a respect for both the
advantages and disadvantages of formulas.

3. Using the formula authors' own introduction seems to stimulate
interest in the development of approaches .to readability.

4. Most important of all, after actuallyopplying the formulas,
teachers have a strong feeling of confidence in their own ability
to use readability formulas. One typical comment written by a
teacher summarizes it well. She wrote, "This was an interesting
exercise about a topic entirely new to me: Note that my lack of
confidence led me to do all three procedures in pencil but now I
have a 'can-do' feeling about it. I'd say that's the sign of a good
lesson!"
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Une Technique de Mesure de la Lisibilite
Specifique de Ia Langue Francaise

Georges Henry
University of Liege
Liege, Belgium

Le but general des recherches de lisibilite est d'apprendre a predire et a
controler la difficulte du !engage ecrit. El les devraient permettre
Parnelioration voire l'optimisation de l'efficacite de la communication
ecrite (sans prejuger de l'application de techniques similaires aux tests
de lisibilite a d'autres formes de communication).

La premier aspect de la lisibilite auquel les chercheurs se sont
attaches est celui de la "legibility." Les etudes entreprises mesurerent
l'influence de facteurs materiels (presentation des textes, aspects
typographiques, sous-titrages, etc.).

Le second aspect est celui de la readability. Carter V. Good la definit
comme suit: "Quality of a piece of reading matter that makes it
interesting and understandable to those for whom it is written, at
whatever level of educational experience."

Etalonnage pour Ia langue francaise
Livre de lecture - 2e primaire 80

TV enfantine (niveau pre-scolaire) 65

Bandes dessinees: Tintin - Spirou 60

Livre de lecture - Se et 8e primaire 50

Documents histThiques Ire armee de ('enseignement secondaire 40

TV scolaire - enseignement secondaire inferieur 35

Lecons d'histoire - }re armee de l'enseignement secondaire I
Textes de Saint-Exupery I 30

TV scolaire - enseignement secondaire

I
25

Journaux pules 1
tournaux televises-

R.T B R.T.L..t., rope 1 15-25

lournaux ecrits Le Monde I ,
Information internationale La Meuse 15

basee sur derteches d'agences La Lanterne I
Emission radio tres difficile (sociologic) 0

Texte difficile de Proust ;10

Lorsque. par In suite nous pnrierons de Ilsdnilte t e 111 All 114 restraint dr rentintrihR
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Si les travaux sont extremement nombretix pour la langue anglaise,
peu cI9 formules existent, en revanche, qui permettent de predire la
nivgu de difficulte d'un texte francais. Les seules recherches effectuees
jusqu'a ce jour ont ate realisees a partir d'adaptations de la formule de
Flesch (5) a la langue francaise. De Landsheere (4) utilise la formule de
Flesch* en conservant les variables ainsi que les coefficients de pondera-
tion, mais en apportant des changements importants aux inethodes de
comptage, en raison des differences linguistiques entre l'anglais et le
francais.

.Un nombre important de textes extraits de sources diverses ont ate
analyses par cet auteur et par ses slaves et un etalonnage a ate etabli.

Ces recherches restaient cependant gravees dune hypotheque: elles
se referaient a une formule concue specifiquement pour la langue
anglaise. Il importait donc de mettre au point une formule de lisibilite
propre au francais et presentant, si possible, un niveau de validite plus
elev. e que la formule de Flesch.

Dans une recherche recente, une serie de formules repondant a ces
criteres ont ate mises au point.

Pour obtenir ces formules, it a fallu analyser une soixantaine de
textes, dans lesquels ont ate etudiees un certain nombre de variables
susceptibles de predire la difficulte. Ces variables appartiennent
differents groupes:

LES VARIABLES FORMELLES

Elles preclisent bien la difficulte des textes, mais sont depourvues de
tout pouvoir explicatif. Exemple: le longueur des phrases.

LES VARIABLES LEXICALES

Ce sont surtout des variables de frequence. Depuis file debut des
recherches sur la lisibilite, on a associe deux concepts: celui de la facilite
du vocabulaire utilise dans un texte et celui de la frequence de l'emploi
des mots dans la langue parlees ou ecrite. Cette association s'est tres
souvent revelee fructueuse, car, quelle que soit la liste de frequences
utilisee, on a toujours trouve une relation importante entre le poids du
vocabulaire mesure en termes de frequeue et la difficulte du texte
evalue, quel que soit le critere qui apreside a l'evaluation.de la difficulte.

LES VARIABLES CATEGORIELLES

Depuis Gray et Leary (7), ces variables ont ate utilisees par tous les
chercheurs, mais d'une facon non systernatique. Tout texte se compose

Sr pre I. lest h 206 815 11 8411 VT1 I 01'1 mp
sm nombre de syllabes pour 100 r714 ti
mp thanhre de mitts par phrase
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dune succession d'unites qui appartiefinent a des classes et a des
sous-classes grammaticales. Ces classes et ces sous-classes se deli nissent
par leurs proprietes syntaxiques. On suppose que la frequence relative
d'apparition de certaines classes ou sous-classes est bee a la difficulte
des textes: d'on rinteret de construire des variables categorielles et de
mesurer lour valeur predictive.

LES VARIABLES SYNTAXIQUES

La plus ou moins grande complexite syntaxique d'un texte est bee a
la difficulte de comprehension. On peut s'attendre a ce que la plupart des
transformations qui ont pow- effet de deplacer les constituents soient
correlees avec la difficulte de comprehension. Inversement, on peut
aussi emettre rhypothese que certaines transformations allegeant la
structure superficielle peuvent etre liees a la facilite. On comprend donc
rinteret d'une liste des structures susceptibles de predire la difficulte de
comprehension.

LES VARIABLES DE POIDS STRUCTURAL

.Elles se calculent au depart dune description de la structure
superficielle des phrases representees sous la forme d'un arbre. En effet,
le message ecrit est apprehends par le sujet de facon lineaire. Le
comprehension du message est donc conditionnee a tout moment, par le
poids de la partie du passage stockee en memoire et par les contraintes
syntagmatiques que la partie de la sequence deja lue impose au reste de
renonce. Pour quantifier ('importance de ces contraintes, on calcule
deux poids pour chaque phrase. Le premier, poids -a gauche. rend
compte de la complexite des contraintes que les structures deja
rencontrees imposent. a chaque instant, a la partie de la phrase non
encore abordee.

LES VARIABLES DE DIALOGUE

Les manuels scolaites studies se component de textes didactiques,
narratifs ou dialogues. On peut supposer que ces derniers, plus
familiers, sont plus faciles A comprendre. Parmi les variables retenties
dans ce chapitre, notons les pronoms personnels de dialogue. premiere
et deuxieme personnel. les points dexclamation. les guillemets de
dialogue, etc.

UNE VARIABLE DE REDONDANCE LEXICALE: LA TYPE TOKEN RATIO
On peut emettre rhypothese qu'il existe .une correlation entre la

degre de redondance dun texte et son niveau de difficulte. En principe,
une redondance elevee facilite la comprehension. La type = token ratio
employee tecemment par Coleman (2), est deja ancienne. Elle a déja ste
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utilise aVecsucces en 1g28 par Vogel et Wgshburne (I 1), et consiste a
calculer le rapport entre IQ nombre de mots differents et le nombre total
de mots d'un texte.

Pour construire ses fOrmules, l'auteur a employe une methode
statistique derivee de ('analyse de regression multiple. II a pris comme
critere de validation la difficulte des textes estimen a ('aide du test de
closure. Trois groupes de formules (voir tableau 1) ont ainsi etc obtenus.

Les formules du premier groupe sont construites a partir de huit
variables. Le coefficient de correlation multiple rend compte de la
validite maximale obtenue a partir des variables considerees.

Les formules du second groupe ont etc construites a partir d'un
sous-echantillon de variables, pouvant etre calculees directement par
ordinateur partir du texte perfore sur cartes et moyennant une
preparation peu importante effectuee par une personne non qualifiee.

Les formules du troisierne groupe, courtes et utilisables sans l'appui
d'un ordinateur, ont etc construites a partir de variables aisees a reperer
sans un appareillage complexe.

Les formules du premier groupe sont d'un maniement lourd et
constituent essentiellement un instrument de recherche. Les formules
du deuxierne groupe completement automatisables paraissent etre
appelees a devenir un outil d'une grande utilite dans tous les secteurs
interesses par ('evaluation de la specialement en pedagogie.
Les formules du troisieme groupe, utilisables sans appareillage, sont
susceptibles de rendre des services, tant au premier stade d'une
evaluation oii l'on desire proceder a quelques sondages preliminaires
que dans des cas d'usage restreint, par exemple pour calculer le score
d'un texte bref et isole.

Ces trois groupes de formules sont,specifiques de la langue frangaise.
Pour la premiere fois, it ne s'agit plus d'une adaptation de formules
americai nes.

Tableau 1
G. Henry 1973

Trois groupes de formules

A. Touter variables Validites

- Type = token ratio (TTR) Grades 5-6 .93

Absents de la hste de Gougenheim (AG) Grades 8-9 .90

Mots concretkabstraits (C/ACD) Grades 11-12 .83

- Pronoms personnels dialogue (PPD)
- Conjonction de coordination (CC)
- Transformations passives (TP),
Transformations deplacement (TD)

- Transformations relatives et de subordination (TRS)
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Logit (doze 5 - 6)
= (1,37326 x TTR) - (1.111816 x logit AG)
+ (0,56149 x eCiA(13) - (0,12642 x log PPD)
+ (0.01301 x CC) + (0,02508 x log TI')
- (0,01801 x TD) - (0.30962 x log TRS)
- 3.74742

Logit (Ooze 8 - 9)
= - (0,60436 x TTR) - (1,02452 x logit AG)

+ (0,42826 x eGACD) - (0.12642 x log PPD)
- (0,00623 x CC) - (0,05015 x log TP)
- (0,01801 x TD) - (0,11431 x log TRS)
- 0,82619

4r-

Logit (doze 11 12)

= - (0,76887 x TTR) - (0,96673 x logit A1:1
+ (0,28507 x eCIACD) - (0,12642 x log AG)

(0,00678 x CC) + (0.02508 x log TP)
- (0,01801 x TD) - (0,07650 x log TRS)
- 0,17184

B. Ordinateur Validite
Nombre de mots par phrase (MP)

- Type token ratio (TM) Grades 5-6 .86

Absents de la lisle de Gougenheim (AC) Grades 8-9 .83

- Pronoms personnel de dialogue (PPD) Grades 11-12 .77

Prenoms employees seuls + points d'exclamation
+ guillemets de dialogue (DEXGI1)

Logit (doze 5 6)

= - (1.2233)" log MP) - (0,55498 x TTR)
- (0.87521 xlogit AC) - (0,10538 x log PPD)
+ (0,28257 x log DEXCU) + 0,29130

Logit (doze 8 - 9)
= - (0,98665 x log MP) (2,19456 x TTR)

- (0,54567 x logit AG) - (0.10538 x log PPD)
+ (0,16847 x log DEXGI1) + 2,07061

Logit (doze II 12)

= - (0,74999 x log MP) (2.06408 x TTR)

- (0,87521 x logit AG).- (0.10538 x log PPD)
+ (0,05436 /log DEXG11) 4- 185507
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C. Manuel le

Nombre de mots par phrase (NW( Validites
- Absents de la liste de Gougenheim (M'it (;railes 5-h 84

Prenoms employes seals « points d'exi larnation Grades 8-9 78

4- guillernets de dialogue (DF:XGI') Grades 11-12 70

Logit (eloze 5 h)

= - (1.39590 x log (1,17831 x logic A( ;)
(0.11731 x lug DEX( ; l) - 0.00846

Lugo (C lute 8 - .9)

= - (1,17961 x log MP) (0.90158 x logit A( ;)
« 0.81,174

Logit (doze i l 12)

- (0,06:111 x lug MP) - (1,17831 x logit A( ;)
(0,11711 x lug DEX( ;1,;) + 0,73718

Jusqu'a present, les formules de lisibilite les plus utilisees aux
Etats-Unis, celles de Lorge, Dale-Chall ou Hesch, predisaient la lisibilite
des textes de maniere uniforme pour les divers niveaux scolaires. De
meme, les formules presentees ici utilisent les memes variables pour
predire la difficulte d'un texte a divers niveaux scolaires. Par contre, les
coefficients de ponderation affeCtant ces variables different selon les
niveaux,:.ce qui permet de prendre en consideration ('importance
differentielle des facteurs de causalite dont les variables ne sont que
rind ice.

Par ailleurs, les formules de lisibilite qui viennent d'etre decrites ne
deviendront operationnel les que lorsque trois conditions seront
remplies:

construction des programmes d'ordinateur permettant le releve
automatique des variables utilisees,

etalonnage d'un nombre important de textes,

construction d'abaques pour le calcul rapide des scores de
lisibilite au mwen de la formule courte.

(;es travaux sont actuellement en courts au Laboratoire de Pedagogic
experirnentale de l'Universite de Liege.
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Technology of Film and Teaching Reading: Present and Future

Lea Ruth
Deborah Ruth .

University of California
Berkeley, California
United States of America

Film, as a means .for developing language and meaning, is basic to
reading at all instructional levels. There is, or should be, a place for film
study and film-making in both elementary and secondary curricula,
independent of any other purposes film may serve in teaching reading or
other subjects. Film, as, the art of the 20th centuryeclectic,
technological, universal, and accessible,-,deserves serious study in
schools, and should not be used exclusively for enrichment or as a
supplementary aid.

Because we define technology simply as "a process for handling
specific technical problems," we consider film to be an important and
versatile technological process for advancing instruction in all school
curricula. But, for reasons to be explained, film lends itself especially
well to instructional processes for developing language and meaning,
and the cognitive and' emotional growth flindamental to reading. We
hope to demonstrate how film offers a primary source of experience for
expanding the personal cognitive structures which give shape and
meaning to print.

We are not referring to the more common use of film as an
audiovisual aid to provide background or motivation for particular
reading assignments. Neither are we considering film as a way to "turn
literature into life" by translating print into moving pictures with sound
and color. Too often when we think of film as a component in reading
jnstruction, we allow its most obvious features to dominke and limit its
true potential. Film does offer clever ways to illuVrate or animate a
language or reading concept. Film also offers lively means of presenting
ideas and of attracting and holding attention. And it is within film's
capacities to perform such varied but repetitive stimulous functions that
are capitalized upon so imaginatively in our internationally famous
children's television programs, Sesame Street and The Electric
Company. Doubtless, this instrumental use of film in television provides
a powerful vehicle for conceptual learning and cognitive growth,
though I am not certain that we know exactly what kind of interaction
may be occurring between the child and the program content. (That is
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another matter which bears exploration elsewhere.) What we are,
intere§ted in here is the unique capacity of film to promote before a live
audaince and under management of a skilled teacher, active mental and
emotional processes that foster particular features of cognitive growth.
We are proposing the bases for what we think is an unexplored
philosophical-theoretical- direction in the use of fitm in reading
instruction.

Before outlining the theoretical basejo our film teaching method in
reading, we must provide our definition of reading. First, we note that
speech precedes its printed forms. We think of reading as a process of
internalized recall of spoken language evoked bya written text. We think
df getting meanitig, or more accurately, of making sense of the
speech/reading event-as requiring interpretive procedures to process the
message content in its oral by written form. It is at this point that the
message receiver's lack of vocabulary, limited cognitive processes, or
restricted experience shows up and breaks the live,Vrcuit necessary to
establish a true connection between reader and lwriter, listener, and'
speaker. A cognitive gap appears between the text of the writer. or
speaker and the mind of the reader or listener. Film offers a unique
resource for closing this gap by offering controlled means of enlarging
the Underlying store of cognitive skill and referential knowledge a
readerllistener ttrings,to performance in reading and listening. Now, let
us explore some ways film may enlarge cognition.

Films provide information content, sorriething for the mind to work
on. Even as films provide materials for practicing acts of cognition, they
also convey social and cultural-information. They make accessible to
potential readers means of forming concepts and. of .entering varied
worlds of information and ideas. Film, as content with a range of
auditory and visual cues unavailable in the reduced cuing system of
print, is a vehicle with the accessibility and the power to expand
cognitive and emotional background and all those internal structures
the students must bring to the reading event.

Film content is organized and, in a sense, that organization is
uniquely visible. Thus, film as patterned experience contributes to the
growth of logical thinking in cognitive development. Various patterns of
orderchronological, cause and effect sequences, classification and
definition, comparison and contrastare logical relations observable in
the types of films we use. In film, 'there is a content of logic and
Organization available to the mind's eye that students may combine with
their own associations and inferences in making meanings for
discussion, writing, and reading.

Film content provides material for linguistic manipulation. It is an
obvious source of vocabulary, of categorizations, and of category
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criterigilm also provides material for question framing, manipulating
and reorderiig data, extrapolating from data, and making associations.
Film offers,materials for making inferences, generalizing, summarizing,
and synthesizing. Film gives students multiple routes to refinement of
their symbolic capacities and to development of abstracting capacities
crucial to formal education and to much of the reading that comprises
formal education.

Film serves to develop social sensitivities important to reading and
helps students to assimilate social reality and to achieve reciprocity in
their views of one another. Film also helps the individual organize and
develop the self in ways important to reading: it contributes to the
growth of imagery and imagination; it changes structures of thinking; it
increases understanding of the nature of objectivity and the persistence
of subjectivity in making meanings. Further, film aids cognitive
development in movement from intuitive to concrete thought, from
absolute judgments to relative, conditional ones.

Film as an information source also helps overcome the uneven social
distribution of lumwlbdge and experience and the difficulties associated
with the restricted language experience of different households.
Sociologist Aaron Cicourel (1) speaks of the "limited oral dictionaries"
possessed by different households. It is these limited oral dictionaries
which students bring to reading. Film, and talk associated with it, can
enlarge these limited oral dictionaries, providing a base for generating
active language production in speech and writing, which, inturn serves
recall, recognition, and interpretive functions required in making sense
of reading.

These features of cognitive development are not intrinsic or
exclusive properties of film or any other instructional Medium. They are
born in interactive teaching approaches and grow from talk about and
around films and other media. Discussion of film, or other focal points of
talk, -affords students needed opportunity for activating their
self-organizing social, emotional, and intellectual capacities. As
students participate in the unfolding interaction of discussion about a
film, the discussion helps participants to develop F 'rategies for ordering
and processing experience. Discussion points up information failures
arising out of loss or distortion of data, provides the reflexive
interchange that helps students develop and practice practical
reasoning, and helps students learn descriptive vocabularies for
handling bodies of information and associated activities and concept's.
In discussions, utterances get expanded as participants practice
code-switching, sentence transformations, and all manner and variety of
linguistic choice. It is in the midst of talk about a shared experience, such
as one a film provides, that social and personal meanings are
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constructed. The kind of external dialogue that discussing a film brings
into play constitutes a rehearsal of the silent dialogue that enables the
active reader to make sense of written texts.

We are especially fond of animated films because. as abstractions of
social reality, they can depict social relationships and processesmithout
rooting them in specific, identifiable objects or people. In our viewing
and discussing of many hundreds of such short films, we have devised a
three-level discussion techniquea pattern of questioningintended to
enhance the student's "visual literacy" as well as his ability to use
language precisely to discover, examine, and create meaning. This
technique also aims to open the student's cognitive and emotional
response to film and, by extension, to literature and other art forms.

The discussion technique is as .follows: level 1, "What did 'yo.
see?"questions on the literal level; level 2, "What did it mean 1
you ?"questions on the interpretive level; level 3, "How well did you
like it?"questions on the -judgmental level. On all three levels, we .

emphasize the individual viewer's responses to the film.
Our level 1 queStions. "What did you see?" or -What o you

remember seeing on the screen?" call for a literal narrative or retelling.of
what the student saw, told in straight, objective, noninterprerive,
nonjudgmental language. This approach empha'Aizes the role of
perception in remembering and reporting; it acknowledges the fact that
although we may all look at the same film, we all actually see different
films. We may all share a common visual happening, but we all bring to a
film our own experiences from different contexts. different sets of
personal expectations. and different cultural experiences and
backgrounds.

This first level of discussion is intended to enable us to recall the
actual objective data on the screen. Inevitably, during this discussion,
students will hear each other recount incidents in the film that they
themselves didn't remember or that they may not have seen-I-or
consciously registered. Thus, at the end of this first level of discussion.
the class has moved toward constructing a unified, shared experience.
Ideally, at this point, we would show the film second time, to check out
the accuracy of our perception and memory. This is tile only point where
a student can be said to be right or wrong ill accounting for objective
data. r

We begin at this objective level for two reasons: first, many students
and teachers wantto'begin immediately to look for the rri?,,sage, the
meaning, and seek to find a correct interpretation before they're even
fully :aware of all the data available to their senses. Second, many
students' first response to what they don't fully grasp in a film or a book
is "That's dumb." or "That's stupid." We consider this response a level.'
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threeor a judgmentalresponse, appropriate only when based on a
foundation of knowledge gained through observation and
interpretation, which are the first two levels.

When we come to level 2, we ask "What did it mean to you?" "What
else might the film be saying besides what it showed?" "What meaning
might there be for you in the film beyond what was discussed in level 1?"
The discussion opens to interpretation, construction of possible
symbolic meanings, messages, morals, etc. Any construction of
meaning is acceptable as long as it is linked to the film's available stock
of information, as developed on level 1. This interpretive level
encourages exploration into the subjective nature of meaning and of the
selection of language necessary to communicate these discovered
meanings. Students should be free to make their own decisions of
relevance afid applicability in selecting descriptiva labels, in assigning
motives, and in establishing causal sequences. The procedure of
allowing meaning to unfold through interaction of personal
interpretations discourages the "one right answer" syndrome too often
observed in the behavior of teachers and students. In this approach, there
is the implication that no one personteacher, student, or the filmmaker
himselfcan assign a single correct meaning, to a given work. Each
viewer and each reader constructs personal meanings, but he needs to
understand the sources of these meanings: the objective data on the
screen interacts with the subjective nature of the viewer's own
predispositions to produce meaning.

When we reach 'level 3, we ask, "How well did you like it,?" "What
did you think of it as a film?" "Based on what you thought the film meant
(your level 2: discoveries), how well did you think the film
communicated this meaning?" "Was it worth communicating?" This is
the judgment level, the criticism level, the "I liked it!" or "That was a
stupid movie!" level, followed by the reasons for these personal
reaction's. When discussion begins on this level, most students aren't
able to articulate the reasons for their feelings; but by the time they've
gone through levels 1 and 2, they not only arc more in touch with the
reasons, but their initial response may actually have changed. This level
of discussion helps students develop genuine critical faculties which
can contribute to their self-confidence and self-esteem. Knowledge of
the foundations of their opinions, of the processes of judging and
criticizing, can place them in an intellectually valid position to
challenge the teacher; the filmmaker, or anyone else who poses a "right"
answer. This level helps the student understand that a film (or a story or a
poem) brought into the classroom cap be liked or disliked for valid
reasons.
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This discussion technique is useful with stories and poems too, and
it is easily adaptable to writing exercises. This way of discussing a film is
intended to evoke the same kinds of responses and the same kinds of
development of language ,and meaning that should, but often
follow a reading experience. If you have ever felt lost while viewing an
abstract or complex film, that feeling is comparable to the lost feeling a

student experiences upon encountering a story he can't make
meaningful. The reading experience in which the reader perceives
words, feels, understands. and makes meaning is much the same as the
film experience in which the viewer perceives images (and sounds),
feels, understands, and makes meaning. Both experiences have the
power to involve, to enlarge perception, provide insights, and build the
stock of cognitive skills and experiences the-viewer or reader takes to the
next viewing or reading experience.

For the reluctant reader, the slow reader, the uninterested reader, or
anyone having difficulty making meaning out of written works, the film
(especially the short, nonnarrated film) provides a resource for
developing language skills, increasing interest and involvement, and
building self-confidence while still maintaining the basic integrity of
film as an art form. ,Successful encounters with films and the
accompanying linguistic development through discussion can motivate
and prepare students to try for the same kinds of rewarding experiences
through reading. Film needn't replace reading. but it can enhance the
reading experience for students of all ages.

The future development of film use for teaching reading does not
depend on the development of more elaborate machinery or on the
production of more audiovisual aids, but on more sophisticated
selection and use of the equipment and films presently available. We
already have the products; we need to make better use of them.
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Reading,and Television in the United States

Pose Lamb
Purdue University
West Lafayette. Indiana
United States of America

In Tele sion and the Classroom Reading Program. Becker (4) writes:

Did yo know that today's student spends about three hours a day
watching television? This means that during a regular school week he
spends almost as much time watching television as he does in the
classroom. And when you take into account holidays. vacations, and
time lost from school because of illness, you realize that tbda y's'student
actually spends more time in the course of a year watching television
than he spends in the classroom ... Television offers an ideal bridge
between the school world and the other world of outside activity which
students often find so much more exciting and stimluating. Two
currently popular educational injunctiovis are relevant in this regard.
The first of these injunctions is: Start where the child is. For the many
children who watch television this represents an ideal starting place.
The second injunction is: Proceed from the known to the unknown. For
the average student of today. television obviously represents a very
well-known commodity.

Becker. then, would have the teacher of reading rook carefully at and.
use to full advantage the cognitive, linguistic, and affective influences of
the out-of-school television viewing of his pupils. In view of the
presence. or omnipresence, of a television set in nearly every home in
North America, teachers can hardly ignore this medium, whether or not
it is directly and specifically used for instructional purposes. One of the

bp'reviewedfactors to b reviewed in this paper is the influence of
out-of-school vieWin n children's readjug.

Instructional television is another factor of great significance to
those interested in reading. Teachers are making increasing use bf
videotape. clbsed circuit instructional programs. and lessons procured
from national tape distribution centers. In one midwestern city in the
United States, a television series was used to intervene with and,
hopefully, prevent the typical decline in reading achievement which
occurs during the summer between the first and second grades. A second
purpose of this paper is to review the data regarding instructional
television used in the classroom.
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Sesame Street and The Electric Company have rcLeived inter
national attentionboth favorable and unfavorable. Si ,ice
approximately 9 million children, in school and out, watch Sesame
Street and an estimated 7 Million view The Electric: Company, these
influential programs will receive some attention in this paper.

Finally, some questions will be raised regarding the unrealizted
potential of television as a medium to be used for more effective reading
instruction. There are reading objectives which television programs are
achieving; there are broader educational objectives which are not being
met.

OUT OF SCHOOL TELEVISION VIEWING

Savage (17) reports that "virtually every individual in this country
has access to a home television set and statistics show thatAwe- watch
television an average of 45 hours a week. The average viewing time for
preschoolers is 281/2 hours per week. Children in the six to eleven age
range watch almost 24 hours of television a week and teenagers about 20
hours." With specific reference to reading, Savage comments: "Through'
television the child acquires some simple and basic knowledge about his
world. Television can be the jumping off point for books, magazines, and
other sources of learning through print. While in one sense, television
segregates us from reality, in another sense it brings us a little closer to
reality by providing vicarious experiences that can only be brought
through television."

In a study reported at a meeting of the American Educational
Research Association 90 children, two to four years of age, were
randomly selected from a group of 500 whose pare ts expressed interest
in the project. Dunn (8) states her hypotheses as ollows:

1. Systematic instruction by television will result in 1jan4ficant gains
among children two through four years of age orifhe following
reading skills: the alphabet, alphabet sounds. and basic
vocabulary.

2. A variation in gains in selected reading skills will occur and will
have a significant relationship to age. verbal IQ. socioeconomic
level. and time spent on follow-up activities.

For twelve weeks, parents and their preschool children attended
videotaped, closed circuit presentations designed to teach specific
reading skills. Parents were given a manual of activities and were asked
to work with their child at least ten minutes each day. .Pre-post
comparisons were made of performance on the Peabody Picture

mVocabulary Test, matching a group of randomly selected letters with
related sounds, recognition of letters of the alphabet and what Dunn

.termed "alphabet sounds," and, finally, children were asked to supply
definitions of the words on a 22 item vocabulary list.
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Dunn found that the gains made by the experimental group were
greater than those made by the control group, at the .001 level of
significance. Further, she found that time spent in follow-up activity
varied in a positive ratio to the gains measured, and thahsocioeconomic
level had a significant relationship to gains, with the greatest gains made
by children from homes classified as lower socioeconomic level. Age
and verbal IQ were not significantly related to the gains. Dunn
concludes'

In summary, the findings that children two through four years of age
can be effectively taught these reading skills by the use of the television
medium is of major importance. Learning problems may be reduced or
at least better assessed at an age when the child responds more quickly
to remediation. Gifted children may be found at an age more
advantageous for their continued guidance. The availability of this type
of skill to more children may help to achieve proper utilization of the
period most sensitive to language which will lead us close to optimal
development of man's learning potential.

Two of Dunn's findings deserve emphasis and are typical of the
evidence gathered by most researchers in this area: television, as an
instructional medium, is of special benefit to children who aren't in the
cultural mainstream and the greatest benefits accrue when the television
lesson is somehow supplemented by work with parents, teachers, or
aides. Television by itself is of less value than television plus discussion;
completibn of worksheets, puzzles, or workbook exercises; and
reinforcement activities of some sort.

Another example of an effort to teach preschoolers to read at home,
and to aid beginning readers as well, is reported in a recent issue of
Educational and Industrial Television (14). Caleb Gattegno's Words in
Color program was interpreted in terms of 50 second pop-upstalking
letters and wordswhich NBC telecast on Saturday mornings. A review
of the literature, however, failed to disclose any evaluative data, nor is it
clear how extensively these 18 "lessons" were viewed.

On the basis of reviews of several studies of the relationship between
television viewing and children's -reading, Feeley (11) notes that

.out -of- school reading occupies about one-third as much time as is spent
viewing television. She concludes: "Television looms large in the lives
of children; it is the first of the mass media to which most children react,
and the 'set' against which they judge all other media, including print.
Age, sex, intelligence, emotional needs, and sometimes socioeconomic
status affect the uses children make of television. Generally,.they rook to
TV for fantasy and entertainment; the above factors influence their
choices of programs at various ages and stages." The extent of this
influence is a matter of some controversy. Feeley continues:
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There is divided opinion about the effect television has on rearing
tastes. While both British and American researchers agree that viewing
Can stimulate reading interests, although only fleetingly, they differ
concerning-the role played by TV in taste formation. The British see an
underlying.pattern ()aste running through all media selection; they
feel that television has broadened, raised, and matured the reading
tastes of most children. The Amarican. team poses the hypothesis that
since television has been introduced-10 children as a means of satisfying4
fantasy needs, it functions mainly on this level. Books are used to.
answer reality needs and, therefore, are usually thought of as separate
froln TV.

Feeley raises some very important questions, questions deserving
serious attention by researchers in media, language acquisition, and
readingi- .-

1. What is the relationship, expressed in terms of quality as well as
quantity, <between children's preferences in television programs
and in trade books?

2. Is it feasible to attempt to broaden, or deepen, children's tastes in
print materials by exposing them to certain types of television
progradis? If so, how will the most' desirable directions for this
development be determined?

The current controversy, in the United States, over the Nev"vbery and
Caldecott Award procedures and the selections themselves suggest that
.there 'is no bo'ard of literary experts whose, qualifications entitle and
empower then) to shape children's tastes in lfterature. Further, as Feeley
Suggests, the two mediarnaysatisfy quife different needs; their roles may
be supplementary rather than complementary.'In any case, there. are
significant questions to answer and issues to be 'resolved. As will be
noted later, the Contribution of television to the field 'of reading haS, to
this point, been very narrowly prescribed, concentrating almost entirely,
at the decoding level. Its qualified success in achieving certaingoals in
word perception suggests that broader, more significant goals may be
susceptible of attainment. Literacy, at fundamental levels, is a
worthwhile goal; the Right to Read program in the United States is based
upon the premise that children are not achieving what they can and
should be achieving in the area of growth in the acquisition of such
skills;..thege skills are necessary but hardly suffioient. Knowing how to
read is of little value if one doesn't read, or reads at a level which might at
best be termed marginillY literate (tax forms, ,employment records).
Instructional television, if not commercial television, may make its most,
significant contribution in the area of developing higher level cognitive
skills, critical/creative thinking,' and in exposing .c.hildren to a wide
variety of literary genre, authors, and selections with which they are not
yet familiar.
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In concluding this brief review of the data and expressed Opinions
regardin mit-of-School television and its impact on reading, Fasick's
work Should be noted. She writes (10):

During the past twenty years. the verbal environment in who h
preschool children' live has been changed dramatically by the
introduction of television. Television 11UW reaches almost every borne
in North America. and it reaches across class levels. Disadvantaged
hildren apparently watch as many hours of ,television as do

middle-class children.
Since the visual image on television is almost always accompanied

by verbal. dialogue or commentary.by the time a child reaches first
grade. he is likely to have heard thousands of hours of television
language. It would seem likely that the exposure to this quantity of
language would have some influence on a child's developing verbal
skills.

Yet the flood of standard English on television. which is now part of
the language heard by preschool children from the most impoverished
background. does not seem to have lessened the gap in' language
development between middle-class and lower-class children.

Fasick then cites Carol Chomsky's i-nost recent study related to the
acquisition of syntax. Chomsky's most pertinent findings relate to the
strong positive correlations between children's performance on tests of
syntactic maturity, their scores on a test of literary understanding, and
parents' reports of the amount and quality of reading to children. In other
words, the quality and quantity of material read by and to children has a
direct relationship to their acquisition of more mature syntactic forms at
the competence and performanCe Fasick monitored three
television programs and subjected five books to syntactic analysis. She
writes: "The objective is to determine whether the apparently different
effects of children's books and children's television prorams might not
be the result of a difference in the language used in these two media. The
comparison involves two factors which are indicative of language
maturity: the proportion of complex sentences used and the amount of
subordination In these sentences."

As might be expected, FaSick found that the language of the books
she analyzed exhibited far More subordination and a wider range of
subordination than the television programs she moni)'ored. She

.concliides that television language has less impact than book language
'because linguistic forms which might add to the child's syntactic
maturation and growth are not repeated.

Fasick Concludes: "A, study of the differences:in language used in
children's television shows and in children's books indicates that a far
wider range of syntactic patterns is used in the books. Books thus mq3ke

I
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possible a closer match between the language of the book and the
language-readiness of the child in a way that television does not."

The major conclusions from "this review of data related to out of
school television viewing and reading might be summarized as follows:

1. The influence of television is pervasive. Nearly ever' preschool
and school age child has available to him one or more television
sets.

2. The so-called culturally different, diverse, divergent, or
disadvantaged view about as much television as their more
economically privileged neighbors. Television may prove to be
a useful means of involving preschool children in activities
deemed essential for success in reading.

3. Television presentations are most beneficial when they are
supplemented with activities designed to reinforce and
augment. Simply, watching a television lesson "brought to you
by the letter H" is not as productive, as productivity is typically
measured, as television viewing followed by completing
worksheets or some other related and obviously significant
activity.

4. Print apparently has more influence on. children's language
development thri television programs. The informality of the
language used on television (sentence fragments, nonstandard.
dialects) may not provide the model needed by speakers 'of
nonstandard English (however, this is defined), if they are to
become bidialectic.

5. The goals of most television programs may be too narrowly
prescribed, in terms of teaching reading. The potential of the
television medium for teaching higher level cognitive skills, and
developing broader and more eclectictastes in literature, has yet
to be explored.

INSTRUCTIONAL TELEVISION
Some personal reflections on classroom instructional television

miglA be wpr#opriate at this point. Fora number of years an airplane
Tier er five states in the mid western United States telecasting a

completi range of lessonsmath; social studies; foreign language; and
related to reading, an iitJa course, Freedom to Read and a phonics course,
Listen and Say.

The lessons were taped, many of them at the university where the
authpr teaches, and the school systems were charged a fee based on
number of viewers. The program was denied continued federal funding
and was unable to maintain itself economically, with fees as the only
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income. Criticisms of the i!Ua and phonics series rpeated to the high
degree of structure, the redundancy of concepts, the lack of recognition
of problems created by regional and social dialect differences, and the
low level of involvement of viewers. Obviously, there was a massive vote
of no-confidence registered IV nonsubscribers in spite of an extensive
publicity campaign. Children were not enthusiastic when the time carrie
for lessons, and the teacher resented the need to plan the.day around an
inflexible television program schedule. The value of follow-up activities
has already been mentioned' This was obvious to all who used the
programs. The manuals, suggesting appropriate activities, were
provided by the sponsoring agency, the Midwest Program on Airborne
Television Instruction (MPATI). Nevertheless, many teachers retreated to
the lounge once the set was turned on and did not return until the lesson
was nearly over. Classroom teachers may be instructional television's
most potent foes.

Humphrey (13), reports an interesting study of the use of instruc-
tional television as a summer supplement to the classroom reading
program. He compared the loss in reading achievement, as measured by
a standardized test, of children who did and did not participate in 'a
television reading program, Ride the Reading Rocket, telecast in the
summers of 1965 and 1966. The hypotheses are stated as follows:

1 To determine the reading loss or gain of first grade children
(analyzed for sex and intelligence differences).

2. i TO develop and Present a summer reading program by television.
3. To'test the null hypothesis that there is no difference between the

means of reading achievement tests taken by children who did and
who did not participate In ti summer television program.

The research design involved a pre-post test procedure. Humphrey
summarizes the results as follows:

In the post-summer tests, the differences between the two groups was
wider than in the pre- summer tests' The control group has losses over
the summer in all areas except the comprehension test for girls. The
biggest loss was in the vocabulary test where there was much larger loss
than.in the comprehension test. The girls outscored the boys in all areas
of the post-summer control group reading tests. Girls had less loss over
the summer than boys .... All areas of the post-summer experimental
group tests were higher than the control group post-summer tests. Boys
made. higher gains in the experimental group in vocabulary.
comprehension, and total reading than girls, but girls still had higher-
scores in all areas on the poit-summer scores.

Humphrey underscores the need for close cooperation laetween home
and school, and recommends the wider use of television as a means of
alleviating the typical summer loss in reading achievement (13).
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Ayers (1)conducted a survey of the attitudes of elementary school
pupils toward instructional television. In reviewing the findings of other
studies of attitudes, he reports: "Recent studies have concluded that
elementary school children think they learn more from television than
do high school and college students: In the lower grades, attitudes are
either quite favorable or unfavorable toward the entire range of
programing with indifference not being frequently expressed. As one
goes up the,'grade scale, attitudes become specific to individual
programs." Ayers asked 1,,862 pLipils, grades four to six, to respOnd to a
set of open-ended statements (e.g.; Television in school is ...). HIS
findings can be summarized as follows:

1. There were few sex differences.
4.%

2. Long-time viewers of instructional television tended to be more
criticial and their enthusiasm dropped.

3. Programs in science and social science were the most popular;
22 to 30 percent of the pupils listed reading programs as most
preferred.

4. There is a need for more preparation prior to viewing and more
follow-up activities following instructional television
programs. Teachers appeared to be negligent in these areas.

The major conclusions from this review of data related to
instructional television and reading might be summarized as follows:

1. Teachers need to involve pupils in more activities prior to and
following television instruction than is typically the case.

2. Instructional television can be used effectively to minimize the
typical loss of reading skills which occurs during the summer
vacation.

3. Pupils tend to become more critical of instructional television as
they use more of it and their enthusiasm wanes. This trend may
not be irreversible, however.

SESAME STREET AND THE ELECTRIC COMPANY

Tierney (20) writes: "Sesame Street has been hailed as one of the
most significant contributions of public television. As a result of a joint
public-private venture involving the Carne&ie and Ford Foundations
and the United States Office of Education, an award of $8,000,000 was
given to Children's Television Workshop, the corporation set up to
research and produce Sesame Street. The series is designed to appeal to
preschool children from low income innercity families. Extensive
pretesting and observation of viewer responses resulted in several
changes in the proposed format.
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Songs, rhythms, stories, puppetry, and direct instruction are used to
teach vocabulary, letter names, and beginning sounds. Robeck (15)
comments, The discriminations on television are made easier by
presenting them explicitly, by repeating them endlessly, and by making
them attractive aesthetically." She reviews the results of the evaluation
program under the auspices of the Educational Testing Service as
follows: "The children who watched the most learned the most, and
skills that received the most attention in the,, rogram were the best
learned by the children. The goals of the program directly related to
reading included recognizing, naming and matching capital and
lowercase letters, recognizing and matching letters in words,
recognizing initial sounds and reading words . . . . The results from
Sesame Street point up ,the importance of being specific about
educational goals and directing the educational program toward thes.$.
goals."

Blanton (6)' lists the specific prereading objectives for the program,
which is viewed in classrooms as well as in homes all over the Uriited
States. The ftbllowing are excerped from this list:

PREREADJNG OBJECTIVES
Letters
1. Matching. Given a printed letter, the child can select the identical letter from

a set of printed letters.
2. Recognition. Given the verbal label for a letter, the child can select the

appropriate letter from a set of printed letters.
3. Labeling. Given a printed letter the child can provide the yerbal label.
4. Letter Sounds.

a. For sustaining consonants. (f, I, m, n, r, s, v), given the printed letter the
child can produce the letter's corresponding sound.

b. Given a set of words presented ora4ly, all beginning with the same letter
sound, the child can select from a set of words another word with the
same initial letter sound.

5. Recitatiori of the Alphabet. The child can recite the alphabet.

Words
1. Matching. Given a printed word, the child can select an identical word from

a set of printed words.
2. Boundaries of a Word. Given a printed sentence. the child can correctly

point to each word in the sentence.
3. Temporal-Sequence/Spatial-Sequence Correspondence. (Words and

sentences are read from left to right.)
a, Given a printed word, the child can point to the first and last letter.
b. Given a printed sentence the child can point to the first and last word.

N
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4, Decoding. Given the, fi st five words on the reading vocabulary list (ran, set,
big. mop, fun), the c U.Id can decode other related words generated by
substitutions of a ne initial consonant. (Example, given the word ran the
child can decode mqn and can.)

5. Word Rec ognition. bier any of the words on the St:so Me Street word list, the
child can recognize the given word whe it is presented in a variety of
contexts.

6. Reading. The child can read each of the 20 words on the Sesame Street word
list.

Sprigle (18) reports some negative results for pupils who viewed
Sesame Street., He compared Metropolitan Readiness Test. Scares of
kindergarten pupils who had not viewed Sesame Street but had had a
prereading program similar to that offered on the program with those
children who had viewed the program on a regular basis. He writes:
"The year before Sesame Street we selected a group of kindergarten
children using the identical selection procedures as were used to select
the Sesame Street children. In other words, the children of the year
before would be paired with the Sesame Street children." They went to
the same kindergarten and had the same teachers as the Sesame Street
children.". Clearly, such a research design has many flaws. However,
Sprigle reports; The disadvantaged children who viewed Sesame
Street are no better prepared for first grade than a matched control group
in the same kindergarten with the same teacher the year before the
program went on television. Actually, the scores of the Sesame Street
graduates tend to be lower,"

One must conclude, with Blanton (6), ".. . the Sesame Street series has
been accepted by the public and by many educators with some
enthusiasm. The effectiveness of the series has been questioned,
sometimes with more passion. than objectivity. The educational
community would be well advised to withhold judgment on the
effectiveness of the series until additional evidence is offered."

Another popular production of Children:s Television Workshop is
The Electric Company, designed to supplement the teaching of reading
to seven to ten-year-olds. ApprOximately half of the six or seven million
viewers watch it in school.,Roser (1 ) notes that the show is designed to
emphasize these curricular items:

1. The left to right sequence of print corresponds to the tdlnporal
sequence of speech.

2. Written symbols stand for speech sounds. They "track" the stream
of speech.

3. The relationship between written symbols and speech sounds is
sufficiently reliable to produce successful decoding most of the
time.
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4 Reading is fa( ilitated by !yarning a wt of strategies fur figuring out
sound-swnhol relati_on,ships

5 '11-le goal of (1e«aling is to extraq meaning from the written
message

Those who have watched The Electric Company with any
consiste v night question the degree to which programs appear to he
desig to reach these goals. In practice,The Electric Corn pony seems
to operat within a much narrower frame of reference.

Ball a,. 1 Bogatz (3.) report a study of the effectiveness of The Electric
Cornplinv. Again, a matched-pairs-of-classes design was used, with
gains from pre- to posttest being compared. One hundred classes
participated, first through fourth grades. Fifty classes watched the
programs In school, while the teachers of the other fifty encouraged
children to watch at home. Findings suggest that "viewing classes had
significantly larger adjusted gain scores on the grand total than the
nonviewing classes .... For the lower grades, the differences were
larger than those obtained in the higher grades." Teachers were
generally favorably disposed toward the program, but the attitudes of
pupils toward reading or toward school were not affected by viewing or
not viewing.

This writer's view, based on reviewing the research and on several
exposures to the program' , is well stated by Roser. "What The Electric
'Company seems to have turned on is the Laugh In falls who love.the
fast-paced slapstick, the parodies, and even the puns of a set of tuktotrin
writers and actors.. What it has missed, in'th opinion of this critic, is the
opportunity to illustrate the reading prpeess in its fullest senseas a
communication process. No love of reading can evolve from a
"sounder:: a student so conscious of getting the sounds in order he
misses the meaning. Cannot all the pizazz of The Electric Company,
which has made decoding come alive for children across the country, be
directed more specifically toward developing in its viewers an
appreciation for reading as apart of a total communication process?
Perhaps The Electric Company needs an added charge."

