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Foreword

Each Annual Convention of the International Reading Association has
grown larger than the one before, both in number of program offerings
and in attendance. Many of us, perhaps most of us, who watch the
conventions rather closely recall quite easily the day hardly a decade ago
when a single volume routinely included all the convention proceedings
for a particular year.

To produce a single comprehensive volume from the 1974 Convention
in New Orleans would have required the collection within two covers of
literally hundreds of papers presented in a fascinating variety of formats.

Itis that background of multiplicity that makes all the more remarkable
the successful efforts of an editor like Brother Leonard Courtney, who
has shaped some samples of those hundreds of presentatiors into this
single, unified volume on Reading Interaction. The Teacher, The Pupil, The
Materials. Our thanks to him for this volume and to those members of the
Publications Committee who served as reviewers of the papers from the
New Orleans Convention.

Millard Black, President
International Reading Association
1973-1974




Introduction

Conference themes often appear as “program-dressing,” and are rarely
reflected in the individual papers presented. Not so with this representa-
tive selection of papers from 1RA's New Crleans Convention, based on
the theme, “TheFeacher: Key to Excelience in Reading.”

The diverse papersin this slender volume find aunifyingelementin the
person of the teacher—preparation, the human and professional qualities
which enliven teaching; and the creation, development, and use of mate-
rials that facilitate that teaching. Fortunately, although unintentionally,
the initial focus derives from Wilson Riles’ sensitive overview of Califor-
nia's reading ventures Two apparently conflicting tenets of recent years
recur in several articles. on the one hand, the emergence of performance
or competeney based teaching, on the other, the affective interaction of
teacher, pupil, and material—the plea for recognition of human qualities

. that has been sounded so often by O'Neil, Goodman, Holt, Reisman, and
other professional critics. Yet, in these papers, the pragmatic always
subordinates to the human, effect to affect. The authors—classroom
teachers and university rescarchers alike—recognize that the sensitive,
informed, purposeful teacher is the link between pupil and material.

The diversity of the papers offers something to every reader. In locale,
the discussions reflect practical efforts from Canada to the South, from
Florida and Appalachia to the West Coast. They range through teacher
training, classroom practice, the teaching of migrant children, the use of
paperbacks, and the development of materials by publishers. There are
fresh views for the informed, new insights for the searching. Above all,
there is the opportunity for rekindling one’s awareness that reading,
along with the teaching of reading, is constantly new.

BROTHER LEONARD COURTNEY
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vl

ERIC 7

Aruitoxt provided by Eic:




The Teacher

FOCUS QUESTIONS

Can a state as immense as California organize for
effective reading instruction?

What elements support a teacher's quest for
excellence?

What are the criteria for competency based reading
preparation?

Is competency based reading preparation produc-
ing better teachers?

Do teachers need to be fearful of heeding research
findings?

How may curriculum be influenced to renew
objectives?




In describing the strides toward reading effectiveness in
California, Riles focuses on the teacher as “the key to
excellence” in reading improvement. His sensitivity o all
aspects of reading, his understanding of the problems, and his
evident love of reading set the tone for this volume and voice
far-reaching practical implications.

California’s Search for Excellence:
The Teacher as Key .

Wilson Riles
State Superintendent of Public Instruction
Sacramento, California

The long journey from McDonough High Schiool No. 85 in New Orleans
to State Superintendent of Public Instruction in California was made
possible in a large measure by the acquisition of one basic skill—reading.

I'have discovered that the tragedy and beauty of all life is bound in the
printed word. I have found that the person capable of giving meaning to
those words has learned, as S. I. Hay akawa says, “to profit by and take part
in the greatest of lniman achievement.”

The most lasting and valued gift that we, as parents and educators, can
bestow upon our children is the love of reading. We must make learning
to read a joyous voyage of discovery. We must show the child that reading
provides the bridge between him and the world of ideas. Most of all, we
must believe in the power of.words. We, ourselves, must liave traveled that
bridge. We must exhibit an attitude toward reading that evokes a positive
response from the child we teach.

Our responsibilities are to paremts, to the community, and, most impot -
tant of all, to the leaders of tomorrow—the children of today.

How can we discharge these responsibilities to parents, taxpayers, and
students? How cian we ensure that every child reads with a level of
proficiency that will enable him to function creatively and responsibly in
America’s Third Century—his century.

I am not an expertin the teaching of reading. How ever, some ideas we
have developed in California to improve the quality of our reading pro-

grams may provide guidance to others,

QUUES
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Almost every naton m the woild is concerned with the problem of
functional illiteracy. We in the United States think of oursclves as a highly
literate nation. Yet, we face a tragic and challenging truth when we
examine the figures given tousin 1971 by the Lou Harris Poll—19 million
Ameticans over the age of sixteen are functional iliiterates. They cannot
read well enough to fill out job application forms; cannot read contracts;
cannot comprehend ballot measures, cannot apply for permits, licenses,
insurance, ot even public assistance. For many reasons, I am optimistic
that we can reduce 1ather than add to those figures in the years ahead.

Educational Technology

Fitst, we have moved beyond the experimental stage in using educa-
tional technology to teach and to improve basic skills. In our reading
programs in California, we have a variety of technological systems in use:

* Systems 80—programed instruction is now widely accepted.

« Many districts are using controlled 1eaders to develop smoothness in
reading patterns.

+ Film loops made available in library learning centers are combining
pleasure reading with educational content.

« Computerassisted instruction is used ina few districts to teach reading.

+ Cassette tape recorders are widely used for a varicty of purposes: to
encourage the child to read aloud without fear of teacher or peer
criticism, to assist the teacher in diagnosing individual nceds, and to
assist both the teacher and the student in monitoring progress. Also,
teacher prepared tapes help the younger child to learn to make certain
sounds or to hear words pronounced properly.

« Instructional television is widely used in our dassrooms—both national
programs, such as Sesame Street and Electric Company, and locally pro-
duced programs made possible through state supported regional in-
structional television associations.

The educational technolugy field is expanding and changing rapidly.
Go into any school and open the door to the instructional materials closet.
Like tracing the weather by looking at tree rings, you can trace the
changes in technology be digging down through the piles of equipment
bought and discarded over the years.

Itis easy to think of educational technology as the universal solution to
all of our problems. Everybody knows that a machine that hums, clicks,
and has a respectable number of blinking lights will perform miracles—
monitor progress, teach any child to read, identify problem arcas—
whatever you need, it will do. Technological devices do have much to

4 The Teacher
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offer. The materials they present are prepared by oaperts in learning
theory. The programs are based on logical steps in the learning process:
needs determined, strategies applied, learning reinforeed, and specific
objectives reached. Buttechnology, greatas itis, is an adjunct o and not 2
replacement for the teacher. Without the teacher, none of those buzzing,
humming, wwinkling devices is sufficient.

The machine has yet o be invented which will respond to a child's
frustration with warmth and understanding, No nachine can replace the
interaction between human beings. The teacher is the hey tw excellence.
Reading is not a mechanical thing, not simply a4 matter of recognizing
words; itis the meaning, the emotions, the communication of ideas—that
is what reading is all about,

And that thought brings me to the second 1eason that T am optimistic
about the progress we are making in California toward ending the wagic
blight of functional illiteracy.

Reading Task Force

We have recognized that the teacher is the key to excellence in the
reading program. Three years ago [ appointed a task force, within the
California State Departunent of Education, to find out what we could do to
improve reading. 1 wanted facts, I needed to know what makes an effec-
tive rending program. ‘The task foree sunveyed reading programs from
one end of the state to the other—urban/rural, rich/poor, bigfsmall—no
nurtter how wide the variety of districts, the tash foree surveyed them all.
They examined school districts where reading scores were high and
where they were low and then analyzed their data. What did they find?

1 An cffective reading program is based upon a compretiensive assess-
ment of the needs of the individual child, the resources available to
meet those needs; and the competendies of the teachers, their
strengths and weaknesses.,

(1]

An cffective reading programis hased upon a diagnostic-prescriptive
approich,

3. Aneffective reading program fits the program to the individual child
instead of forcing the chuld to fit the program.

4. Finally, the most important characteristic of an cffective reading
program is the commitment to excellence on the part of the teacher,
the principal, and the supporting staff.

Nosingle method. no magic machine, no gimmicks—the four characteris-
tics listed above are the essentials of an effective reading program.

“ILES 5
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If the teacher s the hey ingredient to a suceessful reading program,
what can educational leadership do to ensure that we have teachers
connnitted to excellence and that we are providing them with the best
possible taining and giving them the tesources they need to support their
dassroom actisities? Indeed, if the teacher is the key, then our munber
one priority should be to provide that teacher with all the support re-
quited to accomplish the tash. Today, sucli a priority is not recoguized in
this nation not in any other nation that 1 know of. When the Defense
Departmentis having bake sales to buy uniforms for the Marine Band and
schouls ave unlimited appropriations, then we will know thatwe are truly
concernied about the one-fifth of the nation thatis functionally illiterate.

Training

In Califoruia, we are attempting to provide the kind of support neces-
sary to have an cffedtive reading program in every school. We are en-
comaging preseivice and insenvice staff desclopment programs to pro-
vide teachers and support staff with a full tange of approaches to the
teaclung of reading. O 1cading tash foree identified clenentary schools
with truly exceptional reading programs. These programs were used as
models i workshops attended by teachers and administ ators of schools
expetriencing severe seading problems. The taining sessions stressed the
necessity of adapting parts of programs whiclh matched particular needs
of a school rathier than copying o1 adopting 4 program in its entirety. A
sueeessful teacher must ave avaricty of approaches available so thacthe
wethod can it the child tather than foree the child e fitthe method. The
cffective teachier hnows mamy methods and las the sensitivity to know
which one is most appropriate for the individual child.

We have suppuorted the use of the reading spedalist teaclier to assist in
both inservice traimmg and in teaching. Our evaluation of programs
where reading spedialists have been used indicates that specialists do
mdecd contiibute to overall improsement of 1eading skills, particularly
witht low achieving students.