SUMMARY
This comment leads naturally to the most significant summary

point. Both Sesame Street and The Electric Company have been
moderately successful in achieving some rather narrowly conceived
goals. In the future, one would hope that those responsible for the
programs would make more concerted efforts to help viewers think
about the material presented arid to work toward increased literary
appreciation. in the broadest, most eclectic sense in which this term can
be used.
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CONCLUDING QUESTIONS

On the basis of this brief review of data ald.commentary related to
television and reading, the following questioos are raised. They appear
to be of sufficient significance to warrant serious attention for concerned
educators, media specialists, and researchers.

1. What can be done to increase the positive influence of
educational television, in school and out on children typically
classified as culturally disa. dvantaged?
What can be done to broaden the objectives of programs such as
Sesame Street and The Electric Company? Given the evidence
that they are successfully achieving mather narrow set of
objectives, might viewers not anticipate help toward larger goals
(e.g., use of more sophisticated linguistic structures, critical
thinking and reading, and literary appreciation)?

3. How can the goals of television reading programs and the goals
of those who plan reading programs for schools be made more
consistent so their content becomes complementary as well as
supplementary? This must be done, if at all possible, without
violating the professional integrity of either group.

Televisibn has tremendous potential. It is pervasive and its impact is
great. Although those who are interested in reading are typically
concerned with print and specifically print between book, booklet, or
magazine covers, we must not ignore television's influential, readily
accessible*qsource. Children-can learn much from television which will
make it possible for them to benefit by respondin to print more
efficiently and with greater understanding.
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Reading and Television in the United Kingdom

W. Keith Gardner
University of Nottingham
Nottingham, England

Television output in the United Kingdom is limited to three main
channels. Two of these are controlled by a public corporalion, the MR:.
one is operated by a number of commercial companig under the
Independent Brbadcasting Authority (IBA). For broadcasts to schools,
there is liaison between the BBC and IBA, and it is unlikely that there
would be direct competition for a viewing audience at any specific time.
That is to say, a televised reading programme would not be transmitted
simultaneously on two channels. Indeed, up to this time, there has been
such a level of agreement in programme planning that it has been rare for
a school series to have any direct competition. In the United Kingdom,
about 91 percent of secondary schools, 96 percent of junipr schools
(pupils seven-to-eleven-years-old), and 64 percent of infant schools
(pupils five-to-seven-years-old) are equipped with television. Normally,
junior and infant schools have one television receiver to serve the entire
school.

THE GENERAL DEVELOPMENT OF BROADCASTS TO SC1i0OLS

Both the BBC and IBA have expanded their edticati9nal output in
recent years. Programme planning has to balance the needs of a wide age
range of pupils o'er most aspects of the curriculum. In the general area of
language, the emphasis has been on English, rather than on learning to
read. Nevertiii-less, over the past ten years one or the other of the
broadcasting companies has provided a weekly series, extending over a,
scho6l year, which deals spdc.ifically with learning to read. Programmes
with a general language content, designed for seven -to- nine year -'old
children, have captured the largest audiences. Typical figures for such
programmes are: five -to- seven- year -olds, 47 percent of schools;
seven-to-nine-year-olds, 70 percent of schools.

In contrast, reading prograrrimes have recorded the following
audience figures: five-to-seven-year-olds. 42 percent of schools;
seven-to-nine-year-olds, 35 percent of schools. These figures should not
be taken to indicate a smaller interest in reading programmes than in
programmes with a wider language content; rather, they show how it is
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easier to design general language programmes with a wider application
than is possible when one constructs material for learning to read.

THE STRIICTURE OF READING PROGRAMMES
The earliest programmes used a central figure in the role of teacher,

and the program shape and form followed closely a normal classroom
lesson. in briqf, the to vision screen was used to gain an audience for an
expert teachkr,who ed his tried and tested classroom techniques
supplemente added sophistication of professional graphic work.
animated charts and diagrams, and dramatisation. The broadcasting
companies prOduced good backup materials for teachers, and the
opinion has been expressed that these were more valuable than the
programmes.

In 1970. the present writer wrote a series which broke new ground in
two directions: 1) an attempt was made to bridge the ,gap between
prereading and reading, taking in a preschool as well as a starting school
audience: kand 2) the human teacher disappeared from sight, and the
series was 6rotten around the phantasy world of aninrited puppets.

The nature of the larger population demanded a link between the
general language programme and the l earning to read programme so the
technical resources of television were used to illustrate thermlationship
between spoken and written language. Three broad Objects were isolated
1) to provide a motivated situation in which childre istened to
sophisticated language and were introduced to simple and complex io
language structures, 2) to show,how the graphic form of language used a
unique direiiti I sequence and also used s ace as boundaries betwe&
words, and 3) t indicate that letters and uehces of letters are cues to
interpreting graphic language.

The programmes essentially served as a stimulus. The puppets and a
magic box created a phantasy world in which letters and words had an
integral part in events. The teaching was left to the classroom teacher
who was provided with a copy-of the script, a description of the author's
intentions. some suggest-ions for awtivities. Because the home and
the classroom were considered from the outset, simplicity and
oantechnIcal language was the keynote of the backup materials. It is
interesting to note the fundamental similarity between this kind of
thinking and the much more ambitious Sesame Street deVeloped in the
United States. One should add that the total budget for the United
Kingdom project was in the region of $50,000.

Another recent development has, been the production of a series for
slow learners based on the thinking of a research team, rather than one
particular author. This pooling of resources (testing of ideas before
production, and 'the involvement of groups of teachers in evolving
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programmes) is likely to becorne an important aspect of programme
design.

PROBLEMS
..

Over the past twenty -five years. there has been a definite moving
away from the prescribed syllabus arrd prescriptive teaching in British
primary education. As a result, the formal reading lesson has become
almost extinct and individualised tutoring more common. 'In these
circumstances, it is difficult-to foresee a future/or television asa means
of.mass instruction.

(;learly, there will be a wide range of abilities and needs in arty group
of twenty to forty children. The chance is very slight that SU, or ven the
majority of the children, will benefit from a small segment ok pecific
teaching.,'I fence, the future of the television programme, with'special
reference to the teaching of reading. has to he envisaged in two ways:
Ideally, the teacher requires a library of taped materials which)can be
used with small groups of pupils at the appropriate time. It is askingtoo
much to assume that an audieKce is ready for teaching at the ttme
selected by the programme planners of a broadcasting company.

With the spread of television facilities: such materials might be
produced in units attached to colleges and universities rather than bythe
television cOmpanies. This is already happening in the United
Kingdom, and some of the first results are encouraging. We can even
envisage children in schools producing viablematerials. The main
obstacle, especially in primary schools,, is the comparative scarcity of
videotape equipment and the prohibitive cost of providing it.

It is interesting to note that. if this kind of development does ind
favour with teachers. the provision of a number of small television setsin
school will be.more important than the installation of ope large Set. At
the present time, television in school is most often seen in terms (Amass,
rather than group or individual, viewing.

Tele-vie-ion' is part of a child's environment in.the United Kingdom;
--"N its potency as a means of gaining attention is unquestioned. The role

television can play in education, however, needs to he determined, The
writer feels that, through television, an author can create the ideal world
for his purposes and children can experience sights, sounds, and events
beyond the range of their normal. living. It is the teacher, however, who
must bring form and shape to experience through personal contact with
the children. Television can be a vital aid but it cannot replace the
teacher and it cannot make bad teaching good. .

GA RDNER 385"7%°"..,,



Contributions of Technology to Reading Success

/min .\1 Irwin
( :um) (lark IA1110141

(,algary Alberta
(,ariadd

The early years of the twent4th century witnessed the introduction of
new pedagogic derites in education.. The magic lantern and slides, the
phonograph, and cylinder records, the camera and photographs,
duplicating equipment, and the radio were viewed as supplementary
aids to the basic media of instruction: the teacher and the book (6). In the
1920s technological innovations (tiredly related to reading instruction
appeared. The`ge machines were mainly of a tachistoscopic nature,
designed t() improve the reader's ey&movements, and, consequently, ttie
rate of silent reading. Today, the array of technologicai devices available
for use in the reading programme is impressive. The innovations vary in
form and complexity: radio, television, videotape recorder, computer,
film loot), cassette, tape recorder; and microform are'but a few of the
materials. It is apparent that technology.is very much a part of reading
instruction and of education generally.

Despite the number and variety of technological devices available for
use in the teaching of rO'cling, there is some disdgreement about the use
of nonprint materials to develop a process that requites responses to
printed. matter. The controversy has been heightened in recent years.

Publishers of reading series have added technological components
such as filmstrips and tape recordings to their basic materials for reading
instruction. The extent to which such supplementary materialsere used,
and the effectiveness of these materials in improving children's reading
performance, are areas needing investigation.

Some writers predict the demise of the printed word.e Marshall
McLuhan (9), for example, maintains that literacy has outlived its
usefulness. Electronic media is the stimulus which provokes ouf senses
to active participation in the learning process. It is also projected that
with more, sophisticated and less expensive mechanical means of
information storage and retrieval, an individual may no longer require
the ability to read. At the present time, however, we do not know
whether printed forms of information will eventually disappear.
Observation of the current proliferatioif books, both hard and soft
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cover, magarraes, newspapers, and pamphlets would seem to indicate
that the demise of print-is not imminent:

It is quite evident that the school tends to perpetuate the use of print.
Many educators indicate that children spend at least 80 percent of their
instructional time involved-with printed materials. This figure
compares inversely with .the amount of time children spend with
electronic media outside of school.
1 In both advanced and developing countries, reading is often the
basis of the educational system. It is a skill that is necessary to survival in
the programme of studies. Furthermore, in many 'countries there are
societal expectations that at a certain aw*children will enter school and
learn how to read.

There are many arguments which could be presented botiOlor and
against the use anonprint material in the reading programme. Perhaps,
because print is ati "old technology" (14) we find certain "familiar and
comforting images" (9) in it, Being familiar with the conventions of
print, we do not have to develop new patterns of behaviour to deal with
it. Instead 'of debating whether print will be superseded by other
communication forms and in what ways other communication forms are
more effective than print, we need to explore the ways in which,
educational technology can make greater contrihNckns to success in''
reading.

The term educational technology needs Cla'rifying. In popular isage,
the term is often equated with audiovisual media such as films, tape
recordings, overhead projectors, and reading machines. Proponents of
technology in education disagree with this limited definition.
Instructional media is a more appropriate term for the aforementioned
materials. On the other hand, educational technology embraces all the
newer media used for instructional purposes as well as instructional
modifications necessary to incorporate the media into the curricular
framework (2, 3, 6). In the view of these writers, educational technology
provides a systematic way of apprOaching the teachingdear,ning
situation through the application of experience and, kaowledge of
resources and materials to the problems of education. Through the
implementation of instructional media in , the context of the total
programme., a better arrangement of the learning situation should be
achieved.

For administrators and teachers contemplating the inclusion of
'instructional media in the reading programme, there are a number of
questions which shduld be considered:

1. What are the essential features of the present reading
programme? , 7Th

2. What are the main deficiencies in the present programme?
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3. In what ways mill the inclusion of instructional
overcome the present programme deficiencies?

media help

4.' \Vhat kinds of instructional media materials are available? (;an
the media he classified according
instruction, methods of use, an
profit from such materials?

5. What changes in teacher and pupil behaviour will Ile required by
the inclusion of instructional media?

6. What changes in the physical arrangements of classrooms will
be required by the inclusion of instructional media?
In what wvs has a more balanced reading programme resulted
from theditclusion of nonp,rint materials?

Such questions should serve as a guidts! for yrogramme planner's in
working t ward 'a better arrangement of the learning situation.

The eacheris instru ental in effeaing change within the reading
prQgramme:for the tea er controls the social setting' into which
educatibnal technology and instructional media may be introduced. The
et,tent to Which benefits will be- dprived from'. technology is greatly
ilaluented by the social setting 00).

How well are teat:hers prepared to,copie with instructional media in
their .reading programmes? There are frequent -referent:es in the
literature to the need for preservice and inseryice 'teacher training
:courses on the application of technology in the classrodm (13). In a
survey conducted by the Canadian Teachers Feder`atitm in 1969 and
1970, an effort"was made to determine trends toward teacher education
in technology. While twenty-five of the thirty-five institutionssurveyed
offered cmirses ininstructional me\dia, the courses were not cOmpulsory.
It is apparent that. in Canada, many teachers are entering the classroom
without any bac:kground in educatiouel technology (4). Considering this
information, along with the fact, that many Canadian teachers Wave
minimal Whining in readiig methods, we.may seriously question the
exteot to which instructional media will be inwrporated efte\ctively into
the reading programme (7)..t .

Educational technology could also be used in teat:her training

to purposes in reading
d kinds of pupils who would

a.

courses in reading methods. tele'rision productions,pr videotape
recordings could be developed to-demonsirate the practical application
of different theoretical approaches to reading (1, 16} .

Although teacher education institutions in Canada do not appear to
place much emphasis on preparation for the use of educational
technology, this does not mean to imply that Canadian schools are
without instructional media. A 1967 survey indicated that most
Canadian schools had a rather extensive stock of tOchnofogical
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4 materials, including computers (used in large urban school systems for

pupil records and,,.., lib,rary cataloguing), reading machines
(tachistoscopes, coptrolled readers), language laboratories, and the
usual audiovisual materials (8). In addition, schools have easy access to
many materials which would accompany the hardware of instructional
media (15).

In a more general way, technology has made many contributions to
the teacher's ,professional development in reading instruction.'Many of

4 'the. complex research investigations completed in the past ten years
could not have been done without the computer and various trecording
device. As a result, our -background of information related to the
reading process, to children's language development, and to
characteristics of the written form of t language has been greatly
,enhanced. The availability of research stu ies and professional papers
on mrcroforms has made it much easier for teachers to examine the

. profesSional 'literature. Presumably, opportunities to study the
professIodal literature will result in improved reading instruction.

Sy - c Earlier in this disc ssion it was mentioned that many publishers ofai
reading' series are including instructional media as supplements to the
traditio001 reader and workbook. The availability of such a.variety of
materials provides the teacher with many opportunities to modify
instruction to meet the needs of various pupils: A. specific concept malif
be approached th1ough print, pictures, filmsthps, or tapes in some of the
published programmes, What flexibility is offered a teacher in developing

, a more vital reading programme! Many other materials are.vailable for
use independently or in conjunction with series of readers (12, 13, 15).

Television is another means which can facilitate progress in reading.
It provides an effective way of influencing children's attitudes toward
the learning task as well as making the tagic easier for them. Animations
and filmed stories can provide a highly motivating situation for children
who have, encountered reading problems (11).

It may be noted, however, that the use of television in an instructional
setting may require a reorganization of the child's previously acquired
viewing habits. In the home environment, television viewing may be
part of an intimate, personal situation over which the child has some
degree of control. In school, television viewing is haturally formalized as
a group activity which requires attentiveness and some degree of con-
formity. While the .child may have to make some behavioural adjust-
ments for, television viewing in the school setting, the benefits gained
from successful readirtg experiences cannot be overlooked or underrated.
Perhaps television should permeate the schools in much the same way
that reading does.

Although many researchers seem to be opposed to the use of reading
machines, current research literature does not offer sufficient evidence to
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substantiate such a point of view. On the positive side, the motivational
aspeots of reading machines/are usually considered-of utmost significance,
particularly in situations where teachers are working with pupils who
have encountered difficulties in reading. On the other hand, reading
machines featuring behaviourally designed programmes which require
one right answer obtained by the following one right route should be crit-
ically appraised. Not all facets of the reading process can be developed
effectively through such procedures (13).
. Instructional media and the concept of educational technology are still
in their infancy. Many devices and plans are presently available for use
within the reading programme; many devices and plans are in the devel-
opmental stagss; others are just sparks in some creative imagination. It is
not so much the media that contributes to success in reading-rather it is
the teacher's effective use of the technological aids that determines
success in reading. dr
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Ptomoting the Reading Habit: Cultural Problems

M. lean Grecrihnv
University of Georgia
Athens. Georgia
United States of America

Cultura blems. Many teachers erroneously and automatically
assume his is synonymous with cultural deprivationand is a major
determinant in reading failure. By assigning the cause to the culture of
the child, we relieve the teacher and the educational system of the
burden of guilt. After all, we cannot be held responsiblefor the home
environment of the child!

The term cultural deprivation has been used by some educators to
refer to those students who did not hold the same values as the majority
of their teachers. Because these students did not function in the same
patterns as their teachers and did not profess the same standards, they
were labeled "deprived." These children are not culturally deprived.
They may be culturally different from the accepted standards of the
school system, but they are not culturally deprived.

Culture is the learned behavior of a human being. It reflects the
values, traditions, and conventions of a group and includes the social
and political structures and its modes of procedure. No one is deprived
of culture; there merely exist different cultures. It is highly
presumptuous of us to place value judgments on the relative worth of
these different cultures. Furthermore, a child cannot easily renounce his
culture, and any attempt by the teacher to fOrce this renunciation meets
with great resistance. Verbal and nonverbal belpvior, on the part of the
teacher, that exhibits contempt for another culture is not likerji to
encourage students to perform welkin school.

CULTURE AS IT AFFECTS BEHAVIOR IN SCHOOL

It is not the culture but teacher attitudes toward and inadequate
knowledge of various cultures that are the causes of many of the
problems in multiethnic schools. Often, the school is seen as an alien
and hostile environment by both students and parents. Parenthetically,
when a teacher enters a situation where the dominant culture is different
from his own, he, too, exhibits hostile behavior.
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A few examples of cultural differences will suffice to shiiw the
problems that can exist:

American Indian. Many Indian cultures value silence and are highly
skilled in nonverbal communication. English used by Indian adults is
often composed of short and simple patterns. so the child comes to
school with oral patterns that are not acceptable by school standards. His
highly developed abilities of nonverbal communication are ignored
because schools place value on verbal communication.

Another area of conflict arises in the competitiveness that exists in
many schools. In some Indian cultures, it is considered bad manners to
do better than your friends. This lack of willingness to compete is often
misinterpreted as laziness.

a

Cuban American. Right to Read is a federally funded program which
is designed to eradicate illiteracy in the United. States 'by. 1980..An
extensive project entitled The Right to Read Through Sports" proved to
have variable results in a Miami, Florida, school. The school is
composed of 58 percent Cuban children and 42 percent black children.
Mack ,boys and girls and Cuban boys participated with much
enthusiasm; Cuban girls were extremely rejuctant to be more than
passive observers. Examination of these behaviors revealed that Cuban
culture views sports as a Inasculine pastime, while.blacks view it as a
possible way to improve their status.

Mexican American. Essentially the same belief in the proper role of
females and males is reflected in a study to determine the effects of
stereotyping on the self-concepts of Mexican Americans reported by
Palomares (9). Girls were expected to exhibit behavior that was passive
in nature while boys were expected to be active. Both extremes of
behavior can cause negative reactions by teachers who lack knowledge
and understanding of Mexican American culture.

Urban, Low Socioeconomic Groups. There are numerous reasons for
the afflictions of our city schools. Added to ethnic differences, there are
conditions of poverty, variable family structures, and dialect
differences. Most teachers commute to their jobs and have little
understanding of the nonschool life of their students. For those who
think that their children deliberately choose to fail as an act of defiance
or out of sheer apathy, this quote from the work of a sixteen-year-old (11)
provides a different perspective:
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GILROY
what i dont he school No A

what i dont hICe school is that I Lorne even day thanking I will get a A.
But I never git a A. lust wonst I want to git a A Ever sins I remember I go
to school a thousand day a year or more I git no A No A

It 'ST WI INST
I WANT AN

A ONE BIG FAT
A

All I git is a big bunch of
A hundred F. A thowsand
A lowly bunch of

turn!, Low Socioeconomic Groups. Problems present in innercity
living are also faced by the rural poor. In our recent endeavors to create
materials that reflect the cultures in the United States, we have tended to
neglect the existence of rural areas. Thus, these students now choose
from materials with.suburban or urban settings which reflect little that is
familiar to their rural experience.

INFLUENCE OF TEXTBOOKS

Research has shown that there are many kinds of bias in textbooks
and that these books do hate an effect on children's attitudes. In one
such study, Litcher and Johnson (6) investigated attitude change toward
blacks following the use of multiethnic reading texts. They found that
white students developed markedly more favorable attitudes toward
blacks after use of the multiethnic version of a basal reading text for four
months. The control group used the nonethnic version of the reader and
showed little or no change in attitude. One would hope that similar
results might be obtained in the case of other ethnic groups.

Recognizing the influence that texts can have on students, it is to be
hoped that minorities will exert more influence on textbook selection
and production than was shown in a research study by Greenlaw (4).
This study was based on a random sampling of 75 school systems in the
United States, and it was found At in the majority of these systems
minority representation in the texts was not specifically considered as a
criterion for selectinn. Where 'minority groups were considered, the
influence came mainly from school personnel. Five representative
publishers reported that they had received few requests from school
systems for changes of reading materials.

Recent news stories do give us hope that this trend is changing.
Demands from org%ized groups, uch as, those advocating broader
women's rights, areireading to greaier restionsiveness by publishers to
the needs of cultural minorities.
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PROMOTING THE READING _HABIT

Acknowledging the abundance of problems related to culture that
we have in school, how can we promote the reading habit in children?
We need to begin with something that is basic to facilitating all
education, not just reading. That basic ingredient is an atmosphere
conducive to learning in the classroom. There are specific actions that
will enable more students to feel that they belong in school.

Teacher education. Teachers often are unprepared to teach in our
public schools, and they are trained to cope with the average child in a
nonthreatening situation. Institutions of higher learning have a
responsibility to design teacher training programs that expose future
teachers to anvariety of challenging,situations and to introduce methods
of teaching effectively in,those situations.

Another aspect of teacher education is inservice education. Inservice
programs, designed by individual schools, are often planned to provide
teachers with greater content knowledge. Our first priority should be
self-knowledge and knowledge of the children we serve. Every teacher
in a school should be apprised of the cultures of the community served
by the school. More information is needed, heWever, than population
statistics. Opportunities for exploring cultural attitudes and behaviors
are essential if teachers are to interact effectively with students and
parents;

Development of awareness sessions will also reinforce positive
attitudes, toward cultural differences on the part of more established
teachers and administrators. Several of the federally funded Right to
Read projects spent a considerable portion of their funds on sessions of
this type. As Southeast Director of Right to Read, I believe that
observations Show that the reward is high in attitude changes of both
teachers and students.

Teacher integration. We often speak of school integration, but we are
generally referring to the pupils. All schools should endeavor to become
integrated on the teacher level as well. Cultures represented in the pupil
population should be reflected in the teacher populationnot for the
purpose of establishing arbitrary hiring or placement policie
percentage of minority group, but of presenting children with a model of
effective interaction among peoples of various cultures. Merely hiring
an integrated faculty is insufficient. Programs designed to increase
'teacher interaction should become part of the school inservice planning.

Language acceptance. Artificial barriers are often erected between
teacher and child because the teacher believes that it is his duty to
"educate" the child and interprets this belief as requiring the child to
speak standard English. Some teachers do not realize that attacking the
language of a child, is attacking the child himself. It is more reasonable
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to establish the idea of alternative languages and not place value
judgments on the worth of the various alternatives. Children eventually
come to understand the appropriate times for using the language they
possess.

Ilv*v4ping an appreciation of language. the child is more willing
to learn of the diversity of language; on the other hand, attempts to
correct dialect may defeat some children.

An effective device to show appreciation for the language. of other
cultures is to have a planned program4of instruction in those languages.
A Right to Read school in Miami, Florida. holds classes to teach Spanish
to EngliSh speakers as well as the reverse, The result of this activity led to
better coroPtnu nicat ion among the students and greater, empathy for the
difficulty of learning a new language.

Language experience. The language experience approach is one
method of promoting the reading habit. A child dictates a story to the
teacher or aide who records it exactly as spoken by the child. The student
then uses his own words as the basis for reading and lartguage tudy.
.:/Tbt ivation certainly is i.ncreasedi when a child reads his own writing or
when he shares a friend's creation.

Sharing the readingyxperience. Positive feelings toward reading are
engendered through the warmth of sharing books aloud. Teachers of,all
levels should read aloud to their classes consistently from a wide
selection of books. The teacher should share books that he knows and
enjoys and he should strive to perfect a reading style which is attraCtive
to children.

Additional value is gained by having a variety of readers visit the
class. The principal, other teachers. children from other classes, and the
pupil's family members can all serve as a resource pool for readers. Tape
recorders can be sent home to record reading or storytelling by family
members who'cannot come to school.

Community involvement. A child is a representative of his culture so
it behooves the school to involve the community in the education of the
child. School volunteer programs should not be limited to parents but
should encourage participatidn of all segments of the community.

A Right to Read school in Miami. Florida, designed a volunteer plan
which included members of a retired Cuban businessmen's association

' (one member arrived at school at 8 a.m. each morning and was the last to
leave each evening), local high school students, students enrolled in
education classes at a nearby junior college, and relatives of Many of the
children. Cubans, blacks, and whites ranging in age from 14 to 79
participated. All took their roles seriously and the students of that school
benefited from a marvelous mixture of these additional aides who
functioned in many capacities. An added advantage was afforded
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through improved community relations and less physical damage to the
school.

A school in Athens, Georgia, conducts a similar volunteer program
and even provides transportation to evening parent-teacher meetings.
Thus, obstacles can he overcome through effective planning and
reasonable effort.

USE OF TRADE BOOKS

When a comfortable and supportive atmosphere has been generated,
we can concentrate on the selection and use of good, literature with
children. Trade books can be used in numerous ways to develop cultural -
appreciation.

Recognition of stereotyping. Teachers who use books with cultural
settings should be alert to the existence of stereotyping in children's
literature. Gast's study 13) showed that although recent children's books
incorporated favorable stereotyping, the result, nevertheless, was
stereotyping. Teachers' should make an effort to locate books that reduce
stereotyping to a minimum.

Book selection aids are available to support teachers in their search
for fine literature. Reading' Ladders for Human Relations (10) is an
annotated bibliography of books carefully selected to reflect many
aspects of human affairs of social and cultural significance. The
committee responsible for producing this volume represented a diverse
cultural population.

Interracial Books for Children provides another aid to book
selection. It is published as a periodical, in tabloid format, by the Council
on Interracial Books for Children. Editors of this provocative publication
review books which are judged as fair cultural representations; and they
attack, in depth, those books believed to be racist. Recently, the
reviewers have begun to evaluate films and textbooks which contain
derogatory or harmful refetrences to minority populations. Although one
does not agree with the viewpoints expressed, tite material provokes
thought and is valuable as a source of minority expression.

Strengthening personal identity. Numerous studies have shown that
children like to read ,stories about characters with whom they can
identify. In my opinion, it is vitally important that books representing
minority cultures present strong, positive models for children. It is
equally important that realistic situations be represented honestly.

Authors are beginning to produce books that would have been taboo
a short time ago. Black Is Brown Is Tan by Arnold Adoff (1) is a story
about the author's family. He is white, his wife is black, and their
children are shades of brown. Think of the number of children who now
have a wholesome book that depicts this family situation. And consider
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the American Indian who is written about as if he exists only in the past.
Miles' Annie .and the Old One (8) is a beautiful book with a modern
setting that explores Annie's refusal to face the impending death of her
grandmother. This book presents a realistic and acceptable explanation
of death, another topic long avoided by authors of children's books.

Broadening cultural appreciation. No child should read only one
restricted form of literature, just as no child should read only books
about one culture. One tremendous value of books is that they allow us to
experience new situations.

Books can be used to explore many cultures. Hawkins (5) reported
that a study of-nursery rhymes shoA that they reflect the language, food,
standards of behavior, and attitudes of the people and the time. An
excellent study of social beliefs could be developed in upper grades
thryugh comparison of traditional European nursery rhymes as
discussed in The Annotated Mother Goose (2) with modern American
rhymes as depicted in The Inner City Mother Goose (7). Fiction and
folklore should also be a strong part of a curriculum that strives' to
represent cultural diversity. Children should be exposed to many
cultural patterns even though they have no direct contact with thOse
cultures.

An aid to language development. Children learn language by
imitating models presented to them. Books can be used as an, aid to
language development by providing new vocabulary gleaned from the
context of the story. This is of particular help to the child who is learning
a distinctly different language or dialect. Children possessing only
standard English should also be exposed to different language patterns
through books. At no time, however, should literature be dissected for
vocabulary study or be employed in training sessions on the use of the
glossary and dictionary. Aid should come in informal manner, throtigh
story discussion and sharing of new ideas.

Availability. Children will read more if books are readily.available
and they do not have to exert great effort to obtain them. Book collections
should be present in every classroom. The source of these collections can
be the school library, public library, parental and community donations,
paperback book clubs, and second-hand book stores.

The recent trend to open school libraries is excellent. The. relaxation
of stringent rules, such as limiting students to borrowing only one book
during a designated period, is overdue. Some children enjoy reading
more than one book at a time and may even prefer alternating their
reading selections from one book to another.

Paperbackbook clubs have been of tremendous value in providing a
wide variety of good children's literature at reasonable priCes. Many
publishers have also cooperated with Reading is Fundamental (itw), a
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national prograrri designed to give free books to children in the United
States. Schools and sponsoring organizations can purchase books at
greatly reduced rates to distribute free to aildren. This project has
stimulated much interest in reading. and some child/cm now have a book
of their own for the first time.

CONCLUSRAN,

An attempt has been made to delineate srrne problems of cultural
origin in promoting reading habits and to suggt a number of remedies.
These can be summarized in terms of two essentials: create a good
atmosphere for reading and provide good books. How have we failed?
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Problernatique du Lire dans
une Societe en Voie de Devel'oppement

Abdelkoder Ben Cheikh
Tunesian Institute for Kiiuta' tional Sciences
Tunis. Tunisia

r

PRELIMINAIRES

1 1 CADRE GLOBAL

Les etudes entreprises en Tunisie dans le domaine de la lecture sont
relativement recentes (1 Centrees sur les methodes d'apprentissage,
orientees vers l'elaboration des supports didactiques destines
l'institutiOn scolaire: (2) elles prirent progressivement une plus grande
importance aussi Bien en extension qu'en profondeur.

Le developpemen't de la scolarisation principalement au niveau de
l'enseignement primaire, revaluation du premier plan decennal de
scolarisation (3) ont favorise une prise de conscience de l'importance du
phenomene educatif, de sa complexitelainsi que des rapportS qu'il
entretient avec d'autres phenomenes; sociaux economiques et culturels.

En effet la population eleves qui Malt en 1956-57 de, 226-919
atteignait en 1971-72. 934-827 enfant scolarses seulemqnt dar4 le cycle
primaire (4 ). Ce phenomene de massification pose le double probleme de
la fonctionalite du systerne educatif et de sa rentabilite; c'est que
l'entreprise est percue, comme finalite et moyen dans une societe qy le
processus de decolonisation (5); s'est amorce avec la volonte de
recuperer la nature et la culture; la lutte,contre le sous-developpement
qui demeure l'objectif du "moi national" se pose en termes de combat
"muclawamatu at-takhalluf", de decollate "al intilacia."

La reference a la modernite et a ses modeles multiples est une -quete
permanente mais elle est en merne temps geference et recherche d'ud'e
certain authenticite (6); c'est-A-dire que le passé nest que rarement
absent dans la construction du projet national.

C'est a partir de ces donrrees que peuvent etre saisies l'importance et
les limites des travaux consacres au fait educatif. L'approche du lire ne
peut etre isole de ce cadre global car la.prciblematique du lire est inscrite
au coeur merne de la problernatigue du developpement.

2.2 OBIFCTIFS ET HYPOTHESES
L'etude des conditions de motivation de .l'enfant a la lecture en

milieu educationnel tunisien nous cor'duit a fotinuler nos objectifs dans
les termes suivants:,
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1. Le desir de lire apparait bien avant ,('aptitude a la lecture
dechiffrement (7) c'est-a-dire avant ('introduction de reufant en milieu
scolaire (8); it constitue le premier niveau du pouvoir etre lecteur.
Introdu it a un age grecoce le support de lecture prepare le sujet a vivre
r experience previ,1k4ie de la communication avec des titres autres que
deux appartenaht au groupe familial: d'on cette perspective de
preparation du rnoi a s'affirmer (3.ans), a differencier (au cours de la 4e
armee) a se fixer un modele (entre 5 et 6 ans) (9). Cette integration de
rimprime est par ailleurs du meilleur effet sur les relations entre parent
et enfants, relation dune' extreme importance dans la phase
d'apprentissage (10).c

La prise en consideration de ce principe appelle l'interrogation 1 qui
constitue un niveau important de notre approche de la problematique du
lire.

L'acte de lire' preoccupe-t-il la famille tunisienne en tant que
structure de base ayant pour charge reducation de l'enfant, education
qui implique une preparation adequate a son integration dans une
societe on les mutations touchent certes a des degres divers; les
references. les modeles, les attitudes et les structures, en d'autres termes
tous les paliers de la societe globale.

Notre hypothese est que dans la phase actuelle du developpement de
la societe tunisienne, des conditions objectives socioeconomiques et
culturelles4ieterminent un rolt.hplutait marginal de la famille dans le
processus de motivation de l'enfant a la lecture.

Des causes de la marginalite de la famille dans le processus de
motivation de ('enfant a .lecture J,1 1) marginalite (12) noatentendons
l'absence partielle ou totale ('es membres agissants du groupe familial
dans le circuit de la consommation des supports de lecture. Cette
absence traduit rindifference du sujet a regard du pouvoir formateur et.
ou, delassant de l'objet: le kitab en l'occurence. Quels sont les facteurs
qui contribuent a expliquer l'absence du lire et de la communication par
la lecture en milieu familial? Trois niveaux d'analvse sont a prendre en
consideration (13). 4

Le premier nous renvoie a l'examen de la conception des joisirs; le
second implique que Ion Vienne compte des conditions economiques et
intellectuelles d'acces au lire. Le troisierne fait appel aux donnees qui
relevent du degre de participation de la famille a la consommation
culturelle.

eV-

2.1 CONCEPTION DES WISIRS

L'approche du concept loisir est une tentative qui depasse le cadre de
cette contribution; nous evitons done d'intervenir dans le debat relatif au
rapport de la sociologie du loisir, de la sociologie du travail et de la
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sociologie de la famine. En Tunisie, rexpres-sion 'awyNt>al Faragh (14)
est- d 'usage tres recent.

Est ce a dire que ce phenomena socio-culturel -est etranger a une
societe en voie de develop t dont les preoccupations se posent en
termes de besoins' vita (15 )? F.fi ace a plusieuis dienensions, le loisir
est tcutefois inscrit a coeur de la culture vecue (16). La conception clue
les sujets se font daloisir est certes fonction de leur degre d'integration
dans le cir,cuit de la culture imprimee (y compris les mass-media) "de la
distantiation vis a ris des modeles traditionnels et radhesion
enthousiaste a la modernite" (17).

Le temps en milieu rural, par exemple, est du type lineeire: c'est ce
que le sujet accomplit en realis'ant, Trials essentiellement par le travail, la
biche. Au dela c'est l'interruption qui prepare la reprise du contact avec
la, terre et les hommes. A cet egard l'attitude de la famille est
significative: Le jeu releve du temps gftspille; c'esPractivite que ('enfant
realise par lui-meme na se referent qu'a son pouvoir d'imagination, et
celui du groupe auquel it appartient dans I'espace de 16 rue; au niveau du
groupe familial, jouer est rarement inscrit dans le temps educatif it n'est
ni j onstruit ni anima, c'est a dire percu comme un moyen de formation
ou rinteret et rattrait se confondent.

Cette .conception lirieaire du temps se manifeste au niveau de la
signification qu'accorde le milieu familial a l'acte de lecture.l'fas lire ton
livre ?" est une_invitation imperative d'usage courant qui en refusant a
('enfant la rupture par le jet] ou une autre forme de delassement, ('engage
dans la tache contraignante qui n'est pas sans rappeler l'exercice
d'autant plus que le ktab (le lire) est percu par rapport sa fonction
essentiellement scolaire. .

Jouer et lire ne sont que tres rarement envisages comme un acte
gratuit, inscrit librement dans le temps-loisir ue Ienfant apprend
progressivement a vivre en famille. 11 y a la fine forme de rigidite
culturelle qui ne favorise nullement la communication entre les parents
et les enfants. Certes par leurs frequents contacts avec le monde exterieur
et plus particulierement leur appartenance arecole-et la rue, les enfants
(18) cesseht de se referer exclusivement aux seules vale.urs de la cellule
familiale.

2.2 LE POUVOIR MATERIEL ET LE POUVOIR DE DECHIFFREMENT

Mais la tradition de lire en milieu familial Tunisien n'est pas
tributairede la seule conception du loisir et de l'attitude de la LJSRA
(Famille) a regard du ktab (livre); Elle est aussi et essentiellement
fonction des conditions socio-economiques qui determinent le pouvoir
d'acces materiel et intellectuel au ;ire. En d'autres termes, rinteret
qu'accorde la famille est dicta derfsune large mesure par le degre de son
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appartenance au travail. Or d'ap&res le reji cement de la population de
(1966) 19% seulement des sujets participent reellementpar le travail
continua la vie active (19). Au niveau de la repartition des revenus la
persistance des desiquilibres est importante dans la mesure ou tine
proportion assez elevee de la populationplu's de 40% dispose d'un
revenu inferieur a ce que le premier Ministre actuel appelle le seuil de la
pauvrete (20). 1

A

L'institution du salaire minimum interfprofessionnel garanti fiZe
l'heure de travail dans les entreprises a 130 millimes et a 27 dinars le
salaire mensuel pour une sern9Ane de 48 heures (21). En ce qui concerntr-
la population agricole qui represente 41% (22). L'ensemble de la
population active, la salaire journall.01 est de 04800 (23) millimes par
jour ouvrable. Or l'effectif des salairies appeles a beneficier de ce
relevement des salaires minimums agricole est estime pour l'annee 1974
"A environ 101.000 travailleurs permanents et 191.000 de ,s9iries
saisonniers ou occasi " c'est-A-dire un total de 292.000 salaries soit
moins de "50% de 1 de travail estimee a 654.000 personnes en
1972" (24).

L'examen de la distribution des ménages et des personnes suivant les
classes des depenses par personne et pour l'ensemble de la Tunisie
montre "qu'environ t 3% des menages n'ont pas atteint le niveau
optimum de 50 dinars ar personne" et par an (25). Ce pourcentage est
plus important lorsqu'on tient compte des menages appartenant aux
zones frement ruralisees (26).

L'analyse des depenses en milieu familial nous permet de constater
que l'essentiel des besoins dans la phase actuelle est orients vers les
depenses alimentaires qui absorbent 50,3% (27) la part des depenses
reservees a la culture, a-I' nseignement et aux divertissements y compris
le tabac, ne depasse pa la moyenne de 79236 par an, c'est-A-dire le 1/10

du budget total et 10/5 du budget non alimentaire. Cette somme est a
repartir comme suit pour l'ensemble de la Tunisie:

3;3% pour le tabac

z,7% seulement pour la culture et l'enseignement

1,7% pour le divertissement

2,4% sont consacres a des depenses diverses (argent de poche,
achat de bijoux, fetes et mariages)

Ainsi stir les 6 grands groupes de depenses que le ménage peut realiser,
la part de depenses reservees Alla culture se situe au 4e rang 'apres
l'alimentation, l'habitatioh et l'habillement.
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2.3 DE LA PARTICIPATION A I.A CONSOMMATION
DU LIVRE ET DES SUPPORTS DE LECTURE

Le troisieme niveau du pou'voir lire en milieu familial tunisien
concerne le degre de participation a la consommation du livre et des
supports de lecture, participation qui constitue nous semble-t-il un
critere important dans l'etude des conditions de motivation de l'enfant
Ia lecture.

La tradition de lire estavons nous souligne precedemmentliee
Ia cynception du temps libre, a Ia qutfite de l'appartenance du grove
farnilial au monde du travail; mais elle est aussi fonction du degre
d'integration dans la circuit de Ia culture imprimee.

Or cette integration n'a guere ete vcue avec le merne pouvoir de
disponibilite et d'intensite aussi bien en milieu fortement urbanise on
sont centres les supports de formation et de loisirs qu'en milieu rural
dont I population represente 49% de Ia population tunisienne. Ce
you entage est en fait inferieur a Ia realite surtout si l'on tient compte
du critere socio-culturel qui determine le degre d'urbanite ou de ruralite
en matiere de consommation de Ia culture (29) le developpement d'un
reseau d'animation culturelle comportant 75 maisons du peuple, 10
maisons de culture (30) et 187 bibliotheques, y compris les centres de
prets municipaux et les bibliocars (31) a certescontribue a elargir les
zones d'influence et d'interaction en matiere de consommation
culturelle.

Ces foyers demeurent toutefois insuffisants et inegalement repartis
d'autant plus qu'ils sont pour Ia plupart concentres soit a Tunis, ou dans
les grandes villes et chef-lieu de gouvernorat.

Un autre obstacleet non des moindresparticipe a
l'affaiblissement de id trddition de lire en milieu familial: i.l s'agit de
('importance de Ia masse des analphabetes.

Population analphabete

Population declarte

Hommes Femmes

805.704 1.209.500

TOTAL: 2.025.204

Population analphabete en milieu urbain et rural

Population Urbaine Population Rurale

650.805 1.374.399

Source: Institut National des statistiques Necensement 1966).
$
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En effet, parmi la population agee de 10 et plus, 2 millions (32) de
personnes environ sont analphabetes le nombre des femmes qui
traditionnement assument un role determinant dans ]'education de
l'enfant atteint 82% de l'ensemble des analphabetes. La population
rurale ne compte pas moins d'1.374.339 personnes ne sachant ni lire ni
ecrire (33).

Mais l'absence ou le faible pouvoir de consommation du lire et des
autres supports de lecture n'est pas specifique aux populations
analphabetes et socio-economiquement defavorisees. L'examen de
place qu'occupe la lecture dans les loisirs de l'adulte constitue le dernier
palier de notre approche du pouvoir de consornmation culturelle. Une
investigation relative a la place qu'occupe la lecture lolsir aupres d'une
population appartenant aux Cites et aux quartiers environnants de la
ville de Tunis a permis de constater que 35% seulement de rechantillon
preferaient meubler une soirée par la lecture; 22% exprimaient le desir
d'utiliser apres-midi ou une journee libre a lire (34). La lecture en
tant qu' vita reelle n'occupe par contre qu 'une position tres
marginale, la 6eme place pour les adultes de sexe masculin et la 7eme
pour les adultes de sexe ferninin; elle )re situe apres la promenade, les
visites, le specta' le sportif, le tricdtage, la radio et la TV. Cette
marginalite de la lecture est confirmee par le degre de frequentation des
bibliotheques publiques pour arbiltes.

En effet le nombre de lecteurs abonnes qui Malt en 1971 de l'ordre de
20225 diminuait de 50% pour une tranche d'age passant de la trentaine
la quarantaine: le nombre d'abonnes dont l'a'ge se situe entre 30 et 40 ans
est 8 fois inferieur a celui des abonnes dont la tranche &age se situe entre
19 et 25 ans. Une chute extremement importante concerr2,e la tranche
d''Age depassant la quarantaine.

La frequentation des bibliothequesclef du developpement
diminue de 7 fois en l'espace de 20 ans. Quanta la lecture des journaux
dont le tirage se situe autour de 107.000 exemplaires, elle ne preoccupe
que 16% seulement des ,tunisiens. Ce sont la les symptomes d'une
vieillesse intellectuelle avant;Aerme et les signes dune nouvelle forme
d'analphabetisme. De notrefapproche du role de la famille dans le
processus de motivation a la lecture se confirme notre hypothese de
dbpart.

Dans la phase socio-historique actuelle, la USRA (ou cellule familiale)
ne peut assumer qu'un role trs La tradition de lire en milieu
familial tunisien et principalement dans les ménages socio-
economiquement et culturellement defavorises est objectivement
inexistante. La preparation de l'enfant est donc limitee au milieu
fortement acquis a ]'importance du lire dans le developpement de la
personnalVe de l'enfant en general, dans la preparation a l'apprentissage
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efficace au pouvoir et savoir lire, conditions d'une scolarite sans
entraves.

,Car lire est l'acte quotidien qui intervient d'une maniere continue a
chacun des moments de l'apprentissage de l'enfant; les taux de
redoublements et de deperditions (35) scolaires sont certes this a des
causes profondes qui relevent des conditions socio-economiques et
culturelles du milieu familial et de la qualite de l'environnement
inunediat; mais it est probable et c'est une hypothese que nous
formulons, qu'il releve de ce faible pouvoir d'acces materiel au livre et
Aux supports de lecture l'acte de naissance du leCteur nest pas encore
delivre par le pere et la mere; it depend en Tunisie d'une autre structure
institutionnalisee: L'ecole.

3. PROLONGEMENT

L'acte de naissance de l'enfant lecteur depend donc en grande partie
de l'institutiou scolaire qui est pergue dans la phase actuelle comme le
cadre priviligie pour la prise .en charge de l'apprentissage et du
developpement du pouvoir lire.

Ce caractere priviligie s'explique par:
1. Le pouvoir d'attraction de l'ecole est pieinement senti comme etant

le lieu oil se prepare la societe. En scolarisant l'enfant, la famille
vise un double investissement: la promotion du scolarise et de la
siemie.

2. Par l'importance de l'infrastructure et des eftectifs scolaires; le
recencement des batiments scolaires pour l'annee 1972-73 permet
de denombrer 2.238 ecoles primaires pour une population
atteignant 883.734 eleves (36).

3. Par l'importance du call considers .comme le signe d'une
disponibilite en vue de produire les cadres du developpement.

4. Par le role de mediateur que joue cette institution en tent que
structure favorisanten interaction avec d'autres apports
exterieurs (37). La realisation des conditions de depassement de
certalns modeles culturels traditionnels (38)

CP statut renforce de l'ecole tunisienne. Consequence de la
marginalite de l'environnement familial et des limites du troisierne
milieua-t-il permis a ('institution scolaire d'assurer pleinement son
foie dins le process,os de motivation de l'enfant a la lecture?

Les methodes preconisees, les rnnyens utilises ont-ils favorise la
realisation des conditions du pouvoir lire spontanement et sans
contrainte, conditions inscrites dans les objectifs de depart ere la plus
importante des entreprises tunisiennes? Notre seconde hypothese est
que malgre l'importance de l'investissement, l'absence de structures
pre-scoiaires le contact tardif avec le support de lecture, l'insuffisance de
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l'imp'act des methodes et des techniques d'apprentissage, participent
la remise en question de l'efficacite du systeme educationnel actuel,
principalement quant au developpeinent du pouvoir lire que beaucoup
considerent a juste titre comme l'une des ties du developpement.

Trois experiences sont actuellement en cours: la premiere concerne
la preparation de l'enfant aux apprentissages instrumentaux (lecture,
ecriture, calcul) au niveau pre-scolaire (41) l'activation de
l'apprentissage 'de la langue arabe et francaise enlere et 2erne armee de
l'enseignement primaire par la methode orale "technique du conte"
(42). La 3erne experience dite motivation a la lecture (43) vise a
developper le desir de lire et la communication par la lecture: ainsi que
l'apprentissage progressif de la production des supports de lecture. Ces
experience (44) dont certaines en cours d'extension (methode orale et
motivation a la lecture) participent en milieu scolaire et au niveau des
bibliotheques publiques pour enfants a creer les conditions d'une
promOtion de la lecture en Tunisie, d'autant plus que la production
nationale des supports de lecture prend de plus en plus d'importance
(600 titres) sont actuellement en diffusion.

Recherche.; et programmes d'action se poursuivent. La prise de
conscience de l'importance du lire est inscrit'e dans les champs des
preoccupAtions a l'echelle nationale et regionale. La conscience
Internationale en a ete saisie (1972). Notre debat (certes de courte duree
en est une contribution fort importante.

Annexe
Publications relatives a l'approche des problemes de la lecture et des

supports de lecture en milieu educationnel Tunisien realisees a l'Institut
National des Sciences de l'Education.

ORIENTATIONS: Ces publications peuvent etre demandees a 1,'Institut National des
Sciences de l'Education. 17 Rue Pelle Ion. Tunis. Tunisie.

1. Psycho-sociologie de la lecture
Approche des phenomenes de comportement de la lecture en milieu
educationnel tunisien: famille ecole foyer socio-culturel.

2. Socio-pedagogie de Ia lecture en milieu educationnel
Methodes techniques movens
Motivation a la lecture: conception et experimentation
Formation et intervention scolaire
Motivation a la lecture et attitude des eleves et des enseignants
Production experimentale des supports de lecture

3. Sociologie des supports de lecture
Approche quantitative et qualitative de Ia production intellectuelle et
materielle des supports de lecture et de communication: Ecrivain-edition
impression diffusion
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4. Approche bibliotheconomique: organisation-gestion
Bibliotheque scolkire
Bibliotheque publique

5. Approche socio-litteraire
Problemes theoriques et methodologitjues
Lectures
Autobiographic ou itineraire d'ecriture
Anthologies: textes theoriques et textes litteraires

6. Production audiovisuelle
Dossiers audiovisual de motivation a la lecture
Film
Television scolaire

ORIENTATIONS TITRE PRODU(TEVIRS)
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A. Paraltre

TITRE At quilt LANG111. DATE PREVUE

l!ne appro: he des pr ob.
!ernes du 'tyre et de
In lecture
Lahier 1

Les bibliotheques I All loque /AIWA 4e trimestre
publi Slasihrebin Hihngue 1974

ques en Tunisie
Cahier 4

Quelques as pit Is des I.ulloyue Edition 4e trimeslre
problems de Ted'. Sissihrebin Hthngue 1974

' ale In COW.

Attitudes des 'runes SA Belaiouza
vu a vis de In i ul. A Ben Cheikh Francais
fury lraditionnelle T Lazhar -...

4e mint-sire
1974

et 'curs aspiration
en mailer.: de loisirs
Les enseignants et la 1-1 S Ammar Francais
le ture A Ben Chen h

Juin 111

t.

74

Anna, hr. al larbawtya Produt lion Nu men, spit ial Edition du (.entre
(bulletin pedasiogiquel I .ollei bye I onsscre a id in Naminal Perlasiosiique

bare en lansbie Septembre 1974
arabe

SI S AmmarSituation de la lei . lb tobre 1974
tureen milieu farm-

Francais

,

bat Tunisian
Dor.umellt filmique
Texts en mouvement A Ben Theilch Bilinnue fli tobre 1974
ler oroblematioue du A Beli.adi
lire dons un pays rm
vine de developpi , ; .. :-.:
2e de la motivation
a la lei lure produi live

NOTES FT REFERENCES
1. Nous faisons figurer en annexe et a titre indicetif one bibliogrephie relative A ('etude

des problemes que posent la lecture en milieu educationnel Tunisien.
2. Cette orientation caracterisait pat ailleurs l'essentiel des recherches sur ly fait

educatif c.f. A. Ben Cheikh, N. Dhahri, A. Dhib. L'experience tunisienne en mat)lere de
recherche en education in l'avenir de la recherche en education en Tunisie jojurnees
d'etudest.N.S.E. Tunis 1974, 4-27.

3. II s'agit du premier plan de scolarisation de la periode post. indirpendance
(1958-1968) considers comme etant le premier acte de decofronisation de
I'enseignement en Tunisie.

4 k.4inistere de ('Education Nationale Direction de statistiques et de la planificetion.
T.Ur 1 Education Nationale et bilen. Tunis 1972, 38.

5. Voir a propos de ce concept J. Berque: depossession du Monde Le seuil Paris 1964. A
Boudhiba A la recherche des normes perdus M.T.E Tunis 1973.

6. A propos d'authenticite et de modernite nous renvoyons le lecteur a A. Laroui.
L'ideologie arabe conteniporaine. Mbspero Paris 1967.

7. traditionnel du terme.
8. En Tunisie l'enfant est scolarise a partir de ('age de 6 ans.
9. J. Wittwer. Un regulateur de la vie de l'enfant le livre 13e Congres International des

livres pour la Jeunesse Nice Mai 1972, 31.
10. A. Dehaut A. Gomme rnettent l'accent sur la mauvaise relation de base entre l'enfant et

lea parents; its la considerent cgle un niveau d'obstacle a l'apprentissage de Is
lecture. In votre enfant apprend eire f,:astermann Poche. 1972. 111.

11. Deux verbes sont couramment utilises pour signifier I'acte de lire: tiaras et tala'a.
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12. Le caradere partiel de cette marginal ite se traduit par ce qui est convenu d'appeler La
fragolite de In lei ture

13 S'agissant, a notre tonna issance. de la premiere approche des problemes de la famine
et de la lecture. notre analyse rie pout avoir qu'un caractere global

14. Des recherches relatives aux loisirs en milieu tun isien, nous citerons Municipalite de
Tunis. etude sur les loisirs des peunes timisois Tunis 1,1ai 1968 B fachir
pruhlernatcque des loisirs en Tunisie %noisiere de la leuilesse et du sport dm.. Room,
Tunis 1973

15. Ce qui ne signifie pas qie nous c:onsiderons le, loisir culture! comme un besoin vital
secondaire.

16. I. Dummazdier: Realites du loisir et ideologie Revue Esprit n°6 Juin 1959, 874.
17. B Bchir, op. cit., 2.
18. Les garcons plus que les filles.
19. Ministere de l'Economie Nationale Direction de l'Amenagement du territoire. Groupe

8: Villes et developpement Tunis 1973. 13
20. H. Nouira Discours de presentation du budget 1974 devant Passemblee Nationale.

lourdal la Presse n°11. 742 du 18-12 1973. 5.
21. Recencement de la population de 1966.
22. II s'agit dune loi recente (1974) reglementant le salaire en milieu agricol.
23. M Seklani. le champ d'intervention du salaire minimum s'elargit dans l'agriculture.

Revue conjoncture. Ministere de l'Economie Nationale n'4 luillet Aout 1974. 25,
24. Institut National des statistiques: la consummation et les depenses des ménages en

Tunisie. Tunis 1968, 23.
25. Institut National des statistiques: la consummation et les depenses des menages en

Tuniiie. Tunis 1968, 23.
26, Institut National des statistiques, op. cit., 261.
27. ,L'habitation absorbe 19,3% et l'habillemeut 13,2%.
28. La ellopulation tunisienne atteignait en 1971 5,1 millions d'habitants.
29. Les 49% relevent dune population dispersee; vu regroupee dans un espace

socio-geographique de--2,000 habitants.
30. Ministere des Affaires Culturelles Retrospectives decennales 1962, 1971. Tunis 1972,

95, 97.
31. Ministere des Affaires Culturelles Direction des Bibliotheques publiques Tunis Juin

1974. Doc. Roneo, p. 2. Rolle() p. 2. Ce chiffre comprend les bibliotheques pour
adultes, pour jeunes et pour enfants.

32. Institut National des statistiques. Annuaire statistique de la Tunisie 17e vol Tunis
1967, 22.

33. D'apres le recensement de Mai 1966. Mais it est important de tenir compte de l'apport
de la scolarisation et de la lutte contre I'analphabetisme.

34. Municipalite de Tunis. Service des etudes generates. Etude sur les loisirs de jeunes
tunisois. Rapport preliminaires Mai 1968, 35, 48.

35. Le taux d'inadaptation en lere armee du primaire est de I'ordre de 30%, 20%
seulement des effectifs accomplissent une scolarite primaire normale c.f. A. Baffoun
Contribution a l'etude des pertes d'effectif scolaires dans les pays du tiers-monde:
l'exemple de Is Tunisie. These de 3e Cycle 1969 doc. Roneo.

36. Ministere de ('Education Nationale Direction des statistiques, op. cit., 59, 65.
37. Nous faisons allusion surtout a ('impact des mass-media at des contenus culturels

vehicules en langue francaise.
38. La realisation des conditions de depassement passe habituellement par des situations

conflictuelles entre parents et enfants.
39. Le nombre des jardins d'enfantS'alimentes en cadres et en programmes de formation

adequate et tres limites.
40. Le premier contact avec le livre passe par le manuel scolaire et a Page de 6 ans.
41. C.f. en annexe. 3-4.
42. C.f. en annexe, 4-5.
43. C.f. en annexe, 3-7.
44. La lere et la 2eme ont ete objet devaluation.
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Class Size and Reading Development

Richard D. Arnold
Purdue University
Lafayette. Indiana
United States of America

When one is concerned with slow learning children, and particularly
with children who are having reading problems, the concept of class size
takes on new dimensions. Not only must the evidence on class size in
general be considered, but certain important related factors must also be
taken into account. Among these are such variables as additional
teaching personnel, materials and facilities, discipline problems, and
teacher morale and training. Thus, the issue of the relationship between
class size and reading development is quite complex. To facilitate
organization, in this discussion, the problems will be examined in terms
of the following topics: 1) class size and general achtevement, 2) class
size and achievement in reading, 3) the achievement o e ing diskbled
children and class size, and 4) other important edu tional factors
related to class size and reading achievement.

CLASS SIZE AND GENERAL ACHIEVEMENT

A comprehensive study of class size was conducted by Blake (8) in
the United States in 1954. After reviewing many published studies up to
that time, he eliminated those that did not meet his criteria for "good
research." Of the 85 studies meeting his criteria, he found that, for
achievement in general, the results 9f 35 studies favored small classes,
the results of 18 studies favored large classes, and the results" of 32
studies were inconclusive.

In 1964, Holland and Galfo (31) reviewed the results of .many
research studies concerning class size. The following are some o!'their
major conclusions:

1. The research indicates there is no optimum class size, nor is
there a perfect pupil-teacher ratio.

2. Teacher ability and flexibility may be more important than
pupil-teacher ratio per se.

3. The overall pupil-staff ratio is more important than pupil-
,'teacher ratio.
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Of the manydies that relate to class size and achievement, the
Blake and the Flo Iland/Galfo reviews are considered among the most
comprehensive. Based on these data only, it would seem reasonable to
conclude that class size is not an important consideration. But it is
suggested that judgment be deferred until further data are considered./

CLASS SIZE AND READING ACHIEVEMENT

Several important studies have been reported recently that relate
directly to class size and reading achievement. The contributors to
Downing's book (17) report the average class sizes for the following
countries.

Average
Country Class Size

Britain 40
Denmark 28

France (Paris) 50

Germany 38

Norway 30

Sweden.. 18

United States 25

It can be seen that there is considerable variation of class size. Although
it is dangerous to generalize data from one study to another, it is felt that
the class sizes listed may be representative of those in the countries
studied by Thorndike (50) ,in 1973. In Thorndike's study of reading
comprehension, it was found that considerations of family background
and whether the country was developing or already developed were
more important than school related factors, such as class size, teacher
training, and availability of special teachers. Thorndike warns that the
correlational data presented in the study cannot be considered
causative. Nevertheless, important relationships are revealed from the
study.

After condUcting a rigorous study in England, Morris (41) reported,
in 1959 that relatively large classes did not seem to harm reading
achievement. Several studies (19, 30, 37, 47) report findings similar to
those of Thorndike ad Morris.

Two important lorfgitudinal studies, however, have implications for
the study of class size and reading achievement. Furno and Collins (23)
conducted a five year investigation concerned with class size and
reading achievement as these factors relate to pupils who are typical,
culturally deprived, or of limited mental ability. Students in smaller
classes (1-251 made greater gains in reading than those in larger classes
(over 25). It should be noted that students in smaller classes made
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significant gains despite the fact that pupils in lirger classes received
instruction from teachers who were supposedly more knowledgeable
and had had more teaching experience. Small class size was more
effective for nonwhite students than for their white peers. Students in
special education made greater gains in small classes than those in large
classes.

In 1967, Below (7) reported the findings of a three year experimental
reading program in the primary grades. A 50 percent reduction of
reading class size was accomplished by having half of each class come to
school an hour early in the morning. The other half of the class received
its reading instruction the last hour after the first group had gone home.
Class size for reading was reduced from 30 to 15. Balow concluded from
this study that significant g'ains were made by the children who began
the program in first grade. The results suggest a positive effect, with first

rade being the critical year. Findings also suggest that by the middle of
third grade, achievement patterns are pretty well stabilized and cla'ss
size alone is not enough to change these patterns. Boys seemed to benefit
most from the program. And, perhaps most important, at three d the four
levels specified by the readiness test, children in the experimental
groups achieved more than children in the control groups. Results from
this study suggest that class size reduction is beneficial to the child who
learns easily as well as the child who finds reading difficult. Frymier's
study (22) in 1964 also indicates that the effectof class size are most
critical at the first grade level.

From the studies sampled in this section regarding class size and
reading achievement, it can be said that the data are equivocal. The
Thorndike and Morris studies were nonsupportivc of small classes but
the Furno and Collins and the Below longitudinal studies suggested
possible positive effects of small classes. leis the author's opinion that,
from the studies stated thus far, it would be difficult either to support or
refute the notion that small classes are beneficial to the overall
improvement of reading instruction.

CLASS SIZE AND THE READING DISABLED CHILD

The effect of class size for reading disabled children is of major
consideration in this paper. If a case for small class size is to be made, it
must be demonstrated that small group instruction, individualized
instruction, tutoring, and/or clinic instruction is of value to children
having Special problems with reading.

Harrison and Brimley (29) reported a study in 1971 that investigated
a big* individualized reading program for low achieving six-year-old
children f6atii,ring one-to-one tutoring. After six weeks of special help
only 5 of the 33 children originally ranked in the lower third of the class
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were still in the lower group. Many studies support individualized
approaches to teaching reading at all grade levels (1, 2, 3, 5, 12, 16, 32,
35, 48).

In 1972 Franco (21) found that slow-learning junior. high students
profited from daily jwo hour sessions of tutoring in groups of five
students. He found the students made gains in reading, language arts,
study skills, mathemtics, and social science.

In'1965, Ba low reported five earlier studies which support the belief
that remedial reading instruction produces substantjal gains in reading
during the time students receive treatment (6, 9, 11, 34, 38, 42)% However,
the study 'also indicates that after retui g to the regular classroom,
pupil growth begins to diminish in proportion to the amount of special
help offered. Those who received some special help continued to grow

, but not as rapidly as during the special remedial program, while those
who received no extra help, did not continue to grow. Balow concluded
that long term remediation is needed for seriously disabled readers.
Several studies support the Balow findings (18, 19, 20, 21, 36, 49).

At the international level, it is evident that small classes are
considered important. According to Malmquist (39) in Sweden and
Jansen (33) in DenrnDrk, classes are divided in half for a few hours per
1eek in the first three grades to aid in individualized instruction. Such
vision of classes has proven very satisfying. Malmquist and Jansen

also report success with clinical and corrective progfaius which provide
instruction individually and in small groups. Ruthman (45) reports
similiar corrective procedures in France. Finally, Downing (17) says,
"there seems to be worldwide agreement that classes should be smaller."

In summary, the evidence reported in this section of the paper
strongly supports the idea that individual, small group tutoring and
remediation is highly beneficial to slow learning children and to
students who have serious reading problems. Not reported here, but to
be considered, are the hundreds of case studies that have, over the years,
continued to demonstrate that special remedial help is highly beneficial
to individual children. Remediation, based on careful diagnosis, may
produce improvement two to four times grPro.r2r than the rate attained
without remediation (51).

OTHER FACTOKb KELEVANT TO CLASS SIZE

It seems appropriate to identify briefly several other factors which
may have implications when one considers class size and teaching
disabled readers: classroom practices, facilities, use of staff other than
teachers, behavior or discipline of the children, and teacher morale and
trjining.

416 Class Size

4 2,i



While many studies suggest large classes do not adversely affect
achievement, several of these studies involve high school and college
students (28). In 1955 Richman (44) as well as McKenna (40), found that
in classrooms of25 students or less, certain teaching practices improved.
Their findings suggest that, in smaller classes, teachers are better able,
know and guide the students in terms of teaching content as well
dealing with noncognitive aspects such as discipline and emotional
factors. in other words, when a teacher has fewer children, he has more
time to devote to them individually and in small groups, not only in
terms of guiding learning, but also in guiding other, more humanistic
behaviors.

In' a' study by Hammill et al. (26), reported in 1972 22 educable
mentally retarded children were integrated into regular classes but were
provided with extra supportive teaching in a resource room. The
instruction was offered individually and in small groups. Gains in
reading scores suggested that the progress. of these children wks
accelerated during,the time they participated in the,program. Sabatino
(46), and Quay and Glavin (43) have also demonstrated that learning
disabled children (and most of these children are also reading disabled)
can be successfully integrated into regular classes, if ancillary services
-are available.

Cook and Blessing (15) found in their study that teacher aides helped
to increase reading achievement in the primary grades: The Right to
Read program in the United States has.been supporting many projects of
this nature, where the aim is to increase instructional time available for
individual children.

In 1970, Cook (14) found a direct relationship among noise level,
achievement, and class size. The results suggest that smaller classes are
not as noisy and achievement is higher. Cannon (13), and Cook and
Blessing (15) found that there was less disruptive behilvior in smaller
classes.

Collectively, the results of the studies just mentioned tend to suggest
that small classes are beneficial to children because the teacher and other
staff members in the school can aid in the improvement of reading
instruction as well as influence other nonreading behaviors typically
dealt with in the school.

One final factor will be considered in this paperthe teacher. The
writer has never talked with a teacher whOhas not endorsed the concept
of small class size. Teachers have a greater task set for them if they are
asked to manage a class of 40 in comparison to a class of 25. From my
own personal experience, I found my class of 38-third graders far more
taxing in every way than the 28 fourth graders I had taught the previous
year. A dedicated, conscientious teacher will be under considerable
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pressure in trying to provide the best for each child when the class size is
unduly large. If the mental health and morale of teachers is an important
consideration in the teaching profession, then classes should not be
allowed to become too large.

In 1956, Gray (24) pointed out in his international survey that the
teacher variable is an important consideration. Holland and Galfo
concluded that teacher training and motivation are, very important;
well-trained, dedicated teachers can work effectively with large classes,
even though they may prefer small classes. Harris and Morrison (27),

/ reporting on the .findings of the CRAFT project in 1972, suggest that
agtirprocedures such as reducing class size and adding a* y personnel

may continue to give disappointing results if teachi g skills are not
improved. Griffiths, Gillen, and Dankel (25) support this view; and their
evidence suggests that after teachers ate given inservice education to

- improve reading instruction, the children who have been doing poorly
earlier begin to make normal progress.

Austin (4) points out that teachers and teacher training are more
important to improve reading instruction than are method, material, and
organizational plan. Findings of the well-known Cooperative Research
Program, as reported by Bond and Dykstra (10), support the importance
of he teacher variable. It seems that teachers do, indeed, make a
difference.

CONCLUSIONS
Data have been examined concerning the relationship between class

size and reading achievement. Some of the data are contradictory. In the
final analysis, a synthesis of such data must be a highly individual
matter. In summarizing my own views, I would emphasize that I am
merely stating an opinion, and the reader must accept or reject the
various' points as he wishes.

First, I would like to acknowledge that the data are inconclusive and
it is not possible to state that small classes are, in general, highly
desirable. I find the results of the Thorndike study most enlightening in
that they suggest that factors related to family and background may be far
more fundamental and powerful than class size. This is probably truer in
developing countries. However, I suspect that there may be other
situation-specific instances where factors other than class size alone
may be far more influential and powerful.

Second, given a certain level of school functioning similar to that
described by Thorndike as characteristic of so-called developed
countries, class size may be a significant factor. However, even at this
level of school development, class size alone does not appear to be the
most important factor affecting reading achievement. Many children
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learn to read regardloz.z. 3f whether they are in small or large classes. It is
also clear that some children fail to learn to read, and reading problems
persist, regardless of class size.

Third, there is abundant evidence that individual and small group
reading instruction has proven beneficial to ,many disabled readers and
many other types of children including those who learn easily.
Corrective and remedial programs in which teachers work with from one
to six children are not uncommon, and the expense of such programs
seems justified.

Fourth, small classes seen most important in the early grades, where
reading instruction is initiated. It seems reasonable that, when children
are beginning to learn to read, carefully monitored attention by the
teacher is crucial. And diagnostic teaching is time consuming.

Fifth, other factors being equal, teacher training and morale are
important. It may be that children are better off in a large class than in a
small class when the teacher is poorly trained, unmotivated, or just plain
lazy. But if the teacher is well trained and dedicated to providing the best
instruction possible for each child in his class, it seems logical to expect
that he will be able to accomplish more if he has fewer children with
whom to work, With a reasonable class size, a profesgional teacher
should be able to create an atmosphere where growth in reading and
learning in general are facilitated,
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A Nonsegregation Policy in Remedial Education

Jesper Florander
Gladsaxe School
Bagsvaerd, Denmark

THE TRADITION OF SEGREGATION AND SOME CRITICAL COMMENTS

In Denmark there has been a strong tradition of segregation of pupils for
various specialized farms of teaching. During the past few decades
remedial instruction to a still greater extent, has been given in
segregated groups, segregated classes, and special schools. The idea
behind thb educational policy is that pupils who cannot cope with the
normal teaching situation have a right to effective support from specially
trained teachers and that such support should be given in small, separate
groups.

This segregation policy has shown certain disadvantages. First, both
the pupils and their parents may devel p a feeling of defeat. Second, the
segregation of slow learners tends to fect normal teaching. Because
there is no challenge to the teacher to try ew ways of teaching with the
slow learners, instruction may go on in the same way that it has for years.

Criticism of the segregation policy began in the 1960s and has grown
since then. It was first directed against school readiness testing and the
provision of special classes for so-called immature pupils. Eventually,
some of the critics submitted proposals for a nonsegregation policy. One
such proposal and its implementation was the New Way of Starting
School at Gladsaxe (Denmark, 1968). Another was the introduction in
1971 of support centres, instead of special classes, for slow learners.

THE NEW WAY OF STARTING SCHOOL

A groi.ving awareness of the great range of individual differences
among pupils in any class leads to a demand for individualized
instruction. This was regarded as a fundamental principle. A second
principle that gained general acceptance was that special instruction
should begin in the normal class situation and should continue there as
far as possible.

The first stages. The following plan for startii school was serup in
1968:

1. All children enrolled in the school are automatically accepted.
2. The first six weeks in class one are an observation period. This is

carried out by the classroom teacher and a specially trained support
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teacher whose subsequent role is to give remedial instruction to those
who need it. The school specialists (schobl- psychologist, medical
officer, and others) also take part in the observation.

3. At the end of the observation period a conference is held at which
all persons involved discuss each pupil and set up a programme for his
instruction.

4. Special support, both educational and emotional, is arranged for
those who needit. This support can he provided in a special group, as
individual help in the classroom, or as a combination of both.

Individual classroom help and the combination of individual and
group help are most frequently used. The support comprises five lessons
per week for each class one, and it continues with four to three lessons
per week during classes two to four. The support continues until, at a
case conference, the teachers decide that it may he discontinued. This
allows for great flexibility in the nonsegiegat ion policy.

This approach poses certain questions:

How many slow learners are there?
Who are they?
How much support will they need and for how long?
Are the teachers able to find the slow learners?
Can the slovOlearners stay in the normal class?

To help answer these questions. during 1968-1971 tl- first group of
pupils needing support was observed through classes one to four. In
class one, 160 pupils were selected for support. A control group
(matched in terms of school, sex, age, and social status),"ias set up so
that a comparison could be made between the 160 selected pupils and
the children who were not selected for support. Table 1 shows that this
number is equal to 14 percent of the year's intake. Twice as many boys as
girls were selected. The two groups differed significantly in terms of the
social status of their parents, the selected pupils having a much higher
proportion from the lower social groups and from one parent families
(see Table 2). The observers recorded their judgments on observation
sheets in terms of certain behavioural characteristics.

Table 3 shows that the behavioural traits described are noted four to
five times more frequently among the 160 pupils than among pupils in
the control group. However, the table also shows that the difference must
be quantitative, not qualitative. For example, "lack of concentration,"
restless," and "talkative" accdunt for 44 percent of the boys in the

remedial education group and 51 percent of the boys in the control
group. This difference is not due to age nor to social background.
Objective test results have confirmed the teachers' observations.
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Table 1. Pupils to remedial education group, class-one 1968,1.969.

Remedial education No. of pupils in class one
Percentage of pupils

Boys Girls Total in class one
107 51 160 14%

67% 11 100%

Boys Girls Total
576 581 I 159

(8

Table 2. Distribution of class one pupils by social group.

Social group
All class ono
pupils

Remedial education group
pupils

4% 2%

8% 1%

III 20% 7%

IV 41% 44%

V 16% 22%

VI 10% 22%

1 = academe V = unskilled VI = one parent only

Table 3. Distribution of behavioural traits. Observation Sheet 1.

' Boys (94 pairs) Girls (47 pairs)
Remedial education

gro_
Control
group

Remedial education
group

Control
group

Lack of «mcentration 17 20 f 16 11

Restless 15 17 8 4

Talkative 12 14 11 6

Lack of independence 10 8 15 20

Easily tired Ii) ,I 10 q

Slow 9 I 12 9

Passive 9 8 13 fi

Agressive 5 0 0 0

Nervous traits 4 8 5 0

Fearsome of making ( ontac t 'I 1 1 11

I imid 2 5 , 9

Shy 2 11 .7 21

Total 98% 100% 102%

Number 162 76 1.16
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A follow-up study was conducted eighteen months later. Table 4
shows how many pupils were still receiving special support in the
middle of class two. More than half of the pupils in the support group
still received special support. The table'shows that once a pupil has
started receiving support he very often will continue to do so. A total of
thirty-eight pupils in the support group stopped receiving remedial
education because it proved superfluous.

Twenty-three pupils were transferred to kindergarten classes or
other institutional aid or they were dismissed from school. These pupils.
comprising abodt 2 percent of the year's intake, could not be kept in the
normal class. All pupils in the control group had remained in their
normal class.

Further follow up was undertaken when the pupils moved to class
four. The results showed much the same picture.

To summarize, a nonsegregation arrangement for the first school
years has shown that teachers are able to identify slow learners at an
early stage and can teach them in the normal class when these pupils are
given special educational and emotional support. Only 2 percent of
pupils need other forms of support. In most cases. support is given for an
extended period of time. The teachers' impressions are that this
arrangement creates a more "ben-eficial context for personal
development.

Table 4, Remedial education in classes one and two.

Remedial education Control
gruup group

`umber 141 141

Have received remedial
education

Still receiving mmedial
edut anon

IOU%

17%

26%

22%

SUPPORT CENTRES: SOME ADDITIONAL DETAILS

Location. The support centre is placed centrally in the school.
Equipment. The centre is well equipped with teaching materials fur

individualized instructionbooks. audiovisual and audiolingual aids.
and learning programmes. There is also material for leisure activities.

Access. The support centre is open to classes two to ten and remains
open during the entire school day. A pupil may go to the support centre
if and when he wants to.

Functions. The support centre gives both instructional and
emotional support.

Selection. The teachers may send a pupil to the support centre.
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Staff. There are always two teachers present at the support centre.
The support teachers may go into the classrooms and give support there
as well.

THE FIRST SUPPORT CENTRE: SOME ADDITIONAL OBSERVATIONS

The first support centre to be established was in contact with 32
percent of the pupils during the school year. Two groups of pupils,
presently .go to the support centre: long-time pupils who attend
regularly three to four lessons per week, and short-time pupils who
attend only a few lessons.

Long-time pupils. Nearly.half of the 94 pupils have come because of
reading difficulties. A rather large group is supported because of
social-emotional difficulties. It is characteristic that nearly all pupils
have both emotional and instructional handicaps.

Half of the pupils get support for at least one year, but 25 percent of
them need support for about three months only. Twice as many boys as
girls get support. The long-time pupils are rather evenly distributed over
classes two to eight (see Table 5). There is, however, a sharp drop in
members in classes nine and ten. A systematic recording of pupil
progress shows that most pupils make satisfactory progress both in
learning and in emotional stability.

Short-time pupils. Two-thirds of the short -time pupils visit the
support centre for only one lesson during the whole school year (see
Table 6). More than half of these come from classes five and six. More
pupils come for the late lessons than for the other lessons.
Characteristically, they come because of conflicts with schoolmates or
teachers. Curiously. they do not tend to come from lessons in reading or
mathematics but from other lessons: e.g.. music or science. The number

eof pupils coming becaus of conflicts increases during the school day.
As a result of experience with this pilot project, developmental work

has been followed up quickly by other schools. Since 1972, every school
has had a support centre.

The nonsegregation policy. The nonsegregation policy has become
characteristic of the Gladsaxe school system. Nevertheless, we still have
special schools for backward children and for emotionally disturbed
children. In addition, we still have a few special classes for retarded
readers. But the principle of nonsegregation is now in force in every
school. The new way of starting school and the support centres provide a
flexible mixture of reading clinic, clinic for children with conflicts. and
relief centre.

Mixing age groups is one great advantage. This allows for
development of mutual concern among the pupils. Another advantage is
that conflicts are dealt with at once. before they bdcome serious. A third
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advantage is overall pupil acceptance of the support. And not least is the
integration at the teacher level as the teachers at the support centres go
into the classrooms and give support.

Socially, both the new way of starting school and the support centres
hive proved to be-a success. The slow learner has been allowed to learn
slowly and has no feeling of being frustrated. His parents share in this
feeling. The teachers are highly satisfied with the nonsegregation
policy, as was shown by a survey in 1973, and they want it to continua.

In terms of educational achievement, we do not yet know how much
we have gained. We suppose that the slow learners learn the same as
usual, but we feel confident that they learn in a healthier way.

1

Table 5. Distribution over the classes of 94 long-time pupils at support centre.

Class

2

3

4

5

6

7

8

9

10

Percentage of pupils

14

11

14

17

11

11

18

4

1

Table 6. Number of lessons at support centre for 95 short-time pupils.

Lessons Percentage of pupils

1 67

2 16

3 8

4 3

5,

6 2

7

8 1

>8 3
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Split-Half Classes

Flemming Lundahl
Farum, Denmark

Split-half classes are organised in order to give the teacher more
opportunities to attend to the needs of the individual child. For this
purpose, classes are divided into groups of equal size and each group is
instructed separately. The splitting is random, takes no account of such
factors as sex, and there is no differential treatment of pupils.

In Denmark, we have had experience with split-half classes in
mathematics (during the first 4o grades) and in the native language
(grades one to four), as well as in foreign languages and in various other
subjects at different grade levels. This paper is concerned with our
experiences with split-half classes during the first two grades in the
native language and in mathematics.

The split-half classes comprise about 5 percent of the total number of
periods, on the curriculum for the public school in Denmark. The
allocation of split-half classes corresponds. to 50 percent of die total
number of special education lessons provided by the public school. The
principle of integration started with the introduction of split-half classes
for children starting school. This enabled many slow learners to benefit
from instruction while remaining in their own classes, instead of
immediately being segregated for speyial educational treatment.

ECONOMIC ASPECTS

The size of the class is of interest to the teachers and to the
community at large. How many pupils should there be in a class or in a
group if they are to obtain the maximum educational value from public
investment in this sector? The very small class or group, considered by
many people to be educationally ideal, means a heavy drain on
resources. Larger class7fistitute a saving in financial terms but may,
at the same time, reduce the educational potential. The problem,
therefore, is how to assess the relationships between size of class
expenditure and educational gain in order to provide a rational basis for
the determination of optimum size. The financial aspects ofsplit-half
classes are easily estimated. In Denmark, the average class has about 20
pupils. If you increase the average number of periods from 28 per week to
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30 per week, with two periods being allocated to split-half classes, this
would involve an increase in salaries to teachers aggregating Dkr. 116
mill. (Salaries to teachers represent approximately 62 percent of the
public school's annual working expenses.)

The educational aspects are far more difficult to assess. For example,
how will size of class affect a child's ability to work independently on a
problem area? And how can we obtain a valid measure of educational
benefit? Such problems have for many years been of concern to teachers,
administrators, and politicians. For this reason, they have been the
subject of a very large number of educational experiments throughout
the world. In this paper, I shall indicate how we have approached these
problems with students in split-half,classes and how these classes have
affected the teaching of children starting school in Denmark.

THE INTRODUCTION OF SPLIT -HALF CLASSES

With th enactment of the Danish Educational Act of 1958, split-half
classes came s an innovation. Instead of a general reduction of the
number of pups in a class, the municipal authorities were allowed to
introduce split-half classes in the first four grades for teaching Danish
and mathematics. The purpose of this was to facilitate the transition
from home to school and provide for better and more personal contact
between the teacher and his pupils. By means of split-half classes, the
teacher would have a better chance of becoming well acquainted with
each child, thus getting to know his special strengths told vveaknesses.
At the same time, a better background could be created for
individualization and innovation of the teaching which would
otherwise be obstructed by the large number of children in the class.

During the 1960s, split-half classes were introduced by the great
majority of large municipalities. The teachers seem to have accepted
these classes as an educationally rational way of meeting the desire for
smaller classes.

RESEARCH INTO THE FUNCTIONING OF SPLIT-HALF CLASSES

The above arrangements within the public school system in
Denmark have provided a unique chance of supplementing the
international research on the influence of class size on teaching. A
comparison between split-half classes and full cliibses offers an
experimentally ideal situation, as a number of factors are held constant
which otherwise are difficult to keep track of:

The teacher is the same in both cases.
The pupils have the same basic qualifications.
The availability of educational materials is the same.
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However, it is not only the size of the groups that varies when
comparing the two classes; it is also the teaching tradition developi'rig in
connection with split-half classes. It is necessary, therefore,in a study of
split-half and full classes to ascertain whether the teaching is adapted to
variations in the size of the group involved and, if so, the quality and
extent of such adaptation. These problems werp investigated in a study
conducted by Poul Erik Jensen, of the Danish Institute for Educational
Research.

The split-half system has been functioning for about 15 years and
there are many indications that it will be adopted to an increasing extent
within the public school in coming years, particularly in the teaching of

flanguages. In the subject`t Danish, it has been followed with
oii ical instruction and, in this subject, the split-half classes have

gradually settled in a certaip form. This makes it possible to study those
adaptations to variation in class size which have been found to be most
advantageous. The more general aspect of the study has been an
evaluation to determine whether changes in size of class do, in fact,
result in a significant variation in teaching methods and in curriculum

. activities, given a certain amount of inservice training and a sufficient
period for teachers to adapt to the new situation. Eighteen grade three
classes, from suburban municipalities in the Copenhagen metropolitan
area, were involved in the study.

The method adopted for assessing the teaching of full, as well as
split-half. classes was systematic classroom observation based on an
observation schedule. The observations covered three aspects of
teaching: organizational form of the class, degree of differentiation
expressed in the teaching, and pupil activities in the term of subject area
skills. The independent variables were the basic qualifications of the
pupils, the teacher, the external framework, and the time element.

CONTENT OF INSTRUCTION
Pupil/teacher communication in the full classes was of the

instructive, one-way type. Pupils were corrected more frequently than in
the split-half classes where more individual guidance was given. There
are indications, therefore, that in the split-half classes, communication

t f

was marked by greater concern for the individual pupil.
HarCThll y any instruction was given in oral rendition in either class. In

respect of written assignments, the training was practically the same in
full as in split-half classes, and there were no signs of increased
differentiation in the teaching in this field. In the full classes. the reading
lessons mainly took. the form of oral reading by individual pupils while
the rest of the class looked at the text. In this situation, all pupils are
taught together and there is no differentiation in the teaching.

430 Split-Half Classes

43(



In the split-half classes, the predominant activity was independent
reading. This situation provides a possibility for traditional ways of
working and for differentiation in the teaching, as it is possible to adapt
assignments and materials to the individual pupil's reading skills,
interests, and working capacity. There are signs of such adaptation in
that the pupils in the split-half classes are frequently observed to be
working with different materials, on different activities.

FORM OF INSTRUCTION

Periods which at no time made differentiated teaching possible were
far more frequent in full than in split-half classes. Periods where one
organizational form was followed throughout constituted
approxiMately. 40 percent of the total number of periods for full, as well
as for split-half, classes. There was a marked difference in choice
between these periods, however. In the full classes, 81 percent of the
time was devoted to teamwork against the split-half classes, with 69
percent of the time being devoted to individual activities with
differentiated teaching.

Periods startingyvi th teamwork represented a large percentage of the
total number of periods. In these periods, the teamwork generally
continued for a greater length of time in the full classes than in the
split-half classes. In the latter classes, moreover, individual' work was
more often allowed to proceed throughout the entire period than in the
full classes where it was interrupted by teamwork.

These results show that in the split-half classes the forms of
organization and time structures chosen made for an increase in the
individual work and differentiation in the teaching in terms of frequency
and duration.

INTERPLAY OF SEVERAL FACTORS

A number of conditions may have a bearing on the educational effect
of any change of class size. The following factors are particularly
important: 1) a recog-'; 'on on the part of the teacher of the necessity of
the intended changes; 2) the teacher's knowledge of different forms of
teaching (methods); 3) the availability of educational materials for
varied use; and 4) the size of the class. These four factors may contribute
to changes in the teaching in the direction of increased differentiation
and this will be reflected in more individual work, different concurrent
class activities, and adaptation of activities to the basic qualifications of
the pupils. The factors are interrelated so that the effect of one factor
depends on the other three.
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Teacher's recognition
of need for change

Teacher's familiarity with
different teaching methods

Teaching materials available
for more varied use

Size of class

'Changes in teaching aimed at
increased differentiation, e.g..
effected through

1.

more individual work-

various concurrent activities

Adaptation of activities to
basic qualifications of pupils

The introduction of split-half classes in the subject of Danish
represents a conscious effort to influence all of these factors with a view
to achieving a generally increased differentiation of the teaching. The
number of pupils in a class was changed and at the same time, an effort
was 'Made to make the teacher more conscious of the need for increased
differentiation of teaching and for improved knowledge of different
applicable forms of teaching. This is to be seen from the educational
guide and teachers' manuals.

Concurrently, a development has taken place in educational
materials, organized 'particularly with a view to this form of teaching
The study on split-half classes may be seen as a demonstration of the fact
that a simultaneous effort at influencing the mentioned four factors may
result in increased differentiation in teaching.

That this was not found to be the case in oral rendition and written
presentation may be explained by the fact that no educational material
has been published on oral rendiPon, and comparatively little on written
presentation, that would make possible increased differentiation in
teaching. Moreover, it seems likely that a large number of teachers are
unfamiliar with procedures of a more systematic nature for training
pupils in oral rendition. The literature available on educational methods
tends to support this impression. Quite probably, the majority of
teachers do not acknowledge oral rendition as an educational goal for
their pupils. The fact that activities in oral rendition occupied only 4
percent of the time devoted to the teaching of Danish confirms this

.suspicion.

A COORDINATED EFFORT IS NECESSARY
A concerted effort to overcome these factors is difficult, as it requires

extensive coordination. Changes in the size of the class are made at
political and administrative levels. The supplying of classes with
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educational materials and the development of such materials with a
definite aim are also decided elsewhere. These different agencies
generally do not inform the teacher of their intended educational goals,
assuming that any such goals have been clearly defined. Finally, the
preservice and, inservice training of the teacher in the application of
different teaching methods conies under still other authorities. A
number of efforts, therefore, must be coordinated if an educational
development is to be achieved without great waste of resources.

In conclusion, it can be said that for any value to accrue to the slow
learner, any change in class size should be accompanied by information
on and discussion of the goals of any such change. Moreover, it should
be followed by a systematic effort aimed at the development of teaching
methods and educational materials adapted to such methods. It should
also be established that all special education must start in the ordinary
class. The relationship between the slow learner and split-half classes
should be viewed in this light.
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An Experimental Investigation into the Effects of
Counselling Retarded Readers

Denis Lawrence
Somerset Education Department Psychological Service.
Taunton, Somerset
England

"At a time when we all pay lip service to the emotional concomitaits of
backwardness, it seems odd that our efforts should so often take the form
of a direct attack on the presenting symptoms" (2), Although Bradshaw
made this comment over twenty years ago, the same sentiments apply
today. It is probably true to say that unless a retarded child is showing

*overt symptoMs of emotional disturbance or unless his behaviour
impinges unpleasantly on adults, then'his emotional needs will receive
scant attention. There is rarely a consideration that he may have
underlying conflicts or unsatisfied emotional needs which prevent his
learning. The possibility is generally acknowledged that he may have
developed poor self-esteem through repeated failure; but apart from an
encouraging attitude on the part of the teacher, no systematic attempt is

made to try to help the child.
The neglect of this area is even more surprising when one considers

the voluminous research available' which confirms a relationship
between reading failure and.emotional maladjustment,Morris (4) shows
clearly how retarded readers become anxious and depressed and show
general symptoms of emotional maladjustment. Malmquist (3) shows a
significant difference between good and poor readers on tests of
emotional instability and the relationship between school achievement
and self-concept has been highlighted by Punkey (5). It is not possible to
review all the literature in this paper, but it is evident that there is a
recognition of the emotional concomitants referred to by Bradshaw,
even if there is no direct attack un them.

The studies reported in this paper accept Vera Southgate's view that
"the essence of good teaching is a structured situation in which the child
remains curious and enthusiastic." These studies set out to investigate a
possible method of restoring the lost curiosity and enthusiasm of the
retarded reader by using a system of individual personal counselling.

HYPOTHESIS
Reading is a skill which is highly valued in our literate society and

failure in this area for the child means failing to please adults. Thechild
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who continually fails to please the adults around him (parents and
teachers) will soon begin to feel unworthy and unloved. Eventually he
begins to see himself not only as an inferior reader but as an inferior
person and he develops poor self-esteem. The child's self-concept is
formed by his experiences, and this concept often determines his future
experiences. Since self-concept is a powerful motivator, the child who
has developed a poor self-concept and failed in reading will not be easily
motivated toward reading situations, as he does not see himself
(self-image) as a reader.

EXPERIMENT I "-
Four schools in a Somerset rural community were selected as being

typical village schools. The headteacher in each'of these schools was
asked to submit a list of children who, in his opinion, were retarded in
reading. All the children were then given the following tests:

1. Schonell Word Recognition Test. This was the simplest available
reading test.

2. The Sleight Nonverbal Intelligence Group Test. Although a more
recent standardized test would have been desirable, economic
considerations prevented it.

3. The Porter and Cattell Children's Personality Questionnaire (cPQ).
This was administered orally by the experimenter as the children
could not easily read the questionnaire themselves. The CPQ was also
given to a random sample of good readers in the school containing
the counselled group.

From this information, it was possible to match four groups on
chronological age, sex, mental age, and reading attainment. Each group
contained eight boys and four girls; each group received different
treatments. Group 1 received remedial teaching from a specialist
teacher. Group 2 received remedial reading and counselling. Group 3
received counselling only. Group 4 received no treatment.

The experiment ran for two terms (twenty weeks). At the end of this
time. all the children were retested on the Schonell Word Recognition
Test. The children in the counselled group were retested on the Porter
and Cattell Personality Questionnaire.