Reading Framework

We are providing the teachers of California with a framework in read-
niy whicl offers the basic structure for the teaching of reading. The first
of 1ts kind m California, this framework is designed to guide all of the
teachers who lun ¢ tesponsibility for reading instruction. The framework
does not mandate plans, methods, or objectives from the state level.
Instead, it stresses the tesponsibility of cach district for preparation of the
plulosopliy, goals, wid ubjectives of its own readiag program based upon
an assessment of local need. The framewark is notempty rhetoric. We are

‘l'» The Teacher
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prepared to provide assistance to districts in developing reading program
plans and objectives and to help them with effective implementation.
We feel strongly that reading programs should be developed at the local
level in response to local needs. We cannot stress too emphatically-the
importance of individualizing instruction to fit the needs of each child. We
have stressed these two beliefs in all approaches toward improving the
effectiveness of educational programs.
We are attacking the reading problem on several fronts:

1. The Early Childhood Education program emphasizes basic reading
skills. The intent of this program is to ensure that every child who
leaves third grade can read at least at grade level.

2. Bilingual education programs stress reading in both the child’s dom-
inant home language and in English for children whose dominant
language is not English.

3. Unique reading demonstration projects operate in a number of
Junior high schools. In the most successful of the experimental de-
monstration projects, low achieving junior high students in low
socioeconomic areas have been making steady, sometimes dramatic,
gains in their reading achievement.

4. We have recently established a reading council to coordinate all of
these reading efforts. The council will develop and maintain our
master plan for reading. In addition, the council will assure that all
those responsible for reading know about exemplary programs and
are aware of research in the field, both state- and nationwide.

Evaluation

No matter how much support and inservice training we give our
teachers or how much effort we put into programs to meet the particular
needs of each child, little is gained if reading is not improved.

Our evaluations show that reading scores are gradually rising in the
primary grades. Now, for the first tiine, California school children are
reading above the national norm. We are finally reversing the-downward
trend at the sixth grade level.

We are notstanding still in the matter of accountability and evaluation.
We are now imnplementing a new reading assessment program for all
second and third grade children. The purposes of this new testing pro-
gram are twofold. 1) to test what we teach to find how well children are
learning basic skills, and 2) to analyze the data from the tests to facilitate
decision making at the state level.

We have never had adequate information concerning the effectiveness
of extra resources, use of reading spedialists, or special program efforts.
We will obtain such information from the new tests.

poat
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With this kind of precise information to guide our decision inaking, we
will be able to give our teachers the amount and kind of resources they
should have if they are to continue to be the key to excellence.

Further optimism derives from the recommendation by the California
State Board of Education that all school districts adopt minimun stan-
dards of proficiencies in the basic skills for graduation from high school.
We are confident that establishing proficiency standards will putan end to
the graduation of functional illiterates. Our schools have practiced “so-
cial” promotions too long.

Among others, the foilowing minimum standards are recommended:

1. Given alocal newspaper, the pupil will read aad repeat the essence of
the lead article on page 1.

2. Given a set of instructions, the pupil will read and follow themn
accurately.

3. Given au application for employment, the pupil will complete it
accurately.

4. Given a ballot offering pro and con arguments, the pupil will identify
the essential points of each.

When every high school graduate can meet such proficiency based
mmimum standards for graduation, we will be well on our way toward
reducing the number of functional illiterates in this country.

Conclusion

We are making progress in California because of the thousands of
teachers and pruicipals who are comnmitted to excellence. Without the
dedication of teachers and spedialists who are concerned enough about
reading to spend hours of their free tine improving their skills, we would
not make any progress at all. From my own years of experience as a
student, as a teacher, as an administrator, and as a state superintendent of
public instruction, I know that the teacher is the key to excellence.

If our teachers can let childien know the power which has been bound
together by the great minds of this world, they will have put the cumula-
tive experience of mankind within the reach of each child. We cannot
hope for any greater goal; we should not settle for any less.

8 The Teacher




Preparation for training reading teachers continues to be
problematical. The authors review the major features of
competency based teacher ecducation (GBTE) with special
attention to the realities of secondary classroom life.

Competency Based Secondary Reading Preparation:
Philosophy and Rationale®

Richard W. Burnett and Thomas R. Schnell
University of Missouri at St. Louis

In teacher education, we are clearly in the era of behaviorally-stated
learning objectives, competency based programs, and the modular con-
struction of courses. It may not be clear what all this jargon means in
terms of preparing better teachers of reading. This presentation briefly
analyzes a few of the past and current features of the competency based
instructional movement and states some implications for the continuing
effort to educate better teachers of reading, espedially at the secondary level.

An Old Competency Model with Implications for the New

True competency based teacher education (CBTE) is not so new a con-
cept as some believe it to be. The now traditional practice of building
practicum courses into programs, usually at the graduate level, which
r-quire laboratory or clinical work in reading diagnosis and in remedial
teaching of disabled readers is a legitimate competency based strategy.
Ordinarily in these programs there have been one or more courses pre-
ceding the practicum work. Reading educators who supervise the prac-
ticum courses have always been sensitive to the extent to which prior
preparation in lecture-discussion or theory courses affects teacher per-
formance in actual work with children. Even in this rather dosed system
of training remedial reading teachers, however, the university level in-

* Portions of this article appear in the Journal of Reading, 18, 7 (April 1975), 544.549,
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structor is kept awai ¢ of the less than perfect correspondence between the
way teachers indicate they would approach a problem posed to them ina
theory course and the actual way they function in a practicum situation.
Maximizing this correspondence through the early use of demonstra-
tions, case studies, and simulated teaching activities has become a
trademark of reading methods classes. It is in step with the times to
suggest that a reasonable definition of competency based teacher educa-
tion is that it is the effort to maximize the correspondence between what
teachers are taught to do and what they actually do in an on-the-job
setting. Implicit in such a definition, of course, is the validity established
(in terms of effective pupil learning) for what the teachers are being
taught to do. )

Two essential features of a genuine competency based strategy have
been built into the better clinical reading programs throughout the coun-
try. First of all, the validity of the whole structure rests on whether
children taught in the remedial practicum emerge as significantly better
readers at the end of the sequence of courses. For that reason, changes in
pupil achievement have been assessed as one part of the practicum ex-
perience. Second, a feedback principle has operated, whereby a prac-
ticum supervisor could modify the presentation in beginning theory
courses in accordance with what graduate students were observed to be
doing in the practicum courses at the end of the sequence. Strategies
which do not attempt to build in a validity factor and a feedback cycle
should be viewed with skepticism when claims are made that they are
competency based approaches to teacher education. Few of the new cB1e
models seem capable of meeting such a test.

Current Direction in CBTE

A basic contrast between the older clinical reading models and the
newer cBikapproachesis in the attempt to define, develop, and measure
competencies in individuals on a much broader scale and often without
benefit of specific clinical experiences. In addition, the current emphasis
in (BILisin the undergraduate or preservice education of teachers. There
are few teachers today who have progressed through the sequence of a
methods course in developmental reading, a methods course in remedial
or corrective teaching, a practicum int diagnostic testing, and a practicum
in remedial teaching. Probably, the inajority of teachers will stop with one
rather general course in reading instruction. For that reason, the intro-
ductory theory courses have to be presented so hat the likelihood is
maximized that teachers will later perform on the job in accordance with
the concepts presented in the one class.

Naturally, there are a number of problemns inherent in building
genuine competency activities into undergraduate courses. Often there

10 The Teacher




are likely to be larger emollments in undergraduate dasses than in
graduate dasses. Stidents are without the “need-to-know” attitude held
by graduate or inservice teachers who can relate cach new learning di-
rectly to theit job experience. Undergraduate programs tend to be
crowded witl both general and professional education requirements that
place lmits on the number of course ours that canbe devoted to work in
a specific aspect of the curriculunt such as reading instruction.

Since competeney or job relevance is demanded early and in large
classes where supervised practicum work ordinarily is not feasible, an
emerging emphasts 1s on paper and pencil learning exercises (competency
activities) which are sometimes keyed into audiovisual presentations.
These simulation experiences calling for responses approximating as
dusely as pussible thuse responses called for in an actual dassroom setting
are tending to take up course time previously given to lecture-discussion
and assigned text and library 1eading. Sudr activities can change a class
from an abstradt, academic exerdise to one involving learning experience
whete ditect application is made of newly presented concepts. Probably
the gicatest single danger in this trend would be the assumption that
realistic appeating paper and pendil exerdises with impressive sounding
learning objectives behind them are superior in all cases to other ap-
proachies to instruction. The <81k movement can collapse quickly if the
means o1 instruments of education becone confused with the ends or
puposes of the education effort.

The message here for reading educators is twofold. First, effective
teaching devices developed through the years musi not be too readily
discarded simply because theit mode of presentationis not consistent with
the latest fad o1 fashion. Conversely, many of the older lectur e-discussion
presentations may be readily adaptable to the newer programed paper
and pencil tash modules, and, in fact, such adaptations may provide for
much more efficient utilization of time and more effective learning.

Finally, something needs to be said about the controversial issue of who
should make the dedision regarding change in instructional approach.
Until the present time, the dedsion has been left with the university
imstructor. Historically, accountability in long range competency ternis
ltas had toreston the credibility and integtity of the professors who were
cducating the teachers. Professots have been judged by the performance
of their students, by theit rescarch and published commentary, and by
their involvement in solving educational problems.

When instructional ntodes are mandated from extermal sources—
whether these be state legislatures, deans of education, departmental
chairmen, or faculty curticulum committees—it should be dearly undet-
stood that a systemn judgment is being superimposed on the judgment of
the individual instructor. Consequently, responsibility for relevance or
for establishing the ultimate validity of the competendies developed in

BURNETT and SCHNELL 11
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teacher education programs shifts from the individual instructor to those
who are mand.ting change. Persons who are disenchanted with university
professors and their alleged resistance to change and fascination with
teaching irrelevancies, should keep in mind that it may be more feasible
for individual professors to remain current and relevant in what they
teach in a fast-changing world than for group planned systems, which
have taken months or even years to construct, to-be kept current and
relevant,
To take the present independence of university instructors in curricu-
lar matters away from them and substitute bureaucratic or committee
based decision-making just might be a big step backward from compe-
tency based teacher education. Rationally implemented, CBTE promises a
new vigor for teacher education and a definite move toward the im-
provement of instruction in our schools. As simply another oversold or
overbought curricular fad, ¢cBTE can be counterproductive.

cBTE: Secondary and Elementary Reading Compared

It is not surprising that competency based programs for preparing
teachers to teach reading in elementary grades have developed earlier
and exist in greater variety than comparable programs for preparmg
secondary teachers The instructor who prepares preservice or inservice
elementary teachers in reading instructional methods assumes that his
students accept their basic responsibility to be that of teaching children to
read. The instructor of preservice or inservice secondary teachers faces a
riore complex situation. The majority of his students are not likely to
perceive themselves as reading teachers. At most, they expect their re-
sponsibility for teaching reading to be only peripheral to their basic
responsnblllty of teaching content. In preparing teachers, it is easier to
address the issue of how to teach reading directly than it is to prepare
teachers to teach reading indirectly as it relates to content area instruction.
Among other problems, the secondary teacher has to be equipped to meet
each day several classes composed of different groups of students. The
secondary teacher will probably have less-time-than does the elementary
teacher for individual analysis of pupil needs, fewer resources to draw on
for differentiating instruction, and less contact with pupils.