CONCLUSIONS

At the end of a six-month period, the children in the counselled
group showed a greater improvement in reading attainment than all
other groups, together with improved self-images as measured on the
Children's Personality Questionnaire.
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Although this experiment showedo that individual personal
counselling was effective, the regular use of professional psychological
staff in this way would be impracticable. It was felt, however, that the
sort of counselling programme described in Part 1 could have been
implemented by any untrained person. Expert psychological knowledge
was not required. Part 2 of the study was then planned to test the
hypothesis that untrained personnel would obtain equally successful
results.

Before embarking on Part 2, a pilot study was carried out on two
selected schools where children were already receiving remedial
reading.

0
Table 1. Mean reading ages and reading gains in Experiment 1.

Group 1

RT * Coun.
Before After Gains Before

Group 2

Coun.

After Gains Before

Group 3

RT
After Gains Before

Group 4

Control
After Gains

5I 59 0 3 53 61 03 72 6I 04 66 69 -02

57 72 .10 70 62 07 57 7 9 13 56- 65 02

77 8 1 01 7 7 67 0 S 56 59 -04 67 7 2 0

77 86 04 66 61 10 55 60 0 67 66 -06

8 1 TI-1" 11-13 tvl n 0 10 74- ft 1 WZ rl 2 5 2 -O 5

79 90 0 6 51 73 17 741 R2 01 54 54 -05

S6 64 OT, 7 "1 60 02 69 91 -03 55 63 01

61 6S -01 8 6 97 O6 62 61 -06 74 02

6 "I 42 04 6 6 74 0 8 9$ 7 3 1 55 -0.6

7 9 1...0 .. 7 5 8 1 0 1 7 3' ..7 7 -0 I 9 0 113

6 0 -711 06 77 64 02 64 1.ffl 54 5(i -03

i4 60 0 1 55 6b 03 $I S5 01 67 90 .02

Gain 0 40 X Gain 062 X Gain 0 17 X Gain -0.16

NB U.S was subtracted in each case to allow for the fa( t that the children were six
months older at the end of the experiment.

PILOT SIUDY
Two schools were selected on the basis of their particular interest in

the project. The headteachers in each case submitted lists of children
retarded in reading. These children were then gisrPn the Sleight
Nonverbal Intelligence Test, the Schonell Graded Word Recognition
Test, and the Porter and Gauen Personality Questionnaire.

From the results of these tests, it was possible to match seven
children in each school with a control group in each school on the
following characteristics: chronological age, mental age, reading age,
and sex. Each group contained five boys and two girls.

The system of counselling was the same as that used in,Part 1 of this
study. It extended over two terms (eighteen weeks).

436 Counselling Retarded Readers

4 .1



Table 2. Comparison of average differences in reading gains in Experiment 1

MannWhitney 1" Test
Group Significance level

RT + Coun
1 V 't V l4 NS

RT

Coun.
2/V 4 V 12 0.001

Cc.itrol

Coun.
2 V 3 V 30 0.01

RT

RT + Coun.
'.' 2 V 50 NS

Coun.

Selection of the counsellor in School A was made by the headteacher
on the grounds that she was known to the school as an intelligent parent
who was eager to help. Selection of the counsellor for'School B was made
by the psychologist and approved by the headteacher on the grounds
that she was intelligent, eager to help, and also sympathetic to children
with difficulties.

Both counsellors met together with the psychologist on three
occasions before the experiment, during which time the counselling
principles were explained. Suggestions for background reading were
made but limited to Client-Centred Therapy (6) and Counselling in
Schools (Schools Council 1967). Instruction was also given in the
administration of the CAT and CPQ. Both counsellors were asked to make
notes after each session to help compile an indvidival summary record
and to complete the Cattell 16PF Questionnaire.

Except for three more meetings during the project, no further help
was given. A general discussion on children's emotional needs took
place at these meetings.

In this small pilot experiment, the experimental group was
significantly superior to the control group at the end of the period. The
statistical findings,' together with informal observation, led to certain
tentative conclusions:
1. It would appear to be possible for nonprofessional personnel, with a

minimum of training, to carry 'out successfully individual
counselling of retarded readers.

21 In addition to the more obvious personal qualities of interest and
intelligence, the selection of a suitable personality for counselling
may be 'important.
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3. The physical conditions. prOvided for the counselling seem to be
significant.

4. Children must be able to rely on utmost confidentiality.
It was deAded to check these conclusions by means of a similar

experiment conducted on a larger scale.

EXPERIMENT II

To investigate the effects on an individual personal counselling
programme carried out by nonprofessionals on primary school children
retarded in reading, four schools were selected by the headteachers and
staff on the basis of interest in the project shown. Each school submitted
a list of children considered to be retarded in reading and the following
tests were administered: the Sleight Nonverbal Intelligence Test; Porter
and Cattell Children's Personality Questionnaire (the CPQ was also given
to a random sample of thirty good readers and compared with thirty poor
readers); and the Schonell Word Recognition Test. From this
information it was possible to match six children in each school with a
control group in the same school. Theyoere matched on sex, mental age,
chronological age, and reading .age.

The headteacher of each school contacted a woman in the area whom
he considered to be a suitable person for the experiment, and a
preliminary meeting was arranged at which the psychologist approved
the selection. The suitability of one of the counsellors, however, gave
rise to a little concern in the light of the experience obtained in the pilot
study. (The group subsequently counselled by this person later proved
to be the only group which did not show a significant rise in reading
attainment.)

The method of counselling was explained to the counsellors and
suitable background reading was suggested. Once again, the system of
counselling was identical to that used in Part 1 and each counsellor was
interviewed three times during the programme which again extended
over two terms.

Table 3. Mean reading ages and reading gains in Experiment 2.

RA before RA after Gains

School M
Control

71
6.9

6.0
7 1

0 45
-0 5

School N Counselled 72 87 1 18

Control 6.9 76 0 46

School P Counselled 5.8 67 0 65
Control 58 6 0 -0.03

School Y Counselled 75 84 041
Control 76 81 0 31
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Table 4. Comparison of average differences in reading gains in each school in
Experiment 2.

(Mann-Whitney 'U' Test)

School 'I!' Significance level
0112

ti h 1112

F' 5 021

I I 2

BRIEFING THE COUNSELLORS

The word briefing has been chosen carefully to distinguish from
training as the success of this method depends to a great extent on using
people unsophisticated in formal counselling techniques. This is not to
detract in any way from the valuable function of a highly trained skilled
therapist or counsellor involved in personal counselling of persons
showing symptoms of emotional disorder. They perform a different
function in a different context. The sort of counselling envisaged here is,
in many ways, a replication of a normal. happy, instinctive,
spontaneous, mother-child relationship.

This method is wholly experiential and in no way a cognitive system
of treatment. There is no interpretation of the material produced in the
discussions. Treatment is centred on the emotional attitude generated.
The aim must be to establish as natural and sincere a relationship with
the child as can be achieved through the natural human qualities of the
counsellor, and this relationship is dependent on the degree of empathy
which the counsellor can provide. She will attempt to achieve this
through working with the child's best means of expression, which is
likely to be verbal. Some children may communicate best through the
use of dolls or other models; others. through plasticine modelling.
Media other than verbal, however, should only be used where the child
is obviously not communicating velb.-11y. Much communication will
take place unconsciously. on a nonverbal level. through smiles, nods.
gestu::;b, dnd voice tone.

The following is a summary of the main principles:

THERE SHOULD BE TOTAL A CCEPTA NCE OF THE CHILD'S PERSONALITY

Through this kind of relationship. the counsellor communicates to
the child that she understands his views and also understands what it
feels like to be him. This is the unique nature of the counselling method;
it is completely noncritical and wholly supportive.
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RESPECT FOR INDIVIDUALITY

Our retarded reader is aware of his reading failure and used to being
treated as "retarded." The kind of relationship established in the
counselling sessions should be aimed primarily at changing the child's
view of himself as an inferior person. Where there is genuine concern for
a person in distress, there is always the danger of too much compassion
and sympathy which may be interpreted as being patronising. If a
patronising attitude creeps in, this will only serve to increase the child's
feelings of inferiority. He then becomes rooted in his inadequate role. It
is well to be aware of this danger and to recognise that, even though the
counsellor is superior in many ways to the child, there are many ways in
which the child who is retarded in reading may be superior to the adult.

RESPECT FOR PRIVACY

Judging from the material elicited from the children in the
experiments, most of their worries and fears were centred on family
relationships. Sooner or later, the child will bring up these areas in the
counselling sessions: should he Nil to do so, it would be unwise for the
counsellor to investigate this aspect by direct questioning. There may be
good reasons why the child does not wish to discuss certain areas of his
life -and one should respect his need for some degree of privacy.

ENJOYING THE CHILD'S COMPANY

What does "valuing the child" mean in practice? First and foremost,
it means communicating to him that he is an interesting person. It can be
quite a revelation for some people to suddenly become aware that they
have thoughts and ideas which are of interest to others besides
themselves. This goes for both children and adults, but in the case of the
retarded child it is likely that this happens for the first time in his life.
Early in the programme, the counsellor should aim to communicate to
the child that he enjoys his company. This is not a difficult task by any
means, as those who have listened to the young child at play will fully
appreciate. The young child's attitudes toward life can be very
illuminating, as they tend to simplify so much of what the adult makes
complex.

Nonverbal communication, particularly through smiles and voice
tones, is important. We do not smile enough at our children.

COUNSELLOR STATUS

' The question of counsellor status is important. This does not mean
that the counsellor should set herself up as an expert or superior being.
On the other hand, the very fact that the headteacher allows this stranger
to use the counselling room, and the courtesy with which the head treats
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the counsellor, add up in the child's eyes to an image of the counsellor as
somebody who must be very important indeed. Research evidence from
studies on the powers of suggestion indicate that people are more
susceptible when the person doing the suggesting possesses status. This
influence is even greater when there is also a warm, affectidnate
relationship (l ).

e

CONCLUSIONS
1. Children retarded in reading may have unsatisfied ero-tronal needs

which must be taken into accgunt in planning a remedial
programme.

2. These children can be helped in school by individual personal
counselling carried out by suitable ancillary helpers.

3. The organization and selection of children suitable for counselling
should be made in association with the educational psychologist, to
eliminate children who may need a different kind of help.
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Reading Deficiencies in the German and English Languages

Horst G. Taschow
t !niversitv of Regina
Regina, Saskatchewan
Canada

Numerous studies in the world literature on reading have reported on
reading difficulties and disabilities. Other studies have voiced concern
about reading deficiencies encountered by bilinguals whO are
compelled to read and learn in the language of monocultural and
monolingual school systems. We must ask: How do bilingual students
think when they are required to read for understanding in the weaker
language of the unilingual textbooks? How do bilinguals handle the
stronger versus the weaker language? This study addresses itself to these
problems with a view to the formulation of practical recommendations
for`teacher education to assist bilinguals.

ORIGIN OF THE STUDY

This study began with the question, "How can the monolingual
classroom teacher in a multicultural setting help German-English
bilinguals to understand better what they have to read in the English
language?" Twenty-three German-English bilingual boys and girls,
ranging from grades three to six in Saskatchewan's public and separate
schools, worked with the investigator for one year.

INTRODUCTORY DIAGNOSTIC TREATMENT

Biometric eye measurements in reading:100-word sample target
cards in English did not reveal unusual discrepancies from the
Reading-Eye Reading Performance Profile (11). Reading compre-
hension, however, measured by ten yes/no answers, fell below the 70
percent minimum performance. The 100-word English passages on the
target cards were then translated into German passages of equal length
and ten words per line. The results showed increases in comprehension
after silent reading with scores ranging from 60 to 100 percent. It seems
unlikely that these improvements were due entirely to the effects of
pract ice.

Following this, an Individual Reading Inventory (IRI) (1, 5, 10) was
constructed in English and then translated into German. Both tests were
administered to the subjects. Again, it became apparent that com-
prehension after oral and silent reading in English was significantly
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lower than in Gernian. To analyze the English meaning gap in greater
detail, all the words contained in the oral and silent reading passages in
the IRI were arranged in order of freqUency and then checked against the
Thorndike-Lorge List to ascertain difficulty ratings. From word
recognition performances, it was apparent that the subjects knew most of
the words, although pronunciation time was longer than when
compared with native English speakers. Nevertheless results indicated
that subjects could recognize and pronounce the words in the English
oral and silent reading passages.

WORD MATCHING

Next, the question was asked, "'How successful are bilinguals in
responding to the meta -of printed words?" Subjects were given the
list of words they had recognized and pronounced earlier and were
asked to say each word and then demonstrate its meaning by using the
word in a sentence. Responses were tape recorded. An examination of
these responses led to' the conclusion that thee were no significant
differences when compared with those of die English monoglots.

Next, words like run, heavy, and broke were used in sentences where
each of the three words had more than one connotation. The sentences
were arranged in order from concrete to abstract. For example:

The man carries a heavy load on his back.
The man carries a heavy load through life.
John and Paul run to the store.
It was the usual run of the mill.
Lena broke the glass.
Bill broke the rule.

How did the subjects arrive at thetnglish meaning? Subjects translated
the English sentences in direct word cluster relationships into the
German languag4 applied German meaning from their stronger
backgrOund experiences, and transferred the German understanding
back to match the words in the English sentence. Translation in cluster
relationship in form of word matching is demonstrated in the following
example:

English Reading

German Translation'

German-
English Meaning

1

The man

Der Mann

2

carries

3

a heavy load

4

on his back.

triigt eine schwere Last auf seinem Ritcken.

The man carries a heavy load on his back.

Figure 1. Word Cluster Relationships
Although the German word order is incorrect. the German translation conveys adequate
understanding.
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The subjects seemed to assume that when the sentence means
something in German, it must also mean the same in English. They
generally agreed that it could not mean anything else. Could it be that the
stronger language controls thinking? When asked why they had
translated the English words The man together, subjects replied that it is
Der Munn and not "die" or "das" Mann. The German language makes a
grammatical distinction, rather than a natural distinction, for the
genders. Similar comments were made for cluster relationships 3 and 4.

WORDS THAT DO NOT MATCH

While the English to German to English translations had worked
successfully with the concrete samples, the same procedures did not
work when applied to sentences with abstract connotations. In The
man carries a heavy load through life," the subjects were obviously
dissatisfied with the outcome of their efforts and said: It doesn't sound
right," "Das sagt man nicht so" (one doesn't say this in German), that is
what I don't know in school." Some asked, "Why would a man always
carry a heavy load through life? What would he carry? He is not the man
in the, moonor is he?" These questions indicated that concrete rather
than abstraLt Lunnotations were applied. Similar attempts were
observed in the run of the mill, which in German is not das Rennen der
Miihle. Perhaps, it is at this point where the transfer of meaning from the
stronger into the weakerianguage ends. The mill in German does not run
but clatters (that is klappern ), and in English, the mill does not clatter
but run.

In an effort to match word for word, sentences with concrete
connotations were correctly translated via German back to English
because the German background was identical to the English message
conveyed in the sentences. But in sentences with abstract connotations,
verbatim translations did not produce understanding of the English
sentences.

WORD MANIPULATION

When further sentences with abstract connotations were examined,
students resorted to manipulating words in order to attain meaning.

In the examples, The voters registered n heavy vote, Joe broke the
bank at Monte Carlo, Old Mr. Brown was a man who often flew off the
handle (3), and Susi turned the tables on her sisters, the English words
were translated one by one only Co find that, when put together, the
sentences lacked German meaning. In their given order, German word
matching did not produce understanding by saying, Die IA/Uhler
verzeichneten eine schwere Wahlstimme, Joseph brach die Bank von
Monte Carlo, Ein alter Herr Braun war ein Mann der oft wegward den
Stiel, and Susi drehte die Tische um ihre Sch western?
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When the subjects were questioned about the meaning they had
given to the English words and how they make sense within the whole
sentences, subjects manipulated words to make sense. Thus, Susi places
the tables at the side where the sisters are sitting, or places the tables
closer to the sisters. The German translation of on as um may hint at word
manipulaft9n to establish meaning forcefully by moving the tables
around the sisters. When questioned about the phrase, "flew off the
handle," explanations were offered that handle in English means
Henkel or Stiel in German and flew is flog which, so it was agreed, did
not make sense in German and therefore was changed to wegwarf which
in English is threw away. Then, so it was argued, the English sentence
makes sense after all: "Herr Braun warf oft die Stiele weg." For
justification, an additional .explanation was offered that, perhaps, old
Mr. Brown did not like handles or, maybe particular kinds of handles.
The ginderstanding of the English phrase, broke the bank, was thought to
mean that Joseph apparently brach ein in die Bank, that is, entered the
bank with the added explanation that he wanted to take or steal the
money or to rob the bank. But one subject volunteered that Joseph did not
hold up the bank.

How did the bilinguals arrive at comprehensiorof the .English
language? When the same language operations as descned in Figure 1
were applied to the above sentences, the subjects hesitated, sometimes
abandoned cluster translation, examined single words, and reexamined
German meanings. As a result of this, German words were manipulated
to accommodate better German understanding, which was then
transferred to fit the English sentence. Figure 2 tries to demonstrate the
English-German-English language word meaning manipulation.

English Reading

German Translation

Meaning Manipulation

Changed German-
English Meaning

Joe

2

broke e 3bank

4

at Monte Carlo.

Joseph brach die Bank von Monte Carlo.

brachlein in

Joe brokelintol the bank at Monte Carlo.

Figure 2. Word Cluster Relationships

In the completed manipulation, the rootword brach (German), and
broke (English) has been maintained in both languages to which, in
German, the separable prefix ein and the preposition in have been
added, resulting in the new English word into. Relating the new
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meaning structured through German language manipulations to the
given English sentence, the sentence would convey Joe's intent to rob
the bank which differed markedly from the original English sentence.

It can be concluded, from the results of these samples, that the
subjects translated a word or word cluster from English into German,
then associated German meaning experiences and, lacking sufficient
English language experience, accepted the German version instead. Did
they actually try to tailor the weaker language background through
meaning manipulation derived from the stronger language background?
How were these students able to get into higher grades? Perhaps the

(1requirements in the lower grades were within heir limited English
language power and maybe they had benefitte from frequent and

'repetitious seat work. However, when the subjects reached the upper
elementary grades, the traditional textbooks written for monoglots of the
Anglo-Canadian and Anglo-American cultures` became too difficult;
even too difficult, perhaps, for some of the German speaking parents to
help their children. As. for the teachers, they were unilingu-al and had
little or no awareness of the multilingual mixture in the classrooms in
which traditional lesson plans were taught "as if all the students were
profiting from the lesson" (12)-

THERAPY RECOMMENDATIONS

Instead of making teachers the disseminators of interminable
unilingual monologues, which bilinguals may not always be able to
follow and understand, teacher education should train teach4rs to learn
to listen to the bilingual student, talk with him, and obserie how he
learns (4). In such learning-centered situations, the bilingual is given the
fullest opportunity to act upon the materials to be assiinilated and
accommodated for learning and, when supported by independent
questioning, this will strengthen the weaker language background
experiences. It is hoped that teachers will then begin to understand how
bilinguals learn and how' to broaden and deepen the intellectual
horizons of bilinguals beyond the limits of their own language and
culture by seeking and making available many and varied purposeful
opportunities for them to grow into tiJ national language, until this
language becomes their own (9). This process may be managed more
effectively if the teacher organises each activity in terms of:
1) preparation, 2) direction, 3) discussion, and 4) application.

IMPLEMENTING THE STEPS

Preparation. The bilingual is exposed to the main ideas of the new
reading-learning experience. A question like, "What do you know about
it?" will start exploration of background experiences as well as of
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meaning resources in the weaker language. Auditory discrimination is
activated by clear enunciation leading to imitation of the correct
soundgestalt of words.

During background explorations, new words are introduced orally
and written on the chalkboard for visual inspetion. Meaning is
established from context, through listening and discussing with other
monoglots, or, as a last resort, through explanation by the teacher. The
time allowed for thinking must be generous. Bilinguals should be
encouragedp make comparisons with the stronger language as long and
as often as they feel the need. This sets the purpose for reading. It is
difficult even for monoglots to develop the habit of setting a clearly
defined purpo e and efficient teacher questioning is a necessary
prerequisite in accomplishing this goal (8). This is particularly
important for the bilingual because it helps him to build syntactical and
grammatical facilities in the weaker language.

Direction. Through the learner-centered activities in preparation,
the bilingual's weaker language has been directed toward the assigned
silent reading task. Silent reading receives encouragement from within
the reader betause he has reached equilibrium through assimilation of
meanings already known and learned. In addition, teacher obser-
vation during silent reading will give the student assurance that
help will be available should unforeseen comprehension uncertainties
arise. Individual help at such times provides opportunities for the
teacher to spot obstructing and distracting reading symptordS.

Discussion? Tile bilingual is challenged to use the weaker language
to its fullest extent by discussing orally what he has read silently. To
encourage vocal expression, fact, vocabulary, and inference questions
are recommended. For example: "What did Joe do?" (fact question);
"What is the meaning of the phrase 'run of the mill' as used in this
sentence?" vocabulary question); and "What would you have done if
you had been in Bill's place?" (inference question). This kind of
queStioning guides the reader from literal to critical reading. In seeking
answers to questions when correct recall fails, oral rereading for specific
purposes is employed. Purposeful oral rereading serves to reinforce the
weaker language. It provides an opportunity for verifying doubtful or
incorrect answers and recovering forgotten or overlooked words,
phrases, idiomatic expressions, and other information. At this point,
unilingual teachers should restrain themselves from simply supplying
answers and rushing the students. Instead, the teachers need to learn
that the bilinguals depend upon their support to grow in the weaker
language through their own efforts rather than being forced from
without.
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Application. Any difficulties- that have been experienced in the
foregoing steps should be explored further with help from the teacher or
from a competent unilingual student tutor. Help should be directed
primarily toward widening background experiences in the weaker
language. Expanding and refining the weaker language must be
regarded as the primary activity. Word recognition and comprehension
skills become secondary; nevertheless, they must supplement the
primary activities. H6wever, secondary activities must not be taught in
isolated drill fashion, for this may not only hinder and interfere with, but
also positively destroy healthy inner growth of the weaker language.
CONCLUSION

This study suggests that bilinguals may be unjustifiably hindered in
their reading progress by monocultural and monolinguistic oriented
school systems. Other bilingual studies have expressed similar concerns
(6, 7). It is proposed that bilinguals should not only be helped to survive
among monoglots but encouraged to grow in the weaker language and
make it their own. To assist in reaching this goal, the study
rec4Jrnmended basic reading-learning principles, outlined in four steps,
for- the use of unilingual teachers in unilingual classroom instruction. It
is hoped that this study will stimulate further research on how to
improve reading instruction for bilinguals in monocultural and
monolingual societies.
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Outcomes of Visual Perceptual Training

George D. Spache
Spache Educational Consultants
Sarasota, Florida
United States of America

0,

Since this is to be a brief presentation of a complex area, perhaps it would
be wise to begin with definitions. Classically, in some textbooks, visual
perception is defined as the stimulation of the sensory organ plus the
resulting action. Others consider perception the interpretation of
sensory data from past experiences. Those who construct tests in this
area apparently have their own definitions drawn from the labels on the
tests they create. For example, in the Nnited States there are now
available 83 tests of a single visual perceptual type of behavior and 21
multiple test batteries. If we take the labels of. the various tests at face
value, there are apparently dozens of components of visual perception.

Another approach to defining visual perception is present in the use
of -factor analysis. In this technique, a large number of tests are
administered and the results intercorrelated. In this fashion, tests which
havecommon elements, and presumably the basic components of visual
perception, can be identified. One such factor analysis of some 35 tests
identified in the mind of the author what she considered to be 5 major
components. These were motor planning and eye hand relations, form
constancy and space relations, hyperactivity and distractibility, lateral
awareness of girlies of the body, and figure ground discrimination. It is
apparent that this study included not only what might be considered
measures of visual perception but also interferences with visual
perception. Thus, the results are a little clouded.

Another factor analysis identified 6 major elements of visual
perception as organization of movements in space, ocular control,
dynamic balance, rhythmic writing and postural stability, form
percepetion, and motor planning and control. Interestingly enough, this
factor analysis of a popular multiple test battery grouped and labeled the
test differently than the original author. The problem in interpreting
these factor analyses is that they can yield no more information than is
put into the computer. In other words, we cannot assume that because a
large number of tests are studied in this fashion, the entire area of visual
perception is necessarily included. Therefore, the results do not really
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tell us what visual perception is, but merely indicate what relationships
there are among the few tests the authors chose to analyze.

Another way of attempting to define visual perception is to look at
the major types of tests which are now being sold under this label. One
such major type may be called the Part-Whole Test. This usually
includes matching parts to a whole or recognizing that pictured parts of
In object belong to a whole. The test may take the form of simply
manipulating cutouts or of attempting to draw the missing parts when
an incomplete drawing is present. A second very popular type of visual
perception test is that in visual memory for designs. As its name implies,
this test usually requires the child to reproduce a geometric shape or
form. Among the tests which use this approach are Bender Gestalt,
Benton Visual Retention, Graham-Kendall Memory for Designs, Beery,
Minnesota Percepto-Diagnostic, and Winter Haven Perceptual
Achievement Forms. All of these tests are in wide use in the United
States. However, the measurement of visual memory for design in this
fashion raises doubts in some minds. Most of these tests were originally
built to detect brain damage in persons much older than the school
children to which the tests are now being applied. Most of the tests are
seriously influenced by intelligence, short term memory, and various
methods of administration. Yet, for the most part, the authors of these
tests ignore these possible influences and consider their tests adequate
measures of visual perception in toto. A third type of test, figure ground,
isi one in which the individual attempts to recognize a drawing or a
picture which is embedded in a confusing background. There are at least
eight different ways of measuring figure ground discrimination
employing marbles, intersecting figures, simple geometric forms, and
pictures embedded in a highly structured background. No one has tried
to find out which one of these is the best measure and few of the tests
have really been validated as highly predictive of reading success. A
fourth type is that of form discrimination, perhaps second only ,to the
visual memory for designs in its popularity. This approach usually
involves tasks of matching various geometric shapes eithereisually or
by cutouts. In some quarters, it is widely and uncritically accepted that
performance in this type of test is highly related to early success in
reading.

Another type of visual perception test is labeled form constancy.
Here the task is that of recognizing a form or a shape despite rotations or
reversals of the form.

These are only the five major types of visual perception tests and
there are many others available. Critics of these approaches to the
measurement of visual perception have pointed out that many of the
tests have low predictive value, are unclear in their intercorrelations and
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overlap with other tests, and are almost irrelevant to an attempt to
diagnose a beginning reader's needs. Other critics point out that the tests
are often based on a post hoc ergo propter hoc reasoning. That is, if a
child is poor in one of these tests in visual perception in the third grade,
it explains his reading failures in first and second grades. There is also a
strong tendency toward loose interpretation of correlations of the tests
with reading achievement. Authors often accept statistically significant
but minute correlations with reading as indications of validity of the test.
For example, Thurstone's Identical Forms Test was used in the first
grade studies and yielded correlations from .27 to .40 with paragraph
meaning at the end of the first grade. While these correlations are
probably statistically significant, they mean that the ability to match
forms as it is measured in this test accounted for between 7 and 16
percent of the variance in reading success. In other words, 84 to 93
percent of what determines reading success in the first grade has nothing
to do with this kind of measurement. But many of the test makers use
data of this quality to justify their pecIliar definitions of visual
perception

By this time, perhaps some readers are expecting a definition of
visual perception. I do not believe we are ready to define it in terms of the
available data. We do not know what all the components or elements of
visual perception are as a result of the test labels, factor analyses, or the
claims of the test authors. If this discussion leaves you confused as to
exactly what visual perception is, this was my intention. It is not certain
that we know what visual perception is as it functions in early reading
nor whetter it is worth our time to use the various tests and other
instruments which are being offered.

To reinforce this impression of confusion in the field, let us bite some
of the results of the studies of the significance of various well-known
perception tests for early reading. The author has collected 38
correlations of the Frostig battery with measures of reading
achievement. Of these 38 correlations, 15 are statistically insignificant
and, thus, useless for prediction. Only 7 of these 38 correlations achieve
a level indicating a moderate relationship that is .40 to .60, and none
reach the marked relationship level, above .60. As for the total score on
the Frostig of the 8 correlations with reading only one reaches the upper
range of usefulness. To injerpret these correlations from another view,
the total scores in this battery claiming to measure five aspects of visual
perception account for from 10 to 38 percent of the variance in reading
scores, while any of the subtests account for anywhere from 0 to 30
percent in the variance in reading. In other words, neither the subtests of
this very popular battery nor the total score are very useful in predicting
early reading success.

SPA CHE 451

4



The author has made a similar collection of the predictive studies
using the Bender Gestalt. In predicting readiness for reading of 11
correlations of the Bender with such a test, 3 are very low, 4 are
moderate, and 4 are relatively high correlations. In predicting reading
achievement of 22 correlagons, 10 are very low, 8 are moderate, and only
4 are high. In other words, this very popular tool of American and
European psychologists tends to show very. weak relationships with
reading achievement, and only slightly better relationships with
readiness. Moreover, the interpretation of the relevance of this test to
reading achievement is clouded by the fact that the Bender is considered
by some to be a measure of intelligence, by others, a measure of
personality adjustment, an instrument for detecting probably brain
damage, and a measure of ego strength. When a test has this many.
meanings for its various users, how do we interpret its relevance to
visual perception and early reading success? We could go on citing other
collections of data on the remaining popular tests of visual perception,
but the implications would be very similar. Those that have desirable
reliabilities often have apparently no relationship to reading or
readiness success, as in the case of the Benton Visual Retention. ,Some
tests, such as the de Hirsch Predictive Index, were constructed under
peculiar, circumstances in very small groups and their results
generalized elsewhere without ample statistical support. Many make no
attempt to control the influence of intelligence, of the speed of the
child's reaction or the effects of the timing in the test, or the memory
factor in trying to recall the matter of the test.

TRAINING PROGRAMS

But the title of this discussion is "Outcomes of Visual Perception
Training"not really a discussion of what visual perception is or what
is wrong with the tests in this area. I have deliberately delayed in
beginning a discussion of training programs to give a set toward
interpreting their results. When the field is so poorly defined, and when
the instruments used in the field are of such dubious quality, we can well
imagine that the follow-up training programs would be difficult to
interpret.

However, let us describe the various types of visual perceptual
training programs now current in both America and Europe. As you will
note, there is a very loose use of terms to describe the training, with evety
trainer seeming to have his. own concepts and his own. labels for the
activities he describes. Another interesting aspect of many of these
traini'iig programs-is that we find 8 or 9 types of activities prescribed on
the basiOof a solitary measure of visual perception such as form
discrimination. In' other words, it is not easy to understand exactly. how
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these complex training programs are related to the diagnosis obtainable
from many of the current tests in visual perception. But we will proceed
with describing them in any event. Basically, the activities offered in
such training programs fall into five major types:

BUOY SCHEMA

Body schema implies knowledge of the body and its parts and
control of its functions. It is also called training in self-concept, motor
planning, mobilization, and body image. Among the variety of activities
usually offered are jointed dolls, rhythmic movements to music,
movement games, rope skipping, and limitation of movements of
another person.

BALANCE

This type of program is concerned with the control of the body and
its parts. It is often called training in laterality, directionality, postural
flexibility, or movement training. Usually the program includes such
items as the walking beam, a walking obstacle course, stepping games,
the balance disc, and the trampoline.

HAND EYE COORDINATION

This program implies the integration of visual information with the
motoric responses of the hand. It is sometimes called perceptual-motor
match or organization of movements in space. Training in this particular
type of program usually involves templates, chalkboard exercises,
coloring, cutting, pasting, bean bags, ball throwing, ring toss, rhythm
bands, bead stringing, and paper and pencil activities in tracing and dot
patterns.

OCULAR CQNTROL

The purpose of this training is to enable the child to develop
controlled effective movements of the eye. It is also called training in
distance, size, and shape in space. The techniques usually include the
Marsden Swinging Ball, fingerplay, straight line and rotary pursuit tasks
with flashlights, and use of walking beam while fixating on a wall target.

FORM PERCEPTION

This program obviously stresses the recognition of visual shapes and
symbols. Training may be conducted on a three dimensional or a two
dimensional level. It may include such three dimensional activities as
those involving puzzles, peg boards, parquetry, mosaic tiles, and block
designs. The two dimensional level may include paper and pencil tasks
in tracing, reproducing, matching forms, desk plates, or drawing.
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A few program director's include activities in the area of visual
memory, visual rhythm and sequencing, and temporal and auditory
sequencing. In fact, the breadth of activities may well expand to include
dealing with the learning modalities of the child; i.e., the training is
focused on the proposed channel appropriate for the child's learning,
whether this be visual, auditory, tactile, or kinesthetic. The breadth of
activities in visual perception training, often followed after a single test
of form discrimination or memory for design, are certainly a testimony to
the creativity or imagination of program directors. It is difficult for some
of us to see how the diagnosis really indicates this multiplicity of needs
for children who are presumably handicapped in the area of visual
perception.

To guide us in such programs, there has been a flood of guides,
syllabi, and commercial kits available in the general market. These are
being contributed by physical educators, psychologists, optometrists,
kindergarten-nursery groups, and many others. These types of
specialists have their own concepts of visual perception and desirable
training programs and it is quite interesting to make comparisons among
them. In addition, there are a number of esoteric programs which are not
as widely known or used as those that are so readily available through
the commercial market. For example, there is the Delacato program
based on an irrelevant theory of cerebral dominance. The Delacato
training is an attempt to produce complete sidedness in an individual by
creeping, crawling, walking, and sleep posture training. According to its
author, this program is a definite cure for most language and reading
difficulties, particularly -those in the perceptual area.

Another approach is the Orthomolecular treatment program which
consists of massive doses of vitamins and minerals and a high protein,
low carbohydrate diet. Presumably, this medication (if you can call it
such) will produce the desired results of success in early reading with
children who have "perceptual problems." Those who promote this
medical approach, however, do not use the amphetamines or the
tranquilizers that so many medical people are offering for these same
reasons. Perhaps, because of the diversity of training activities available,
we also see many combinations of programs involving visual
coordination, gross and fine motor skills, plus various types of auditory
training.

The American optometrists also have entered the field in offering
their visual training program to improve binocular coordination, the
accomodation convergence function, the accuracy of fixation, and other
such visual functions.

In a field as diverse as this, we might well expect that results from
training programs would show extreme variations from completely
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negative to various degrees of positiveness. Many of those conducting
visual perception training programs really have not attempted to

'determine the effects upon reading but are satisfied if they produce gains
in a retest of visual perception. We have reviewed some 28 programs of
this type. Of these, 15 produced gains in the perceptual test as they had
hoped to; 7 did not. The remainder did not even retest to determine
whether there were gains in visual perception. Of these that evaluated
the effects on readiness, 9 were negative and only I was positive. Of the
14 programs testing for effects on reading, all were negative. Most of
these 28 programs emphasized the visual motor training or form
perception types of activities, including those we have previously
described under the rubrics oftbody schema, ocular control, eye-hand
coordination, and balance.

Another group of seven studies emphasizing the visual discrim-
ination of forms, letters, and words were reasonably successful. Some
would generalize from this particular group of studies that it is more
profitable to employ training materials which closely resemble the
matter ordinarily obtained in the, act of reading. Another group of 11
studies also stressing the visual motor programs, however, were largely
successful in improving readiness or reading achievement. Another
reviewer sites 11 studies selected from the literature because of the
quality of the research and finds 5 of these positive in effects upon
reading, 5 negative, and 1 completely inconclusive. It might be noted
that his 5 studies resulting in negative results dealt with children of
normal reading ability of middle-class socioeconomic status, while 3 of
the 5 positive studies dealt with children of low socioeconomic status or
retarded readers. Perhaps these results are telling us that perceptual
training is related to reading improvement only among those children
whose preschool experiences have been very limited or those children
likely .to have difficulty in early reading programs. It may be that such
training is relatively pointless for the brighter, middle-class children or
those who would normally succeed in our beginning reading programs.

In addition to these studies which emphasize the visual motor type
of program, we have collected 18 studies on the Frostig program. This is
a commercial program emphasizing training in the five areas sampled in
the subtests of the Frostig battery. 4,36 out of 8 of these studies in which a
retest was made on the Frostig battery, there were gains in that
performance. But in readiness, 7 out of the 10 programs employing the
Frostig materials achieved no improvements and in 9 out of 19 studies,
there were no effects upon reading achievement. There is additional
evidence, however, that in those studies which were seemingly
successful in producing gains on a retest in perception, the gains were
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only temporary and no greater than would normally have occurred as a
matter of maturation.

We have no explanation for the fact that the visual motor programs,
as they may be called, produce success in about one out of every two
studies. There are hints iri the data that perhaps the effect of the visual
motor type program is greatest among lower-class, lower socioeconomic
children and it is relatively irrelevant for readiness or reading
achievement among middle-class children. There is also strong
evidence here that the use of commercial programs that have not had
careful field studies and validation seems quite pointless.

My own experiences have been successful in using chalkboard and
seat work exercises, in place of reading instruction', for hand-eye
coordination among low socioeconomic children. In this study, the
children were given from two to six months of such training, without
that Arne amount of reading instruction. The 34 experimental classes
equalled the reading achievement of the controls who were directly
introduced to the basal reading program. Obviously, the substitution of
this specific kind of training did not prevent normal reading
achievement. In contrast, the experimental children in the lowest
quarter of intelligence for the entire group and the black children in
these classes exceeded the reading achievement of comparable low
ability control pupils or the white experimental pupils. In other words,
the training was decidedly profitable for low ability, low socioeconomic,
and black children. It was not as profitable for low socioeconomic white
children, and of little value for middle-class children, white or black.

There are those who would question whether visual perception, as it
is currently being identified, really has anything to do with early reading
achievement to any appreciable degree. The contradictory results in
many studies certainly would give rise to such a question. Let us return
then to the major types of training currently being offered, presumably to
improve visual perception and reading achievement. Can we see any
obvious relationships between these types of activities and the child's
efforts in learningto read? We might say that the body schema and the
balance exercises would be profitable in terms of teaching the child
directionality, orienting him to the parts of his body and, in a sense,
`giving him orientation to objects in space. Whether this is related to
reading achievement is still highly questionable.

The third type of major activity, hand-eye coordination, has obvious
relationships to handwriting, to letter formation, and to letter and word
discrimination or recognition. Unless children can form letters
consistently, we can hardly expect them to recognize letters and words
consistently. It is true that- some children with very poor hand-eye
coordination do learn to read quite well. But, in general, children who
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are handicapped in hand-eye coordination show these difficulties in
handwriting, letter formation, and letter and word recognition. Thus.
there may be some direct relevance to reading achievement in this type
of trainir6.

Ocular control or the ability to maintain fixation. or to put it more
simply. to direct one's eyes where one wishes, is certainly related to the
mechanical aspects of reading. For example, one study showed that over
50 percen't of kindergarten children could not sufficiently control their
eyes to look at a series of dots successively and repeatedly. In other
words,they could not coordinate well enough to perform the basic act of
fixating ,on a line making the sweep to the next fixation, and so on and
repeating the return sweep to the next line. Ocular control activities dei
tend to promote development of this mechanical control and probably
will show direct relationship to reading achievement for those children
who need such training

The last of the five types of training programs, emphasizing form
perception, is perhaps the most popular of all. This usually takes the
form of matching, reproducing, and arranging geometric forms. The
research, however, seems to indicate that if this form discrimination
were practiced with letters and words the results might be more closely
related to reading achievement. Hence, in the present form, most
programs emphasizing form perception are not very relevant to reading
Success. In some reports. several of these types of activities are given to a
group of children in the expectation that this sort of shotgun treatment
will result in greater scores on a readiness test or better performances on
a reading test. If our deduction about the relevance of these various types
of training are correct, it is not surprising that the results in these
multitype training programs vary considerably from one study to the
next.

/
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La Prediction de l'Apprentissage de la Lecture
et Sensible a l'Action Pedagogique

Andre Inizon
Leritri. Natintial
He uniont 1.rafi( f'

Les travaux relatifs a l'apprentissage de la lecture, a sa preparation et a
ses avatars ait tour a tour mis l'accent sur les particularites
psychologiques des enfants et sur les Institutions caracterisees dans leur
ensemble (les, methodes, les families, les societes). Fidele au cadre
scolaire, nous nous appliquons depuis une decennie a saisir les faits en
direct et en Bros -plan, observant individuellement des ecoliers a leur
poste de travail.

Presentons quelques resultats:
1. Le premier sera relatif a lo notion de validite des tests predictifs

Auteur du premier instrument francais de cette sorte, la Batterie
Predictive de l'apprentissage de la lecture, j'ai eu evidemment, a me
preoccuper de cas pourAesquels la prediction ne se realisait pas. Bien
qu ils redutSaient de la validite du test, ces cas n'etaient pas pour me
deplaire car ils accreditaient notre conception de ('aptitude a apprendre
a lire dont nous ne faisons pas une donne congenitale et organique.
Quand nous cherchons a evaluer chez un enfant de sans son aptitude a
apprendre a lire nous nous limitons a caracteriser a un certain moment,
un ensemble d'habiletes psychologiques repertoriees non pas avec
exhaustivite mais avec clarte et qui, chez, cet enfant candidat
l'appreotissage de la lecture fera que la tAche sera plus ou moms facile.

Nous considerons done surtout ('aptitude comme un effet du vecu de
('enfant or, un enfant de 5 ans a déjà heaucoup vecu et s'est trouve selon
urre variabilite inouie plus ou moms heureusement sollicite par son
entourage. plus ou moms beneficiaire d'experiences educatives. Dans

rcette perspective it est facile d'admettre qu'une variation soudaine et
importante des conditions de vie de cet enfant pourra invalider la
prediction.

- Bien entendu cette conception est source de liberte et valoilse
Faction pedagogique: puisque la prediction peut mentir, lachons de
faire mentir les maovaises predictions. Faut-i I ajouter que lorsque notre

'Batterie Predictive ne sert qu'a determiner ('orientation d'un enfant, par
exemple on maintien en grande section de Maternelle nu, tout au
contraire son passage precole en premiere armee (CP) ou encore son
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admisSion dans une classe speciale, l'instrument et la methode des tests
dont il se reclame, sont trahis. Si un test aide a definir et a comprendre
unekituation personnelle d'ecolier, il vaut finalement par les
suggeOtons favorables a son evolution qu'il apporte.

Aussi, la necessite de mieux saisir l'action pedagogique vecue par
l'ecolier jour apres jour s'est imposee a nous. Cela nous a conduit dans
les classes de premiere armee, pendant leur fonctionement banal, afin
d'observer tel et tel ecoliers en train d'apprendre a lire.

Par chance nous avons degage un facteur puisamment explicatif du
devenir des predictions et que nous designais par le Sigle ALPECLE, en
frangais: activite laborieuse personnelle de Pecolier en contact visuel
avec la langue.ecrite. Plusieurs relations ont ete solidement etablies:
1PALPECLE varie entre les eleves d'une meme classe, tnais bien
davantage d'une classe a l'autre, d'un maitre a l'autre, tant et si biers
qu'on peut faire de tette ALPECLE une estimation, un indice
caracteristique de toute action pedagogique.. .

2une forte correlation s'est revelee entre PALPECLE moyenne de chaque
classe et la rentabilite de cette classe evalu en fonction des
acquisitions des eleves rapportees a leurs possib tes de deparer.
3enfin 1'ALPECLE rend compte de la plus ou moms grande validite des
predictions. Si on oppose les classes en deux g.oupes selon leur
rentabilite, on constate que la validite des predictions est beaucoup plus
elevee dans les classes a forte rentabilite (qui sont aussi, rappelons-le, les
classes a forte ALPECLE moyenne). Ainsi, il y a des classes ou

efrq.cti9uement toutes les predictions se realisent sauf les mauvaises et
d'autres oft seules les mauvaises predictions se realisent, toute
prediction etant derneuree ignoree des maitres.

Parce que trop souvent m ntenue dans la penurie, l'action scolaire
est loin d'avoir revele a tou .possibilites de reduction des carences
psychologiques constituee les rrianques de stimulation educative
familiale. Ne retenais que l'optimisme qui se degage de cette
demonstration de la puissance potentielle de Pecole fondamentale.

2. Notre deuxieme resultat porte ):itteinte a la notion courante de
dyslexie
De notre population d'experiece forte de 300 enfants de premiere

annee, nous avons degage les cas de contradiction les plus flagrants
'entre la prediction de l'apprentissage de la lecture et sa realisation.
un groupe de'14 ecoliers etait stitue par ceux qui avaient tout pour
reussir et pourtarit n'ont pas re 'Otaient tous ceux et exclusivement
ceux qui au depart presentaient a a fois unlge mental superieur de plus
de trois mois a Page reel ainsi que le degre de prediction de
rapprentissage de la lecture le plus favorable, et qui cependant en fin

, .
. .
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d'annee n'atteignaient pas a notre epreuve de controle (Batterie de
Lecture) le score de 38 pts critere du "savoir tout juste lire." Déjà, la
plupart de ces enfants passaient alas pour dyslexiques.
A ]'oppose, ceux qui n'avaient rien pour reussir et qui pourtant
atteignaient les fameux 38 pts en fin d'annee, au nornbre de 13, ils
presentaient au depart un age mental inferieur a l'Age reel de plus de
trois mois et leur score a la.Batterie Predictive laissait prevoir l'echec de
l'apprentissage de la lecture.

Eh bien! Les eleves du premier groupe dune part, et ceux du.
deuxierne groupe d'atitre part n'appartenaient pas aux memes classes les
premiers etaient elevqs de classes a faible ALPECLE moyenne et les
seconds eleves de classes a forte ALPECLE moyenne. Ajoutons que nous
n'avions depiste chez les premiers aucun deficit electif commun A partir
de leurs resultats partiels A -la Batterie Predictive, aucun "germe de
dyslexie" en quelque sorte.

Ainsi, l'appartenance A la classe frequent6eeffet du hasardavait
grandement decide des acquisitions de cheque eleve et permettait
d'expliquer la reussite imprevue des uns comme l'echec inattendu des
autres. Par contre ]'explication habituelle par l'heredite, dedaigneuse de
.]'exploration fine de ]'action pedagogique vecue par ]'enfant, et qui
projette dans son lointain passé devenu inaccessible la cause de son
echec present apparait plus aventureuse que jamais.

On a trop dit que l'ecole, de toute fawn, nepeut qu'arriver trop tard.
C'est encore une conclusion optimiste.

3. Le dernier resultat que nous presenterons interesse la didactique de
I'apprentissage de to lecture.
Puisque I'ALPECLE constitue une estimation de la rentabilite a venir

de la classe, tout accroissement de cette ALPECLE pourra etre considers
coming- aduisant un meilleur investissement pedagogique. Cela
revient A hercher ce qui determine I'ALPECLE.

Pour y parvenir nous avons tents de degager les faits didactiques
communs aux classes a forte ALPECLE, opposes aux classes a faible
ALPECLE. Ainsi ont ete elaborees les recommendations suivantes. dont
Pobjectif lointain nest autre que de faire mentir 'les mauvaises
predictions:

* la querelle des methodes, opposes traditionnellement au nom de
leur adequation aux processus psychologiques qui seraient devenus
fonctionnels chez les eleves, est tout a fait vaine: nos classes
extremement opposes du point de vuede la rentabilite se recIament de la
meme methode. La meme etiquette cautionne le meilleur et le pire.

* toute rencontre prematuree avec l'ecrit presente des risques. De
nombreux eleves de premiere armee remarquables par leur faible
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ALPECLE presentent des seqUelles des tentatives de pedagogisme de plus
en plus repandues dans-nos grannies sections de maternelle au seul profit
des qudlques enfants favorises d'avance, et dont le Principe est de faire
acquerir n'importe quoi a n'importe qui, n'importe quand. La langue
ecrite y jouit dune tel prestige que Pentrainement des enfants a
limitation, aux discrimination perceRtives, aux aCtivites rythmiques et
graphiques, a la comprehension a la prdtique et a l'analyse du langage
oral, a la representation montale et au passage gradue du figuratif
l'abstrait et de l'indice au sigue, tout cela pgur les autres, pour la plupart
des eleves est escamote. C'est que l'analyse de donnas familieres par
exemple d'enonces verbaux (oraux) et l'analyse de la transcription

straite (ecrite) de aces enonces correspondent a des niveaux de
eveloppement psyChologique tres nettement distincts. L'entrainement

au premier type d'analyse pate sans- doute developper Phabilete
exercer le second, maisde fort loin, au cours d'activites anterieurs d'un
an de plusieurs annees et non de quelques minutes. 4,

Developper l'aptitude a apprendre a lire n'est pas'apprendre a lire.
Les contenus des activites appropries ne se confonclent pass et un risque
gave reside dans l'introduction prematuree de fragments'd'ecrit dans
les materiels d'observation correspondent aux activites preparatives a
l'apPrentissage de la lecture.

* Meme si on a su preparer le moment de proposer l'observation de
fragments d'ecrit, une autre practique se revele redoutable: la profusion.
Consisderons les clefs deTapprentissage de la lecture. Ce ne sont pas les
lettres mais relation's (beauCoup plus nombreuses que les lettres)
entre phonemes et graphemes. L'importance de la parfaite connaissance
de ces clefs est evidente tant pour la maitrise 'de l'orthographe
phorietique que pour le dechiffrage en lecture.Avec is methode dite

naturelle" de plus en plus pratiquee en France, on ne peut concevoir
processus plus' intelligent pour assurer l'acquisition de ces clefs que
celui par lequel les eleves les degagent, tels des "invariants," A partir de
la confrontation et de l'analyse de fragments significants de langue
ecrite. Elles sont ce qui est "pareil" A la fois pour et pour l'oreille,
malgre les contextes differents, visuel; sonore, voire affectif.

Cependant, cette fawn de definir les clefs implique que se resolve
vite le flou initial qui caracterise toute perception enfantine, car il faut
craindre d'installer les enfants dans le flou. Or, c'est sq.uvent ce qui se
passe:ies accumulations quelconques etapproximatives de proposition
provoquent dans l'esprit des eleves une superposition d'images
syncretiques de mots d'oU aucune connaissance ndtte ne peut surgir.
Tent q'un enfant ne gait pas ecrire sans modele les mots qu'il Cherche
comparer et a analyser, il peut manipuler des etiquettes mais it ne peut,
operer, faute d'interiorisation de representation mentale des donnas.
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L'an4se est une activite mentale et ne saurait se reduire a l'usage des
ciseaux.

Plus je monde reel est riche et complexe (TV comprise) plus it
importe que l'ecole aide les enfants a filtrer, a structurer les info'rmations
chaotiques et informelles qui les assaillent.

Le plus necessaire des filtrages (le corpus de langue &rite destine a
l'apprentissage de la lecture ne peut etre que de volume tres reduit)
contredit la mode en faveur de l'occasionnel, de l'impregnation de la
profusion. La plupart des manuels le montrent bien: on profite de
l'apprentissage de la lecture pour envisages toutes sortes d'acquisitions
et en particulier pour enrichir le vocabulaire et la syntaxe, comme si
l'apprentissage de la lecture n'etait pas en soi assez di fficile et comme si
l'acquisition de' l'ecrit ne devait pas se fonder sur la pratique de l'oral.

En fait, seules certaines expressions des eleves les moins avances
peuvent sans risque servir a apprendre a lire a tous.

Sans doute quelques dizaines de mots ne sauraient suffire. a la
definition de toutes les relations phonemes-graphemes, mais exiger que
cliaque combinaison soit extraite par analyse et chaque syllabe etudiee
pour elle-meme, ,c'est negliger les possibilites d'extension que les
enfants presentent et les effets educatifs de leurs decouvertes.

* La brievete des mots de reference et leur sobriete d'ecriture et de
groupement tout comme leur ensemble reduit et leur origine tres
familiere pour tous, conditionnement l'appropriation et l'exploitation
du capital acquis en commun pour les eleves du merne collectif. Reste a
savoir si ce collectif se confond avec la classe entiere on correspond a
l'un des groupes au sein de la classe.

* La personnalisation de l'acti on pedagogique, qui. jouit partout d'un
prejuge favorable, demeure une illusion ou une esperance. Alas que les
maitres, comme tous les travailleurs, recherchent de meilleures
conditions de travail et repugnent a affronter la strategie de la conduite
simultanee de plusieurs groupes, l'homogeneite des ages reels constitue
la base du groupement des eleves par classe plus responsable de
l'accentuation des differences que de legalisation des chances. Ce sont
les eleves d'avance le plus evolues qui presentent les dures et les vaux
l'ALPECLE les plus eleves. Les "faibles" vegetent a leur ombre. Ce
processus conservateur a pour effet d'accroitre la validite .des
predictions, ce n'est pas une raison pour ne pas le denouncer.

Enfin, alas que les sequences d'ALPECLE ne depassent qu'exception-
nellement 2mn, et que la duree moyenne d'une sequence n'est que de
305, it importe de preferer aux seances de travail qui s'etalent de fawn
Monotone et hdmogene souvent sur plus d'une demie-heure une
pluralite ,d'activites coordaines et poursuivant le merne objectif, mais
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cependant tres variees: orales manipules ou graphiques, collectives ou
individuelles, incitant a l'immobi lite ou au mouvement.

La preparation psyehologique a l'apprentissage, les, filtrages des
corpus d'ecrit digues de servir a apprendre a lire, la solide memorisation
des mots, qui les constituent, l'organisation de leur traitement en vue de
la definition des clefs de la lecture par les enfants eux-mernes, la garante
du plein emploi des possibilites dynamiques de chacun, cos realites sont
autant de determLnants de i'ALPECLE ainsi que des facteurs de rentabilite
de l'action pedagogique scolaire. Elles soulignent l'anachronisrne de la
querelle des methodes encore fondee sur Popposition des processus.
analytique et synthetique.

Je voudrais terminer par un appel: it revient a notre Association
Internationale de constituer urie .commission qui serait chargee
d'elaborer une fiche signaletique dont les rubriques pourrajent
s'inspirer des criteres que nous venons d'evoquer. Les auteurs et les
editeurs de methodes seraient tenus de s'en servir pour definir apres
experimentation, leurs produits didactiques, chiffres contrales
l'appui. Les usagers pourraient alors mieux ajuster leur acts n aux
besoins changeants des eleves dont 'Hs ont la charge, A leur goutsa leur
competences.

Alas que dans les sciences dItes exactes,-fecondes-comme on sait, les
definitions sont depuis longtemps operatoires, objectives, precises et
coordonnes dans le domaine de Peducation, elles demeurent
descriptives, subjectives,- floues, et isolees. Nous savons combien les
premieres tentatives, relatives a l'aptitude.4 apprendre a lire et auk
degres successifs du "savoir lire" rencontrent 'de resistances farouches.
Ne ,nous decourageons pas; proclamons notre besoin de produits
pedagogiques et de moyens d'approche de l'action pedagogique qui
soientsle veritable outils de communication et de recherche.
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.Effects of Early Intervention Programs

Doris Roettger
Drake University
Des Moines, Iowa
United States of America

During the past decade, we have seen increased emphasis on early
childhood education in the United States. It has become axiomatic that
the early years in a child's life are a critical period of growth that
determines the potential for future development. According to Hunt (9),
children's encounters with their environment during this period should
be regulated to achieve a faster rate of intellectual development and a
higher level of intellectual capacity. Bloom (3) has suggested that 50
percent of the intelligence measured at the age of seventeen was
developed by the age of four and another 30 percent by the age of eight.
This emphasis on the critical role of early experiences hag contributed
significantly to the movement toward early intervention.

Since the early 1960s, much concern has been directed toward the
educational performance of minority and lower-class children. Coleman
(4) found that, as early as first grade, children from low,socioeconornic
backgrounds scored, significantly lower on most measures of school
achievement then children from higher socioeconomic backgrounds. He
observed that this gap widened as children moved through the grades.
There is a concensus that failure is almost inevitable for the many
children who come to school poorly prepared because of their
impoverished environment.

Much attention has been focused on language deprivation. Deutsch
(5) observed that children of low socioeconomic groups lack the
knowledge of context and of syntactical regularities which lead to
comprehension of language sequences. Bereiter and Engelman (1)
concluded that disadvantaged children master language which is
adequate for maintaining social relationships and which are satisfactory
for meeting their social and material needs; however, they do not master
the cognitive uses of language. Vhat is lacking is use of language used in
school to explain, to describe, to inquire, to analyze, and to compare.
One of the special weaknesses in language development of lower-class
children is the tendency to treat sentences as-a "giant word" which
cannot be taken apart and recombined. A second weakness, which may

Iffl
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be an outgrowth of the first, is the lack of use of structure words. The
prevalence of this so-called langudge deficiency has become one of the
bases for large scale intervention programs.

In this discussion of the effects of early intervention programs, the.
central question is: Can early intervention counteract the effects of
deprivation?" In answering this question; other questions must be
asked. "Is incidental learning or direct instruction more effective?"
"Should emphasis be on cognitive learning or should attention be given
to the development of the whole child?" "Should parents be involved in
early intervention programs?" Early intervention programs have
become varied and sometimes confusing. It's almost like' Alice's
response when the caterpiller asked, "Who are you?" Said Alice, "I
hardly know sir, just at present. At least I know who I was when I got up
this morning, but I think I must have been changed several times since
then."

4 In this paper I will describe various curriculum models for early
intervention programs, identify the critical variations among them, and
assess their effectiveness. Most preschools can be placed into one of the
following categories: structured cognitive, programed or academic
skills model, structured environment, and child-centered.

STRUCTURED COGNITIVE PROGRAMS

In the structured cognitive programs, the structure is derived from.
the programs' clearly stated goals for specific cognitive and language
development (17). The curriculum focuses on the underlying processes
of thinking and emphasizes that learning results from direct experience
and action by the child. The teacher has clear guidelines of how the
program is to' be organized. Teacher planned situations or activities
focus on improving oral language abilities, memory, concept formation,
and problem solving.

One of the earliest structured cognitive programs was the Early
Training,Project conducted by Gray and Klaus (6, 7). They attempted to
offset progressive retardation of black children lixiing in deprived
circumstances. Their intention was to make the intervention
developmental rather than remedial. The criteria for judging the
effectiveness of the program were performance scores on intelligence
tests and reading achievement tests. The experimenters set up four
groups of children: two experimental groups and one control group. One
experimental group had three summers of preschool and a second grOup
had two summers of preschool. The summer activities were planned
around two categories of variables: attitudes relating to achievement
(achievement motivation, persistence, interest in school-type activities)
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and aptitudes relating to achievement (perceptuaksieVelopment and the
development of concepts and language). Between the summer sessions,
a project teacher visited weekly the homes of both groups. One of the
purpoSes of the visits was to involve mother and child in activities
similar.to those of the summer. The control groups consisted of a local
group and a group in a nearby community. Both groups took all the tests
but had no intervention program.

Three years after the end of intervention, the two experimental
groups-remained significantly superior to the two control groups in their
performance on the Stanford Binet intelligence test. At the end of first
grade, the experimental children scored significantly higher than the
control children on the three reading subtests of the Metropolitan
Achievement Test, and at the end of second grade they were
significantly superior on the word knowledge and reading subtests.
While there was no significant difference between the experimental and
control groups at the end of fourth grade, there was a suggestion of
residual effect, since in six of seven comparisons the experimental group

.was superior. It is a remarkable achievement to have maintained an
impadt on the intellectual development through the seventh year of a
study and four years after formal intervention.

In the Ypsilanti, Early Education Project, three- and four-year-old
children attended a Piagetian cognitively oriented preschool for two
years (11, 17). Verbal stimulation and interaction, sociodramatic play,
and the learning of concepts were considered more important than
social behavior and other concerns of traditional nursery school
programs. The families of/these children received weekly home visits.
Parents were encouraged to participate in the instruction of their
children and to attend group meetings. A control group received no
special educational services. At the beginning of the program there was
no significant difference on Ahe Stanford Binet between the experi-
mental and control groups. When retested at the end of kinder-
garten, the experimental group scored significantly, higher, but by the
end of first grade the scores of the two groups were essentially the same.
However, the experimental group scored higher than the control group
on the California Achievement Test at the end of,the second and third
grades. In addition, elementary teachers rated the experimental group
higher than the control group in academic, social, and emotional
development.

PROGRAMED ACADEMIC SKILLS PROGRAMS
A more rigidly structured type of program is the programed or the

academic skills model. The most widely used program of this type isthat
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developed by Bereiter and Engleman (1), which is based on the premise
that culturally deprived children need direct training to overcome their
backwardness in skills necessary for later academic success. The area of
greatest deficiency is their useof formal language. The teacher directs all
activities and the children participate in highly structured, prescribed
activities.

STRUCTURED ENVIRONMENT PROGRAMS

A third approach to intervention is a structured environment best
exemplified by a Montessori curriculum. The program stresses that
"children must be in touch with reality through manual activity" (15). It
provides the children with self-directed and self-selected cognitive
activities. Control comes from the organization of the envil.oriment
rather than from the teacher as in a structured cognitive approach. The
teacher is a moderator between children and materials. Kohlberg (13)
found a significant increase in IQ scores in a year-long intervention
program using a Montessori curriculum.

CHILD CENTERED PROGRAMS

The bulk of traditional preschool programs found on college
campuses and in Headstart projects are child centered. These curricula
tend to focus on the development of the whole child. The hallmark of a
child centered curriculum is an open classroom where children are
encouraged to express t4'ir interests and help create their -own
environments. The teactier capitalizes on info al experiences for
learning. Consider Ie. attention is given to social adjustment and
emotional develo ept through imitation of adult roles (17).

Evaluation stu es of preschool intervention programs have
primarily compares a single program with a control group which has not
been involved, in the program. Such studies, even when they are
adequately designed, allow only the most tenuous comparisons between
programs because each program is evaluated by a 4ifferent experiment
and conducted in a different location with a different population and
with different examiners. There have been a few long ranged studies
which compared different types of preschool programs using experi-
mental procedures designed to maximize comparability of results.

COMPARISONS OF DIFFERENT KINDS OF PROGRAMS

The Ypsilanti Preschool Curriculum Demonstration Project was
established to study the effectiveness of three different kinds of
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programs (17). The programs selected were a cognitively oriented
Piagetian program, 'a language training program following the Bereiter
and Engelman Curriculum, and a unit based curriculum which
emphasized social-emotional goals. After the first year, the initial.
findings indicated no significant differences among the three curricula
on almost all measures. These measures included the Stanford Binet,
classroom observations, and ratings of children by teachers and
independent examiners. At the end of the second year, the results were
almost the same. By the third year of the study, while there were no
sig,nificant differences, the unit-based program was not matching the
record it had established during the first year. This was especially true
on the Stanford-Binet, which was the cognitive measure.

Karnes (12) compared the Karnes' Ameliorative program, which was
a structured cognitive program, with a Bereiter - Engelman program and a
traditional program with an emphasis on language development. The
participants were all lower-class children. In addition, a traditional
program with emphasis on psychosocial development was compared
with a traditional Montessori program. The performance of the children
in the Ameliorative and in the Bereiter-Engleman program was
significantly better than the performance of the children in the two
traditional programs and the Montessori group on the Stanford-Binet,
ITPA, and Metropolitan Readiness Test. A more recent review by Bissell
(2) of cognitive structured, academic skills and child-centered curricula
reaches, the same conclusion. Preschool programs with specific
emphasis on language development and with teacher-directed strategies
that provide structured activities fostering cognitive growth are more
effective in producing cognitive gains for disadvantaged children than
are programs lacking these characteristics.

Now let us turn our attention to Project Head Start, a major
government effort to provide comprehensive intervention for preschool
children. Head Start sought to bring about "greater social competence"
in disadvantaged children (18). Parents and community members have
been involved in planning and evaluation, and they are used as aides
and volunteers. Focusing on the development of the whole child, Head
Start has attempted to enhance a child's physical well being, his
self-concept, his motivation, and his emotional and intellectual
development.

Within federal guidelines, each Head Start site has established its
own program. Many projects have adopted a traditional nursery school
approach, emphasizing positive self-concept and social interaction.
However, many reflect considerable preoccupation with school
readiness, emphasizing that a child be able to speak in sentences, name
colors, know his address, and sort shapes.

468 Early Intervention Programs

4 71;



Standardized measures of perfortnance such as Krscores,
achieveinent tests, And checklists of skills have been widely used by
local sites for assessing. the effectiveness of Head Start programs.
However, evaluating the effect of the total program nationally has been
difficult'

and

of the wide variance in objectives, program delin-
eation, and evaluation procedures.

Currently, the Educational Testing Service is conducting a
longitudinal evaluation of Head 'Start children (16). The stud is
attempting to answer two questions: What are the components of early
education that are associated with cognitive; personal, and social
development of disadvantaged ,children? and What are the
environmental and background variables that moderate these
associations? The'population was identified prior to the collection of
data and is ,drawn nationally from four dispersed geographic regions:
Infarrnation is being gathered on the family, teacher, classroom,
community,- and child. The, emphasis lq on the parent/child and
teacher/child interactions, modes ofinforMation processing, influence
techniques, and reinforcement strategies. The ETS-study will follow the
same children for five years to determine the degree.tci which primary
grade curricula are congruent with, and capitalize on, what the child has
learned in Head Start. The first group of children were in Head Start in
1969-1970. The final testing should have been completed in'the spring of
1974

The preliminary findings are that 75 percent of the children eligible
for Head Start attended. It was also_ determined that these children'

'performed significantly less well on a variety of cognitive tasks than
those children who attended other preschools or no known preschool
prior to their enrollment in Head Start. The findings also indicated that
at the age of four the affectivedomain may not be highly differentiated.
There is, however, strong evidence foi differentiated Personal-social
characteristics. An important finding was that there was a-,carige of
variation in performance. Children from low income families exhibited a
widerange of cognitive, personal-social, and perceptual functioning.

In summarizing the studies, questions must be asked in assessing
early intervention programs: Does intervention contribute to success in
schoOl? How tasting are the results? 0'

objectives by ecifically ,defined for intervention ,programs and that
The discussed indica* that it is essential that goals and

day-to-day activities be centered on objectives. Evidence cited suggests
that structured programs (as oppasedto a traditional erp;ironinental
approach) can produce significant gains through, the third grade.

Within specific programs, instructional procedirres must-be adapted
to the needs of individual children. Programs must recognize the
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differences between children who make progress and those who do not.
Attention k sliould be directed to specific characteristics of programs, to
the children participating in them, and the interaction of the two. Hunt
(10) des ibes this as a proper match between a child's cognitive
develo ent level and specific learning tasks.

Alt too often, early intervention programs have been inadequately
evaluated. Although they are part of a major federal effort, many Head
Start programs have been poorly evaluated at the local level,Evaluation -
frequently has had a low priority at local sites, and the instruments used
have had low predictive validity (8). While each year's group is
evaluated, few lbng term studies have followed children through the
grades as a basis for making necessary modifications in the programs.

IQ scores have been used frequently as a criterion for assessing the
effectiveness of intervention. This appears to be inadequate. Lucco (14 )

suggests that upward shifts in IQ performance do not necessarily reflect
t,fie cognitive development required for abstract thinking.

Other aspects of early intervention programs may be questioned.
Programs seem to be designed to prepare children for success in schools
as they now exist. It seems unrealistic to expect gains to be maintained
unless necessary adjustments are made in the curricula of elementary
schools. ..

. .

In addition, children from birth through five years of age will spend a
relatively small amount of time in intervention programs. Thus, these
programs in themselves cannot totally offset the results'of deprivation.
Parents must become involved to change the home environment of the
child.

. The past decade has been the emergence of early-intervention
programs on a wide scale. The challenge of the cooping decade is the
refinement of these programs on the basis of the &Sults of evaluation.
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Adult Illiteracy in England and Wales

Margaret Bentovini
Adult Literacy Project
Liverpool I Iniversity Settlement
Liverpool, England
and
fenny Stevens
Literacy Project
Cambridge liouse
London, England

Illiteracy has traditionally been regarded as a problem which solely
concerns the underdeveloped countries. Unesco estimated that in 1970,
783 million or 34.2 percent of the world's population aged fifteen and
over were totally illiterate. In fact, Unesco (10) stated in 1966 that The
developed countries eliminated illiteracy during the second half of the
nineteenth and early twentieth century." Compared to underdeveloped
countries, the problem of illiteracy in the developed countries may seem
insignificant, but it is, in fact, extremely alarming. Although the
percentage of the population who are functionally illiterate is much
smaller, the actual numbers concerned still run into millions. The very
existence of illiteracy in highly developed, industrialised countries
presents a challenge to the traditional assumption that illiteracy will
disappear with the economic advance of Asia, Africa, and Soh and
Latin America, and with the establishment of free, compulsory
education.

The existence of illiteracy in developed countries is particulatly
evident in the United States where the Office of Education estimated in
July 1973 that almost 19 million adult Americans were totally or
fu,rietionally illiterate and another million elementary and secondary
school students had severe reading problems. The recognition of this
problem resulted in the launching of a national Right to Read
programme with the goal of eliminating adult illiteracy by 1980.

Only in the past year, has illiteracy become recognised as a major
problem. in Britain. it is now accepted that there are at least 2 million
illiterate adults in England and Wales (22). This means that
approximately 6 percent.of the adult population is either unable to read
or write at all or has a literacy level below that of an average
nine-year-old child. This figure is not based on direct research since
there has not been a national survey of reading attainment. It is based on
the best related evidence of six surveys into reading standards carried
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out between 1948 and 1964 by the National Foundation for Educational
Research (13, 23, 29), and on informed opinions of such authorities as
Joyce Morris (22) and Peter Clyne (7). [For further information see A
Right to Read (1).] It must be pointed out that these figures do not
include those people who, although possessing reasonable competence
in reading, aannot write and spell adequately. Nor do they include
adults with a reading age of over nine years, since they arat present
regarded as functionally1literate by, the NFER and the Department of
Education and Science (DES). Yet, Unesco assesses functional literacy bs
equivalent to a reading age of thirteen years.

One good working definition of functional literacy is provided by the
U.S. National Reading-Centre: "A person is functionally literate when he
has command of reading skills that permit him to go about his daily
activities successfully, or to move about society normally, with
comprehension of the usual printed expressions and messages he

In fact, in its analysis of readability levels, the British Association of
Settlements found that labels anti instructions on household products
and various daily newspapers required a reading age of between
fourteen and sixteen and one-half years. Government forms, including
those for application for welfare benefits, required a reading age of
between fourteen and a half and seventeen years. These are not esoteric
documents but are examples of written material which people are
required to deal with every day. Each`one of these examples requires a
reading age higher than the Unesco level of functional literacy. If the
number of people who do not have a reading age of even thirteen years
were added to the estimated 2 milliOn adult illiterates, the figure would
become more realistic and even more horrifying.

The English Right to Read campaign has been particularly
concerned with the political ramifications of illiteracy.. The British
Association of Settlements (BAS), which has pioneered the Adult
Literacy campaign, believes that literacy is a right. No one who is
capable of learning to read should be denied the opportunity of doing ho.
Without this right, people are denied even the possibility' of
participating in decisions which effect them and their community. The
right to and the acquisition of literacy are seen by BAS as part of the
struggle to enable people to control their own lives. As such, 'it is
compatible with the Unesco definition of literacy and is closely related
to the Freire approach.

ILLITERACY AND THE INDIVIDUAL. IN THE URBAN CONTEXT

The recognition of the economic importance of literacy as a
productive factor for deveh3pment in industry, commerce, and
agriculture, is largely responsible for the present impetus to promote
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literacy programmes in underdeveloped countries. To this end, literacy
programmes are increasingly being related to the occupational
requirements of the countries concerned. The British situation is quite
different, partly because of the comparatively smaller degree of
illiteracy, and partly becauie the scope of the problem and its
implications have not yet been fully appreciated by relevant agencies
such as the Department of Employment. However, there is undoubtedly
a growing awareness of the effect that the declining number of semi- and
unskilled jobs ,is likely to have pn the illiterate population.

An illiterate in a deyeloped country feels a deepsense of shame aboyt
his inability to read. He is so acutely embarrassed about his illiteracy,
that he may go to inordinate lengths to conceal his difficulty. Most
illiterates do not confide in their own friends, in members of their
immediate family, and in some cases (13 percent in one sample) not even
in their own spouses. It is .tal that literacy programmes seek to erase
this sense of shame and embarrassment which stems from a concept of
personal failure and inadequacy. Until the illiterate can place his
illiteracy in a social and political context-and can accept that the failure
is also that of the educational and social systems, he will not be able to
come forward and demand a solution.

Those involved in English literacy schemes have become
increasingly aware( of the need to understand and draw upon the
motivations of students- (5). The student's own perception of the
limitations that his illiteracy places upon him is a key factor.
Undoubtedly, the work situation presents some of most awkward
and often insurmountable obstacles for the nonreading worker. Few
illiterates hava access to professional and intermediate occupations
(Class 1 and 2zRegistrar Generals' classification), but many (464'percent
of one sample) are heavily involved in skilled occupations (Class 3),
which involve varying amounts of reading and writing. Many. (39
percent of one sap ) are reliant on a spouse, friend, or colleague to
help them with their teading and writing work commitments, and live in
constant fear of ridicule or redundancy because of the possibility of
discovery of their disability by employer or workmates (30).

In some cases, illiteracy may be not only a disability but also
dangerous. One factory in Britain, which manufactures high explosives,
has just realised the implications of illiteracy among its workers who are
unable to read safety instructions.

Many illiterates seek tuition because of their wish to change jobs, or
to seek or accept promotion to positions requiring literacy skills.
Employment prospects are therefore limited for illiterates. For those
who are unemployed or disabled, the situation is even more serious. Not
only is their choice of jobs severely restricted, but British Employment
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Exchanges now operate a system whereby vacancies arelisted on cards
to be read by prospective employees. Government Industrial
Rehabilitation Units, which attempt to make workers employable by
providing-training in new skills..do not as fet provide tuition in reading
and writing (3).

Apart from the work environment, there are many other areas of life
-which are difficult for the adult illiterate. Being illiterate means being
continually reliant on someone else to read and write letters, to fill in
forms, make a hire purchase agreement, or even write a cheque. The
problems are even more severe for those who have spouses who are also
illiterate. Most illiterates are especially conscious of their inability to
read to their own children and to help them in their school work.

Almost every aspect' of life in Britain involyes literacyfrom
distinguishing which toilet to enter to reading the oats when serving on
A jury. Francois (10) describes illiteracy as a bottleneck to development.
In a developed society it is the individual's development, as well as that
of his society, which is retarded 1.4. illiteracy.

SOME CAUSES OF ADULT ILLITERACY IN ENGLAND

Why then, since universal compulsomeducation is well established
in Britain, does the problem of adult illiteracy exist? Although there has
never been large scale research into adult illiteracy in Britain, there is an
abundance of well-documented sociological and educational research
whose findings confirm those of the writers. Illiteracy in England is
basically a working-class problem and is untimately connected with
socioeconomic background and the so-called Cycle of deprivation.
Illiterates tend to come from-. large families with a poor level of
educational attainment. Their parents tend to have been unaware of their
children's reading difficulties and most parents (60 percent of one
sample) never approiched the school about it.

Some illiterates have , had specific difficulties, such as auditory,
visual, or emotional problems which have militated against the easy
acquisition of literacy skills. In the writers' experience, adult illiterates
are often of average or above average intelligence. This is confirmed by
the experience of the Army School of Preliminary Education. This is not
to say that there are not sizeable numbers of illiterates, not included in
the 6 percent statistic, who are in fact educationally or severely
subnormal (27).

Although individual disabilities and home circumstances play an
.important part, adverse school conditions are at least equally
responsible in preventing an individual from realising his'full reading
potential. Research indicates that while many children in junk r schools
are having serious difficulties with reading and may be several years
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behind, an alarming number of junior teachprs have received no training
in the teaching of reading (13). This fact, coupled with large classes, high
teacher turnover,/ inadequate remedial facilities, and the traditional
alienation of working-class plrents from the schools (11), contributes to
a situation in which an illiterate who has attended school regularly will
fall behind and may never catch up.

THE STATE OF CURRENT LITERACY PROVISION IN ENGLAND

Until the past year there has been a marked unwillingness on the part
of some local education authorities to recognise the existence and extent
of adult illiteracy in Britain. Clyne -(7) in his research for the Russell
Committee of -Enquiry into Adult Education, found that only about
one-half of the local education authorities in England and Wales were
making any kind of provision, More often than not, the provision
available has been quite inappropriate. For example, it has been known
for adult institutes to ask a student. joining a literacy class to fill in an
enrollment form.

At present, literacy provision is made in a variety of ways:

1. By local education authorities as part of their adult education
provision or, occasionally, as part of the work of social service
departments; \'

2. by independent bodies in partnership with local education
authorities ot financed by them either in part or in whole;

3. by entirely independent bodies;
4. by the education department of the home office in prisons or other

penal institutions:-
5. by the department of employment and a few rehabilitation units; and

6. by the armed forces.

It is estimated by Haviland (15) that, taking into account all these
various forms of,p'rovision, not more than 10,000 and perhaps as few as
5,000 are receiving some kind of tuition. These estimates imply that, at
best, one -half of 1 percent of adult illiterates and, at worst, no more than
one-quarter of 1 percent, are being taught to read and write.

The English Right to Read campaign, initiated by BAS, maintains
that in the final analysis it is the responsibility of statutory authorities to
provide the facilities which will ensure that the chance for acquiring
literacy skills is available to everyone. The situation is slowly beginning
to improve since the inception of the English Right to Read campaign,
but, as yet, provision is quite inadequate to meet the needs of the
illiterate adult population.
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THE ENGLISH RIGHT TO READ CAMPAIGN

The English Right to Read campaign began when individual
Settlements (Settlements are independent action centres), some of
which had been involved in operating literacy projects since 1963, came
together in 1973 under the auspices of BAS in order to ensure that their
work was reflected in social reform. To this end, a qational coaference
"Status IlliterateProspects Zero" was held in November 19?3. The.aim
of this conference was to draw-attention to the extent of the problem,
illustrate some of the root causes, and point out some of the individual
and social effects. It was also intended to provide a forum for discussion
and debate on the most efficient and effective provision for adult
illiterates The enormous interest in this, and in the transcript of
proceedings subsequently published, indicated that many organisations
and local education authorities had no conception of the problem of
adult illiteracy Having recognised this, the demand for more
information and for guidance increased dramatically.

The BAS Literacy Steering 'Group decided to approach the problem
in two ways. First, it plunged deeper into the campaign for the extension
and improvement of provision. If did this by consulting with other
national groups and, with their support, publishing a pdlicy document,
A Right to Read (1). It also convened a public meeting to establish a
committee press for the fortAtion of a National Council for Literacy
and for the readication of the problem of adult illiteracy by a target date
of 1985. Second, the steering group took steps to enable those providing
or contemplating the provision of tuition for adult illiterates with the
opportunity to develop their own knowledge and expertise. To this end,
a folder containing a blueprint for setting up a literacy scheme was
prepared to meet immediate

from
and two workshops, which were

attended by 200 delegates from all over the country. were held in March
and June 1974 (2).

The most recent development has been the sup poril-of the
Department of Education and Science for the proposal to employ a BAS
Literacy Organiser. This appointment is intended to woik toward the
adequate provision of flexible and effective tuition for adult illiterates
and to ensure that the government assumes responsibility for national
literacy development after a given period.

Although the campaign is relatively new, it has already been largely
successful in achieving the minimal objectives it set for itself. However,
the problem of adult illiteracy in Britain is unsolved and every effort_
must now be made to intensify the campaign in order to realise its long
term objective of eradicating adult illiteracy in Britain by 1985.
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A bon National Study of Factors Related to
Reading Achievement and Reading Disability

Gaston Blom
University of Colorado Medical Center
Denver, Colorado
United States of America

Mogens Jansen and Peter A llerup
, Danish Institute of Educational Research
Copenhagen, Denmark

This cross national study emerged from two lorig standing interests of
the senior author: One is content analyses of primer stories from various
countries (2, 3, 25); the other is sex differences in reading behaviors (1).

In the United States, boys exceed girls in the extent and severity of
reading -disability; girls also have consistently higher reading
achievement throughout the elementary grades. In 1972, an opportunity
developed to find out if the same or different phenomena existed in other
countries and what might be offered in explanation. This is a special
advantage of comparative study, as pointed out by Bruner (6), Downing
(81, Leong (17), Malmquist (18), and Thcirndike (22). The senior author
personally visited 32 reading specialists in 14 European countries to
inquire about a series of questions that related to sex differences
prevalence and incidence of illiteracy, school dropouts, reading
retardation, dyslexia, reading achievement, and other school issues.
Limited objective data on these questions existed in sumeicountries, but
mostly impressions were gained in some of the countries. Yet, these
were Sophisticated impressions from professionals knowledgeable, in
the fields of reading and elementary education.

From the start, the professional visits involved discussions of issues
broader than sex differences which were associated with reading. These
,issues could be groli p cc! acr-ording to cultural, school, language, teacher',
family, personality, biological, and political factors. Again, one was
impressed by the sophisticated opinions of these reading specialists
opinions th'at were not available in publications and reports. Published
and unpublished objective data, about reading in various countries,
were obtained whenever possible (24, 16, 21). In addition, a review of
published comparative studies was done, which will be subsequently
reported (5, 7., 8, 9, 10, 11, 12, 13, 15, 19, 20, 23, 24).

On the basis of the experiences and study, the authors formulated an
opinion questionnaire on factors related to reading achievement and
reading disability; and they wete` distributed to three reading
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professionals in each of 14 countries: Denmark, England, Finland,
France, Greece, Iceland, Ireland, Italy, Norway, Scotland, -Sweden,
United States, USSR, and West Germany. All of the items on the
questionnaire were in the English language. The authors tried to use
words ancj thinking that were in common practice by reading specialists.

The questionnaire contained 162 scor#ble items that involved
ratings, estimates, opinions, and objective data. The items were grouped
according to the eight factors previously indicated. In this paper, the
authors present some preliminary findings from these data. The results
are based on a cluster analysis, a technique that made it possible to
greatly reduce the data. The authors suggest some heuristic possibilities
that were developed to look at countries which were found, by the use of
this statistical method, to be similar to and different from each other.

There are, of course, many methodological questions that are posed
by this type' of study. One can wonder about reliability and validity
issues in such data. Reliability will be discussed later in the paper. There
are questions about definitions of terms, the use in questions of the
English language only, the, translation of responses into English,
assumptions of common language and ways of thinking, and many
others. The authors do not defend their work against these and other
criticisms. It was our hope that a systematic collection of this
information from qualified people would be helpfuo those interested
in comparative and national studies of reading. Such information could
become the basis for developing 'and testing hypotheses. The data, it is4
hoped, may inditate trends within and across countries which could
serve a useful purpose.

Preliminary findings are reported from 24 respondents in 12
countries (Denmark, England, Finland, France, Greece, Iceland, Ireland,
Norway, Scotland, Sweden, United States, and West Germany),
representing a reply rate of 67 percent. There were 21 male and 3 female
respondents. They consisted of 2 educators, 4 school psychologists, 17
university professors, and 1 government administrator. In 3 of the 12
countries there were replies from only 1 respondent (France, Greece, and
SCotland). -Therefore, thei; were no reliability measures for these
countries. The findings on respondents are indicated in Table I.

The data analyses anc(findings are presented in three sequential
steps. The results from cluster analysis will be reported first. This led to
ordering the 12 countries along a bipolar 'dimension of similarity to
dissimilarity. Then, findings relative to sex differences will be presented
using the similarity-dissimilarity dinsion. Finally, some findings of
special interest to the authors will be given in country-by-country
comparison. The authors plan to relate these and other findino to
published and unpublished national and comparative studies.
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CLUSTER ANALYSIS

The data from the questionnaire could be viewed as consisting of
twelve vectors,, each vector representing a country with its elements
being the answers to. the 162 questionnaire items. The dimension of the
vectors was 162, consisting of 71 main items and many subitems. Many

-ability tests result in the same kind of vector'information; only in this
instance, countries represented persons. However, the resemblance
stops at this point since, in ability tests, the answers-from a single person
are customarily added to obtain a sum score as an apparent measure of
the ability. In our case with the questionnaire data from 12 countries
similar data reduction was not possible.

In order to reduce he data, all of the 162 questionnaire items,were
assigned to 6 homogeneous groups named factors: 1) language,
2) country, 3) school, 4) teacher, 5) pupil, and 6) family. A number of the
questionnaire items were assigned to more than one factor. The results
were as follows: 72 - 1 factor items, 74 - 2 factor items, 14 - 3 factor
items, 1 - 4 factor item and 1 open question item which could not be
assigned to a factor. Of the 162 items, 24 had to be eliminated because of
insufficient information. Very specific content had been requested in 18
of these 24 items. This left 138 items consisting of 60 - 1 factor items,
67 - 2 factor items, and 1l 3 factor items. These procedures are
indicated in Table 2.

Instqad of 162 dimensions on each country vector, smallar
-dimensions were developed with items related to 1 of 6 fa0or
language, country, school, teacher, pupil, or family. Responsexatterns
to the items for each factor for each country could then be interpreted,
The response patterns were called profiles and the group of items on
which a profile was constructed was the profile base. The identification
of a single country and comparisons among the countries were carried

-out by means of profiles.

Profiles were developed for each country within each of the 6 factor
'areas. Cluster analysis was used to determine if a group of countries
could be identified with very similar profiles; i.e., they were positioned
closely and'formed a group. The distance function used was the ordinary
metric; on.two dimensions generalized to more dimensions. In addition,
profiles from other countries were estimated as well connected to the
group, far away from. the group, or in no particular relationship to the
group. The group does not represent a mean value, a center of gravity, or
the most important group of countries. It defines a starting point for
contrasting profiles. Through this clustering method, it was possible to
plot relevant profiles in a simple graph, draw conclusions about the
characteristics of a country, and evaluate differences between countries.
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The original data from the questionnaire were translated to set of
new values to make the scoring more uniform and easier to read and to
understand its content. Since different numbers of respondents from
each country Asweied the questionnaire, disagreements and no
answers existed on a number of items. In giving a score of a country to an
item, some disagreement was indicated with an asterisk (e.g., two
respondents agreed and a third scored the item quite differently).
Complete disagreement and no answers were indicated with a bracket
and a cautioosinterpolated score was calculated so that the country did
not get an extreme weighting from one of its scores. A measure of
reliability in relation to items was obtained in terms of reliability within
a profile base: This was called the error index. It was also possiblett
evaluate the contribution to this index from each item in the profile bas
and in, relation to countries in a group versus the other countries.

' In Table 3 the number of it included in profiles for each country
on each *tor are indicated as wen as error index information. While the
error index wasquite high for pupil (.201) and family (.237) factor item
it can be seen that the hard error (interpolatedindicating no answer
and total disagreement) represented a small percentage in all factors.
There are also items within factors which accounted for a large amount
of the error.

'LANGUAGE FACTOR
The procedure of anOysis and interpretatiod,will be illustrated by

discussing the language factor. The cluster analysis for the language
factor based on 17 items revealed a group consisting of England,
Germany, Scotland, and the United States which were close to each
other. Six of the 17 items contributed very little to the variation, such as
irregular sound-symbol relations (items 31.1 and 31.2), number of letters
in the alphabet (item 32), Roman alphabet (item 33), children write in
print in the first grade (item 34) and script writing is introduced at a later
grade (item 35.1). The exception was Greece which had a highly
phonetic language, few sound-symbol irregularities, and 'a Greek
alphabet with 24 letters.

The gestalt for the group included: 1) a somewhat high importance
given to the language factor in -reading retardation; 2) while mother
tongue dialects existed to a considerable extent, they effected reading
instruction to a low extent; 3); minority groups had more reading
difficulty than the majority and bilinguality existed to some extent;
4) languages were considered relatively low phonetically; 5) there were
relatively few hours _given to language instruction in the first grade
(mean of 1.0 hours per day); 6) scrip rains had a relatively low
influence on reading achievement; 1) teac ing other languages in the
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elementary grades had a relatively favorable effect on mother tongue
instruction; and 8) language exposure in the home was related to a high
extent to reading achievement.

Table 4 indicates the profile blige and profiles of the group countries,
Greece (far away country) and tlenmark (well cqnnected country). The
well connected with the group countries were Denmark, Norway, and
Sweden. At great distance from the group wFe France, Greece, and
Ireland (far away countries). No relationship could be, established for
Finland and Iceland.

France had 4 discrepancies from the group out of 17 items, Greece
discrepancies and Ireland 5 discrepancies. As mentioned previously,
the Greek language has 24 different symbols, soupd-Ormbol regularities.,
and istconsidered highly phonetic. In addition, a-large number of hours
per day (2) and per week (12) are devoted to language instruction in the
first grade. School attendance is 6 days a week for 32-34 weeks of the
year. Teaching other languages in the elementary school affects mother
tongue language unfavorably, p9rhaps because of quite different
alphabets and sounds. Language as a factor in reading retardation is,
considered to be relatively low in importance.

OTHER FACTORS

Cluster analyses of the other 5 factbrs were also completed. Theee
included family with 17 items, teacher with 16 items, country (nation)
with 67 items, school with 52 items, and pupil with 44 items. All of these
factors had a group with §imilar profiles, countries well connectedlo the
group and countries far away from the group: Iiktlhe school factor there
were 2 distinct groups.

Some representative items in these 5 factors wilt be briefly
mentioned to indicate their composition:

1. family factor=sEs and minority status, average number of
children, family mobility

2. teacher factor--class origin, salary and status in country teacher
training

3. country factorsex role, amount of teleVision, importance of
preschool

4. school factorstarting school age, instructional methods,
duration of school year

5. pupil factorsex differences, personality, biological and
genetic influences.

ALLTA.CTORS

it is possible to summarize these data on groups, well connected
-countries, and far away countries in relation to the six factor's: language,
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country,, school, teacher, family, and pupil, This is demonstrated in
Table 5. Finland belonged to the group on 5 of the 6 factors with
language being the exception. On,the language factor it was neither well
connected nor far away from the group. France was far away from the
group on 5 of the 6 factors with family being the exception, while France
was neither one of the group nor well connected.

A rank ordering of countries was done on the basis of group
membership, well connected, and far away on all 6 factors. This is
illustrated in Tablet 6. These data were plotted along-a linear axis line
representing similarity-dissimilarity. The results are 'demonstrated in
Figure 7. These findings suggested that 7 of the .12,countries were more
similar to each other, possibly sharing a Nordic similarity except for
Greece, which was close to the others except for language. On the right
side of the 0 in Figure 7, one can observe.4 countries that were quite
dissimilar. Scotland was_ positioned between the groups on the
similitrity, side of the axis.