A second group found in a reading methods course are special reading
teachers, and they do have a commitment to teaching reading as their
primary responsibility. In contrast to elementary teachers, however, the
secondary reading teachers are taught that their professional obligations
include more than the direct teaching of pupils. In order to have a
significant impact in a secondary school setting, special reading teachers
must influence other teachers and must accept that they have inservice
training functions that are part of their efforts to improve pupils’ reading
proficiencies and habits. In effect, these special teachers have to be mas-
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ters of their craft so they can teach others to teach reading.

A further complication in secondary level 1eading courses is that the
student teachers may lack or be weak inthe very shills they are expected to
teach. This possibility exists in elementary methods courses also, but it
looms as a greater problem in secondary courses, since many high school
teachers are not apprediably better readers than the higher achievers
among their pupils. ‘

In sumumnary, then, the secondary teacher not only must possess word
recognition, vocabulary, and literal comprehension skills but also in-
terpretive reading, critical reading, and study-type reading shillsof a very
high order. The secondary teacher is required, further, to be able to
develop these skills in others. In asecondary methods course, the teacher
educator has an extremely complex set of competencies to consider: 1) the
prospective teacher must possess and demonstrate the skills he is meant to
teach, 2) he must demonstrate that he is knowledgeable about how
teach these skills, and 3) he must demonstrate that he has some insight
into how tolead uther teachersinto the effective teaching of basic reading
skills.

Realistic Constraints: Secondary Reading

A reading methods course is only one component in the total teacher
education program in a given university setting. Consequently, those
competencies stressed, the time scheduling factors, and the planned
learning activities in a single course must be compatible with the scope of
the program. Cltimately, once acourse is clearly conceptualized, it may be
divided into components or modules and integrated into a total program
with other courses. When this happens, it becomes theoretically possible
for students to “test out” of certain learning modules and to proceed in
patterns and at a pace different from other students. Teacher educators
are being told that the technology exists now for the implementation of
such programs. Indeed, the hardware potential probably does exist but
the software aspects (i.e., the defined and validated competency activities)
still need considerable development. Also, the proper balance of lecture-
discussion, group interaction, simulation activitics, assigned reading, and
field experience remains a mader of sheer speculation and is open to
considerable differences of opinions.

The hard realities of a university's traditions and operating procedures
must be faced in planning any move toward implementing competency
based practices in a secondary reading methods class. For example, in an
urban university itis not unusual for parallel programs to be offered both
in the day and in the evening divisions. In such a setting, students are
often commuters and have job responsibilities that make the scheduling
of laboratory components to a course difficult to arrange. More often than
not, university instructors who seek to prepare a course’s content and
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present it in competency units are confined to specified hour limits.
Courses may be offered in three hour segments with daytime classes
meeting for fifty minute periods three days per week, while evening
classes may tend to meet two evenings per week for an hour and a quarter
or one evening for two and one-half hours for the same course credit.
Several different instructors may be teaching the same course, if not at
one time, at least over the span of two or three semesters. Some instructors
may be public school reading specialists who are only teaching part-time
for the university. Why is it necessary to mention these factors? To be
realistic, at the present time, a competency based strategy must be
sufficiently uncomplicated to be reasonably adapted and implemented in
such a setting as that just described.

Summary

In the January 1974 Phi Delta Kappan, an entire issue devoted to CBTE.
Rosner and Kay (/) make the following observation:

Competency based teacher education is not an end in itself. Itis a process of

moving from the present ambiguous state of teacher education to a more

dlearly articulated program of professional education. (st is a transitional
model for establishing teacher education ona firm theoretical and empirical
base ultimately dirccted to the improved delivery of educational services.

In preparing to develop, describe, or defend any cart effort, it may
help the educator’s perspective if the terms “process of moving” and
“transitional model,” as used by Rosner and Kay, are keptin mind. In that
dynamic rather than static context, any current effort should be charac-
terized by several features. First, the knowledge and competencies pro-
gramed into a course should be based on the best validity criteria available
at the time, with such validity being grounded wherever possible on the
measured performance of pupilsin schools. Second, deliberate steps must
be taken to verify that graduates of the course ably perform the functions
on the job that the course was intended to prepare them to perform.
Third, provision should be built in for modifying the course in response
to feedback received as a result of follow up on the earlier products.
Fourth, plans should be flexible enough to allow the course to be adjusted
to meet the varying interests and neegls of different groups without
sactificing the basic competency features. Here the reference is to differ-
ences in background, ability, and interests of the students. Finally, the
course plan should be adaptable enough that it can be implemented in
time segnients that may vary from one section of the course to another
and can be taught by insttuctors who might not have been involved in its
original development.

REFERENCE
1. Rosner, Benjamin, and Pawricia M. Kay. "Will the Promise of wrsts Be Fulfilled?” Ph:

Delta Kappan, 55 (January 1974), 295.
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Improved teacher competency—toward proven excellence—in
reading instruction continues to elicit concerned attention.

Baxley describes a program, performance and field based,
which seems to afford promise and direction toward proven
competence.

Teacher Education: Performance and Field Oriented

Dan M. Baxley
University of Nevada at Las Vegas

A common criticism of teacher education programs is that they do not
adequately prepare their graduates to teach reading. New teachers often
experience difficulties in teaching reading, in diagnosing requirements of
children who need extra help, and in locating desperately needed assis-
tance. Because of that lack of ability, teachers sometimes go directly to the
teacher’s manual of a basal reader, skip the important section which
explains the purpose of the manual, and begin “teaching reading” by
adhering religiously to all the instructions and activities contained in the
manual. Other teachers often spend years evaluating their own programs,
working in various teaching.and/or administrative positions, and pursu-
ing graduate dc.grecs before lhey feel competent to teach reading.

Obviously, both situations are inappropriate. The first situation has
disastrous consequences for children who are unlucky enough to fall
tehind; and the second situation is terribly unfair, since the teacher has
already expended much time, money, and effort securing an under-
graduate degree which ostensibly prepared her to teach reading.

Do prospective teachers have a choice? Must they either expend an
inordinate amount of time, effort, and money learning.to teach readmg
or be doomed to alifetime of mediocre teaching? The answer, of course, is

“no.” An alternative is the performance based, field oriented, teacher
education program.

TEPFO—History

Prior to 1967, the University of Washington's approach to teacher
education was similar to that of most teacher preparation institutions in
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that prospective teachers were exposed to a series of methods courses
followed by a short period of student teaching. Successful completion of
the courses and student teaching assignments usually qualified the stu-
dent for teacher certification and a position m the public schools. Due to
1ecentdecteases in demand for new candidates for teaching positions and
increases in demand for more competent teachers, the College of Educa-
tion of the University of Washington has reexamined its position relative
to teacher education. That introspection led to a series of events which
have had a major effect on this large, urban university's teacher prepara-
tion program.

In 1967, a modest attempt was made to initiate a coalition between a
local school district and the unisersity to develop the first teacher educa-
tion pattern to be both performance based and field oriented. Since then,
modifications of the original model have enabled the University of
Washington to develop a viable teacher preparation program (3, 4). The
acronym - 1kpto, which will be used throughout this paper, refers to
Teacher Education: Performance and Field Oriented.

Duting the pastseven years, while modifications were being inade in the
FEPEO Plogiam, concomitant changes were occurring in the enrollment
patterns of the two basic teacher preparation programs. At its inception,
the 1eeto program entolled only onein fifty of the undergraduate teacher
cducation students. By the 1973-1974 adademic year, voluntary changes
in enrollment patterns of undergraduate students had reduced the ratio
between 1epro and tegular program students to one in four; during the
1973-197 4 academic y ear, the ratio was further reduced to one in three.

The cnrrent University of Washington teacher education program has
several wacks from which the student may choose. The traditional pro-
gram exposes the student to methods courses followed by the usual
student teaching assignment. Another option (1epr0), which students
have overwhelmingly chosen and which achieved national recognition
from the aactk group in 1972 for Distinguished Achievement, is de-
scribed in the next section.

TEPFO-—Current Status

1teeois distinguished from many other teacher education programs by
its emphasis on four factors. 1) a clinic-field relationship, 2) performance
based behavior, 3) stong peer 1elationships among all program partici-
pants, and 1) length of the continuous program. Deletion of any of these
factors would markedly weahken the effect of the overall program, since
cach arca is interrelated with, and dependent on, the others,

The dlinic ficld relationship is characterized by a split-day arrangement
during the first two-thirds (two quarters) of the program, where student
interns spend one-half of each day in the University Clinic and one-half of
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cach day in a field assignment. Topics studied in the University Clinic are
extended through related activities in the field o the performance level,
with subsequent maintenance of those competencies on a continuous basis
throughout the total program. Selection of topics is made by clinic profes-
sors (college faculty) with related activities effected through covper ation
of field assoctates (teachers), field coordinators (liaison administiative
people), and clinic professors.

Communication and 1esultant cooperation among all coneerned are
developed through a continuous seminar where field assodiates, fickl
coordinators, and dlinic professors refine their vespective roles and
explore means for sulving emerging problems. Difficulties occurring in
the program (which are wdentified through semina and clinic-field ex-
periences) are discussed and resolved through the steeving committee.
This committee meets regularly and consists of a balanced selection of all
program participants (see Diagrams 1 and 2).