These results from cluster analysis offer some possible new ways of
looking at data abouit reading across nations. From a large number of
items (1371 assigned to 6 factors, gioupingsideveloped which could be
rank Ordered on 'a dimension of similarity-dissimilarity. When this
dimension was related to incidence figures of illiteracy and reading
retardation, some interesting findings emerged. Tire data are shown in
Tables 8 and 9 where lower mean percentages exiOed for all illiteracy
and retardation estimates in the 7.countries,of the similar group. The 5
dissimilar group countries (Scotland, England, Ireland, United States,
and France) had higher percentages. -There were some exceptions to
these trends.

)
AN EXAMINATION OF SEX DIFFERENCES

There were 18 items on the questionnaire which dealt with sex
differences. The findings orithese items.havebeen grouped in a number
of tables. Where countries are listed, they arFrMaced in the order of
similarity to dissimilarity previously mentioned.

Table 10 shows sex difference in relation to incidence and
prevalence data on reading and dropouts..Nine countries_had higher
dropout rates for boys except for Scotland, the United States, nd France
where they were equal for boys and girls. There seems to be a trend in the
entire group of countries for girls to exceed boys in reading achievement
through the elementary grades. Bays 'start equalizing in /ate elementary
grades so that by secondary school the overall picture of achievement
becomes more equal.

Tables 11 and 12 illustrate findings on sex 'difference in relation to
school, teacher, pupil, and country factors which may influence reading.
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Table 11 shows that teacher attitudes were unfavorable toward boys in
Sweden, Denmark, the United States, and France; the percentage of male
teachers of the mother tongue was highest in Denmark, Greece, Ireland,
and France and lowest in Finland, Sweden, Scotland, England, and the
United States. Table 1g demonstrates that sex role orientation was rated
traditional in Ireland; modern in Sweden, Denmark, and Scotland; and
transitional i,n the other- .countries.

'Table 12relates 5 indices of reading achievement in children as to
sex with 8 measures of factors that influence reading accordingsto. sex.
Indices of reading achievement, included illiteracy in children (item 2.2)
and reading achievement at 4 points in time from the start of school to
secondary school (items 4.1, 4.2, 4.3, 4. . The number of times these .

'indices favored boys>girls, girls>boys a 1 both boys and girls were
counted for each country. The results are shown at the top of Table.13
with Greece, Scotland. Ireland, the United States,,and France showing
different paltterns from the other countries. Frafice, Ireland, and the
United Stares favored girls while Greece and Scotland favored both.
Eight measures of school, country, teacher, and pupil factors in which
sex, differences are present included: percentage of male teachers (item
43), teacher attitudes towards boys and girls (items 49.5 and 49.6),
biological factors (item 66), sex role orientation of the country (item 6),, sex of authors of primers (item 18.4), and primer content appropriate fo
boy and girl interests (items 18.9 and 18.10). It was assumed that these
measures would influence achievement (outcome) measures relative to ,

the Sexes. The results of counting the factor items favoring boys, girls
and both are shown at the bottom of Table 13. The patterns of results may
be interpreted as follows: countries favorin boys were Denma3k,
France, Germany, and Ireland; countries favoring girls were Finland,
Norway, Sweden, and the United States; countries favoring boys and
girls equally were thgland, Greece, Iceland, and Scotland. Somewhat
direct relationships between influencing factors and indices of reading
achievement were present in four countries. Greece and Scotland
favored boys and girls equally in factors and indices. France and the
United States favored" girls more than boys in factors and indices. An
exception rxceptionwas' Ireland which favored boys in fecal s and girls in indices
of reading achievement.

SOME SCHOOL AND COVNTRY FACTORS
Five questionnaire items on school and country factors are included

in Table 14. The findings indicate a range in classroom size (i.e., number
of children/Jess, item 19) from lowest in Denmark, Finland; Iceland,
Norway, and Sweden to highest in Germany, Greece, and Ireland with/
England, France, Scotland, and the United States between. The lowest
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group corresponded to low population size countries (item 12.1)
although small countries were represented in highest class size and
between the extremes. Large population countries were between the
extremes for the most part.

Another item (18.1) in Table 14 is whether.reading textbooks are
given to children or borrowed from school. Most of the countries gave
children, primers, the two exceptions being Fngland and the United
States. This was a small but interesting finding which may have
important implications as to a country's attitudes toward literacy and
children and the country's political-economic sYstem.. In England and
the United &rites, textbook publishing is a profit making industry and
school districts which purchase books largely from local funding, try to
economize. What borrowing, rather than giving, books means to
children can be conjectured. A book that is owned should have greater
emotional significance and the chEinces are that a child under these
circumstances will tend to read the book more often, and, therefore, get
more practice.

In Table 15 there are 5 questionnaire items tluit relate to instructional
stability: family moves (55), percentage of first grade children who
change schools during a year (56), number of years a child has the same
mother tongue language teacher (48), extent of central educational
control (67), and degree of uniformity in primary education (68). The
findings show greatest stability in Germany, Norway, Iceland, and
Sweden and the least stability in England and the United States. Table 16
summarizes these data by totalling the number of items which reflect
stability, relative stability and instability.

SUMMARY

The authors have presented some preliminary findings from a cross
national questionnaire study of factors related to reading achievement
and reading disability. Data have been presented from 12 countries
represented by 24 respondents sophisticated in primary reading. Given
the limitations of reliabili and validity in the research method used
and the resulting information, some results have been reported which
are provocative of further study. The authors particularly call attention,
to the use of cluster analysis which makes it possible to indicate which
countries do and do not resemble each other according to certain
characteristics. This would appear to have considerable heuristic value.
It has advantages over a country by country comparison in relation to
specific items of information or a group of items.
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Table 1. Characteristics of Respondents to Questionnaire

Number of Male Fe Male School Univ. Govt.
Countries Respondents Respondents Respondents Educators Psycho!. Profs. Adm.
Finland 2 2 0 0
Gern;lany 3 3 0 0
Norway 2 2 0 t 0
Iceland 2 2 0 0
Sweden 3 3 '0 1

Denmark 3 . 2 . 1

Greece 1 0 ' "y0
:Scotland 1 1 0 0 '
England 2 1. 1 0
Ireland 2 2 0 ' 0
United States

of America ?" 1
i

1 0
France 1 1 0 0

TOTALq 12 24 21 3 2

0 2 0
0 3 0
1

1

1 0
0 0 1

0 1 0
0 2 00, 2 0

0 2 0

0 1 0
.1..

4 17 1.

-Table 2. Procedures in Cluster Analysis io

Assigned Number of Original -Number ,of Final
Factors Factor Items Factor Items

Language 72-1 factor 60-1 factor
Country 74-2 factors s 67-2 factors

chool 1,4-3 factors t 11-3 factors
eacher t 1-4 factors .

PUpil 1- not assigned to factor
Family 162 items 138 items

Table 3. Reliability Measures on the Six Factors

,

Numbgr of
profile Error

Asterisk
% soma,

Inter-
polated
% Blank
& total

Number items
Totarl."./ contribute to

Factors items index disagree disagree erro errors

2 items with
Teacher \ 16 .114 10% 1% 22 7 errors

i3 items with
Language 17 .123 6% 7% 26 10 errors -

5 items with
School 41 .163 11% 5%, 79 22 errors

7 items with
Country 59. .177 13% 3% 126 46 errors

5 items with
Pupil . 40 .201 12% 6% 89 42 errors

3 items with
Family 17 .237 16% 8% 48 33 errors
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Table 4. Profile BaseLanguage Factor

3

2

4

Group
Denmark
Greece

F.t. Awayl

soup

al

n4

Profile Items

1.3 1.8 1.1 2.6 1 1 1 1 1 2.3 1:4 1.9 2.9 3 2.5
1 2 2 3 1 1 1 1 1 2 2 2 3 3 2

1 3 2 1 2 2 2 1 1 2 1 2 2 2 4

Table 5. Constellations
yr:A of Countries in Relation to Factors

Factors Group

Language England, Gerrhany, Scotland
United States of America

Country Denmark, F inland, Norway,
Sweden

School I: Denmark, F inland,
Iceland, Norway, Sweden

II: Germany, Greece,
Ireland

Teactor Finland, Germany, Scotland
Sweden

Family Finland, Greece, Iceland

Pupils Finland, Germany, Iceland,
Norway

Well Connected Far Away

Denmark, Norway, France, Greece, Ireland
Sweden

Germany, Greece, England, France,
Iceland United States of America

Scotland England, France,
United States of America

England, Greece, Denmark, France, Ireland
Norway

Denmark, Germany, Ireland, Scotland, Sweden,
Norway United States of America

Denmark, Sweden 'France, Scotland,
United States of America
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Table 6. Number of Times Each Country Present in Group and Other
Positions-All Six Factors

Rank Order Group Well Connected Far Away

1. F inland 5 0 0

2. West Germany 4 2 0
3. Norway 3 3 0
4. Iceland 3 1 (country) 0
5. Sweden 3 2 1 (family)
6. Denmark 2 3 1 (teacher)
7. Greece 2 2 1 (language)
8. Scotland 2 1 (school) 2 (family & pupils)
9. England 1 (language) 1 (teacher) 2 (country & school)

10. Ireland 1 IschoolI "0 3

11. United States of America 1 (language) D 4

12. France 0 0 5

Table 7. Linear Relationship of Countries Along Similarity-Dissimilarity
Axis

0 -5

4 10 1 1 I I I I I

F inland Iceland Greece Scotland England Ireland Uhi tad France
Germany Sweden States
Norway Denmark of

A me.rica

V

Table 8. Illiteracy and Retardation Rates in Relation to Similar and Dissimilar
Countries

Illiteracy Reading Retardation

Country Adults Children Overall Children Adults
Finland 1% <-1% 5 -10% i 7.5%) 5 10% ( 7.5%) 5 10% I 7.5%)
Germany 4% 2% 10 15% (14,§v 510% ( 7 5%) 10 15% (12.5%)
Norway <-1% <-104 5..10% I 7 5%) 10 15% (12.5%) 5 10% I 7.5%)
Ice .nri 3% '6% 5 10% I 7 5%) 10% (10%) 6% ( 5%)
Sweden , 1% 0% 5 10% ( 7.5%) 5-10% I 7.5%) 510 %) 7.5%)
Denmark 1% 4% 5.10% ( 7.5%) 10-15% (12.5%) 5-10% ( 7.5%)
Grdece 14% 1,4% (10 15 %I (12.5%) <-5% ( 5%) 10 15% (12.5%)

mean% 3.6% 2.2% ( 8.9%) ( 8.9%) ( 8.6%)

Scotland 2% 2% 10-15% (12.5%) 10-15% (12 5%) 10-15% (12.5%)
England 5% 6% 1520% (17.5%) 20-25% (22.5%) 2025% (22.5%)
Ireland . 7% 8% 5-10% ( 7.5%) 5-10% ( 7.5%) 5-10% ( 7.5%)
United States of America 20% 15% 20% (20%) 15% (15%) 20% (207%

France 1% 1% 10-15% (12.5%) 5.10% ( 7.5%) 10.15% (12.5%)

mean% 7% 6.4% (14 %) (13 %) (15%)
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Table 9: Illiteracy and Reading RetartIation Rates

Illiteracy Reading Retardation

Similar Countries
Finland, Germany,
Noyway, Iceland,
Swetlen Denmark,
Greede

Adults Ch ildren Overall Children Adults

mean k p.6% 2.2% 8.9% 8.9% 8.6%

range 1-14% 0-6% 5-15% 5-15% 5-15%

Dissimilar Countries
Scotland, E nglandI reland.
United States of AMerica,
France

Awn % 7% 6.4%. 14% 13% 15%

range 1-20% 1-15% 5-20% 5-25% 5-25%

Table 10. Sex Differences in Relation to Incidence and Prevalence Data on
Reading

Countr Sea

Item F Ger Not Ice Swot Den G. Sro Eng he LISA F i a

7 1 Illiteracy in
adults M F M M

2 2 Ithivacy in

4 I

children

Reacting achievement

.51 M M vM M AA,

start school 4 F F F
4 2 Reading achievement 1,24

and first grade F F F F F F
4 3 Reading achievement

late momentary .F F M F
4 4 Reading achi.emen,

secondary school 4 M 4 AI F
5 School dropouts 11,M AA M AI M M hil M rhil

,

Code .M twor frequent or higher in males
same frequency or equal in males and females

>F more trequent 01 higher In females

Table 11. Sex Differences in Relation to Teacher and Pupil"Factors

Item

v 43 % male leacher
teach reading
first grade

49 5 F rst grade teacher
attitudes towards
boy,

49.6 First wade teacher
attitudes towards
girls

66 6.olovcal factors
I test 0,0V% 17101!

71.1 Relative importance
of sex dr lllll nce
as factor in
ritadtng retardation

Fin Gee Nor

3% 7% 5%

Fay Fav F U

F. F U Fav

Yes No Y N

Lo Lo H.

Codes Yes, No, Yes-No (V N)
Hi high, Lo Low, M medium
F. favorable, Un unfavorable. F U

Countatel
Ice

7%

Svve

I%

Den

35%

Gre

42%r

Sco

1%

Eng

1%

Mre

25..,

USA

3%

F.,

32%

F. Un Un Fav F U U Fav Un U n

F. Fav F U Fav F U F U Fav rev Fav

Yet Yes No No

a

No No Yes Ym No

Lo

mixed

H. Lo H. Lo M Ld

g'41,

M Lo I
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Table 12. Sex Differences in Relation to Country Factors

jy Countries
Wont For Gar raCII IC. SAM Den Ore Sco Eng ire USA F r
6 San 601e or iftnfal6On

6n Munn y Tres Ern Eras Eras .Mod Mod Etas Mod 1 is grad Tres

IS 4 Se. of Authors 01
Pt 6 man -M E M -M

159 Primers approoriata
to gal interest

18.10 Primer. appOpflala

Yes No No No Ye, v Yes Yes Yet No No Yes No

10 boy inowersi Yes. Ybi Yes Yes Yes Yes Yes Yes No Yes No No

Codes Eras.' Irns6160nal
Tr ad tr editions'

M mon males
males and females equal

Mod modern F More females

Table 13. Sex Differences
current indices of Reading Achievement X Current Factors that
influence Reading

Indio of Reading
Achievement IS items Fin Ger Nor Ice Swe

Countries
Den Dr

Favor boys > girls 0 0 0 0 0 0 0

Favor fads > boys 7 7 3 3 3 3 0

Favor both equally 3 3 7 7 7 7 5

X

Factors Met influence
Reeding 8 Items

Favor boys > girls 1 5 1 3 3 7

Favor girl. > bOys 3 4 7 4

Favor bort, equally 4 7 3 3 4 4 5

s.r

Table 14. Some School and Country Factors

Countries
Item Fm Ger Nor Ice Swe Den Gre

12 I Total PoCarlelo^
in millions 46 60

IV Average tad grade 20
class sari 26 >35

13 I Age officially
dart school 6

112 Should it be
earlier, UMW, later E

18.1 Reading textbooks
given to children
or borrowed from
school Gov Div

Codes Div given
G/B given and borrowed
Bea borrowed

35 21 8 5 67
20 20 20 20 30
25 25 25 25 36

6 7 7

E S S

God G. Goo G/B Gov

E earlier
S same

uncertain

Sco Eng lie USA Fre

7 0 1 0 0

3 3 3 4 4

7 I 1 1

2 5 1 3

7 4

5 3 4

Sco E nq be ISA F r

5 55 29 250 50

25 25 25 25
30 30 -.36 30 30

5 5 0 6

S E E

It

Div liof Div Bo, Div
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Table 15. Instructional Stability in Relation to Family, School, and Country
Factors

Items

55 Family mobility
Imoves1

56 F st grade children
change schools

46 Yeats child Mt
same leacher in
MM., tongue

Countries
Fm Ger Nor iCe Swe Den G,e Sco Eng Ire USA F,

10% s. 10% 10% 5 10% 5 10% 10 15% 5% 5% 10 30% 5% 25 30% 15 20%

language 12 23 23 23 23 23 12 12

67 Extent ;snowy
education under Some
cent's' control Cont Cont Cont Cont Cont Cont Con! Cont Adv Cont Adv Cont

615 Netts of 1.1(1110I1111le

in ptimary education Not Not
throughout country Una Unit Unit Unit Una Umf Una Una Una Und Una Una

Codes little Cont central control
tome Some C some central control
much Adv central advsce

Una unaohn
Not Un not uniform

Table 18. Instructional Stability in Relation to Family. School, and Country
Factors (5 items)

Countria
Fin Ger No Ice Sem Den Gre Sco Eng lye USA Fro

X Number of darns
that reflect

Statist/1y

Relative Stability

Instability

2

2

1

5

0

0

5 5

0

0

4

0

3

2

0

3

2

0

3

2

0

0

0

5

3 2

0

3
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Recent Studies of Reading Standards in the United Kingdom

Elizabeth I. Goodacre
University of Reading
Reading, England

The United Kingdom is usually understood to include the countries of
England. Wales, Scotland, and Northern Ireland and is not an
educationally unitary state. There are separate services. and different
methods and criteria for measuring reading attainment have developed
in each of the four countries.

The Department of Education and Science (DEs) has carried out a
series of reading surveys at four yearly intervals since the, war for
England. and more recently also for Wales and Northern Ireland.
providing data on national standards. There are also within England and
Wales local education authorities (LEAs) which administer education at
the local level, but only recently (1970) was information obtained about
the use of reading tests and attainment surveys by the local authorities (2).

NATIONAL SURVEYS'
The last of the DES surveys of the reading ability of samples,of

and fifteen.year-old pupils was conducted in 1970-1971, 'and results
have now been published for England (9). Wales (4), and Northern
Ireland (12). The following problems emerge from a study of these
reports.

Type of test used. Tests of oral reading must be given individually,
and are usually too time-consuming for large scale surveys. The type of
test used has been one of reading comprehension of sentences, as shown
by the ability to fill in missing words or answer questions on content.
One of the assumptions in assessing changes in reading comprehension
standards over time (continuing to use the same test from the time of
establishing a base line) is that the language one is expected to com-
prehend remains constant.

'If, in our rapidly changing society there is a commensurate change in
language, a particular test can only be expected at most to serve as a
valid method of assessment over a moderately short period of time.
Over a period of years a test may change appreciably in difficulty
because of a shift in the type and scope of language that an "educated
reader" is expected to comprehend rather than because of any real
change in the reader's ability (9). .
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An important issue, therefore, is the aging of an established and tried tact
over time and the obvious near for a "rolling" technique of testinit
which facilitates continuous updating as well as valid comparisons with
the past.

Level of cooperation. Some of the randomly selected English schools
declined to take part in the latest survey because they had recently taken
part in an international study. There was also an unforeseen event in a
postal strike, which affecfid thenrganisation owe testing programme.-
This raises the question of whether school cooperation may be related in
Some way to reading ability, and how much refusal can be tolerated
before affecting the validity of the results: The stage beyond this is pupil
cooperation in the sense octhe importance of absenteeism at the time of
testing. Absenteeism wallops particular problem with the fifteen-
year-olds, many of wh6m were within a few months of leaving school. If
the figures for this age group are unreliable, it may well be that the
incidence of reading backwardness is underestimated at thisstage of the
educational system, and this in turn would affect estimates of the
incidence of adult illiteracy in society.

Extrapolating findings from one age group to another. Bookbinder
(1 r criticised national surveys for &the practice of extrapolating the
findings at eleven down to seven years, suggestingthe only valid figures
fOr the latter group would be obtained by actually giving the particular
test to seven-year-olds. The idea that the same rate of progress obtained
between eleven and fifteen also applies between seven and eleven may
be an unjustified conclusion, ignoring the possibility of learning
plateaus in the early stages of acquiring the skill, and spurious findings
may be passed on from one survey to another, making comparisons of
standards between one period and another hazardous.

LOCAL SURVEYS

The national-surveys used standardised tests; but, at the local level,
children in need of remedial help may be chosen on the basis of their
teacher's assessment and nomination; their progress through a reading
scheme or primer, and their score on'a group or individual reading test.
There appears to be an increasing use of standardised group tests for
survey purposes by LEAs, apparently as a more effective way of allocating
scarce remedial provision than relying on the subjective estimates of
individual teachers. A small number of LEAs are now carrying out testing
programmes at regular intervals, and from such local or regional data,
results are emerging'which suggest certain trends. Factors considered
such surveys are size and type of school, urban/rural location, nd
socioeconomic status of catchment area. Pupil characteristics such as
preschool experience, length of infant schooling, sex, immigrant status,
home background, and number of schools attended are also considered.
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LEAs USE OF READING TESTS

A survey of LEA, in1970 (80 percent return) by the writer (2) found
that half the authorities left the assessment of reading ptandards to the
head teachers of schools, decided when testing should take place in
the pupil's schooling, whIrfOrm of assessment should be used, and how
often testing and recording of progress should take place. While LEAs
were changing over from a selective procedure for secondary education
(11+ system), some head teachers were using continuous assessment.
reirds and including reading tests as part of this procedure.

A number of heads used word recognition tests (Schonell, Vernon,
and Burt) to assess pupil ability to pronounce words and read them
without contextual help. It could be argued that such tests are more in
tune with the Criteria of reading progress used in English 'schools some
thirty years ago (when the tests were originally 'designed), rather than
the present day reading goals which stress reading for meaning from the
beginning and encouraging children to use their language knowledge to
anticipate and work ourunIcnown words.

VARYING CRITERIA OF READING BACKWARDNESS

This same survey indicated that many of LEA, were making use of a
difference criterion, usually that of a two year difference between
reading and chronological age. It was usually the LEAs using screening
surveys (to discover early those children with difficulties before these
were exacerbated by anxiety and emotional problems) who selected
perils more than one standard deviation below the norm as being
"backward readers." a

In using the findings of local reading surveys, comparisons are
sometimes difficult because of the use of different criteria of reading
backwardness, different types of tests, different levels of school and
pupil cooperation, and random or complete population sampling for
particular age groups.

SOME FINDINGS FROM RECENT SURVEYS

Sex differences. The Inner London Education Authority (ILEA) 1972
follow-up survey of pupils .transferring to , secondary schools (first
surveyed as seven-year-olds) reported virtually no change in standards (6).
It was noted, however, that the girls' performance deteriorated over the
period. The Northern Ireland survey also reported deterioration in girls'
attainment between ages eleven and fifteen. This is of particular interest
because, in the majority of past surveys, girls' attainment has been
superior, with usually five backward boy readers to one backward girl
reader. If national standards of reading comprehension have not risen
during the past ten years, it may well be because girls, as well as boys, are
failing to maintain their initial, progress, losing the skill through lack of
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use for enjoyment and relaxation. There is some evidence (10) in the
leisure reading of secondary (pupils which suggests that, as they grow.
older, secondary girls read t4nage,girls' comics, giving up hardback
reading for entertainmerir The most popular writer with girls was Enid
Blyton; with boys, Ian Flemming. It may well be that, from early in their
schooling, boys are less willing to read uninteresting reading materials,
but teenaged boys. and girls have a range of leisure pursuits to choose -

from, and school reading materials must compete against the
competition of television, pop culture magazines, paperbacks, and "soft
porn' reading material.

Social class differences. The ILEA figures also showed that, although
there continued to be good readers within each social Class group, there
tended to be an increase in the number of poor readers in the semi- and
unskilled groups during the years spent in the primary school (years
seven to eleven). A Scottish local survey (8) also noted the sharp decline
in the standards attge ten of children from the lower working classes in
comparison with those from professional homes who improved or
maintained their progress during the primary years. This trend had
become more marked in this particular area during the past decade.
Hersey and his colleagues (3) also drew attention to the problem of
deteriorating standards in the EPAs (Education Priority Area& i.e.,
schools with a high proportion of socially and economically
disadvantaged pupils). For instance, the percentage of nonimmigrant
readers (R.A. two years les than C.A.) was 19 percent for London, 18
percent for West Riding, 21,. percent for Liverpool, and 36 percent for
Birmingham for EPAs in these cities and regions. (The national figure was
approximately 15 percent at this stage of the educational system.) Halsey
did not consider that this was a -problem of individual nonachievers in
these schools, but rather a much more general and independent pattern
of low achievement. In an international study (11) it was shown that, as
in the local authority surveys, reading progress in Britain was closely
related to socioeconomic factors, with reading comprehension at age ten
being influenced three and one-half times more by the home than the
school. The difference persisted at age fourteen, but beyond this age

disappeared, when pupils at school were there because they wished to
be and not by reason of compulsory schooling.

Length of infant schooling. The usual procedure in the United
Kingdom is to admit children to infant schools at intervals of four
months; that is, termly intakes. (In many parts of Scotland, however,
children are taken on a yearly basis.) In contrast to most countries which
have one school entry point, in Engle d and Wales there are generally
three: September, January, and after Easter. However, children are
promoted to junior school or departm nly at intervals of twelve

GOODACRE 497



4

months; that is, on a yearly basis. Children must go to school at the
beginning of the term after their fifth birthday and they are promoted to
the junior school or class September following their seventh
birthday. This means the grou s of children transferring annually to
the junior school or lass differ considerably in 'age and in length of
infant schooling. Also, the number of pupils in the infant school wipes
greatly from term to term, and this affects learning conditkna,
particularly for the summer born children. r

In another local survey (5), it was possible to examine the
relationship between month of birth, age, and reading attainment for the
first year junior pupils, and although there was roughly the same
proportion of backward readers among the younger and older pupils in
the age group, the reading scorespf the older children were significantly
higher than the younger children, who had had two terms less in the
infant school. The ILEA survey also reported that the lat9r the age of entry,
the poorer average reading score, even six years aftef the children had
first started scilgol;

Lunn (7) examined the effects of infant schooling on academic
performance when season of birth was held constant. She found that the
number of terms in the infant school affected performance o; summer
born children, with those children having only,six terms performing at a
lower level than those having a longer period of infant schooling.
Analysis of social class and school type (streamed or unstreamed)
showed the same tendency. Lurn also reported that 40 percent ofpupils
in remedial classes had had Only six terms in the infant school: i.e., a
whole year less of this type of schooling.

In view of these findings, it would seem important for research
studies of the effectiveness of remedial techniques-tonse standardised
reading tests which are likely to compensate not merely for age, but also
for differences in length of infant schooling associated with age. Also, in
remedial studies, the research design should take into consideration the
variable length of infant schooling. This factor seems to be of particular
importance in England and Wales because there is a todition that the
task of learning to read is mainly the responsibility of the infant school,
and as the ILEA survey discovered, few first year Junior teachers are
experienced and competent teachers of reading from the beginning.
Some LEAs are changing to an organisation of schools in which pupils
aged four to eight years are in first schools and eight- to twelve-year-olds,
in middle schools. This will give first school teachers a longer time to
establish the skill, but will not completely solve the problem of a
staggered entry to school followepy a fixed transfer date to junior or
middle school with its emphasis upon using 'a full' developed skill
rather than continuing with its firm establishment and development.

498 Standards in the United Kingdom

5:6



REFERENCES
1. Bookbinder, G. E. "Should We Believe What the Reading Survey Tells Us?" Reading,

7 (1973), 14-20.
2. Goodacre, E.. J. Provision for Reading. University of Reading, 1971.

,
-,. 3. Halsey, A. H., et al. "Reading Standards in Educational Priority Areas," Remedial---..,

Education, 8 (1973), 16-24.
. Horton, T. R. The Reading Standards of Children in Wales. Windsor, Berks: NFER,

.3.
5. Hu , H. S. Reading Standards Survey 197d. Slough, Berks: Education Department

Scho Is Psychological Service, 1973.
6. Inner ondon Education Authority. Literacy Survey: 1971 Follow-up Preliminary

Report. ILEA, 1973.
7. Lunn, J. B. "Length of Infant Schooling and Academic Performance," EducalitAal

Research, 14 (1972), 120-127.
8. Nisbet, et al. Reading Standards in Aberdeen 1962z1972. Aberdeen: Department of

Education, 1973. ..

9. Start, K. B., and B. K. Wells. The Trend of Reading Standards. Windsor, Berks:
Slough, 1972.

10. Taylor, J. "The Voluntary Reading Habits of Secondary School Pupils," Reading, 7
(1973), 11-18.

11. Thorndike, R. L Read' prehension Education in Fifteen Countries. New York:
John Wiley, 1973.

12, Wilson, J. A. Readi g dards in Northern Ireland. Belfast: Northern Ireland
Council for Education, 1973.

GOODACRE 499



Reading Cdmprehension in Fifteen Countries

Robert L. Thorndike

L L

eeachers College, Columbia University
ew York, New York

ited States of America

The purpose of this paper Is to report some of the results of various cross
national studies of reading. The primary emphasis was on reading
comprehension. The youngsters in the gtudy were aged 10, 14, and 18.
Th eading study was part of a larger enterprise involving testing in
science, civic education, and other areas in which testing before the age
of 10 did not seem to make a gre ,pf deal of sense. MA has hopes of carrying
out a longitudinal study of the beginning stages of reading on a cross
national basis, proViding funding problems for such a study can be
resolved.

What ,I shall present here 15.1 at most a very limited sampling of the
mass of data we accumulated. The data are reported more fully in the
volume, Reading Comprehension Education in Fifteen Countries, which
represents one of the first three of the series of eight or nine volumes
based on our most recent. cross national research. However, even this
volume includes only a fraction of the material available on computer
printout and in the data bank which is being established at the
University of Stockholm in Sweden. Readers who are interested can
eventually address the data file at Stockholm and carry out further
analyses in relation to their own special interests.

Our material is capable of analysis at the ,level of the single
individual, the level of th school, and the level of the country as a
complete unit. These levels of analysis appropriately address them-
selves to somewhat different questions, and I will provide a small
sampling of the kinds of information that emerged at each of the levels of
analytic study.

Except when looking at the country as the unit of analysis, my
tendency has been to think of the several countries as replications and to
look primarily for uniformities and consistencies of relationship ilia i
extend across national boundaries. Possibly, more attention should haVe
been paid to the variations from country to country in the factors that are
associated with individual achievement or with school effects, but the
patterns are often quite consistent so that I have tended to emphasize the
consistencies rather than the variations. However, I will point to a few
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instances of differences between countries in either individual or schoolr
factors and leave them as queries so that the reader can decide whether
they make sense as representing differences in the national culture or the
national curriculum.

INDIVIDUAL DIFFERENCES

Let us start with factors associated with individual differences in
reading ability, and ask what kinds of information we were able to obtain
from the individuals in these fifteen countries that tended to
differentiate the good reader from the poor reader. Available information
about individuals was limited to that which could be gathered through
questionnaire methods. Thus', what I report here are relationships
between facts reported by the youngsters and the reading test scores. The
accuracy of the reports is somewhat suspect, but we did a certain amount
of preli work to verify that the information provided by the
youngste as reasonably consistent with information that could have
been obtained from their parents.

In general, we identified two ki s of background factors that
seemed to be moderately predictive of the achievement of individual
pupils within a country. One was a cluster of family socioeconomic
variables, for example, parental occupation and parental education; the
other was, a cluster of variables that might be roughly characterized as
reading resources in the home. This second cluster was based on the
child's report of the number of books in the home, the number of
magazines subscribed to the availability of a daily newspaper, and the
availability of a dictionary. These two clusters were of relatively equal
importance, varying from country to country as to- which carried the
greater weight in predicting reading comprehension scores of the
youngsters. In the United States, the balance was slightly in favor of
socioeconomic variables.

Two other family factors that might be mentioned, since they added a
little to the prediction of achievement, are family size and the child's
report that his parents helped him with his homework. These are both
negative indicators. That is, the child from a larger fatally tends to be a
poorer reader, even when the family socioeconomic situation is taken
into consideration. The poorer readers are the ones who report that their
parents help them with their school work. Apparently parental help is
more an indicator of educational difficulty than of parental commitment
and support.

PREDICTABILITY OF ACHIEVEMENT

For the group of Western and developed countries that represented
twelve of our fifteen, the patterns were generally consistent though the
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relationships were stronger in some countries than in others. Israel, with
its heterogeneous immigrant population stemming partly from
European and partly from Asiatic sources, was the country that showed
the strongest relationship between individual background factors and
achievement. The United States also tended to be quite high in the
predictability of achievement, perhaps reflecting the diversity of its
ethnic and socioeconomic backgrounds. By contrast, the three
developing countriesChile, India, and Iranshowed modest relation-
ships between the backgroUnd factors and reading achievement of
youngsters in the schoOls. We are not entirely able to interpret these
results. Ab I shall point Gut later, reading achievement was very low in
these countries and it is possible that the reading burden that was
represented by the questionnaire was so heavy that the responses to it are
not dependable. It is also possible that the kinds of indicators that are
rather consistently associated with academic performance in Western
cultures do not have the same significance in the developing countries.

READING PREFERENCES
A fair number of the items of information obtained from individuals

provided information on what might be called concomitants rather than
predictors or antecedents of reading achievement. In contrast to father's
education, which is clearly entecedent to the child's performance, the
amount and type of reading done by the child is a concomitant variable
and his reading preferences, his educational plans, his occupational
aspirations, his attitudes toward school and academic matters are all
concomitants which interact in complex ways, influencing and being
influenced by his effectiveness as a reader. A number of these
concomitants show appreciable, though not extremely dramatic,
relationships with reading score. Thus, not surprisingly, the better
readers aspire to larger amounts of further education and to occupations
higher in the occupational hierarchy. They tend to read more.and go to
the movies less. Especially hi the younger groups, the better readers are
more likeiv to like school and zu be motivated to achieve. At the older
ages they tend to be inter..sted in science and in literature, to value
science, and to see their school as structured and content centered.

Some of the concomitants arc not entirely ....that one might expect.
For example, we asked the youngsters to indicate their liking for
different kinds of reading materials and we are able to associate the
expressed liking withte reading ability displayed by the youngsters.
Thus, we can see what kinds of reading preferences tend to differentiate
the better reader from the poorer. The most differentiating type of
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reading material for fourteen-year-olds is humor`, with sports and love
stories showing a reversed relationship. The part of the newspaper that'
most differentiates the able reader from the less able is a preference for
reading the comics.

SEX DIFFERENCES,
One item that may be of interest is the relative reading achievement

of boys and girls. This is one respect in which one does find differences
between countries, although sex differences in the reading achievement
scores were not marked or dramatic in any of the countries. In the United
States we are quite accustomed to thinking of girls as being the better of
the two sexes as far as reading and similar verbal competencies are
concerned; and United Sates girls do, in fact, perform slightly better on
reading tests than do boys. This is also true for the majority of the
countries in our study. However, there is a minority of countries in
which the boys read better than the girls: this holds for 3 out of 14
countries for children at age 10; 5 out of 15 countries at age 14; and 5 out
of 15 countries at the end of secondary school. Thus, it looks as though
the differential between the sexes is to a considerable extent cultural
rather than organic by the time one reaches the ages of 10 and above; and
the way the culture treats the two sexes, or the extent to which it educates
them and emphasizes educational goals for them, makes an appreciable
difference in how the sexes compare in something as basic as reading
comprehension. Girls were better on the literature tests in every one of
the countries in which the matter was studied but did less well on the
science tests in every one of the countries. The differentials in these
subjects were universal and rather substantial. However, one suspects
that this result represents more nearly a uniformity, of culture across the
range of countries in which we operated than something which is
inherently and biologically fixed.

BETWEEN-COUNTRY DIFFERENCES
Let us turn our attention now to the differences between countries.

As far as the IEA project was concerned, we have tended to play down
the International Olympics aspect of the study and have not madea great
deal of the differences from country to country in average score on our
tests. Generally speaking, the differences between the European- .

oriented Western developed countries were relatively modest in size. In
our study the dramatic between-countries differences were those
between the developing countries, whose past status both in economic
development. and in general level of education has been relatively low,
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and those countries,that have both an industrial plant and a tradition, for
several generations at least, of widely available education.

For the reading study there were three countries that we considered
to be developing countries. These were Iran, Chile, and the Hindi-
speaking part of India. In all of the tests, not merely those in reading,
these countries fell Well at the bottom of the heap. In reading compre-
hension, the differences were such that the top performer in a class in
one of these countries would be no more than barely average in one of the
Western developed countries. The difference was so large that in these
countries the tests that we had developed, and which had unfortunately
been tried out mostly in developed countries, were clearly too hard, with
the result that numbers of youngsters were getting essentially chance
scores. We had an easy reading speed test consisting of paragraphs such
as the following:

"Peter has a little dog. The dog is black with a white spot on his back and
one white leg." The color of Peter's dog is, mostly

black brown grey.

Even this test turned out to be a power test in the developing countries,
with 10-year-olds averaging over 50 percent errors in one country, and
even 14-year-Olds averaging 30 percent errors.

The deficit in reading in the developing countries is not surprising
when you consider the circumstances under which the schools and the
children operate. We may take the \Hindf-spealcing area in India as an
example. Although the tests were given in Hindi, for many children in
the areas in India where Hindi is the official language, Hindi is actually a
second language. It is not the language of the home or of the immediate
peer group with whom the child associates and is as much a new
language to these youngsters as English is to some of the Hispanic
yourigsters in the United States. In addition 1) many of the parents have
had little or no education and there is no support of literacy within the
home itself; 2) in most cases, the homes are meagerly equipped with
reading matter; 3) radio and television are rare sources of laziguage
stimulation; and 4) schools are not well equipped with reading materials
and children have no single book continuously available to them to read.
In some ways, e difficulties that plague a country like Indi so far as
developing liters in youngsters is concerned; are very sim ar to the
problems that pla ue the innercity communities and ethnic ettos in
this country, whey a number of the fiactors that I have desaibed are
characteristic of these subcommunities within the United States.
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Readers are interested in United States' standing among the
. countries participating in the reading study. At the ten-year-Old level,
the United States was ninth out of fourteen; at the fourteen-year-old
level, third out of fifteen; and at the end of secondary education, twelfth
out of fifteen.. The poor showing of the United. States at the end of
secondary education is explainable in considerable measure by the fact
that the United States retains a much _higher proportion of. children
through to the end of secondary schooling, including the less,,
academically inclined, and consequently the average performance is
relatively low. We estimated that the Un2ted States retains about 75
percent of the age group through to the end of secondary school, and as
compared to a range of 10-25 perceriin many of the other countries in
the s,,udy.

One might want to try to determine which characteristics of a
countiy are associated with the overall reading achieveme4 by
youngsters in that country. Our study included only fifteen countries,
however, and these countries differed in linguistic, educational;
cultural, and economic dimensions, maldng fruitless the task of
identifying the particular deteridners responsible for between-country
differences. By including the three developing countries, almost any
index of economic development will show a rather strong relationship
with the reading score, when considered across the whole set of
-countries. The simple variable, "average hours of watching television,"
gives a correlation of 0.92 for the set of fifteen countries. However, if one
excludes the three developing countris and looks at the remaining
twelve, th% relationships shift markedly and any attempt to identify
significant national concomitants of reading achievement becomes very
difficult.

The country that showed the best reading at age 10 was Sweden,
while the top country .at age 14 was New Zealand. These are small
countries.that are culturally and economically homogeneous and it is
not surprising that they show rather good achievement. New Zealand, in
particular, has long placed high emphasis on literacy and upon making
bookS available throughout the country, even in remote and inaccessible
areas, and the evidence indicates that these emphases have paid off.

BETWEEN-SCHOOL DIFFERENCES

The final analysis concerns differences between schools and
attempts at learning what there is about a particular school that leads to
good results in reading comprehension for its students. In this case, the
one obvious determiner of achievement is the input of youngsters into
the school. In the United States, for example, there is a correlation of 0.75
between an index of average economic and cultural background of the
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entering children and the average reading achievement for the, school.
This economic and cultural background index is one that takes account
of the factors referred to earlier as relating to achievement of individual
youngsters within a school. Thus, to a considerable extent, the outcome
in reading comprehension from a school is determined by the input in
terms of the variety of youngsters who attend. Anything about a school
that is correlated with this measure of input will tend to be corlated
with output; however, even with this substantial correlation, it trould
still be possible for various types of school factors to have a further
impact on reading achievement and we made a determined attempt to
identify such factors.

At this point, our results were most disappointing. It is my
impression that so far as the reading comprehension test is concerned,
we found substantially no variables of school background that could be
counted on to be consistently related to reading achievement from
country to country. 'Factors of class size, teacher training, resources of
materials and specialists in the school, and techniques of presentation or
instruction were all relatively fruitless as predictors. Why was this?

In the first place, it must be recognized that our information about the
schools was limited to what could be obtained by questionnaire'
'methods. Our resources did not permit us to visit the schools and see
what went on. Furthermore, we were dealing with youngsters at age
levels where whatever reading instruction had operates on them had
operated largely in the pastsometimes in the remote pAt That is, one
wou hardly expect to find anything in the current instructional setting
of fc:Thieen-year-olds that would differentiate the reading compre-
hension of different groups. The most important reading instruction
they would have had would have been at ages 6, 7, and 8, with lessening
emphasis as the years went 1?y. Whatever the reasons, we have to confess
that our effort to identify organizational or instructional factors that
contributed to reading achievement was a disappointing and
unproductive enterprise.

In some of the other curricular areas in which our [EA has worked, the
situation has been rather different. The one that shows the sharpest
contrast, is the area of foreign language. Here it is fairly clear that
whatever the American child learns'of the French language he learns in
school. Community factors have little or no direct impact, the difference -
between good and poor instruction appears to be substantial, and some
of the determiners of good instruction seem to be identifiable. This is in
sharp contrast to the domain of reading which is supported by amide
range of out-of-school experiences where, at least at the levels where we
were working, we could find nothing about what the school did that
seemed 'to make a difference.
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This failure to find significant school effects emphasizes again the
desirability of starting reading at a considerably earlier age level, and the
prospect of &Liking a cross national study of beginning reading is a very
appealing one. Such a study would have to be very different from the one
we have carried out. Because of the need for the study to be more detailed
and intensive, we would visualize it as being longitudinal, involving
classroom observation and individual testing, and using a substantially
smaller number of children. Many of us hope that such a study can be
carried out in the not too distant future.

I have tried to give you some sense of our findings and our
frustrations. Massive cross national surveys provide plenty of both. The
practical limitations of time and resources and the limitations in our
own foresight and wisdom, have limited the questions that we have been
able to answer. But we do now have some basis for viewing both our
common educational achievements and our common educational
problems.

14
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The Development of Competency Based
Teacher Education in Reading

Robert Karlin
Queens College of the
City University of Nat York
New York, New York
United States of America

In an article published'in an educational journal in 1958,1 propose
persons who were offering reading services to children with re
problems should be licensed by the state' Just as physicians and de
electricians and plumbers, beauticians and barbers, and other Cr: en
are required. to demonstrate ability in their chosen fields befog- .eing
allowed to practice their skills, so should reading "spec' ists" be
required to demonstrate their proficiency before being p itted to
serve the public. This proposal seemed so radical in 1958 th the editor
of the publication, fearing adverse reactions from readers, printed the
article in the form of a letter to the editor. Tfie editor's fe s were not
confirmed, and although the proposal did evoke some r a nse amqng
people in the profession, to my knowledge the proposal not been
adopted in the United States. Of course, some individua states have
certified (licensed) reading teachers, reading clinicians, and reading
consultants who work in the public schools. But such certification, as
other certifications, is based upon the satisfactory completion of
specified courses and not upon demonstration that applicants possess
the required abilities to perform their tasks.

PROS AND CONS
Today, as a result of demands by state legislative bodies and citizen

groups who say that they want greater returns from their tax dollars as
demonstrated by increased pupil learning (the assumption being that
the only way to measure teacher effectiveness is to demonstrate wheffier
pupils have learned), we seek to change the way in which all teachers
are certified. Essentially, current plans for certification call for a unified
effort by university, school, and professional groups to jointly assess
teaching competencies through performance in school settings. Thus,
no teacher would be able to obtain or retain a position unless he or she
could demonstrate initial and continuing competence, however it is
defined.

Although teacher groups have long recognized the inadequacies of
some members, certain groups have advocated resistance to efforts to
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base teacher certification upon demonstrated competency. They argue
that no one has shown that a strong relationship between teacher and
pupil performance exists. (Those of us who prepare reading teachers and
offer specialist programs in reading believe that knowledgeable teachers
of reading are more likely to produce better readers than are less

,knowledgeable teachers. If this were not so, how could we justify the'
expenditures that graduate reading specialist programs entail?) They
also say that competency levels for someone entering the profession
should be different from those possesszd by practicing teachers, and
these levels are yet to ge developed, as are the strategies and tools
required to focus on teacher competencies.

Then there is the question raised by the,humanists in eduCation who
are concerned with such matters as adaptability, creativity, self-concept,
values, attitudes, beliefs, feelings, and other affective results of learning.
They ask, "Can you readily assess the internal meanings or changes that
result from learning through specified and observable behaviors or
competencies?" They argue that, except on the lowest levels, instru-
ments for doing so do not exist. While the humanists do not deny the
concept of accountability, they do reject the notion that all learning is
discrete and observable. They would not reject the use of behavioral
measures to assess skills learning. What they prefer to substitute for
assessing other outcomes of learning is human judgment which, in their
view, behavioristic tools cannot replace. _While they recognize the
possibility of fallibility,. they do believe that, through inference,-
important educational outcomes can be weighed. Thus, they would
recommend the use of both tools.

There is no question 'that valid arguments exist against the
immediate and wholesale introduction of new teacher certification
procedures. But these arguments do not negate the desirability of
making changes in the way teachers, are certified and, therefore, in the
ways thEqi are prepared for teaching. If professional educators do not
respond to existing pressures for change and address themserves to the
issues under review, change, like some fame, will be thrust up6n them.

fact, such is already the case in some places. The State Education
partment of New York is just, beginning to address itself to the

problems associated with competency based systems of preparation and
will'no longer approve any new teacher education programs unless it
can be shown that they are competency based. Moreover, all existing
teacher education programs must become competency based by 1980.
The department has already issued a preliminary statement regarding
basic competencies in reading for the classroom teacher, reading
teachers, and reading consultant, and has commissioned the preparation
of a test designed to serve as a college proficiency examination in reading
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instruction in the elementary school. However, it has yet to consider the
requirements and logistics associated with field based education.

The International Reading Association (5), recognizing its role in
improving teacher education for reading, has prepared a publication
specifying ". . the professional knowledge and instruction compe-
tencies which are the products of adequate programs for preparing
teachers to teach reading in the schools of today and tomorrow."
Seventeen modules have been identified, each consisting of five
elements: a participation assessment plan to determine the learner's
readiness to cope with the module's content, the teacher competencies
to be realized, minimum performance levels for each competency,
suggested learning experiences, and an assessment plan to determine
how well performances have been realized. These modules, with
changes where desirable, could become a basis for competency baited
teacher education programs in reading:.

We already perceive changes in attitudes and actions which point in
the direction of revised and, perhaps, more meaningful teacher
education programs. That there are problems to be resolved cannot be
denied. There are problems involving financial support for conducting
field based education 'and offering creative learning experiences,
problems growing out of associations among institutions of higher
learning which still will be responsible fok providing the basic
education of prospective teachers and cooperating certifying agents,
problems of reconciling tenure and competency, and problems
associated with valid assessments of teacher behavior and appropriate
behaviors as they relate to pupil performance. These problems cannot be
ignored. How well competency based teacher education programs fare
will certainly depend on the extent to which each cart be satisfactorily
resolved. Otherwise, like earlier mbirementstfor educational change, this
effort will dissipate itself and there will be business as usual until new
pressures force reexamination of what the profession is doing.

PROGRAMS FOR TEACHERS

Traditionally, prospective elementary school teachers in the United`
States have been exposed to reading instruction through a combined
reading-language arts methods course or a one semester course in
reading improvement. Until recently, prospective secondary school
teachers have not even enjoyed this minimal exposure to reading
concepts and methodologies. It is a fairly well-established fact that the
typical newly appointed teacher has not been adequately prepared to
teach reading, even though many are expected to devote a major portion
of the -school day to doing so. Instructors of courses in reading or
reading-language arts have been relying mainly on lectures, textbooks,
And discussions as.media through which students acquire information
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about teaching reading. No doubt some have provided other meaningful
experiences beyond these, but the fact remains that there is a wide gap
betweenz teacher's ability to discuss reading concepts and his ability to
translate them into viable teaching strategies. Talk to these young
teachers about their preparation for teaching reading and you will
understand why they feel so inadequate; of course. some of their
wea es are within themselves (some should not become teachers
because they 'mply don't have sufficiently high capabilities and
dedication). But ev n among the more capable, there are many who lack
real understanding about teaching reading and meeting children's
reading needs. Rarely have teachers been required in courses to do more
then-verbalize about reading. When they have to face a class of 25 to 30
children they feel bewildered and lost; and unless they receive real help,
they soon become discouraged. Perhaps, this is one reason why so many
of our schools adopt basal readers with their accompanying manuals. for
without the lattera large number of teachers wouldn't know where and
how to begin and what directions to take.

There is no question but diet changes in teacher preparation are long
overdue, and preparation for teaching reading is a good place to start.
Competency based preparation might not offer complete solutions to
hard questions, for there are no panaceas; however, there is a reasonable
chance that students who can demonstrate competency in teaching
reading will become the better teachers of reading.

In a sense, we have always had competenCy based programs but
generally at only one lever. I prefer to view the requirements of such
programs as consisting of three tiers: demonstration that basic
knowledge of reading and reading instruction has been mastered;
demonstration that, based upon such understandings, suitable strategies
can be developed for teaching children; and demonstration that these
strategies can be applied successfully in helping children to improve
reading ability and in fostering appropriate attitudes toward reading.

We have always required students to show evidence (usually
throligh written tests which sometimes probe deeply and at other times
just scratch surfaces) that they have acquired information about reading.
At times, we have required students to produce teaching plans that
could be used for diagnostic teaching. But more often than not, and for a
variety of reasons including time`limitations and large numbers, these
requirements have not been consistently applied. From the evidence at
hand, I would suggest that rarely have we reached the tier that
counts e " how me" phase.

Whe teacher-trainer decides to go the competency based route,
it do ssarily mean that he must discard every procedure hehas
bees foll g in favor of innovative approaches. He can still adopt
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basic textbooks and reference sources, lecture, and hold group
.discussions. But since the main objective of the course or program is to
help students develop competency in' the fullest sense, there could'be
differences in the ways teachers would operate henceforth. For
thing, he will seek Slternative ways of helping students acquire e
content of reading and reading instruction. This effort results from the
recognition that the classroom and books are not the only sources of
information. Instead of a meeting three or four times a week as-many
undergraduate schedules require, a class might meet no more than once
a week (and perhaps even less frequently in graduate sequences). When
such reductions occur, it is assumed that students are involved
elsewhere in activities such as-observing a reading lesson being taught
in a local school, discussing reading concepts with another faculty
member, viewing taped reading lessons, meeting with the class
instructor individually or an groups to clarify issues, preparing
instructional materials for a prescribed lesson, administering diagnostic
tests to children, helping one or more children overcome specific
reading weaknesses, reviewing lessons taught by peers, meeting with
parents to explain current reading practices, or reading professional
literature evaluating suggestions in teaching manuals.

Naturally, students do not engage in any of these possible activities
in a disorganized way. They know in advance what competencies they
will be required to demonstrate and what possible avenues they might
follow to prepare for such demonstrations. Thus, if the module or "the
unit of study" were evaluation for diagnostic teaching, the student
would be provided with a list of activities he could pursue in order to
demonstrate his acquaintance with and use of appropriate diagnostic
tools for analyzing reading behaviors and making recommendations for
instructional programing. These competencies could be stated asfollows:

1. Is-familiar with reading tests
Can identify several oral and silent reading tests for
elementary and secondary students
Is able to distinguish between a diagnostic and a survey test
is able to assess a test's usefulness for measuring reading
performances (discover. word meaning in context, make
inferences)
Can assess standardization procedures (validity, reliability,
sampling)
Can prepare informal or teacher-made tests to measure
specified skills
Is able to identify circumstances for using norm referenced
tests
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2. Can use reading test results
Groups children on basii of test results
Determines reading levels
Analyzes reading strengths and weaknesses
Plans appropriate lesso as for different groups of children

In order to be able to acquiie tl ese kinds of competencies, students
Might select from a variety of activities.

Exathine test files ,.

Check Buros' Reading Tests and Belize
Compare survey -and diagnostic instruments
Observe live, or on videotape or film, how informal
inventories are prepared and administered, and how their
results are interpreted
Administer oral and silent reading tests and evaluate results.
Discuss with a measurement expert the pros and cons of
standardized vs. teacher-made tests
Select appropriate testing instruments, for individual children
Plan instructional programs in word, comprehension, and
study skills based on test evaluation
Read textbook and reference sources on test construction and \
evaluation
Make an item analysis of test items and classify them
Study test manuals

Some ,students might not have to engage in all the activities to develop
necessary competence, while others could require more concentrated
exposures. It might be useful to note that different levels of competencies
(entry, advance, and specialized levels) could be identified for those
preparing to teach, those seeking Advanced standing, and those who are
or will be assuming responsibilities for administering and supervising
reading programs.

Under such an arrangement, students might not be pursuing
identical areas of study at the same time since they would be progressing
at different rates. Therefore, they will be demonstrating their mastery of
knowledge and practice when they are ready to do so. Presumably, if the
successful completion of one module depends upon the successful
completion of an earlier one, students will not move ahead to new
modules until they have satisfied t1e requirements which have been
established for doing so. Instructors might prefer to group related
modules of study and delay seeking evidences of competency until all
have been completed.
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Since competency in its truest sense involves doing more than
talking, field based programs are more desirable than those limited to
campuses and simulated conditions, since students can learn first-hand
what good reading instruction is all about and put what they've learned
into practice to develop their skills. The assumptions underlying this
proposal are more easily identified than attained. One basic assumption
is that resources, both material and human, are readily available.
Another assumption is that suitable placements can be arranged. We
know the problems associated with the placement of student teachers
and how. frustrated we can become in our efforts to provide quality
experiences for them; but we should strive to meet the obstacles that
might have to be overcome. If state departments of education mandate
field based teacher education programs as se part of the certification
process, then colleges and public schools will have to accommodate
them.

What could happen if competency requirements were to become the
rule and were administered in the interests of improved school
practices? The typical four- and five-yeas programs might be extended
over longer time periods for some students and reduced for others. More
students than is presently the case, would likely be denied initial
certification. And if the recommendations of some bodies are adopted,
automatic permanent certification could become a thing of the past,
Instead, teachers would have to demonstrate continuing professional
growth, that is, show that they are better teachers of reading than they
were when they received initial appointments and at subsequent time
periods. The results of all this? Perhaps, improved instructional
programs in reading, more children who can read well and do read more,
and fewer children who require special reading services. Surely, these
goals are worth striving for and competency basece teacher education
reading programs could-be a vehicle for attaining them.
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The Rationale for Competency Based Inservice Education

Betty Horodezky
Unimersity of British Columbia
Vancouver, British Columbia, Canada

If educational institutions, like automobile manufacturers, could afford
the luxury of recalling their defective or minimal quality products as
they pass through our educational assembly lines, reading specialists
might well be spared the ominous task of rushing out to the-scene of the
accident in a last frantic effort to revive the intellectual and emotional
,remains of those who have had the misfortune of colliding with the
hordes' of teachers who fail in their daily task to develop literacy (9).

As Heilman (4) points out:

Learning to read is probably one of the most important accomplish-
ments that the child will achieve during his formal schooling . . . if
he fails in reading, the frustrations and defeats which can beset him in
the future are so numerous and varied that they have never been
tabulated in one source.

Reading instruction in the United States and Canada has seldom
been without its critics, yet it cannot 'be denied that considerable
progress has been made over the years. As we revigw the current trends
in educational institutions, however, we cannot help but concede that
"improvement of reading instruction is still a major concern in
education" (1 1 ).

. WEAKNESSES IN CONVENTIONAL INSFAVICk..)
PRESERVICE PROGRAMS

Among several of the shortcomings frequently cited against
traditional training institutions, is the cry that teacher preparation is
often too brief and too abstract. Because most teachers are able to
graduate from our educational institutions with a minimum of exposure
to readingone or two coursestheir limited knowledge of reading
skills, diagnosis, methods, and materials prevents them from providing
the instructional expertise required in solving the numerous reading
problems which they encounter with children. ,

Complaints of theory orlented courses void of classroom involve-
ment are not without foundation. Too frequently, students are shunted
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off to begin their practice teaching as late as their senior year, without
ever having had previous, on-the-job practice with children.
Conventional preparation for this crucial phase of the program has failed
to produce the essential teaching proficiencies needed later, since
programs of this nature have not been based upon behavioral objectives

. toward which to focus instruction, demonstrate competency, and assess
achievement (8).

We cannot hope to attain the high level of competency needed in our
professional reading programs if we are to continue our instructional
prOcesses ith traditional demands for cognitive skills without
application )o children. The earlier and more frequently the learner
beconies in olved in working with children in applying and assessing
the theory he has learned, the better is his opportunity to grow in
competence (7).

Inservice programs also have a growing responsibility for providing
teachers of reading with more than the conventional facts and theories of
reading that they may or may not have received in their earlier training
". . . for knowing about a problem or a solution to a problem is not
equivalent to successfully applying that solution" (1).

WEAKNESSES IN CONVENTIONAL INSERVICE PROGRAMS

Unfortunately, the term inservice education is not likely to conjure
up great bursts of enthusiasm; even among the most dedicated teachers.
Although most inservice programs are desperately needed, they are
severely inadequate. These inadequaces might be attributed to the fact
that 1) activities are often selected without regard for purposes to be
achieved; 2) programs fail to relate inservice programs to genuine needs
of staff members; 3) program planners and directors who design and
conduct inservice 'activities often lack the professional skills and
knowledge to assure effectiveness; 4) planners fail to provide identi-
fiable objectives and are unable to differentiate between activities and
objectives; and 5) little or no assessment of teacher learning is provided,
so teachers often sit passively with little incentive to learn.

These apparent weaknesses in our traditional inservice programs
indicate that there is clearly a great "need to relate preservice and
inservice education, not only more effectively, but to develop systematic
teacher education programs that consider the training problems of
teachers from the time they decide to become teachers to the time they
retire from the profession" (5).

Clearly, there is a nee() to consider an alternate solution in our sea h
to raise standards of reading instruction in our schools. It is for s
reason that a competency based approach to inservice education is
proposed in this paper.
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WHAT IS A COMPETENCY BASED INSERVICE PROGRAM?

Perhaps one of the most vigoroust.anr) far reaching efforts in the
seventela to raise the current standards of inservice and continuing
_education for those who teach reading was formulated by the IRA
Commission on High Quality Teacher Education in the publication,
Modular Preparation for Teaching Reading.

An examination of the IRA competency based teacher education
model reveals that it is comprised of the following seventeen essential
components identified by the Commission for program improvement (7):

1. Understanding the English Language as a Communication
System

2. Interaction with Parents and the Community
3. Instructional Planning: Curriculum and Approaches
4. Developing Language Fluency and Perceptual Abilities in Early

Childhood
5. Continued Language Development in Social Settings
6. Teaching Word-Attack Skills
7. Developing-Comprehension: Analysis of Meaning
8. Developing Comprehension: Synthesis and Generalization
9. Developing Comprehension: Information AcqUisitir

10. Developing Literary Appreciation: Young Children
11. Developing Literary Appreciation: Latency Years
12. Developing Literaiy Appreciation: Young Adults
13. Diagnostic Evaluation of Reading Progress
14. School and Classroom Organization for Diagnostic Teaching
15. Adapting Instruction to Varied Linguistic Backgrounds
16. Treatment of Special Reading Difficulties
17. Initiating Improvements in School Programs

The seventeen components listed are referred to as resource
modules, and can be divided into instructional modules for use in
inservice, graduate, or undergraduate programs. Each resource module
contains a developmental sequence of learnings at three, levels to
provide for individual differences. The most fundwnental compe-
tencies, appropriate for thenovyce or inexperienced teacher, are found at
the Professional Entry Level. The Advanced Level would apply tb those
persons who continue their graduate and inservice study. Emphasis here
is on superior classroom performance. Research IS used to support
educational practice's and decisions. The most sophisticated level of
compOency required by reading specialists, research personnel, and
university teachers would be found at the Specialization Level.
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Competencies at this level are directed toward experimentation for
solutions to educational programs and leadership.

With the assistance of instructional leadership in schools, teachers
can be guided In assessing their competencies so that appropriate
portions of each module needed to improve individual capabilities in
inservice piograms can be implemented, thus assuring a more
continuous improvement of reading instruction. -

The five essential components of a module include: 1) a prepar-
ticipation assessment plan, used to identify the learner's proper
placement or existing knowledge and skills for the module; 2) a list of
teacher competencies, necessary for the acquisition of the module,
written in precise behavioral statements on the objectives of the module;
3) a list of criterion behaviors used to measure the degree of achievement
or attainment in a particulg-tompetency in terms of several kinds of

. behaviors, such as valuing, understanding, applying, analyzing-
changing; 4) learning experiences, a suggested list of optional sources or
means for use in acquiring the competency; and 5) continuing
assessment, a means for deteri3ining whether a criterion behavior has
been successfully mastered.

WHAT A COMPETENCY BASED PROGRAM CAN DO

Competency based models. (7), when. incorporated into ongoing
inservice programs, can be of value insofar as they:

1. Assure the inclusion of all essential elements of an adequate
reading education program

2. Assure that regular classroom teachers, as well as specialists,
have a thorough grounding in the teaching of reading

3. Provide classroom performance competencies in teaching as
well as knowledge competencies

4. Provide a variety of ideas for teaching teachers in assessing their
mastery of desired competencies

5. Provide an approach to greater individualization of preservice
and inservice programs

6. Provide detailed objectives of visible evidence of the need to
increase the amount of time spent on the reading preparation of
most elementary and secondary teachers

Since the preparation of excellent teachers of reading cannot be
achieved in a short period of time, ongoing educational instruction must
be planned into meaningful segments of experiencies for inclusion in
inservice programs.

The implementation of a modularized approach in a school setting
requires that instructional leaders assist faculty members in assessing
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their own reading instruction competencies. This can be done through
the use of self-assessment checklists based on modular content. Each
member evaluates his own, competency in relation to those listed.
Faculty' members then meet to identify and discuss their own
professidnal nee& in terms of the school's reading problems. Modules
or modular segments are finally selected and assigned for the purpose of
providing immediate solutions bto, existing problems and promoting
professional growth and development in reading instruction. A series of
concurrent inservice educational experiences would be included as a
vital part of this program to insure the kinds of learning experiences
suggested by the module.

If faculty members elect to participate, as a group, in selecting and
working on a particular module, individual staff members would be
appropiriately assigned to work with groups commensurate with their
educational experience and background. Here the emphasis would be on
providing for continuous learning and professional* development at
every level of competence in joint effort to solving classroom problems
(10). ". . . Not 15nly should this prbkvis produce more effective teachers,
but it should also encourage research into alternative approaches to
inservice" instructional programs (2).

EXAMPLES OF COMPETENCY BASED INSERVICE PROGRAMS

The examples provided herein are designed to familarize the reader
with the basic components of a module as described earlier in this paper.

1. Preparticipation assessment. Measurement of both knowledge
and performance abilities. The inservice leader should include
one or more techniques for assessment such as: oral tests, written
tests, self-assessment checklists, videotape demonstrations,
demonstration teaching, and other means as deemed
appropriate.

2. Teacher competencies. Statements written in precise behavioral
terms which identify the capabilities needed at each level of
achievement, and which can be used for further development in
inservice work and study. Examples of competencies at the
advanced level might include (6):

Demonstrates a familiarity with several handwriting
methods (including method currently taught). Describes
differences in philosophy. letter formation. drills. and
special features.
Knows provisions that should be made for left-handed child.
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3. Criterion behaviors. The behaviors that provide evidence of
competency attainment. Several criterion behaviors should be
included for each competency. Any two of these examples
would be appropriate for the competency listed previously.

Presents a written summary.
Shows models to inexperienced teachers and demonstrates.
Prepates an illustrated bulletin.

4. Learning Experiences. Various sources or tasks listed where the
learner can obtain knowledge and skill to fulfill the competency.
Examples provided are appropriate for advanced competency
listed previously.

Reference reading.
Study writing models.
Study manuals for writing systems.
Practice with left-handed pupils.

Other learning experiences appropriate for inservice programs
might include:

Prepare a detailed case study on one child.

Try a recently learned iiistructional technique in the
Llassroom and assess pz:pil growth.

,5. Continuing assessment. The process of continuous,
measurement of th ongoing progress made by the learner in
carrying out criterio behaviors.

Continuing assessm nt tools may include the same techniques
as those used in prPparticipation: tests, quizzes, observations pf
performance, analysis of preparation for performance,
simulated teaching with peers as observed by instructor or peer
evaluator, and ()that means,

OW.

SUMMARY

In light of demands from our rapidly changing society, the need is
long overdue to revitalize and renovate teacher education through
competency based programs. Educational institutions must be ready to
reach beyond traditional pregrpms of nservice and preservice
instruction if we are to succeed in our tip,ast toward excellence in
educational programs for our teachers of reading
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Professional and Paraprofessional Roles in an Industrial Society

Ruth Love Holloway
U. S. Office of Education,
Department of Health, Education, and Welfare
Washington, D.C.
United States of America

For many decadest schools and education were the domain of the
professionally trained educator and prior to the 1960s in the United
States, teachers and school administrators maintained a high degree of
reserve relative to their particular roles and responsibilities for the
education of children. But schools, like other institutions in society,
have always been plagued by the fact of change and change in the
public's awareness of need for human services and human resources has
been accelerated in recent years. This change in awareness has taken
place at a far more rapid rate than has the change in the social
institutions designed to meet the needs which are now so apparent.

The educational enterprise is always known for the lag between
conceptualization and implementation. Part of the cause relates to the
rigidity Of school systems throughout the country and their resistance to
nontraditional ways of meeting the particular needs. However, the
realization that there was a need for greater manpower, combined with
the changed role and responsibility of teachers, brought a recognition of
the vast reservoir of human potential ready to flow into the public
schools of the United States and this has given rise to a new dimension in
American education.

In the late 1960s, the need for and lack of availability of professional
personnel, coupled with the intense questioning and protest regarding
quality education for all schools, reached critical proportions. In
addition, new dimensions in educational concepts and technology
required a far more comppix role for the classroom teacher.

The New Careers Movement as defined by Pearl andlieisman (1) was
ignited by the recognition of the plight of uneducated persons and low
income children. The movement called for a closer link between school
and community and required a new entry level to careers in human
services, with greater opportunity for upward mobility on the job. With
this movement came a slow recognition of the school as an instrument of
the community. During this period, new financial resources became
available to school systems throughout the country. As a result, the War
on Poverty of the Office of Economic Opportunity provided vast new
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resources for paraprofessionals to find their way into 'middle -class
America. The c : it related to the recognition that poor people,
especially, must 1 the opportunity to help determine their destiny.
The thrust opened u . t. schools in a new way. Additional resources
were made available nder e Manpower Development and Training
Act and the Element: nd Secondary Education Act, especially Title I.
Compensatory education became a major vehicle for employing teacher
aides in the public schools.

The concept in this movement of new Careers and upward mobility
gave a degree of stature to individu were previously assigned to a
lifestyle of unemploythent and low level po ns. This represents one
of the essential innovative componentsthe who e thrust toward use of
paraprofessionals in public service. While this movement related to
institutions beyond the schools, it had a major impact upon American
education. A number of categories established in the late sixties are now,
finding their way i4tp educational institutions and are becoming almost

traditional patterns of behavior. First, the teacher aide. While parents
and individuals from middle-class backgrounds in the community have
always served as volunteers in the schools, few served as real aides to
teachers. Therefore, the movement toward paraprofessionals from low
income backgrounds, with less than adequate education, became a
phenomenon to be reckoned with. The aides came with a variety of
backgrounds; in many instances they were parents of children who were
the recipients of compensatory education. Nokv middle-class parents are
seeking positions as teacher aides.

A number of studies indicate that the bole development and the
relationship of low income auxiliary personnel with other personnel
made a major contribution to improvement ifi the teaching-learning
process in the classroom. It was found that students benefited in terms of
the actual technical skills received as well as the role models that were
offered. While the essential role of the new careers concept was to
provide occupations for paraprofessionals, it appears to have had a very
positive impact upon the family and the community, as well as upon the
individuals concerned, in terms of developing self-concept and skills
needed to function- in society.

Paraprofessionals from backgrounds similar to those of the pupils
and parents served to bridge the gap between home and school. This
ingredient helpe to alleviate the adversary relationship which had
created a loss of co *dence in the schools. The impact of the teacher aide
on the classroom to er is one that must be dealt with. It was found that
the initial installati of teacher aides in the classroom was met with a
great deal of resistan e. Classroom teachers, understandably, began to
feel threatened by th new person in the room. At the same time, it was
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found that mutual teacher/aide training and opportunities to prepare
and discuss activities jointly lead to what is now regarded as a high
degree of acceptability on the part of professionally trained teachers.
This resulted the development of another role for the classroom
teacher in meeting the individual needs of students in the classroom.

In their book, New Careers and Roles in the American Schools,--- -->
Gordon Klopf and Garda Bowman indicate that the auxiliary personnel
appeared to serve a catalytic function in the development of all other
roles in the school system. The authors further indicate that training.was
identified as the essential element in effective use of auxiliary personnel.
Employment without training appeared to present many problems, and
there was no significant correlation between success in program and
ethnicity or previous training of the auxiliary participantii. Other studies
have indicated that when teachers and other personnel participated in
demonstration programs as trainees, the effectiveness of the training
appeared to be facilitated.

Duties and responsibilities of teacher aides in the classroom have
become more definitive as the new careers movement progressed. In the
initial stages, the teacher aides or paraprofessionals were asked to
perform many custodial functions for children. As the professionally
trained teacher relaxed and as teacher aides became more comfortable
and secure, we saw a widespread movement toward using the
paraprofessional as an instructional aide. Paraprofessionals began to
assist in reading, language, and mathematics, and persons with special
skills were used in the arts. So the role definition was balanced with role
development which gave variation and scope to the total program and
conceptti

Because of the need for training, institutions of higher education
began to establish both preservice and 'inserve programs for
paraprofessionals. School districts established a career ladder program

fin which assistants and aides began to find their way into the
institutional setting.

Under an exciting program entitled "Career Opportunities," which
was federally funded by the U.S. Congress, the concept of bringing into
the school additional personnel who had previously gone into other job
situations became a reality. From a variety of communities, the Career
Opportunities Program seledted individuals who could contribute
significantly to the schools. This brought to the school system a new
kind of person who had potential for becoming an exciting classroom
teacher. So now we see a new cadre of young and exciting, and
sometimes older individuals making their ways into the established
school environment.
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The idta of using unskilled workers in public service is not a new
phenomenon. As early as the 17th century in England, the Elizabethan
poor laws included a provision that those persons unable to find gainful
employment and who were dependent upon the state should be placed
in workhouses and trained to perform community improvement work.
The workhouses were probably far from ideal settings and the nature of
community improvement work was not likely to be dignified or
meaningful, but' the concept of training the unemployed to perform
needed public service was apparent.

In the United States, an organized program based upon this concept
was f' t developed three decades ago under the Works Progress
A d o and the National Youth Administration. Particular
ern was placed on the concept of trvA under which unemployed,
out-of-school youth, as well ' as potential dropouts, were trained and
placed in nonprofessional roles in human service. In 1953, the first majot
experiment in the use of auxiliary personneLin education wai
undertaken in' Bay City, Michigan, with funds from the Ford
Foundaticnt. This program was designed to increase teacher
effectiveness by freeing teachers from the necessity of devoting a 1'
disproportionate amount of time to nonprofessional functions. Another
aim of this experiment was to assist administrators in preserving qUality
,education in the face of a great shortage of professional personnel, the
rising costs of education, and large class sizes. The teaching profession
generally reacted negatively to this concept. However, in the mid 1960s
when the new careers movement took hold with the combined resources
of federal funds, there seemed to have developed a great deal of
acceptance of the concept. A significant dimension of the new approach
was the emphasis on the right of all individuals to essential human
service. This was coupled with an increased awareness of the extent of
human need and the paucity of existing services. The additional, and

.1 very important, ingredient related to a grave concern for the quality of
education for all children in the community.

Traditionally, in American society, low income people have placed
faith in the schools to solve their problems. It was only in the sixties thef7
there emerged a large degree of unrest among this population. It is a1r to
say that the history of American education demonstrates that
middle-class parents have always had a major impact on the quality and
the quantity of education for their children. They have served on boards
of education, they have been involved in parent-teacher associations,
they have Become volunteers in the schools, and they have used the
instrumentation at their resources to demand quality education at all
levels. When there was mass protest and mass unrest on the part of
students and their parents, and when there seemed to have been a
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heightened disenchantment and alienation from the schools, the
schools began to open up and to create new vehicles and avenues for
both parents and teachers.

The paraprofessional movement in the United States brought with it
other kinds of concepts. Tutoring, both in and out of school, became a
major emphasis in the late 1960s. Here again, federal resources had a
tremendous impact. Tutors were recruited from the community;
generally from universities and colleges and from the vast middle class.
Reading and language were major concerns for the tutors. The concept of
peer teaching became a significant part of a school's program.
Frequently, the formalized use of children within the classroom to help
each other, as well as the use of older children to help younger children,
became a reality. In fact, peer teaching has proven to be a major benefit to
the individual giving help as well as to the individual receiving help.
One of the major innovations and discoveries in the 1960s related to the
use a students and pupils (who themselves were underachieving) as
tutors td_ other children. It was found that many underachievers
increased in, achievement.

Another major component in the use of paraprofessionals was the
increased empliasis'on the use of volunteers. There -are those who,feel
that the vast resources of the seventies and eighties in terms of
manpower will be based upon a growing array of volunteers. There will
be further efforts to call upon the public to give service to public
institutions.

The volunteer movement has seen some interesting kinds of
intervention from outside agencies. Major corporations and other
employers have been willing to provide release time for individual
voltinteers to help children in the classroom. The activities do not
always relate to reading, but a major emphasis is placed upon reading
and language development. The activities included helping individual
children in word attack skills and comprehension, reading to the
children, arid providing a near professional level of reading assistance.

The question arises as to how paraprofessionalism might be
encouraged. In order to fully encourage and use the manpowerresources
of paraprofessionals, one must take a close look at what is expected of the
professional and the school-as a whole. There is' a need to define clearly
the emerging r jb of the professional educator. Teachers in the 1970s
and the 1980s are expected to individualize and personalize instruction.
They are expected to know more about individual learning styles and to
provide instruction to match these particular styles. Teachers, as part of
a team, are expected to diagnose accurately the educational, medical,
social, and emotional needs of individuals in the classroom. Teachers
are also expected to use the cultural heritage of a wide variety of children
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in designing the instructional program. Perhaps the greatest thing
expected of teachers is that they should be accountable for the
achievement or lack of achievement on the parttcif All children in their
care.

There is an increased awareness in the United States and in other
industrial societies that there is no place for second class education. All
children are expected to learn and it is recognized that expectation has a
great deal to do with achievement. This means then that teachers will
perform as managers in the classroom, taking full advantage of their
paraprofessional aides as well as acting as instructors themselves. Age
team leader, the teacher has a much better chance of catering to the needs
of every child.

To use paraprofessionals means that several factors must come into
play and we can identify three factors' of particular significance: 1) -role
definition and development; 2) inservice and preservice training; and
3) auxiliary personnel within the structure of the public school, with
opportunities for advancement upon demonstration of effective service
and educational growth.

The school as an institution must be flexible enough to allow those
who wish to volunteer, those who wish to be employed, and those who
wish to work part time only to come into the schools and make their .

contributions.
Finally, the new approaCh to using . professionals and

paraprofessionals means that team effort is to become a reality and teat a
concerted effort must be made to bring about the delivery of human
resources to children. Dibasic premise is that every child and youth has
a right to learn.

The New Careers Movement, while still imperfect, is well on its way
to becoming institutionalized. It offers a magnificent opportunity for
both children and adults to realize their potential. Industrial societies
cannot afford anything less than maximum use of its most precious
resources its people.
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Professional and Paraprofessional
Roles in Developing Countries

Morris Cutler
Columbia University
New York, New York
United States of America

In considering the question, "Do developing nations use
paraprofessionals or volunteers?" I found that few developing nations
presently employ paraprofessionals, teacher aides, or vohinteer tutors in
their efforts to improve the literacy levels of their people. With the
exception of small numbers of peace corps type volunteers from
industrialized natiPni, few educators of developing nations have
initiated programs utilizing paraprofessionals to supplement and
support the activities of the classroom teachers.

"Why don't developing nations employ paraprofessionals?" Not
surprisingly, there are several reasons.

One major factor is the lack of a literate reservoir from which to draw.
The limited numbers of people wits) can read and write and the great
demand for their services, restrict their services to the schools.
Functional literacy falls below 20 percent of the population of many
developing nations of the world.

Another factor, which is a result of the literacy limitation, is the
shortage of educated and professionally trained teachers. From a recent
`linesco survey we find that in Afghanistan only 28 percent of the
primary teachers have had a secondary education. In Laos, the figure is
30 percent; in Nepal, 34 percent; and in India, 52 percent. Only two
nations in Asia had more than 76 percent primary teachers with a
secondary education. The percentages of teachers with professional
training is even lower in these and other nations.

Improving the quality and quantity of teachers requires much time
and effort. The meager resources of developing nations limit their
abilities to develop paraprofessional programs. In effect, a large
percentage of teachers in developing nations are paraprofessional by
comparison with the education and training of most teachers in
industrialized nations.

In several cultures, females traditionally are not provided with
opportunities for schooling and self-fufillment outside of the home. This
is especially true in agricultural societies where women are needed to
work in the fields to help produce food for survival. In Islamic societies,
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women are still secluded or only recently have been unveiled. This
waste of human resources restricts large segments of the population
from being available for service to children.

Another problem of developing nations is educational lag, the
widening gap between existing educational systems and emerging
changes in societal goals. Since most ministries of education are highly
centralized and are staffed by men with classical educations, the
bureaucracy is reluctant to change and to allow "outside " to enter their
domains. Teachers and teacher organizations are also v ry concerned
and many consider paraprofessionals as a movement to un a ine their
employment, status, and power.

If there are few paraprofessionals employed now, what are the
prospects for their future use? Who might be used? How might they be
used?

I believe that the overall possibility is very poor that developing
nations will use paraprofessionals in normal school situations to
supplement the work of the teacher of reading.. The absence of financial
resources, the paucity of literate personnel, and the rigidity of cultural
traditions appear overwhelming at this time. Most nations are struggling
to remain solvent and to meet, with undereducated and undertrained
teachers, the rising demands for literacy. They do not see
paraprofessionals as solutions to their problems. However, being an
educator and an optimist, I do 'see some signs of hope.

A feyv of the developing nations actually have begun to encounter a
temporary surplus of trainad teachers. Young keachers leaving the
training- schools are finding few positions available; unqualified or
untrained teachers with many years of experience are difficult to
replace. Consideration is, therefore, being given by some agencies to the
possibility of using these people in some educational capacity. There is
the usual problem of finances and the additional problem of-pride; these
young people are not too willing to take positions as paraprofessionals
since they feel that they are already qualified as teachers. If some
systematic procedure can be developed to employ these young people as
teachers following a year or two asa paraprofessional, it may point the
way to establishing a paraprofessional internship as a-required step in
on-the-job training. This concept is different from that of the career
paraprofessional envisioned in the literature today. However, for those
nations whose children suffer from large classes and from poorly
educated and trained teachers, this idea may prove,to be practical as the
national level of education is raised.
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Regional Differences in Purposes and Standards
for Teacher Education

Mathew L. L. Okot
Uganda Teachers Association
Kampola. Uganda

Over the ages: the primary function of education has been conceived as
that of transmitting the accumulated body of knowledge from one
generation to the next, and in imparting to the young an understanding
of all aspects of culture to ensure society's stability, security, solidarity,
and preservation. In this context, therefore, education has been expected
to prepare young for full membership in society. Vital as it is, this
function is by nature static, for at best it can only be expected to
reproduce "the type." As aspirations, knowledge, and population'grew,
this aim became narrower in scope and inadequate. Calling for a second
aim for growth has become indispensable.

In making an independent survey of the prospects for development
in the world's low income countries, the international Pearson
Commission is reported as laying special emphasis on the vital need for
trained manpower in Africa and has attributed this aspiration to
education. Whether the system of education operating in both
developing and developed countries can justify all this faith placed
upon it and come up to expectations will, in my opinion, depend very.
largely on the quality or standard of teachers. It is of paramount
importance that teachers should not only subscribe to the accepted
educational goals, but should also possess the necessary attitudes, skills,
and knowledge to make these aspirations a reality. I believe that if
teachers are to succeed in translating the objectives of education into
day-to-day classroom teaching, it will depend largely on the nature and
quality of their training, since it is responsible for developing in them
the attitudes, skills, and knowledge that will enable them to assist
children in acquiring the necessary qualities to meet the expectations
their societies place on education.' These expectations are the philos-
ophies each ethnic group adopts and is committed to follow.

Of all the educational problems that beset developing countries
today, none appears to be as persistent or as compelling as the one
related to the training of a competent teacher. The growing demands for
more and better schools; the need to relate the curriculum to the child's
environment; the need for appropriate textbooks and other instruc-
tional materials; the desirability of training invocational and technical
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skills; and, indeed, the overall problem of preparing citizens who will be
fully oriented to their environments, cannot be accomplished effectively
without the aid of competent teachers. Nor can the demand for trained
manpower be met adequately, for the success or failure of all these goals
depends entirely on the pattern, the content, and objectives of teacher
education programmes designed for these purposes. The concern for an
adequate supply of fiigh quality teachers forms a major preoccupation of
educators the world over, but it is of particular interest to the developing
countries, for they cannot affort waste. This school of thought was
realized by Clarence Beeby in his book, The Quantity of Education in
Developing Countries, wheti (in addition to dealing realistically with the
problems militating against educational reform, such as financial
stringency, lack of adequate resources, the level of-general education
and length of training of teachers, attitudes of parents and the public,
and skill and liveliness of the administrators and professional leaders)
he concluded: "There are many opinions in this essay that can, as yet, be
expressed only tentatively; but of wo things I am completely certain:
more attention must be given to uality of education in developing
countries, and there must be c1,55 professloluil cooperation between
the educator and the economist in educational planning."

As far as I am concerned, the need 'for better quality teachers should
be the ultimate cprieern of every state; but the type of education appears
to be dictated by the aspirations adopted by each society.

Writing abotit American education, Henry J. Ehlers, in Crucial Issues
in Education, lays special stress on freedom and excellence
democracy's mOst cherished goals, stating, "To transform these id Is

into living realities, surely the most crucial educational issue of allhasto
do with the quality and adequacy of the teaching corps-How can we find
or develop teachers who thereby can inspird American youth in the
quest for liberty and the cfuest for excellence?" In this context, the roles
and responsibilities of education grow more central and indispensable,
and thefunction of teachers becomes of supreme importance.

In-a situation of this natures it seems td me that the level and content
of teacher education in America has to hake a different shape. Paul
Woodring neatly epitomized the basic probl6i-u in New 13;.ections in
Teacher Education, New York:

The truly liberally eduCated man is one who can make wise decisions
independently. He can choose between good' and bad, truth and
falsehood, the beautiful and the ugly, the worthwhile and the trivial.
His education will improve his ability to make ethical decisions,
political decisions, decisions within the home and on the job. It will
enable him to choose and appreciate a good work,'a good painting, or a
good piece of music. It will free him of provincialism and prepare him

F

OKOT 533

zi

5,10"



to understand cultures other than his own. It will enable him to make
the many decisions necessary in planning a good life and conducting it
properly. This education should be common to all and independent of
vocational choice.

From the quotation it is possible to sense that realization of
Woo Ines aspirations may be through competency in America's
tea er education. The basic aims of professional education should be
ge ed toward providing an adequate number of professionally
e cated entrants to the professions and maintaining or increasing the
qu lity of entrants to satisfy society's needs. The first aim is quantitative
and the second, qualitative.

For ti long time, there has been a tendency in Africa to regard
przschool and primary school teaching as areas in which the least
qualified teacher should work. Consequently, well over 70 percent of
Africa's uncertified and untrained teachers are to be found in the lower
levels of primary schools. This assumption presupposes that every child
would have an opportunity to reach the upper levels. Psychologists have
sounded a warning by pointing out that the early years are the formative
`period of a child's existence and have advised that, unless the btfit
teachers are employed at this level, the child may be intellectually and
emotionally maimed for le through poor teaching. Against this
background, underdeveloped or developing countries who share the
same realization may well be advised to accept the fact that any
would-be teacher, regardless of the level at whichhe intends to teach,
should have the minimum qualification of full secondary school
backgroundas prerequiiite professional training.

in this kind of situation, teacher education programmes should be
designed to provide 1) a general education as a prerequisite for any,
profession, 2) the pursuance of subject matters, and 3) professional
education. It seems to me that the nongraduate teacher earmarked for the
preschool or elementary school should have a sound general
educational background and his professional training should include
the study of the social foundations of education, the history of education;
elpmentary psychology, child study, curriculum and method,
audiovisual aids, construction of instructional materials, and practical
teaching.

Africa faces a great challenge in terms of its tremendous social,
economic, and political problems; but it is imperative for the teacher in
this constantly changing world of Africa to be better equipped than his
European, American, or Russian counterparts because, for spme time to
come, both the teacher and the student in Africa will be living and
working within two culturesthe traditional and the Westernand
they must be able to maintain an equilibrium. This can be done only if
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teacher education programmes are designed to ensure flexibility. If this
is to be done, educators might find it necessary to extend the period of

'training with eview to improving the quality of the teaching corps.
Personnel in teacher education programmes for graduate teachers in

Africa areeginning to realize that an African bias must take precedence
over any other cultural, bias. This holds true in Europe, America, the
USSR, and in other countries as well. A teacher has to appreciate the fact
that any self-respecting nation must design its educational system to suit
its own environment. He needs to know that there are as many systems of
education as there are nations and that no system enjoys universality.
But it should be realized that each of these systems shares the same
concern for academic excellence in whatever they do or teach. Each also
aims at the best for their pupils and at making their pupils good citizens
of their respective countries. Each designs its own textbooks, prepares
its teachers to be attuned to the country's aims, and expects the teachers
to transmit the culture of the nation to the younger generation.

This approach calls for a drastic chaige in the cirriculum and syllabi
of all nations and more so of underdeveloped nations. If this change is to
become a reality, I would probably suggest that it can occur realistically
and more effectively only if the teacher is fully involved in the process of
change: he must be fully oriented as to the whys and wherefores of the
change.

Comparing the African teacher and his European counterpart, one
might sense that the latter is not faced with such a task but one may also
say that the European continent is not faced with the same problems as
the African continent. What is more, specialization is a common feature
in most advanced countries, while the African countries are still faced
with inadequate manpower.

As can be realized from the foregoing, various factors contribute to
differences in purposes and standards for teacher education. Some of
these differences are caused by the lack of manpower, forcing certain
nations to employ expatriates to man secondary and university
institutions, particularly. For instance, foreign aid programmes and
organizations, such as the U.S. Peace Corps Volunteers and U.K.
Voluntary Service Organization, are helping many African countries to
staff secondary and post-secondary schools.

There is, however, a danger hero, for some countries place too mach
reliance on these aids at the expense of planning for a gradual takeover
from expatriate staff. Any self-respecting autonomous nation must staff
its schools with its own nationals as soon as practicable and should do so
with deliberate speed. It is politically, socially, and culturally unwise to
entrust the education of the youth of a country largely to the nationals of
another country, as education 4s the vehicle for the transmission of

OKOT 535

548



'ulture. And if the job of the school is to build into the personality of the
young the selecled aspects of the culture within which the school
operates, it then stands. to reason that an emerging nation must make
every conscious effort to have its own nationals on its school staffs at all
level. This, of course, does not mean that nationals ttf other countries
are not welcome; but it is a different thing entirely to rely on them
exclusively without definite plans to change this state of affairs. Teacher
education in Africa must bear the-brunt of the responsibility for the
training of graduate teachers for secondary, technical, and
post-secondary schools, as well as the preparation of educational
administrators and supervisors.

It might seem possible to generalize about the type of teacher
education needed in underdeveloped or developing countries, but these
areas vary widely in natural resources, climate, population, geography,
and linguistic and cultural traditions. Such diversity makes it difficult to
generalize about their physical, social, and educational needs.
Regardless of their differences, however, most underdeveloped nations
have demonstrated that they share an abiding faith in education as a
major key to future happiness and economic security. Indeed, all natitins
siteuld-adherela this-aspiration ortszetanded_oftheounded_
by I. N. Thut in Educational Patterns in Contemporary Societies:
"Education can contribute to the rapid development of a society, it can
be used by a demagogue to warp the values of a people, or it can be an It

agent for preservation of the status quo."
I fully agree with Thut, for an education system could be designed

which would assure neither progress nor retrogression and the same
proportion of each generation would be enrolled id it. In other words, it
might simply maintain the status quo. Teacher educators and those
concerned with designing teacher education programmes the world
over must have love and the aspirations of their respective countries at
heart; but whether their undertaking should be done in absolute
isolation from, and regardless of, what is happening next door, remains
to be examined. One thing is certain. the planners have to guard against
any destructive element in curriculum design as a result ofunwarranted
conflict in educational poAcies. The academic rubric used may differ
from those adopted elsewhere in the world or from country to country,
but the esteem accorded to the aims and the importance given to the
curriculum objectives should be no less than that accorded to the
meaningful deliberations of nations.
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A Comparison of Australiarand American Reading Teachers

Robert I. Tierney
University of Arizona
Tucson, Arizona
United States of America

There is a general consensus that efforts toward the ultimate
improvement of educational systems are largely dependent upon
teachers and their education. The teaching of reading is no exception
and the crucial importance of the teacher in the reading process has been
realized. Gray concluded in the 1956 report on a comparative study of
fundamental education that, undoubtedly, the teacher was the most
important factor in promotion of the general development of children
and their progress in reading. One of the better known studies of recent
years, "The Cooperative Research Program in First Grade Reading
Instruction" (4J, concluded that if reading instruction was to be
improved it was necessary to prepare better reading teachers. Various
researchers and writers have reiterated these sentiments (2, 5,0,13,18).