A second important aspect of 1eprois the development of competencies
tclated to the generalized role of the effective teacher (generic skills) and
to the specific instructional situations of a particular area (programmatic).
Verification of mtern competeney is made from observed performance in
the field according to criterion based evaluations which are continuous
throughout the total program. Agreement of field courdinators, field
assodiates, clinic professors, and (in the case of microteaching situations)
other interns, is used to determine competency acquisition.,

A third important feature of 1eprois the development of positive
relationships among all participants. Since field personnel, students, and
college faculty are constantly exploring new relationships and encounter-
ing new 1esponsibilities, feelings of insecurity, doubt, and frustration are
bound to occur. However, the combined effects of the dlinic-field inter-
action (which is enhanced through continuous visits to the field by the
cinic professors), the continuing seminar, and the steering committee
play a significant role in maintaining a positive healthy atmosphere
among all participants.

In addition, formal evaluation of all program participauts is made by
appropriate personnel. For instance, cach ficld coordinator is formally
evaluated periodically by chinic professors, ficld associates, and interns.
On the other hand, clinic professors are continually evaluated by field

“wourdinators, field assodiates, and interns. All evaluations are then sum-

marized and relayed by the program director to the person evaluated.
The basis for the evaluation is a job description which has undergone
constant recxamination and modification sinee the inception of the 1£rFo
program (5).

A fourth major characteristic of the 1eprO progiam is the length of time
available to parucpants in the tho-way experience of competency devel-
opment, performance evaluation, and subscquent skill maintenaunce.




Dutring the first two quarters (approximately ten weeks each), interns
divide their time equally betw cen the field and clinic. The first quarter of
the clinic focuses on reading and language arts, and the second quarter
cmphasizes science, mathematics, and sodial studies. Allinteins a1 e in the
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field full-time during the third quarter and are temporarily certified by
the state of Washington during that period. During the last quarter, the
intern assumes the role of classroom teacher while under continuous
supervision by the field associate and field coordinator.

Prerequisite to entrance ingo the first quarter of the program is course-
work on campus which entails acquisition of knowledge in the areas-of
learning theory, child development, measuirement evaluation, and inter-
relatedness of the psychomotor, cognitive, and affective domains.

TEPFO—Reading Education

Asindicated, work tow ard competency in reading education is initiated
during the first quarter of clinic activities. Activities during the reading
ceducation portion of the dinic experience occur in the following se-
quence: 1) acquisition of knowledge, 2) case typing of an individual
student’s needs, 3) application of know ledge in an instructional situation
with the case subject, 4) application of knowledge in an instructional
situation with a small group, and 5) application of pedagogical skills in the
total classroom situation.

A basic concern of the rerro reading education component is that
interns, at the end of their program, be able to function in a variety of

DIAGRAM 2
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situations. Therefore, interns are required to use a variety of instructional
approaches in different classroom situations with both corrective and
developmental readers. Each intern is required to prepare and imple-
ment learning activities in both highly structured and eme1ging environ-
ments. For instance, they must present basal reader lessons on a group
basis utilizing the Directed Reading Activity and also implement Key
Vocabulary/Language Experience activities on an individual basis.

Objectives of a reading education component of any teacher prepara-
tion program would, hopefully, be similar for most institutions. Analysis
of the reading process, current programs, needs of the community, and
needs of the child will ultimately yield objectives which must be accom-
plished in order to develop teacher competency in reading. The Interna-
tional Reading Association has identified areas of competency required
for effective reading instruction and the repro Reading Education com-
ponent, for the most part, follows those reccmmendations (6).

The objectives are accomplished through a unit (module) approach
where cach student studies and works toward completion of specified
tasks appropriate to the unit. Units typically used are 1) Nature of the
Reading Process, 2) Etiology of Reading Difficulties, 3) Word Auack
Skills, 4) Comprehension and Vocabulary Skills, 3) Factors Contributing
to Readiness, 6) Evaluation of Readiness and Reading (both informal and
formal), 7) Factors Affecting Instruction, 8) Analysis and Use of Current
Programs, 9) Children’s Literature, and 10) Record Keeping and
Conferencing.

The problem of whether to let students “test out™ in each unit has been
resohved by requiring cither observation of or work with school children
as one of the enabling activities of each unit. That is, through a preass-
essment test, interns may always demonstrate acquisition of knowledge
required for the completion of a unit, but must always complete some type
of field-oriented task to finish the unit. For instance, in the uniton Nature
of the Reading Process, interns are required to observe reading behavior
of children and in the unit on Word Auack Skills, interns must actually
teach children. In addition, all units of activity are presented according to
a fixed schedule. Therefore, the situation does not occur in which an
intern completes all requirements for the reading education component
ahead of schedule, with a subsequent lack of needed field experience.

Again, the unique quality of this program is the extent of commitment
made to per formance and field orientation. As the intern moves through
the first academic quarter (Reading-Language Arts), he is in constant
contact with both the dinic and rhe field. As knowledge and teaching
strategy are developed in the dinic, subsequent application is made in the
field. Thus, the intern is made aware of the value of the knowledge and
mstructional techniques developed in the dlinic through the performance
of the children he instructs. And if the concern is for strong reinforce-
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ment of effective teacher behavior, sticcess with a child must be the most
powerful. .

Of course, the ultimate determiner of the value of a program such a»
TEPFO is the adjudged ability of the newly certified teacher to effectively
diagrose, prescribe, and implement activities which provide for student
stceess in a reading program. Even though formal assessment of each
intern’s capabilities is made by field associates, field coordinators, and
clinic professors during the first two-thirds of the repro experience, the
success of the intern in his own dassroom is the ultimate indicator of the
value of the program. That success has been noted in the areas of hiring
practices of districts and performance with children as determined by
vatious raters such as field associates, field coordinators, dinic professors,
and administrators.

It has become increasingly apparent that districts prefer rerro
graduates over regular program graduates, feedback from graduating
students and placement agencies indicates that 1rpro graduates are being
hired in preference to regular program graduates. One possible justifica-
tion for this hiring trend may be the performance of the 1rprointerns in
their own dassrooms. This performance has probably been noted by
administrators during the intern’s field experience, since 1ePrOInterns are
being chosen over traditional track students even though both have been
trained in the same field center.

Through apparent word-of-mouth communication, other adminis-
trators (both in and out of the state) have decided to follow suit. Reports
continue to filter in confirming that the demand exceeds the supply of
1ePFO graduates. Some districts have actually granted advanced salary
status for repro graduates, and others have asked the placement office if
there are any more of these people available.

The second indication of the success of the repro program is intern
performance on teacher-effectiveness scales developed by the University
of Washington. In the areas of Professional and Personal Attributes,
Instruction Preparation, Instructional Implementation, and Instruc-
tional Evaluation, reprointerns consistently have been rated significantly
higher on five of eleven categoties and higher onall butone category. The
instrument used has shown high interrator reliability and is consequently
consistent in its findings (5). Follow-up evaluation, after one year as a
certified teacher, is now being made by administrators using the same
instrument, and tentative results indicate continued superiority of the
TEPFO graduate.

TEPFO—Future

The apparentsuceess of the 1krFo program has encouraged the College
of Education at the University of Washington to commititselftotally to the
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TerFo model for teacher preparation starting with the 1974-1975
academic year. Therefore, all students will be enrolled in a program
which is field oriented, performance based, and which apparently pro-
duces more effective teachers of reading.
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Recognizing the inability of research to influence most
classroom practices, the authors explore an alternative
approach toward renewing curriculum. They explain the
developtnent of the Florida catalog of performance objectives
in reading, limitations of their use, and practical steps for
teacher involvement.

Disseminating Research Among Classroom Teachers

William M. West and Elaine X. Tivnan
University of South Florida

Some experts estimate that when a significant breakthrough occurs in a
technological area, within three to four years practical applications of the
new insight will have emerged fromn all concerned industries. The so-
called “turret top” automobile was the exclusive possession of one com-
pany for only one year. The freeze-drying inethod of preparing instant
coffee became industrywide in a matter of months. In the 1880s, the
discovery that barbed wire could contain the most ferocious bulls enabled
cattlemen to close the open range within a decade.

Not so when a breakthrough occurs in the social sciences—particularly
in education. Educators almost replicate the story told by Charles Car-
penter Fries of the “murder” of George Washington by his physicians.
Although William Harvey had discovered and described the circulation of
the blood in 1628, fully one and one-half centuries later, hoping to cure a
casc of quinsy, Washington’s doctors bled him three times in one evening

. and so weakened him that they practically assured his death. The analogy
between medicine in Washington’s time and education in our time is not
so farfetched if the titles of several books on teaching are taken seriously:
Save the Children, Our Children are Dying, and Death at an Early Age. This
criticism of the failure to apply research in education extends to areas
other than reading, of course, but it surely applies to reading as well.

A research study described by Moore and Carriker (2) suggests that
“The problem, at least in part, is simply that practitioners may not be
willing to accept and use research findings—no matter how they are

packaged—because they resist research as a concept!”
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These researchers arrised at their conclusion by identifying comparable
groups of American Educational Research Association (aErs) members,
representative Kansas ata members, and outstanding educators selected
by local Jaycees. When the groups were given a Scale of Attitude Toward
Research, developed and validated by the researchers, the outstanding
teachers and the Akra members were indistinguishable in their attitudes.
But the Kansas nea members (assumed to offer a population representa-
tive of all Kansas public school teachers) scored significantly lower.

It is indeed possible that teachers will reject “research findings—no
matter how they are packaged—because they resist research as a concept!”

Singer (3), has several additional explanations:

If we ask why the studies . . . have not yet had widespread impact upon
teaclung reading, we would give several major reasons. On this list would be
inattention or even ideological resistance to research results (Moynihan,
1968), findings contrary to “conventional wisdom” (Chall, 1967), acceptabil-
ity-of-only-those research findings that are in accord with the prevailing
maturational-environmental bias (Durkin, 1958), susceptibilities of educa-
tional deusion makers to commercial propaganda, and variation in adequ-
acy of dissemination of findings (Chall, 1967).

Singer then goes on to offer an additional key reason why teachers
neglect research findings: “Teachers do not have an alternate method.”
Research conclusions can be either positive or negative. They can be
positive in suggesting something which should be done (for example,
schools should attempt systematically to develop and assess both speed
and comprehension) or negative in suggesting that something should not
be done (for example, teachers should not use round-robin, lock-eyed
reading recitation). Whether conclusions are positive or negative, most
research is not disseminated in a pattern which also lays out clear and
definite alternative procedures for actually teaching children. It is no
wonder, then, that much research is not read; that some is read and
rejected; or that some is read, attempted, and then abandoned. The
ordinary practitioner may well resist research as a concept primarily
because he reads itas basically negative. itattacks what he has been taught
and what he has practiced, it tears down without offering alternatives to
rebuild; and it asks him to create new procedures when the primary
researcher has been unwilling or unable to do so.

The Florida Plan

Severalyearsago, in a pamphletentitled There'sa New School Coming, the
Florida Department of Education laid out the renewal strategy underly-
ing Florida's long-range plan to improye education. The plan is built on
three basic elements:

I. identifying clear goals and objectives;
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2. finding out through assessment and analysis how well the goals
and objectives are being attained; and

3. identifying additional ways of achieving the objectives (i.c., alter-
native educational practices) for reaching the specified goals.

The Florida Department of Education plans were not limited to reading,
they included art, music, mathematics, science, social studies, and such
interdisciplinary arcas as learning skills, human reladons, and cmploy-
ability skills. Enlisting the aid of the most knowledgeable experts available
in each area, Florida has clearly aimed at incduding in its plans significant
rescarch that will indeed be used by teachers.

The strategy is based upon a performamc objective'base. The authors
are fully aware of the controversies surrounding performance objectives
and attending criterion referenced assessment. The purpose of this
paper, however, is not to defend performance objectives, but rather to
explain an effective way of disseminating reading research in a meaning-
ful and usefui manner to cdlassroom teachers. Simply stated, that way is to
provide alternative instructional strategies rooted in 1esearch as a means
of achieving clearly identified goals and objectives, however they may be
specified. Unfortunately, the Florida program has not reached the point
of developing alternative educational strategies, so this paper can describe
only the method of stating the goals and objectives and preparing for
assessment and analysis. The more creative work and the most effective
applications lie ahead. )

In 1972, a Broward County team and a Florida State University team,
respectively, worked on catalogs of writing and reading objectives. In
addition to publishing Performance Qbjectives for Writing. A State of the Art
Survey and domain charts for cach area, they prepa ed several volumes of
objectives and assessment items. It became apparent that the catalogs
were incomplete. Moreover, since reading and writing are so interrelated
and instruction in a writing skill may very well promote a reading skill and
vice versa, additional highlighting of the interrelationships betw een read-
ing and writing scemed desirable. In August 1972, the State advertised
the project to expand and integrate the catalogs, and in Decemnber 1972 at
the University of South Florida, the team headed by the authors began its
work. One year later, the team mailed to the State Department seven
volumes totaling 2,823 pages. Included in these pages are:

I, An Introduction, User’s Guide, and Table of Contents

2. A Domain Chart with reading skills on the left-hand side and
parallel writing skills, when appropriate, in mirror image on the
right-hand side

3. Threce volumes of 1eading objectives and three volumes of writing
objectives
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In addition to these volumes, the staff prepared perhaps fifty additional
pages of paradigms for later development. One project was a sample
bibliography of teaching materials tied to specific objectives, and the other
was a specification of two alternative instructional strategies for several
selected objectives. These projects provide suggestions to contractees
when later phases of the educational renewal strategy are undertaken.

Reading Written Communication .
1. 5.1.
511 . 5.1.1.1.1.1 2
Subdivision of
) Category
5.1.1.1.1
or
Competency
Category
] within  fe——— ‘»}
5 Topic e
BN L
s 5.0.1.1.2.1 Topic Subdivision
5.0.1.1.2 Subdivision of ’
~ Category
or
Competency

Figure 1. How the domdin charts work 1. Reading and written comimuni-
cation form mirror images
9. Each siubdivision adds an addi-
tional code number .

Figure 1 shows how the Domain Charts are organized and coded for the
computer. Reading, on the left, for the most.part is the mirror-image of
Writing, on the right. Each area of both reading and writing is carefully
and logically analyzed and placed in subareas and sub-subareas, and
finally categorized according to the competency level of each perfor-
mance objective. The computer handles such strict, logical, outline divi-
stons, and the number code at each step providesa key to where each item
| fits into the entire pattern.
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The following shows the ingjor divisions of the first page of the Domain
Chart

Reading Writing
Communications Readiness (both areas)

Word Identihcauon Skills .................. Word Formation and Vocabulary

Word Meaning Skills ....... e

e e ....Sentence-Level Syntactic
(grammatical) Skills

Comprehension Skills ... Rhetorical Skills
Reference and Study Skills ...t Functional Writing Skills
Recreational Reading Skills .. ...l Creative Writing Skills

.
On subsequent pages, cacli of these areas is divided into subcompo-
nents, which in tutn are divided into sub-subcomponents, and then
specific objectives are assigned under each competency.

Objectives and Exercises

Figure 2is a representative page from one of the catalogs. It shows how
the objectives and the assessment items are arranged, and it reveals the
extent of the computer coding. At the top leftof each page is a number—
always a 5—which identifies this page as belonging to the English Lan-
guage Arts in the Florida computer bank. The nextnumber, 7, identifies
this item as being a Language Skill. The next nuinber, 7, reveals that this
item is pertinent to Reading. The final number on the upper left-hand
corner line places this item in the fourth main division of Reading, that s,
Comprehension Skills. Subsequent subdivisions on the Domain Chart,
Literal Skills and Details, are both nuinbered and named on the following
lines. Other nuinbers on the page supply additional coded information
such as grade level and type of learning. Then comes the preobjective.

The preobjective is a statement in mneasurable terms of an observable
behavior tobe exhibited by the learner. Inshort, itis what he will be able to
do ino1der o demonstrate that he has learned something. Itincudes the
situation the learner will face, the action he will per form, and the object on
which he will operate. His activity will be measurable, o1 observable, in
some way.

Bencath the preobjective is the performance objective, which is a more
precise statement of the preobjective. It incudes situation, action, object,
lintits, and measurability in moire neatly predise terms, and it adds comn-
nmnicability and criterion for success, as well.

Under the performance objectives are two exerdises to assess whether
the skill specified in the performance objective has been learned. If the
exercises are properly developed, they measure exactly what the perfor-
maice objective specified, the two are equivalent in difficulty, and they




E
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are at the appropriate age-ability-interest level of students who will use
them. Not shown on this sample, but appended to cach assessmentitem, is
a sample answer sheet with cither correct answers or, in the case of
writing, appropriate responses. .

Alternative Procedures Needed

Florida has emphasized repeatedly that the reason for developing
performance vbjective catalogs is primarily for the purpose of influencing
curriculum to “renew education.” Nonetheless, the first page of the
catalog emphasizes that the objectives are “neither a curriculum sequence
nor a sct of recommended instructional procedures.” The objectives can
be invaluable for. 1) choosing objectives on which to build a curriculum,
2) choosing dlusters of objectives around which to plan instructional units,
3) choosing objectiv es to assess learning, and 4) expanding teacher under-
standing of desirable goals. The catalog, however, will become functional
only when'the third phase of the strategy for renew al becomes operational
and a future project develops alternative instructional procedures for
achieving cach objective. Hopefully, some of the alternative procedures
will motivate the unmotivated, involve the uninvolved, and reach the
unreachable who presently —oftén through no faultof their own—are not
educable by currently common procedures.

According to the pamphlet There's a New School Coming, the process of
statewide assessment should occur only after the specification of goals in
the catalogs. Actually, assessment has been going on for three years, even
without the catalogs, and few people would insist that valid tests could be
written only upon the completion of the catalogs. Now, however, the
continuing annual assessment will be based on objectives selected from
the catalogs, but, again, the major impact of the catalogs and their use in
effectively bringing educational research into practitioners' hands must
wait for the development of the alternative instructional procedures.

Resulting Recommendations

What about the method used in developing the catalogs to this point?
What recommendations would the University of South Florida team
make to people anticipating undertaking similar projects?

The prepatation of the Florida catalog involved the following steps.

I. Preparation of a “State of the Art Survey.” This was done initially by
the Broward County group and im olved a search of the literature so
that staff members and State Department people were familiar with
most of the literature on performance objectives, their development,
their values and limitations, and existing catalogs. The University of
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South Florda group made extensive use of the survcy, the bibliog-
raphy appended to it, and of other existing projects.

Preparation of the Domnain Charts. Since the charts were due withina
month of the beginning of the project (February 1973), the authors
used the existing charts, sought help from the University of South
Florida reading education staff and other constltants (Helen Robin-
son, John Simmons, and A. J. Stauffer), and examined domain charts
ot taxonomic outlines of other projects. They then built a tentative
chart and subjected it to the scrutiny of language arts coordinators
from five Florida counties and teachers of English from five public
and parochial schools in three Florida counties.

The next major step should have been the designing of the physical
arrangement of the actual catalog pages. Unfortunately, the staff
plunged immediately into the fourth step and lost considerable timne
as a result of writing material that had to be revised or discarded.

'he most time-consuming step was the actual writing of the perfor-
mance objectives. Following is the actual procedure used, plus re-
commendations for a better procedure. Authors West and Tivnan
were assigned one-third and two-thirds time respectively to the pro-
ject. They worked with three graduate assistants who w rote objectives
for twenty hours each week. Then, experienced teachers spent five
hours one day each week in evaluating, revising, and polishing the
materials produced. When the staff fell behind schedule, they shifted
to the following systein, which should have been adopted initially:

a.  Thestaff should have determined the physical formatand verbal
design of the objectives and written a number of specific examples.

b. The staff should have divided the final competencies on the
Domain Chart and each person should have listed, in phrasal
form, a rough interpretation of as many objectives as he could
think of for each of his assigned competencices. Under the comnpe-
tency for writing poetry, for example, phrasally expressed objec-
tives would have taken such forms as these:

1. Syllabicates

2. Distinguishes between accented and unaccented syllables
3. Marks syllables in phrases as accented or unaccented

1. Matches phrases having the same rhythm

3. Givesorally a phrase with the samne rhythm as a given phrase

.  When phrasal objectives for every competency have been listed,
the staff should again seek the aid of previously published mate-
rials, consultants, language arts supervisors, and experienced
teachers. These would modify, supplement, and delete the objec-
tives listed.

The Teacher
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Rather than having directors, graduate assistants, and experi-
enced teachiers areate full objectives from seratch without guides
to whole areas, the staff would offer the phrasal objectives to the
writers. The writers would then develop each phrase into final
preobjectives and performance objectives.

¢.  Staff, graduate assistants, and teachers should not write objectives
at the tag ends of teaching days or on Saturdays. Instead, using
the phrasal objectives as guides, they should work full-tie at full
pay during three summer months writing the final objectives.