The future directions of any sincere endeavor to improve the
teaching of reading must be based on scientific evidence rather than on
conjecture, and this can only be fully realized when an unbiased
evaluation is made of what presently exists. An examination of teacher
education programs in various nations reveals that there are marked
differences between countries and even between institutions within the
same country. Thus, these various groups may often be unaware of their
own cultural biases concerning teacher education and teaching (7). It
would seem, therefore, that there is need for a new frame of
reference' that of evaluating teaching through an international frame of
reference. Obvious advantages provided by a global perspective might
be 1) a greater awareness of the assumptions and procedures of teaching,
2) better comprehension of various issues of teaching and teacher
education, 5) solutions to common needs of the various countries to
evaluate their practices, and 4) revelation of new insights concerning
the pressing problems 9f improving teacher preparation programs. As,
Foshay (10) stated, "If custom and law define what is educationally
allowable within a nation, the educational systems beyond one's
national boundaries suggest what is educationally possible," Along this
same line of reasoning, Douglass (8) stated:
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It is sometimes instructive to take a look at the ways of other people as .

they work with children: not because they warrant being copied. but
rather for purposes of contrast so that one may be helped to entertain
ideas that could lead to useful modifications in ways of helping
children learn.

It would seem clear that, if we are to improve reading instruction,
empirical cross-national studies should be made of the teacher variable
in reading.

PURPOSE
It was the purpose of this investigation to 'assess and compare the

characteristics of .distinct populations of Australian and American
teachers at two grade levels. The teacher characteristics investigated
were teacher knowledge of reading instruction and-the frequency of the
following behaviort during reading instruction: teacher direCtio
teacher initiation, teacher correction, cognitive questioning, b ad
questioning, narrow questioning, teacher acceptance, teacher praise,
student responsiveness, oral reading, silent reading, directed activity,
and nonfunctional behavior.

HYPOTHESES

In order to compare the teacher populations on the selected teacher
variables, the following null hypotheses were tested at the .05 leWS)f
significance:

1. There is no statistically significant difference between the
differences in grade level vectors of the mean teacher variable
scores across countries.

2. There is no statistically significant difference between the
vectors of the mean teacher variable scores across countries.

3. Mena is no statistically significant difference between the
vectors of the mean teacher variable scores across grade levels.

If a significant multivariate F was found, a discriminant analysis would
be used to determine the relative contribution of each measure to overall
significance and univariate F-tests would be used to test each variable
separately.

SAMPLING PROCEDURES

SUBJECTS

Subjects for this study consisted of 1) a random selection of 15
second grade teachers and 15 third grade teachers who were teaching at
one of 30 preselected schools in the St. George Area (Australia) and who
were willing to participate in this study, and 2) arandom selection of 15
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second grade teachers and 15 third grade teachers who were teaching at
one of 30 preselected schools in De Kalb County (United States) and who
were willing to participate.

RATIONALE FOR SELECTION ,

There were several reasons for the selection of the two countries, the
single communities within these two countries, and the two grade levels
specified. First, the investigator considered himself intimately
acquainted with the cultures, communities, and education systems of
both countries. Second, it was deemed necessary to study teachers from
countries which were solely English speaking in order to avoid the
difficulty of measuring teacher characteristics across countries of
different languages. Third, -as both the United States of America and
Australia have over one-half of their populations residing in urban areas,
urban areas wereirconsidered a suitabl source for subjects in both
countries. Fourth, the inclusion of teach s at two grade levels enabled
the comparison of the characteristics o teachers at two consecutive
gradilevels. Within the Australian elementary school, the division into
infant school and primary school occurs between second and third grade

-'-- -levels.--TeuLliers -who intend to- teach -in either- of these two schools
usually receive different teacher training experiences; therefore, for the
Australian teachers this entailed the comparison of infant school

. teachers with primary school teachers. Fifth, teachers at these grade
levels were teaching children at early stages of learning to read.

Every effort was made to select communities of similar size, location,
function, and socioeconomic status and which were representative of
the two countries. Given full particulars, approval for the study was
granted by the necessary authority in each country, and the names of 30
schools within each community were sent to the researcher. Approval
was obtained on the condition that a teacher's involvement would be
voluntary.

DESCRIPTION OF THE COMMUNITIES

The two communities nomina ;ed to represent the two countries were
the St. George area, Sydney, Australia, and DeKalb County, Georgia,
United States of America.

St. George, one of six school areas in Sydney, operates 98 elementary
schools and 21 high schools. The percentage of white-collar workers and
professional men, as well as of partly skilled workers, is slightly aboVe
average for Australia.

The DeKalb County school system, in the northeastern section of
Atlanta, operates 82 elementary schools and 21 high schools. As with St.
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George, De Kalb County is dormitory in nature and its percentage of
white-collar workers, professional people, and partly skilled workers is
slightly above average for the United States.

11131D°r"
DESCRIPTION OF TEACHER POPULATION

--The teacher population to which the findings of this study may be
generalized includes those second and third grade teachers who taught
at one of the 30 designated schools in either DeKalb County or the St.
George area and who were willing to participate in,thestudy. In DeKalb
County, a total of 34 second grade teachers and 35 third grade teachers
indicated a willingness to participate; and in St. George, a total of 37
second grade teachers and 30 third grade teachers indicated a
willingness to participate.

In an attempt to delineate the contextual- framework of this
comparison, a description of the teachers, their reading practices, and
their pupils was obtained through teacher rRsponses to data sheets.

INSTRUMENTATION
To assess teacher characteristics, the Test of Knowledge of Reading

Instruction and the Reading Instruction .Observation Scale were
developed. The Test of Knowledge of Reading Instruction is a single
form, 88-item, researcher-constructed, four-option, multiple-choice
instrument designed to assess the knowledge of reading instruction of
second and third grade teachers in Australia and the United States. The
Reading Iatk-uction Observation Scale incorporates 13 categories of
behaviors and was designed to analyze cognitive and affective aspects of
teacher behavior during reading instruction. Information on the
reliability; validity, construction, and use of these instruments can be
obtained from the author.

DATA COLLECTING PROCEDURES
The study was conducted during the 20th and 21st weeks of' The

school year. For the Australian schools, this occurred June 18, 1973 to
June 29, 1973; for the American schools, January 7, 1974 to January 18,
1974. On each school day during this period, two, three, or four teachers
were scheduled for observation and testing.

Each teacher's was observed during the teaching of a reading lesson;
and each responded to the Test of Knowledge of Reading Instruction and
completed data sheets. At a previously specified time, one of two
observers, who had been randomly assigned to this class, spent 25-35
minutes observing a reading lesson. This observer used the Reading
Instruction Observation Scale to categorize teacher behaviors every five
seconds or every time the behavior changed into one of 13 categories. At
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no time was the teacher aware of the specific behavior being categorized.
Teachers had been instructed to give the reading lesson planned for r-arat
day and they were 'asked to neither introduce the observer nor react to the
presence of the observer in their class. These directions appeared to have
been followed. Later the same day, while away from their classes, the
teachers responded to questions on the Test of Knowledge of Reading
Instruction and completed data sheets.

DESIGN OF THE STUDY

The research design was a 2 x 2 quasiexperirrrental design. This
design is shown in Table 1. The following variables represent the
sources of variation within the design. The independent variables are
country and grade level. C represents countries: c=2. C3 represents the
Australian teachers; C2 represents the American teachers. G represents
grade levels: g = 2. GI represents the second grade; G2 represents the third

-grade.
There were 14 dependent variables in the design. The Reading

Instruction Observation Scale was used to obtain each subject's measure
on 13 of these variables and each subject's score was expressed as a
transformed score through the use of an arc sine transformation. The
variables included teacher direction, teacher initiation, teacher
correction, cognitive questioning, broad questioning, narrow
questioning, teacher acceptance, teacher praise, student responsiveness,
oral reading, silent reading, directed activity, and nonfunctional
behavior. The Test of Knowledge of Reading Instruction was used to
obtain each subject's score on the 14th of these variables. Unlike the
other 13 variables, the raw score of each subject was used.

Table 1. Experimental Layout of Teacher Comparison

CI C,

Yir Ciri YI.11.2 Y1.11.14 Y1.12,I Y1.12.2 Y1 12 14 4.1 .1

GI

Y15.11,1 Y Y r Y Y V

Y1.21,1 Y1.21.2 Y1,21.14 Y1.22.1 Y1.22.1 Y1.22.14 Y .2 1

GI
.. r

Y15.21.2 Y15,21.2 Y15.21.14 Y15.22.2 Y15.22.2 Y15.22.14 Y .2.14

4...1.1 t 4..2.1 V.

Y,.1.14 4.2.14 V. 14
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STATISTICAL PROCEDURES
A multivariate analysis of vEuiance was used as the major method of

data analysis in this study because it was most appropriate for testing the
significance of differences' between' comparison groups in terms of a
number of dependent variables considered simultaneously (20). If a
significant multivariate F was found, an a priori decision was made to
use a discriminant analysis to determine the relative contribution of
each measure to overall significance. Univariate F-tests would also be
examined to locate the significance. The decision to refer to analyses of
variance matrices was based on an empirical comparison of univariate
and multivariate procedures by Hummel and Sligo (14 These
researchers found the above procedure to be superior to either a series of
univariate analyses or a completely multivariate approach.

RESULTS
The means and standard deviations of the teacher samples on the 14

variables is presented in Table 2. The Test of Knowledge of Reading
Instruction measured teacher knowledge and the total possible raw
score was 86. The Reading Instruction Observation Scale was used to
obtain each teacher's measure on the other 13 variables. For each of these
13 variables, a teacher's score was expressed as a percentage of the total
frequency of behavior for all 13 variables.

ANALYSIS OF THE TEACHER DATA

by MONOVA....,
The computer multivariate F statistic for the combined vectors of

teacher variable scores produced a signi nt (p<.001) chi-square of
90.58 with 42 degrees of freedom. Since the

t
sults of the multivariate F

test were significant, statistical hypotheses were tested relating to
interactions of grade level and country and main effects of country and"
grade level. Table 3 summarizes the multivariate tests.
1. Interaction: country x grade

The multivariate test of significant interaction between country and
grade reported indicates that the multivariate F statistic of .0000 was not
significant (p<.05). Therefore, the null hypothesis that there is no
statistically significant difference between the differences in grade level
vectors of the mean teacher variable scores across countries was
accepted.
2. Main effect of grade,

The results of the multivariate test of significant main effect of grade
indicate that the multivariate F statistic of 1.2717 was not significant.
(p<.05). Therefore, the null hypothesis was accepted that there is no
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Table 2. Means and Standard Deviations of . Australian and American
Teachers on the 14 Variables at Two Grade Levels

Veda & l'4sessafTeachar Sample Mean

Knowledge of Reading Instruction
s Awash' Grade Two 48.20 5.95

Glad* Three 48.93 2.39

Gred Two 47.60 it 42
Grade Three 48.33 12.52

Standard
DeviatIon

United States

Teacher Direction
Australia

United States

Teacher Initiation
Australia Grade Two 6.34 2.68

Grade Three 8.57 6.12

United States Grade Two .43 4,56
Grade Three 504 3.82

Grade Two
Grade Three
Grade Two
Grade Three

13.00
9.70

14.64

5.415

3 44

3.49
4.75

Teacher Correction
Australia Grade Two

Grade Three
United Steles Grad. Two

Grade Three
Cognitive Questioning

Australia

United States

Broad Questioning
Australia

United States

Narrow Questioning
Australia

United States

Teacher Acceptance
Australia

United States

Graci Two
Grade Three
Grad. Two
Grade Three

Grad. Two
Grade Three
Grade Two
Grade Three

'Grade Two
Grade Three
Graci Two
Grade Three

Grade Two
Grade Three
Grade Two
Grade Three

Teacher Praise
Australia Grade Two

Grade Three
United States Grid. Two

Grad. Three
Student Responsiveness

Australia Grade Two
Grade Three

United States Grade Two
Grade Three

6.86
6.59
4.74
3.60

447
5.57

7 34
6.30

1.22
.1.36

2.61
3.01

2.86
2.44

4.12
4.13

4.06
5.40

8.22
7 211.

4.28
3.12

417
109

2.37
2.93

3.41
3.33

1.23
1,24

2.01
2.39

2.74
1.56

2.34
2.15

2.19
3.41

3.99
2.47

3.91 1.59
1.75 1.88

1.19 1.78
1.48 1 61

14.1111

16.25

19115
22.44

4.88
6.52

7 76
7.62

Oral Reading
Australia Grade Two 17.03 9.83

Grade Three 14.89 13.49

United States Grade Two 9.65 10 02
Grad. Three 6.41 7 12

Silent Reading
Akustralia

United States

Directed Attivity
Australia

United States

Nonfunctional Behavior
Australia

United States

Grade Two 29 97
Grade Three 34 .66

Grade Two 4 43 9.58
Grade Three 10.23 17 45

Grade Two
Grade Three

Grade Two
Grade Three

Grade Two
Grade Three
Grade Two
Grade Three

5.93
15 82

2 32
2 36

11.29

6.27

3.22
3 16

18 22 11.99
20.75 10.22

15 93 11 58
13 75 8.52
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statistically significant difference' between the vectors of the mean
teacher variable scores across grades.
3. Main effect of country

The results of the multivariate test of significant main effect of
country indicate that the multivariate F statistic was significant (p<.05).
Therefore, the null hypothesis that there is no statistically significant
difference between the vectors of the mean teacher variable scores across
countries &gas_ rejected. Instead, it was accepted that there was a
statistically significant difference between the vectors of the mean
teachei variab e scores across countries.

The relativ contribution of each measure to overall significance was
examined to termine for which dependent variables significance
occurred. To determine the relative contributions, a correlation between
each original variable and the discriminant function for the main effect
of country was computer and then examined to determine which
dependent variables contributed most to the difference between factor
level means. The correlations are reported in Table 4. The dependent
variables Which discriminated strongest and thus contributed most to
the significant main effect of country were teacher initiation, teacher
correction, narrow questioning, teacher acceptance, teacher praise,
student responsiveness, oral reading, and silent reading. The univariate
F-tests reported in Table 5 lend confidence to this interpretation.
Significant main effects for country occurred on teacher initiation
(p<.05), teacher correction, (p <.01),. narrow questioning (p<.05),
teacher acceptance (p<.001), teacher praise (p<.001), student
responsiveness ('<.01), oral reading (p<.05), and silent reading (<.01).
The Australian teachers' displayed more teacher initiation, teacher
correction, teacher praise and had more oral reading. American teachers
displayed more narrow questioning, teacher acceptance and had more
student responsiveness and silent reading.

Table 3. Results of the Multivaiiate Analysis of Variance of the Teacher Data

Source of df df
Variation Hypothesis Error F-value

Country 14 43 6.2776***

Grade 14 43 1.2717

Country x Grade 14 43 .0000

***p
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Table 4. Main Effect of Country: Correlation between Discriminant Functions
and Original Scores

M=

Variable
Structure

Correlation Coefficient

Knowledge of R.I. .002

Teacher Direction -.173

Teacher Initiation .251

Teacher Correction .282

Cognitive Questioning -.203

Broad Questioning -.205

Narrow Questioning -.271

Teacher Acceptance -.383

Teacher Praise .379

Student Responsiveness -.281

Oral Reading .228

Silent Reading -.302

Directed Activity .183

Nonfunctional Behavior .166

Table 5. Main Effect of Country: Univariate F-tests

Variable Mean Square F(1,58)

Knowledge of R.I. 5.40 .05

Teacher Direction .073 3.42

Teacher Initiation .262 7.22
Teacher Correction .273 9.10**

Cognitive Questioning .102 4.74

Broad Questioning .002 4.83

Narrow Questioning .162, 8.42
Teacher Acceptance .295 16.75***

Teacher Praise .288_ 16.40***

Student Responsiveness .310 9.03**

Oral Reading .727 5.95*

Silent Reading 1.273 10.43"
Directed Activity .359. 3.83

Nonfunctional Behavior .290 3.16

<.05
"<.01

<.001
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LIMITATIONS

Certain inherent limitations must be considered in the interpretiition
of the results.

1. This investigation was limited to the populations used herein
and results may be generalized only to similar groups of
teachers.

2. The investigation was limited to those variables measured by the
instruments employeddn this study and the degree to which
these instruments were effective in measuring those variables.

3. The present study was subject to the usual limitations of a
quasiexperimental design. While factors or circumstances
which accompany certain phenomena can be isolated, the
failure to schedule these variables makes difficult discernment
of causal relationships.

DISCUSSION

In considering the rationale of cross national studies, Hugen and
Postlethwaite (16) suggested that .countries contain far greater
differences than can be found or created In any one system. As many
writers have contended, this allows the global delineation of similarities
and differences and provides a new frame of reference for the appraisal
of education. The data of the present study supported this suggestion.
When comparing the teachers across country and grade level, the
multivariate F-test and the main effect of country were significant.
Neither the interaction of grade level and country nor the main effect of
grade was significant. The frame of reference of the present study
provided a number of insights whiclj,afforded the following appraisals.

1. Australian teachers tended to be autocratic and their instruction was
teacher-centered; whereas, American teachers appeared indirect
and child-centered. Australian teachers exhibited more teacher
correction, teacher initiation, teacher praise, and oral reading but
less teacher acceptance, narrow questioning, silent reading, and
student responsiveness. One might consider, therefore, that
Australian teachers were less accepting, more corrective, and more
reinforcing and their pupils less responsive than were the American
teachers.

2. Insofar as the Australian and American teachers obtained mean
scores on the Test of Knowledge of Reading Instruction, which were
only slightly more than one-half the poAible score for this test, the
teachers in both countries were limited in their knowledge of
reading instruction. Given that this finding coincides with the

546 5)
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results obtained in past studies of American teachers (1, 12, 14, 17,
19), and based upon the assumption that teachers with a limited
knowledge will be unable to effectively teach reading, concerted
efforts Should be initiated to ensure the attainment of a higher level
of knowledge of reading instruction and thus effective reading
instruction.

3. With respect to questfoning, the teachers in both countries dwelled
on cognitive memory questioning; rarely elicited convergent,
divergent, or evaluative questions; and many of the teachers,
especially the Americans, asked questions requiring only "yes" or
"no" responses. This same trend has been apparent from studies of
American teachers (3, 6, 12, 21). Obviously, greater emphasis needs
to be given to the development of the questioning techniques of the
teachers in both countries if the ultimate goal of developing higher
levels of thinking is to be attained among our pupils.

4. Oral' reading, in lieu of silent reading, was the most frequent,
directed, instructional activity in both the Australian and American
classrooms. Although the acceptability of having children read
aloud has varied through the years and while most educators would
agree that oral reading should be included in a well-bilanced
reading program, most would consider its role to be secondary to
that of silent reading. Most teachers appeared to be unaware of the
appropriate role oral reading assumes in the total reading program.
Furthermore, it seemed that silent reading was not considered a
viable instructional mode, espeCially by the Australian teachers.

5. In both countries, effective reading instruction appeared hampered
by inefficient teaching. Of the three variables which dealt with
affective aspects of teacher behavior teacher praise, teacher
correction, and teacher acceptanceteacher praise is often assumed
to be most effective in promoting learning. Nevettheless, ,teacher
praise was rarely elicited by the teachers of either cotintry. In fact, of
the three affective teacher variables, teacher praise ck-arred least
frequently.

Nonfunctional behavior, which referred to that category of
behavior labelled confusion and irrelevant behavior, was the most
frequently occurring behavior during the reading lessons in both
countries. While some time must be spent organizing for instruction
and managing extrinsic and intrinsic interruptions, the time spent
by most teachers entails inefficient use of reading instruction time.

6. The logic of the present study prevents relating differences in the
teacher characteristics across the two countries to the influence of
specific variables; however, one can postulate that differences
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arising from the contextual attributes within the two environments
influenced the characteristics of teachers. Relative to the
background of the teachers, differences were noted in their training,
qualifications, and number of reading courses taken. Relative to the
reading practices. differences were noted in their specification, the
amount and type of support personnel, organization, pupil
evaluation, and the time of day reading was taught. The actual
influence of these variables can be assessed only through furthei
experimentation:--

RESEARCH RECOMMENDATIONS
1. To ensure the validity of the findings, the present gtudy should be

replicated using more sophisticated sampling procedures and other
forms of teacher and pupil assessment.

2. The periVical study of teacher and pupil characteristics across
several nations would be a significant step toward improving the
quality of teaching throughout the world. By providing objective
evidence, this method would enable the needs in certain areas to be
discerned; by providing contrasts, it would allow for the suggestion
of alternative means toward these ends.

3. Future cross national studies of teacher characteristics should also
be broader in scope. Aspects including the teacher's philosophy,
personality, role, and attitude should be assessed; and carefully
delineated aspects of her affective and cognitive behavior should be
compared.

4. The ultimate improvement 'of educational systems is dependent
largely upon improved teacher preparation. For this puipose, cross
national studies should be extended to include periodical, objective
evaluations of teacher preparation programs.
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Evaluating the Effectiveness of
University Programs for Teacher Education

Mary C. Austin
University of Hawaii
Honolulu, Hawaii
United States of America

During the past tv&nty years in the United States, several studies have
documented the need for improved teacher education in reading.
Hester's 1953 survey (5) of 800 elementary school teachers, for example,
disclosed that many of the teachers felt inadequately prepared to teach
reading. In 1955, Robinson (9) cited the importance of establishing
qualifications for remedial reading personnel. Following these
publications, the Harvard-Carnegie reports of 1961 and 1963 described
college programs for prospective teachers of reading and then examined
the status of elementary school reading programs throughout the
country. Perhaps the most significant among the 67 recommendations
made by Austin and Morrison (2, 3) was their clarion call for upgrading
the preseivice and inservice training of teachers. In the latter half of the
1960s, the First Grade Studies focused national attention upon the
methods and materials of reading instruction. Despite this shift of
emphasis in research efforts from the teacher to the curriculum, there
emerged, not unexpectedly, an increased recognition of the influence of
the reading teacher.

Undoubtedly, the cumulative effect of these studies and others
related to teacher preparation led many states to adopt certification
standards for reading teachers and specialists. Furthermore, many
colleges and universities strengthenedtheir course offerings in reading
for both elementary and secondary teachers. But, having accomplished
these changes, educators could not rest complacently upon their laurels;
nor Could they afford .to delude themselves or the public that these
modifications would result in the quality education deemed essential for
all children in the remaining years of the twentieth century. Had they
seen fit to do so, however, innovative members of the profession, as well
as verbal educational critics, would have continued to point to
antiquated educational systems, unyielding to social and technological
changes, and to traditional teacher education programs which did little
more than perpetuate an already stagnant status quo (1).

Nevertheless, for a number of years, colleges and universities
appeared to evaluate the effectiveness of their programs for teacher
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education by a single criterion: the production of an increasing number
of graduates who found teaching jobs in the nation's schools. And then
came the seventies with dwindling school enrollments and greater
competition for teaching positions, accompanied by higher expectations
for teacher performance and pupil achievement, and a general loss of
publictonfidence in higher institutions of learning. Reformers began, in
earnest, to exert social, political, and economic pressures on the schools,
demanding accountability in every area of educational endeavor,
including teacher preparation.

Many people believed that a fundamental restructuring of the entire
educational system was in order. Some of hem convinced the federal
government to allocate several million dol rs for the development of
experimental models designed to create a new kind of teacher who
would be "guaranteed" to get results in the classroom. Ten different
models for teacher preparation from ten educational institutions across
the United States offered especially bold, innovative approaches to
elementary teacher preparation, their directions being away from the
limiting, prescribed programs of the past toward those that were
open-ended and process oriented with students' needs and interests as
high priorities. The new programs rely generally upon objectives stated
in behavioral or performance terms, opportunities for individualized
instruction, and provisions for flexible curricular content through the
use of instructional modules. The inclusion of varying levels of
experiences with children in and away from elementary school
classrooms, is also noteworthy.

ROLE OF THE UNIVERSITY IN TEACHER EDUCATION

The university has the responsibility for preparing teachers for the
innovative practices and concepts they will encounter in the field. It can
examine and analyze the many facets of effective teaching with the goal
of setting standards for adequate preparation of prospective teachers,
looking beyond ivied walls to the grassroots level of the classroom
setting. As pointed out, teachers in the field are faced with educational
problems with newly coined labels: cognitive and affective objectives,
competency based education, criterion referenced vs. norm referenced
tests, individually guided instruction, diagnostic prescriptive teaching,
and accountability. Teachers in the field are also faced with newly
devised approaches to 1) reading instruction; 2) programed materials; ,

3) new materials and equipment; and 4) new buildings constructed
especially for such concepts as team teaching, library centers as the core
of the curriculum, and open-spaced settings instead of walled
classrooms. Teacher preparation colleges will need to make periodic
evaluations of their programs in order to provide ones that are current
and viable.
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In order to prepare guidelines Aar evaluating their teachereducation
programs, the university can adapt the cybernetic principles of task
analysis and instrument analysis; and it can focus upon the ultimate
objectivethe effective teacher. Each one of us engaged in the
preparation of teachers must at some time have experienced at least a
vague feeling of disquiet concerning our efforts. Is there something more
or something different we could be doing to improve our program? Are
we giving prospective teachers adequate preparation? Another line of
questioning we might attempt to answer for our own program would
include soul-searching questions such as: "What do we mean by a good
teacher?" "What components W his education make him good?" In our
analysis, we would look first at the responsibilities faced by the
classroom teacher. We would analyze the tasks faced by him as he
attempts to fulfill his responsibilities to the individual children assigned
him. Then we would need to study the implications for his preservice
instruction at the college level and for the continuing development of his
career at the inservice level. These have been delineated in Table 1,
which considers the accountability of both the college and the school,
system for the preparation of the effective teacher. )
LEADS TO MARKED PROGRAM IMPROVEMENT

Just as some professions such as law and medicine have set certain
standards which novices are expected to meet, a strong organization
such as the International Reading Association can point out standards
which, novice teachers can be expected to meetthe knowledges and
competencies which the effective teacher exhibits. In fact, through the
IRA, Commission on High Quality Teacher Education, the Association
developed and published a volume entitled Modular Preparation for
Teaching Reading (13) which contains a well-developed program for
preservice and continuing education. As Dun (4) states in the Foreword:

. . . this volume finally incorporates the principles of individual
differences into teacher education in two dimensions. First. the
modules provide for differences in both the previous 'earnings and
mastery rate of those being trained to teach reading. Second, the
modules provide a variety of delivery systems so that those responsible
for the education of teachers may adapt the modules according to their
own strengths and professional commitments.

Universities now use this volume to translate desired teaching
competencies into objectives which, in turn, can be transformed into
standards of excellence.

In addition to using MA publications devoted to the improvement of

the education of those who teach reading, each college or university
undertaking evaluations of the" effectiveness of its teacher education
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program will probably take a number of steps. Threepossibilities may be
categorized under the general headings of surveys, assessment of goals,
and examinations of innovative practices. Results obtained from these
steps, should lead to the formulation of guidelines for the institution's
next decade of teacher preparation, with built-in provisions for earlier
modifications, if they are needed.

Surveys often include carefully developed questionnaires and
interviews of students who are enrolled in graduate programs,
preferably first-year teachers and others whose teaching experiences
cover a selected span of time such as three years:and ten years. These .
individuals are asked to 1) identify specific teaching problems they have
encountered, 2) react to the adequacy of their preparation, and
3) suggest needed changes for future programs. Examples of questions
these teachers might be asked are, "How do you evaluate your
undergraduate preparation? What would you like to see new teachers
get in their preparation?" "What I found most useful was
When teacher college personnel analyze both objective and open-ended

educational core requirements, content an condutt of
items, they should gain valuable information for pr gram changes
related to educa
methods courses, observation and participation activities in preservice
programs, and student teaching experiences.

Surveys of course offerings can be helpful in determining adequacy
of content according to the general and specific competencies that
teachers are expected to acquire. To assure that students are being
exposed to current philosophies and practices, a review can be made of
the techniques, approaches, and materials introduced to prospective
teachers. One such refiew 'revealed that new teachers were acquainted
with only one approach to the -teaching of reading. Periodic studies
sometimes demonstrate the need to move from instructor-lecture type
courses to 1) more classroom observations of good teachers in action,
2) demonstra4pns and discussions of new methods and materials,
3) videotape 4iewing and critiques, and 4) small group activities and
presenpitions.

School systems expect to make contributions to the improvement of
the preparation of the products they receive. They should be given
ample opportunities to communicate their expectations and to explain
eny special conditions of their students and communities that should be
taken into consideration by the universities preparing their new
teachers.

In addition to surveys of various groups who should be involved in
establishing the quality of teacher education programs, a second step in
the evaluative process aright be accomplished by an assessment of
program goals. QuestiOns such as the following can serve as guides: Are

it .
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the institution's goals for its teacher education program readily available
for study by all interested individuals and groups? Are the statements of
these goals too limited? Too broad? Are they presented clearly in terms
of competencies which specify desired teaching-learning acts or
behaviors of prospective teachers? Do they include the objectives
considered important in the development of both measurable outcomes
of knowledges and skills and the less tangible outcomes of attitudes,
appreciations, and values? Do the goals incorporate competencies
identified being essential for maximizing the emotional, cognitive,
and social growth of children?

As a third step in the improvement of university teacher education,
an examination of innovative programs should be anticipated. When
carefully selected and tailored to the needs and resources of the
institution, those programs and materials can greatly enhance the
professional program.

Within the past five years in the United States, Compgtency Based
Teacher Education (csTE), also referred to as Performance Based Teacher
Education (Pen), has received much attention. Some, 17 states have
committed their teacher preparation institutions to competency/
performance based programs, either as the only route to certification or
as a permissible alternative. Tennessee, on the other hand, has mandated
competency bas6d programs for school administrators brut not for
teachers. The movement continues to gain momentum from month to
month, despite reactions which range from enthusiastic support to
strong opposition.

Ideally', the long term goal of cam is to upgrade the gliality of
education in the nation's schools by means of improved teacher
education. Impact of the movement probably will be felt in not less than
ten years, a factor which may impede acceptance of the concept by many
colleges and universities. An intermediate range goal (4-10 years) is "to
prepare knowledgeable and skilled teachers in a curriculum whose
elements have been tested for validity against criteria of school
effectiveness" (12). Short range goals to be accomplished within four
years include 1) identification of tentative teacher competencies,
2) preparation of instructional materials and evaluation procedures, and
3) establishment of conditions to validate the teacher education
curricula and to promote teacher behavior research.

More immediate' expectations, upon the implementation of CBTE,
include 1) stronger relationships among. teacher educators, public
schools, and the organized teaching profession; 2) greater student
satisfaction with skill-oriented teacher education programs; and
3) increased accountability of teacher education programs,
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The Florida Center for Teacher Training Materials at the University
of Miami in Coral Gables has an impressive collection of modules or
trairilt&packages in reading and other curriculum areas. The Center
collects, catalogs, reviews, and reports on competency based teacher
education materials developed in the United States and offers its
assistance in' the impleMentation of these instructional resources.

May (8) has develop9d Mastery Performance Modules for Teachers
in Training with accompanying tapes for To Help Children Read. Croft
Educational Services has produced teacher education -materials which
may be helpful in the preparation of reading teachers.

Professional literature is replete with articles and books for the
perusal of those who intend to embark upon an improved teacher
education program. Competency Based Teacher Education: Progress,
Problems, and Prospects (6) and The Power of Competency Based
Teacher Education: A Report (11) are representative of recent
publications.

HouSton and his associates (7) have performed a Herculean task in
providing access to a comprehensive annotated listing of instructional
materials. Resources annotated in the collection include films,
slide/tapes, modules, prOgramed texts. and multimedia kits for training
prospective or inserviceeducational personnel.

CONCLUSION .

It is totally unrealistic to anticipate immediate outcomes from such a
43complex venture as the design and implementation of ' new teacher

eduOition programs. Even a 10-year projection before changes can be
completed may be optimistic, but gradually improvements will be seen
in classrooms of the seventiesespecially in those rooms w ose
teachers are the graduates of, leges and universities devoted to qu ity
preservice education progr lEvery institution has the power to move
rapidly from the traditional programs described by Smith (14) in
Research in Teacher Education. These programs

.. . have developed over the last h4dred years, and especially since
,

the beginning of the present century, on the basis of meager and
inadequate knowledge acquired 'largely from the practical experience
of teachers, general psychologic-61 principles, and studies in philos-
ophy and the social sciences.

This paper has suggested'a ber of steps toward the evaluation of
the effectiveness, of teacher é tion, but the validity of a teacher
education program is determi ed 'ultimately by the production of
teachers who perform more effectively in classrooms than they would
had they not received such training. At present, solid research evidence
does not exist to support a direct relationship between teacher behavior
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and pupil learning (10). We must proceed, therefore, on the best bases we
have for higher quality teacher preparation. Hopefully, educators will
further develop habits of communication which enable all countries to
benefit from ideas the profession generates. Future effective teacher
education programs in reading depend a great deal upon the expertise of
today's teachers.
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Evaluation and Accountfibility

Ira E. Aaron
University of Georgia
Athens, Georgia
United States of America

accountability is a fnajor concern of educators in the United States
today. Of equal concern is the process of evaluation which must, of
necessity, be a part of accountability. This article will review briefly the
current concern about accountability and evaluation as they pertain to
reading and will turn attention to four questions:

1. Who in the field of reading should be evaliiatethas a basis for
accountability?

2. What should be evaluated?
3. Who should plan for and conduct the evaluation?
4. To whoni should persons involved in reading instruction be

held accountable?

INTRODUCTION
The 1970s will be known as the accountability decade in education

in the United States. Educational historians, reflecting"upon the period,
will likely comment upon the heated and extensive debates generated
among teachers and other educators by the accountability concept.
Further, these historians will certainly refer to problems that arose
because of inadequate evaluation.

Educational accountability refers to teachers and other educational
workers being responsible for their performance in instruction. The
reading teacher is responsible for teaching his or her studentsto read and
lb enjoy reading. The teacher is answerable for the effectiveness of his or
het teaching.

Evaluation is the process of making decisions based upon
information that has been gathered about whatever it is that is being
evaluatedreading programs and reading achieveMent of students in
this case. The strength of any system of accountability rests heavily upon
an appropriate 'and adequate process of evaluation. Therefore,
educational accountability and educational evaluation are interlocked,
with evaluation being a necessary part of accountability.
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Evaluation is one of the weakest areas in reading programs in the
United States (and perhaps in the world). Most teachers would find it
extremely difficult to document just how good or how bad their reading
programs really are because they seldom have adequate data to support
statements they make about the quality of their programs. Good
evaliiation is a necessary part of any workable system of accountability.
An IRA publication, Measuring Reading Performance (1), presents
papers that discuss some of the pertinent problems of measurement and
accountability.

The concept of accountability in American education is quite old, as
Lessinger (2) and Laffey (3) point out. In fact. Lessinger cites an 1817 law
in whiCh the accountability concept was used. Nevertheless, it was not
until the late 1960s that educational accountability began to be a real
concern of school personnel in the United States. Teachers and other
educators always have been accountable to those who have financed
education. Today, though, the accountability is more complex and
forceful.

Many state departments of education have already moved, or are in
the process of moving, toward statewide systems of accountability. In
some instances, state legislatures have been active in working for
statewide educational accountability.

Indicative of the opposition to the national movement toward
educational accountability is a news report of the July 1974 convention
of the National Education Association (a body of 1.4 pillion members).
The executive secretary of that organization is quoted as follows:

Teachers willingly accept their appropriate share of responsibility for
the effectiveness of the nation's education programs. Teachers do
notand will notaccept the simplistic, bureaucratic approach to
teacher accountability that is prevalent in America today. (Atlanta
Constitution, July 6, 1974)

The article stated further that teachers will continue to fight account-
ability unless they are given more of a voice in establishing the
accountability system.

Accountability definitely is a major issue today .in American
education. The ideas related to accountability, along with necessary
evaluation, are equally applicable worldwide. The difference between
the United States and other countries on this issue is merely one of
intensity.

WHO IN THE FIELD OF READING SHOULD BE EVALUATED
AS A BASIS FOR ACCOUNTABILITY?

Discussions of accountability often focus upon the teacher an the
students, with the teacher being held accountable for the reading
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progress of students. This viewpoint is too narrow. Why should the
reading teacher alone be held accountable for pupil progress in reading?
Many persons are involved in and have responsibilities related to the
teaching of reading in elementary and secondary school's, such as
principals, content area teachers, supervisors, superintendents,
librarians, aides, and parents. Students themselves also shoUld be held
accountable for their own participation_ in the program.

Most educators voice approval of some kind of accountability and a
system of evaluation along with it. Too frequently, though, they tend to
expect accountability to apply to other teachers or to administrators in
another school district rather than tO apply to themselves and their own
schools. All educational workers should be involved in accountability
and their performances should be evaluated.

WHAT SHOULD BE EVALUA TEDr.
Although many factors should be evaluated to determine rogram

effectiveness, student achivernent in reading should be a major c cern.
Students are expected to gain in reading achievement fro one
assessment period to another. If students do not show progress, then a
system of accountability calls for an explanation.

The usual measure of change has been attained through comparison
of standardized from pre- and posttesting results from year to year. Such
results do give useful information, if tests are keyed to program
objectives. However, criterion referenced tests and informal procedures
Can supply valuable data. Criterion referenced tests are composed of
items directly keyed to behaviors which the reading program is
attempting to develop in students. Such tests establish the minimum
level of performance, the criterion, which is considered to be
satisfactory. Several states are now in the process of building criterion
referenced tests for statewide use.

Assessment of change in reading achievement test scores is not easy
to accomplish; assessment of attitudes toward reading (motivational and
affective) is even more difficult to accomplish. And the affective area is
an extremely importaneane. The instructional task is not complete if
children have learned skills but have not learned to enjoy reading.
Estimates must be made of how Children feel abbut reading and of their
interests in reading.

Evaluation in a system of accountability also must View the
characteristics of the reading program in which the child has been
taught. The reading program and instructional procedures must be
btuditid to determine whether they develop readers who can and will
read.'
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Somewhere in the evaluation related to accountability, responsi-
bilities of teachers and others must be determined; and then, the
instructional process and the total educational environment must be
studied in terms of each group's responsibilities. The following rating
scale is offered as an example of some specific responsibilities in reading
instruction.

RATING SCALE FOR EVALUATING RESPONSIBILITIES
IN READING INSTRUCTION

Directions: Many persons are involved in and have responsibilities related to the teaching
of reading in elementary and secondary schools. Selected responsibilities of the teacher.
principal. superintendent. reading supervisor. and parent are listed below. By circling the
appropriate number. indicate the extent to which a given teacher. principal.
superintendent, reading supervisor, or parent reflects each characteristic or meets each
responsibility. Use the following ratings:

1. Almost always 4. Seldom or never
2. Most of the time 5. Undecided
3. Sometimes 6. Not applicable in program

Teacher's responsibilities: The teacher
1. Aims reading instruction toward the achievement of 1 2 3 4 5 6

specific goals.
2. Understands children and adolescents and uses knowledge 1 2 3 4 5 6

and development in teaching reading.
3. Adapts reading instruction to the individual levels, 1 2 3 4 5 6

abilities, and needs of all learners.
4. Uses diagnatic-prescriptive approach in reading instrytion. 1. 2 3 4 5 6
5. Establishes e good working relationship with students. 1 2 3 4 5 6
6. Merges materials and equipment into a total program. 1 2 3 4 5 6
7. Knows the skills of reading and how to teach the skills. 1 2 3,4 5 6
8. Leads students toward enjoyment of reading. 1 2 3 9''5 6

. 9. Evaluates progress in reading in terms of instructional goals. 1 2 3 4 5 6
10. Organizes the classroom foreffectivejnanagement of reading 1 2 3 4 5 6

instruction.
11. Keeps parents informed a t the reading program and about 1 2 3 4 5 6

individual progress of studen
Principal's responsibilities: The incipal
12. Converses knowledgeably with teachers and parents about the

school's reading program and practices.
13. Assists teachers in obtaining needed teaching materials.
14. Takes the lead in planning neceisary staff development for

teachers.
15. Taps all available resources for assistance for teachers.
16. Encourages teachers to move toward excellence in reading

instructiok. .

1 2 3 4 5 6

1 2 3 4 5 6
1 2 3 4 5 6

1 2 3 4 5 6
1 2 3 4 5 6
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47. Observes an atmosphere that encourages teachers to seek help. 1 2 3 4 5 8
18. Identifies leaden among the teachers who will assist in 1 2 3 4 5 6

coordinating efforts in reading.
19. Recognizes the relationship of reading to the total

curriculum and emphasizes, reading in the school program.
Content area teacher's responsibilities: The content area teacher
20. Teaches students to use developmental 'skills in that 1 2 3 4 5 8

content area.

21. Teaches the special reading skills of that content area. 1 2 3 4-5 8
22. Continues to work toward the development of each 1 2 3 4 5 8

student's reading-study skills.
Reading supervisor's responsibilities: The reading supervisor
23. Assists in keeping teachers and principals abreast of new 1 2 3 4 5 8

materials and new developments in the area of reading.
24. Assists principals in..planning and conducting staff develop- 1 2.3.4 5 8

meat in the area of reading for teachers and aides.
25. Prepares and works with leaders in each school who will in i 2 3 4 5 8

turn work with teachers.
26. Assists the superintendent in motivating principals and 1 2 3 4 5 8

teachers to move toward excellence in reading instruction.
27. Assists the superintendent in motivating principals and 1 2 3 4 5 8

teachers to try out new or different practices if they
offer promise for improvement.

28. Creates an atmosphere that encourages teachers and 1 2 3 4 5 8
principals to seek help when needed.

29. Observes Instruction to locate "promising practices" and 1 2 3 4 5 8
to enlist in Improving reeding instruction,

30. Provides leadership in evaluating the total reading 1 2 3 4 5 8
program of the school and/or school system.

Superinteuriont's responsibilities: The superintendent
31. Sees that adequate staff development for reading instruction 1 2 3 4 5 8

is planned for system schools.
42. Sees that all school personnel are motivated to move toward 1 2 3 4 5 6

excellence in reading instruction.
33. Sees that adequate personnel and materials for teaching 1 2 3 4 5 6

reading effectively are available.
34. Sees that persons involved in makAng systemwide decisions 1 2 3 4 5 8

about feadipg are representative of the groups to be
affected and are well qualified.

Parents' responsibilities: The parents
35. Work toward building concept backgrounds and meaning 1 2 3 4 5 6

vocabularies in their children.
36. Encourage children to read. 1 2 3 4 5 8
37. Read to children and develop, a reading atmosphere in 1 2 3-4 5 6

the home.

38. Learn about the reading programs in the classrooms of 1 2 3 4 5 6
their children.

1 2 3 4 5 6
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As the performance of each educational worker is being evaltiated in
an accountability system, student performance alone should not be the
basis for saying that a program, teacher, or other educational worker is
successful. What happens in the instructional process is as important as
the level of student performance. And all factors related to instruction
kind of students, materials available, and so onshould be considered.

WHO SHOULD PLAN FOR AND CONDUCT THE EVALUATION?

Accountability is much more palatable when those being held
accountable helped to establish the system of accountability. Teacher
representatives, therefore, should be involved in planning for teacher
accountability. Setting up a system of accountability offers numerous
opportunities for reading teachers to obtain a clearer picture of what they
are trying to accomplish and how they are attempting to do the job.
Within itself, it is a good inservice activity.

Every individual listed on the Rating Scale should be involved in
self-evaluation and in the evaluation of 'those under supervision.
Persons being supervised should assist, as well, in evaluating those who
instruct or supervise them.

Sometimes, outside agencies or individuals are contracted to
establish a systein of accountability or evaluation for a school district.
These outsiders often bring with them expert knowledge about
evaluation that cannot be found locally; however, they do not have an
understanding of the local setting in which the program has developed.
They must depend upon local educators to supply this element.

TO WHOM SHOULD PERSONS INVOLVED IN READING
INSTRUCTION BE HELD ACCOUNTABLE? -d

Who decides whether the teacher or other educational worker has
met the test of accountabilgy? Many voices have been raised in
demanding that teachers be held accountable, but these voices seldom
clarify the accountability hierarchy, Some teachers feel that they are
expected-to be accountable to everyohe. On the othei hand, some of the
voices calling for accountability contend that American education
through the years has not been accountable to anyone. The truth lies
somewhere between these extremes.

Ultimately teachers and other educational personnel are responsible
to boards of education; members of boards of education are responsible
to their electors. However, teachers are accountable not only to boards of
education and their representatives but to superintendents and
principals as well. They are accountable to the children they teach and to
the children's parents; and, perhaps even more important, teachers are
accountable to themselves.

AARON 563



In a legal sense, teachers and other educational workers are
accountable to both local and statewide boards of education. However,
from a moral standpoint, the educator is accountable first to himself and
then to all those who supervise him and who are served by him. Perhaps
the first level of accountability should be how well children have been I
served.

SUMMARY

In summary, several precautions must be reviewed. The account-
ability system itself should be studied carefully to see if it is efficient,
fair, and effective. An extremely important consideration is that the

'evaluation system be nonpunitive and nonthreatening, and that the
system provide some help to those teachers and other personnel who are
judged as inadequate.

The teacher, the individual students and their collective actions, the
materials, the facilities, the prtncipal, the supervisor, the school
policies, and the community all influence growth in a given classroom.
A finding of Thorndike's recent fifteen-country survey of comprehen-
sion (4) seems pertinent at this point. The best predictors of reading
achievement appeared to be home and fr rnily backgrounds of the
children. This conclusion does not mean that the teacher is unimportant.
It does mean that many influences, other than the quality of instruction,
are involved in the reading achievement of children. Any system of
accountability and evaluation mufreflect those influences.

Accountability can assist teachers and other educational workers to
become more effective in their' portant job of helping children learn to
read and to enjoy it. The s referred to in thi articleas well as
many moremust be con dered, however, in eval sting the effective-
ness of an accountability system and its processes of evaluation.
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