5. The final objectives were carefully edited both by the directors and by
the technical consultants furnished by the State Department of Edu-
cation Research and Development section, they were then typed in

final form.

The University of South Florida project staff takes pride in the Florida
Performance Objective Catalogs in Reading and Writing. The staff knows
that its work equals o1 exceeds in quality anything clse available. The
members of the staff, however, hold the same reservations 1egarding
Performance Objectives that have been expressed well in many publica-
tions. They are wellaware of the dangers inherentin accountability and of
the futility of imposing sequenee and structure on disciplines in which, as
Dickinson (/) says about Writing, there are not *. .. criteria . . . for the
discernment of discrete components in complex behaviors . . . nor are
there criteria by which to establish a simple-to-complex learning sequence
for a behavior in which many components function simultaneously in
harmony with the thinking processes of the. . . [individual]”.
Recognizing these problems and emphasizing that a performance ob-
Jective catalog is valuable primarily for teacher education and reeducation
and as a basis for developing alternative teaching stirategies, the staff
stggests such a project—a kind of comprehensive analysis of desirable
objectives—as the basis for developing teaching strategies which will truly
bring research into active use in the classroom.

REFERENCES
I. Dicknson, Mane B, "A Review of On Wniting Behasvioral Objectives for English,
Research i the Teaching of English, 5 (Spring 1971), 89-113,
2. Moore, Arnold J., and M. Don Carriker. “The Futility of Educatiunal Rescarch m
Curnculum Deselopment,™ Pt Delta Kappan, March 1975, 192,
3. Swmger, Harry. Rosearch that Should Have Made a Differcace,” Elementary English, 17
(January 1970), 27-34.
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Teacher and Pupil

FOCUS QUESTIONS

* Are there human and personal qualities which may
enhance teacher effectiveness?

* Is there a choice between permissiveness and di-
rectness in reading instruction?

+ Can teacher traits influence pupil behavior?
+ Do we need to succumb to the “culture of defeat"?
+ Can reading decoding skills be systematized?

+ How may teachers reinforce student behavior with-
out threat?

* How can the school inform and involve parents in
their children’s’reading growth?




Although Bachneraddressed himself specifically to the teacher
of the disadvantaged, the qualities he suggests for the reading
teacher—positive, foreeful, sensitive—apply under any

circnmstances. -

The Reading Teacher: Strength with Sensitivity*

Saul Bachner
University of North Carolina

The reality of teaching—the theory at work in the dassroom—puts the
curriculum into practice. The practice of teaching involses alive teacher,
his methods, and his materials. The suceessful practice of teaching in any
setting involves a goud teacher, sound methods, and appropriate mate-
rials. What follows, while scemingly epigrammatic at times, is what the
tesearch shows to be of most value in working with disadyantaged students.

The teacher of the disadv antaged must take his students where they are
and aceept them as worthy human beings. He must be positive, forceful,
and sensitiv ¢ in the dasstoom. In addition to these qualities, the successful
teacher of the disadvantaged must combine a vivid imagination and a
good grasp of his subject matter.

The call for beginning where the student is and accepting him as a
worthy human being has tun through journals and extended works with
the regularity of the houtly chimes of an old grandfather’s dock. Hol-
brook (3) mgucd for developnient of an cducation which would aceept the
“low streams™ in the same spirit that antent education aceepts the more
academically talented. He said:

Perhaps we can begintode cl?»p att education based on a teal acceptance of

the naturc of these dnldiren and then needs, and do anay with the present
hicden frustraton in thie “low strcams” of many vfour schools. If we can, we

*Thes arade .:[)pc.lml orgnally an the fournal of Readings Novaanber 1974, ander the wle Teadung
Reading and Literatate w the Disadvantaged, Part 3, Pracice, The Teacher,” as partofasix pantsenes
appearig April 1974 through Febney 1975,
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can begin a positive resolution against underprisilege in secondary educa-
tion, towar ds a ti uly demod atic recognition of the needs of cach creature in
our conununity to becone astlized and to realize his potentialitics. From
this resolution in attitude and content, changes in prestige, then in organi-
zation, then perhaps in sodial life may come—even perhaps demands for
svund popular culture established in the school expenence. Three-eighths
ot vur population is & Lage proporton—sonme 20,000,000 by the time they
all grow up, the “dregs.” Then lises could be enniched by their school
experience much more than they are at the moment—if we study their
needs and try to meet them.

The implication for the teacher is obvious. He must accept the “low
streams” as they are and teach them. He begins by listening to his students.
He must care about what they think. The fecling is that teachers have not
really done much listening to their students up to now.

Holt (#) claims that the teacher’s deaf ear has been .. © real reason for
the failure in language education. He says,

- .« the 1eal reason why our schools do not tarn out people who an use
language siniply and strongly, let along beautifully. . . .15 that with very few
eaceptivns the schools, from Kindergarten though graduae schoul, do not
give a damn what the stadents think Think, care about, or want to know.
What wunts is what the system has decided they shall be made to learn.
Teacher’s manuals for the elementary and esen seeondary grades inst et
teachers to have “discusstons™ in which they “bring out the folloving
points.” What kind of a discussion is that?

Besides accepting the student as he is and beginning from that kind of
objective position, the teacher must also have the positive belief that the
student can learn. Expect him to learn and he will learn is the point of
view. Aware of the value of such a positive attitude, Riessman (5) advises
administrators to sce that:

D ... teachers indicate in esery way possible that they expect the slow
children to learn. Sume pupils are sery well develosed atan carly age, and
nu teacher can stop theni. But in the ascrage development of the young
person, even at the college lesel, a definite need for reinforcement eaist..,
For example, the teacher should pick up what the student says, appeal o -
hin, pitch examples to him. Most teachers do not handle slow children in
this way. Impress upon sour teachers that they must guard against the
almust unconscivus and automatic tendenes to 1espond only o thuse pupils
who respond to them.

2) Bewr inmind that the assumpt:on that the slow pupil is not bright
functions as a self-fulfilling prophecy. Fhat is, if your teachers act toward
these pupils asif they were dully the pupils will fiequently come o function
in this way.

Aceeptance of a student aud his ways should not be misconstrued, It is
casy enotigh to accept e student, itis mote difficult to accept lum sensibly.

36 . Teacher and Pupil
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Riessman warns of a too easy acceptance which all too often results in the
patronizing attitude and soft approach in the dassroom. Patronization is
easily discernible. Riessman (6) explains:

The specific forms of patronization are manifold. the tendency to talk down
to the deprived child—to speak his language, tv imitate his slang and speech
inflection, the assumption that these children are lacking in intellectual
curiosity and conceptual ability, the lowering of academic standards, and
the failure to set high goals for the deprived, the too-quick taking for
granted that they are not interested in learning.

Much of <his is well meant. Academic standards are lowered because it is
felt that the educational traditions and aspirations of these children make 1t
impossible for the teacher to demand more.

Thus, many people who defend these practices feel that they are being
considerate and sensitive to the needs of these children. Actually, they are
being too “understanding” in surrendering to the level at which the child
scems to be. Perhaps it is not the disadvantaged who have capitulated to
their environment, but the teachers who have capitulated to theirs.

Present-day patronization is essentially rooted in the environmental
determinist—or should we say fatalist—rationale. This view, by selectively
stressing the negative features of the underprivileged person’s environ-
ment, arrives at the pessimistic conclusion that these children have basic
deficiencies which make it difficult to educate them, therefore, standards
must be lowered.

The softapproachis a negative approach. Riessman rejects it and favors
the “old-fashioned teacher who is well organized and firm.” He, along
with many others, believes the firm approach is the positive approach.

... Itis the old style, strict, highly structured teacher who appears to be the
most popular and effective with underprivileged children. When this
teacher is also lively, and builds concepts from the ground up, and makes an
effort to “win the children to learning,” she is the model teacher for these
youngsters,

Weinstein and Fantini call it strength with sensitivity. Strength, how-
ever, is the overriding virtue in the positive approach. The respect of the
children goes to these teachers who have it. Weinstein and Fantini (7)
explain:

The children seem to respect those teachers who can dominate them, those
teachers who display enough strength to keep a dass moving without con-
stant disruption. In urban disadvantaged communities in particular,
strength is seen as the overriding value. It is seen as control—mainly
througl physical duminance, but in a few other ways as well. The “con”
artist is also seen as strong, for he is the one who can control a situation
through his ‘style’ of walk and talk. But, whatever form it takes, strength is
the virtue. The children, because of their hidden curriculum, regard as
we..k anyone whois small physically, backs down in the face of achallenge, is
wordy without style, who is easily .ntimidated, who is sentimental and trite,
who gets flustered, or who is too “goody-goody” or “phoney.”
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They define strength as something which includes

The ability to initiate an dentifiable structure, and to maintain that struc-
ture with a certam degree of compellingness and persistence even under
exasperating circumstances.

To the above stiength, tempered by sensitivity, must be added yet the
third requirement for the teacher w ho would function effectively with the
disadvantaged. Knowledge of subject matter in some depth is also re-
quired. This knowledge is essential for two reasons. First, the teacher of
the disadvantaged must call upon more than the standard materials at his
disposalin his tcaching. He must have the imagination and background to
do this. Reports submitted to the etk for its Language Programs for the
Disadvantaged put it this way: , -~

Teaching and discussing literature with disadvantaged students on any level
nced not be done with diluted materals or adapted dassics. Literature can
and should be taught to all students at all levels. But, the teacher of the
disadvantaged needs the inagination and background to choose material
that is not only simulating to his students but also practical and cffective.

Sceond, if ateal carryovet is to be achieved, if the studentis eventually
to become an independent reader widia feeling for books and a desire for
knowledge, the chances are a literary man must do it. The teacher of the
disadvantaged, thus, should hims-tf be a reader, a literary man. Alm (/)
underscores this point of view with an either/or approach. He says,

The English tcacher who s notaliterary man can only be a kind of carpenter
in thedasstouom, never an arust. The high school student who maintains this
wonder with books, who moves toward becoming a literary man, often does
su in spite of, not as one mspited by, such teachers. Students in the carpen-
ter’s classtoum may learn certain facts, have certain experiences with litera-
tur e, butliterature for them, unless by accident, can bring no guvseflesh, no
ghimpses of glory.

The literary man then, the teacher knowledgeable in his field, with
strength and sensitivity marking his ;1ppro.u.h}o teaching, and a willing-
ness and desire to aceept his students as they are and proceed accordingly
is, thus, the man for all seasons in the classroom of the disadvantaged. It
could easily be argued that he’s the man for all seasons—period.

REFERENCES
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268,

2. Corbin, Richard, aml Municl Croshy (Eds.). Language Programs for the Duadvantaged.
Urbana, [Hinois: National Counail of Teachers of English, 1965,

3. Holbrook, David. English for the Rejected. Cambridge. Cambridge University Press,
1964,

4. Holt, John. Teaching the Unteachables. New York. New York Review, 1967.

Q8 Teacher and Pupil

ERIC 42

Aruitoxt provided by Eic:




3. Riessman, Frank. Helping the Disadvantaged Learn More Easdy. Englew vud Cliffs, New
Jersey: Prentice-Hall, 1966.

Riessman, Frank. Fhe Culturally Deprived Chdd, New Youk, Harper and Row, 1962,

. Wemstem, Getald, and Marnwo Fantun. The Duadvantaged. Challenge to Education. New
York: Harper and Row, 1968.

N

«

o SACHNFER i 39

ERIC | 13

Aruitoxt provided by Eic:



The autho.s argue that the teacher’s view infiuences the child’s
learning behavior. Citing evidence that teachers react and
pupils respond according to expectation patterns, the authors
draw a positive conclusion from realistic, if often pessimistic,
sources.

Teacher Expectation: Prime Mover or Inhibitor?

Carl Braun
University of Calgary

Allan R. Neilsen
Beaverlodge Elementary School

Robert Dykstra
University of Minnesota

Storerooms, closets, and libraries are bursting at the seams with the
“forgotten relics of fads and nostrums™ which, if only briefly, promised to
remedy our educational ills. In large measure, our easy seduction by
“snake-oil remedies, fake cancer cures, perpetual otion contraptions
and old wives' tales” (2) results from lack of clear differentiation between
mythand reality. At least, in part, this differentiation has been clouded by
misconceptions regarding “key and facilitating™ variables in relation to
children’s learning. This confusion between myth and reality and key and
facilitating factors has rendered teachers and educators susceptible to
adoption of bandwagon panaceas rather than sound, considered
remedies.

Innovative architectural designs tend to enthrall the educator and
aggravate the taxpayer. Conventional and unique structures range from
ameboid, sectional, and snail-shaped to schools in towering skyscrapers.
These structures may contain egg-crate salt box classrooms, flexible parti-
tions or wide-open learning areas which, in turn, may feature the latest
variety in shag carpeting, floor licights, and sectional furniture. But these
are nothing more than physical eleinents which may facilitate small group

40 Teacher and Pupil
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instruction, large group instruction, team teaching, or self-contained
instruction. All these physical features bear no direct relationship to
learning; in fact, for many children, they may become obstacles to learning.

Bloom (2) undoubtedly speaks for many when he says:

If I could have vne wish for education during the next decade, it woald be
the systematic ordering of our basic knowledge 1n such a way that what is
known and true can be acted on, while what is superstition, fad, and myth
can be recognized as such and used only where there is nothing else to
support us in our frustration and despair.

Ifaspects of design and physical structuring are only fadilitating factors,
the key factor to success in education must obviously be the teacher.
Certainly, rescarch leaves us in doubt about programs and kits as key
factors in the learning situation.

The past half century has left our library shelves stocked with research
regarding teacher characteristics in relation to student learning with the
vain hope that teacher-training recruitment could be improved with
increased knowledge about candidates’ scholastic aptitudes, ¢.p.A's, per-
sonalities, and characteristics. Most of these volumes of research can be
sunmarized with the simple statement (2).

. .« that the characteusstics of teachers have little relation to the learning of
pupils . ... Morcrecently, some rescarchers have taken the position that it is
the teaching, not the teacher, that is the key to the learning of students.

While teacher traits may influence action, itis really whatteachers do in
their interactions with children, as well as the provisions they make for
children to interact with each other, that enhance learning. Further, the
premise is that what teachers do and the instructional decisions they make
rest ultimately on the expectations they hold for individuals or groups.

Over 300 articles related to expedtations teachers hold have appeared
in journals and magazines since 1968. How ever, there 1emains a dearth of
tescarch discussion on the way expectations operate to inhibitor facilitate
learning. Thereis a tendency to regard expectation, or “the self-fulfilling
prophecy,” as “something akin to magic or ese” (10), something as elusive
as “wishing can make it 50.” Finn (8) has aptly differentiated between this
kind of aspiration and expectation. Expectation affects the teacher’s input
(what he does and how he does it) and input affects how children feel and
hew they respond, these attitudes create a chain of observable causes and
events.

This article purports to examine a few of these chains of events which
illustrate educators’ beliefs about human potential and the concomitant
impact of these beliefs as they trigger variable personal-social behaviors in
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children, behaviors which, inlarge measure, can be attributed to effects.of
social and acadennc stigimatization brought on by stereoty ping and group-
ing. The tliesis is that while academic groupings in school are founded on
beliefs about a child’s putential, these groupings, in turn, operate cither to
inhibit o1 fadilitate fulfillment of that potential ivvespective of the
paraphernalia available ¢ he school setting.

Estimating Human Potential

The waste of human resources is undoubtedly the greatest dilemma of
our time, If it is a fact that only 10 percent of a person’s potential is
unleashed in his lifetime (6), it would seem reasonable that this concern
should warrant priority in massive educational dialogue and research. We
are tacitly unconcerned about the vastness of human intelligence and
creativity., We still don’t know what Johnny's potential is. All we know is
that, at present, within the constraints of his motivational level, his limited
opportunitics to explore the vast unknown, the embarrassment and risk
involved in 1evealing what may be interpreted as ignorance (not to men-
tion the spurious validity of the intelligence test which he responds to),
Johnny perforns at level X, Performance at level X only too often
confirms what we both expeat and hope to find. The consequences:
Johnny moves to another group or dass, Jolinny's parents receive the
word, "we can’t expect much from him, he is a fine child and we love to
have him, but. ., .." .

Obviously, in this episude, the teacher believes that a sparse, scattered
sampling of Juhnny's behavior projects his potential with some degree of
accutacy. The action he takes in placing Johnny and the treatment Johnny
receives subsequently are predicated on this belief.

Strcaming or permancent grouping implies the belief that potential can
be accurately assessed and, certainly, that this estimate within reasonable
tolerance limits determines the upper limit of possible achievement. Ver-
non (25) has stated that “modern woneeptions of intelligence testing
tequire some tevision of vut notions of streaming or the segregation of
brighter and duller pupils.”

Without belaboiing the obvious concerns about cultural and technical
aspects of intelligence tests, what are some concerns relevant to 1Qtesting
and use of intelligence information? Evidence suggests that the assess-
ment of the child’s potential is affected by the kind of information com-
municated about him. Scudies by Bees (1) and Hersh (/1) suggest that
testers and teachers influence each other considerably in coming to a
dedision about a child’s potential. Masling (16) found that expectandies
held about a testee influence the way in which the tester will administer
and scote a test. Mote recently, Lasky, ct al. (/+) found that examiners’
knowledge of testees” high scores on the Peabody Picture Vocabulary Test
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influenced later administration of another form of the same test. It is
difficult to imagine the far-reaching effects of this subtle “unconscious
conspiracy™ when, to a large degree, organizational and teaching
strategies and choice of materials are predicated on a child’s potential.

Grouping—Stream and Achievement

There appears to be little doubt that, operating on a long term basis,
grouping procedures affect achievement. Burstall (5) found marked dif-
ferences between schools in French achievement of low-ability children.
Schools in which teachers expressed positive attitudes toward teaching
French to low-ability children show ed significantly higher achievement of
these children than schools where teachers had expressed negative at-
titudes. Morcover, low-ability children reached their highest level of
attainment in French when they had been taught in heterogeneous
groups.

Acwording to Pidgeon (/8), the fact that standard deviations on test
scores in England (s Pilot Studies) are higher than in other participating
countries is probably attributable to effects of homogeneous classes. He
surmises that, to a large degree, this self-fulfilling prophecy operates on
the assumption that innate ability of children has been accurately in-
ferred. Based on this assumption, children are treated differently.

Marburger (/5) attributed inferior achievement of low-expectancy
children to the hopelessness conveyed to them through the nuances of
teacher behavior, Ravitz (/9) related this phenomenon directly to intelli-
gence testing. After observing teacher treatment of low-potential, disad-
vantaged childien for whom the intelligence test was obviously unfair, he
concluded:

The childien were not encouraged to learn very much, the teacher ex-
pended little enci gy oni any thing but maintaining ordes and bemoaning her
lot, as a consequence, the children fulfilled the low expectation, which in
turn reinforced the original assumption that the teacher was right.

This “cultune of defeat™ (23) is 1eplicated many times in settings where
the teacher finds littde but frustration in the day-to-day hopelessness
communicated mutually by teacher and pupils.

It would seem plausible, then, that grouping on the basis of assumed
potential is ouly an intermediate step toward bolstering teacher expecta-
tions, how they act toward children, and the tashs they set for their pupils.

Differential Task Expectations

Vernon (24) has postulated how low or high expectancy might be
responsible for the underachievement of some pupils:
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Childien who arc rddegated w a luwer strean 1o sun their presem level of
ability are likely 10 be ught atastower pace . .. These iniual differences
beeome exaggerated and the duller childten who happen o improve later
talloo far below lie higher streams in attaimment o be able to cauwc: up.

Spedifically, how differential expectation can affect children’s tasks is
illustrated by Good and Brophy (/0) who cite the hy pothetical, yet highly
plausible, case of the fust grade teacher who expects a child to have great
difficulty in reading. To avoid embarrassing the child, the teacher may
callon him infrequently and then only to read easy passages. This means
that the child receives fewer oppot tunities to practice and, whenever he
has trouble reading, the teacher may provide the word quickly and move
on to another student. Even if the teacher compensates by allowing the
child first place in the lunch line, such inappropriate intervention
strategies actually inhibit reading development.

Good and Bmph) further illustrate how the teacher's expectations
cause hinnto notice certain things and ignore others and the impact of the
ensuing interpretations. To illustrate how this ceffects differential treat-
ment of children, they dite the case of Johnny Bright and Sammy Slow
who, for purposcs of their discussion, represented children from high
and low groups 1espectively. When asked a question by the teacher,
Johnny Bright remains silent, furrows his brow, purses his lips, and
scratches his head. The teacher, confident that Johnny is using creative
and logical means to solve the problem, waits patiently and expectantly for
Johnny's 1esponse. Saminy Slow, when asked a question, displays the
same furtowed brow and pursed lips. Only this time the teacher interprets
the fadal contortions as confirmation that Sammny is slow and hopelessly
lost, and quickly sceks the answer from another student.

Commensurate with his expectations of a group or stream, the teacher
tends to set tasks which cither “stifle” or “stretch” the attainment of the
group and individuals within the group. These variable expectations may
be 1eflected in the range of comprehension questions posed to the group.
The low-expectancy group may be exposed to relatively little opportunity
to grapple with questions requiting inferential thinking. This deficiency
may have a dual cffect. First, it may lull the motivational level of the
learner into a state of lethargy. Further, since he is exposed only to lower
level comprehension questions, the child will confirm the teacher’s low
expedtation of him in any future task which requires inferential thinking
comnpetence.

A study reported by Doyle, Hancock, and Kifer (7) would tend to
substantiate the notion that, whether qualitative or quantitative, teacher
input varies with teacher assessment of the group’s potential. Reading
achievement in dasses for wlich teachers had overestimated 1@ was con-
siderably higher than in dasses where teachers had underestimated 1. It
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was also found that teachers who overestimated 1Qs of children produced
higher achievers than teachers who underestimated 19s. There would
scem little doubt that teacher expectation resulted in either restrictive or
expansive opportunities for learning according to the perceived potential
of the groups.

Self-Expectation and Self-Concept

Increasing evidence shows that success in school increases the probabil-
ity that a child will gain a positive view of himself and high self-esteem.
Similarly, repeated failure or low performance in school increases the
probability that a child will develop a negative view of himself and low
self-estcem (2). The relationship between school achievement and the
child’s view of himself is unquestionatle; the exactinteractive and causal
links between the two variables, however, are less clearly understood.
There is some evidence that repeated success in school, espedially at the
primary level, increases the individual's propensity to cope with stress and
anxiety. Bloom states that “repeated success in coping with the demands
of the school appears to confer upon a high proportion of such students a
type ofimmunization against emotional illness.” The oppusite seems to be
true of the child with repeated failure.

Other factors relevant to the relationship between self-estcem and
performance may be the degree to which a child risks responding and the
degrece to which he keeps on trying. These factors are certainly determin-
ants of learner output. For example, a study by Kagan and Moss (12)
yields correlations in the + .70 range between the child's expectation for
failure in problem situations and withdrawal from such situations. If
psychological withdrawal is a function of failure expectation, the implica-
tions are staggering for every aspect of instruction.

Speaking of the development of the child's potential, Gardner (9) states
emphatically that

... most humans go through their lises unly pattially awarc of the full 1ange
of their abilities. . . . Most of us have potentialities that have never been
developed simply because the circumstances of our lives have never called
them forth.

In his plea for “talent salvage,” Gardner stresses that his definition of
potentialities goes beyond skills to include “the full range of his
capabilities for sensing, wondering, learning, understanding, loving, and
aspiring.” Gardner ascribes failure to reach potential to the fact that
failure is punished and success is made too precious. As a result, the
individual learns to not risk failure, thus greatly reducing the range of
things he will attempt. One of the reasons why adults learn less than
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children, according to Gardner, is that they confine themselves to the
things they do well and avoid the things in which they have failed or have
never tried. Gardner advocates the need for the “courage to fail.”

There is little question that a strong relationship exists between expec-
tation measures in the form of self-concept and academic achievement (4,
21). This relationship can be explained in terms of an inertia function or
cognitive dissonance; i.e., behavior or achievement which does not con-
form to self-expectations is hy pothesized to produce an anxiety state in the
learner to bring the expectation of achievement in line with actual
achievement or achieyvement doser to the eapectations (13). If one holds
the view that the concept of self is a learned structure (22) founded in
verbal and nonverbal communications from others in the child’s envi-
ronment, the degiee to which his potential will be developed and nur-
tured becomes a major teacher responsibility.

The typical kindergarten child faces the stark reality of receiving dif-
ferent reactions from the teacher, princdipal, and other school personmel,
the differential treatment is affected less by his achievement than by his
physical appearance, sex, wlor, or behavior (20). The child’s first formal
evaluations likely reflect these traits (8). These evaluations, whether ver-
bal or nonverbal, shape the child’s thoughts about himself; he may see
himself as an achiever whose behavior will please the teacher, or a
nonachicver whose behavior displeases and perhaps even threatens,
McGinley and McGinley (/7) have posited that a reciprocal success-
reward relationship develops betw een the teacher and learner where the
child pleases (and thus reinforees) the teacher by his performance (both
corredt academic and dodile sodial) and the teacher, in turn, reinforces the
child for his pleasing response. The upposite cydlical relationship tends to
cmerge for childieninlow groups with concomitant effects on sclf-esteem
and self-expectations.

Conforming Pressure of Group Norms

Itis fallacious to think that the prime function of the school is to impart
socidl and academic skills. Schoolis the theatre in which the child finds his
fust opportumty for prolunged and meaningful interaction with other
significant adults. Morc impot tantly, school provides the fust encounter
with peer groups. These new faces, in large measure, comprise the mirror
through which the child finds and develops his image as a doer or a
nondoet, a leader or a nonleadet, a 1eader or a nonreader, ad infinitum.

A whole complex of physical and psychological variables are expressed
to the learner by his peers as well as his teacher. The “expectation-
confor ming influence™ (8) of this peer setting becomes a further consdous
or unconscions behavioral (sucial and academic) self-assessment through
which the individual monitors his own petformance. Moreovet, his level
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of aspiration and his willingness to take risks in future tasks will be
determined, at least in part, by this conforming influence.

The potency of group norms, including teachers’ marks and judgments
in regulating the amount of learning and the learner’s view of himself, is
aptly expressed by Bloom (2). He states that it is possible to find two
schools with no overlap in results on standardized achievement tests, i.e.,
the lowest students in the superior school being higher than the highest
students in the inferior school. Bloom notes that, under such cir-
cumstances, the highest students in the inferior school have a more
positive view of themselves than the lowest students in the superior school
even though the two groups represent almost identical levels of tested
acnievement. Indeed, the highest siudents in the inferior school have
almost as positive a view of themselves and their capabilities as the highest
group in the superior school. Bloom condudes that “itis the perception of
how well one is doing relative to others in the same situation that appears
to be the key link between school achievement and personality links.”

Finn (8) confirms the shaping influence of the classroom environment
on the child’s self-expectation. The “physical and psychological givens,”
including the norms for achievement, signal which behaviors and stan-
dards are appropriate for each child.

Conclusion

From the discussion, the chain of observable events appears as super-
ficial and simplistic as it appears credible. However, the paper argues the
“high probability that the inertia of depressed expectancies set in motion
in the learner’s early history” (3) can create a “circle of futility” for both
teacher and pupil. On the brighter side, however, the corollary appears
equally true—that open, yet realistic, expectandies can facilitate positive
social and academic benefits. All of this is a result of what teachers can do
in the process of translating their beliefs into the realities of the classroom
setting.

REFERENCES
I, Beez, W. V. Influence of Brased Psychulugical Reports un Teacher Behavior and Pupil

Perfortmance,” Proceedings of Seventy-Sixth dAnnual Convention of the Amerian Psychologcal

Assocration, 3 (1968), 605-606.

Blooin, Benjamn S. “Innocence in Education,” Scheol Review, 80 (May 1972), 1-20.

Braun, Carl, and Allan Neilsen. “Psychological-Diagnosue Considerations tn Assess-

ment of the Adult Disabled Reader.” N.R.C. Yearbook, 1973.

. Brookover, W. B., A. Patterson, and S. Thomas. Self-Concepts of Ablity and School
Achievement. Last Lansing. Office of Research and Publicatons, Michigan State Univer-
sity, 1962.

3. Bn)rsmll. C. “Frenchin the Primary School. Some Early Findings,” Journal of Curnculum
Studies, 2 (1970), 1-10,

w10

Q “RAUN, NEILSEN and DYKSTRA 47

ERIC 51

Aruitoxt provided by Eic:




<

-3

ERIC

Aruitoxt provided by Eic:

Datrow, Helen F.o ' Lindividuahization of the Language Arts,” unpubhshed statement
address given at the University of Manitoba, November 1972,

. Doyle, W,, G. Haneock, and L. Kifer. “Teacher’s Perceptions. Do They Make a Differ-

enee?” paper presented at the annual meeting of the Amencan Educauonal Research
Association, April 1971,

. Finn, Jeremy D. “Expectanions and the Educationdd Environinent,” Review of Educa-

tional Research, 42 (Summer 1972), 387-110.

. Gardner, John W, Self-Renewal. New York. Harper and Row, 1963, 12-13,
. Good. Thomas L., and Jere E. Birophy. Lovking i Classreums. New York, Harper and

Row. 1973, 73, 83.85.
Hersh, Jeffrey B. "Effects of Referral Information un Testers,” Journal of Consulting

_and Clinical Psychology, 37 (August 1971), 116-122.

Kagan, J., and H. A. Moss. Burth to Matunty. New York. Holt, Rinehart and Winston,
1968.

Katz. 1 “Academc Aduesementand Egqual Educationad Oppurtumity,” Harvard Educa-
twnal Review, 38 (1968), 57-65.

4. Lasky, D. L, et al. “Examner Effects with the Peabody Pivure Vocabulary Test,”

Journal of Climcal Psychology, 29 (October 1973), 456-457.

Marburger, C. L. "Considerattons for Educational Planmng,” m A. 11, Passow (Ed.),
Educationin Depressed..freas. New York, Teachers College Bureau of Publications, 1963.
Masling, ]. “The Effects of Wartn and Cold Interaction on the Admnsustration and
Scoring of an intelhgence Test,” Journal of Consulting Psychology, 23 (1959), 336-341.

McGinley, Pat, and Hugh McGnley. “Reading Groups as Psychologteal Groups,”
Juurnal of Experimental Education, 39 (Winter 1970), 36-42.

Pidgeon, Douglas A, Expedtatiun and Pupid Performance. Lundon. National Foundation
for Education Research, 1970,

Ravitz, M. “The Role of the School in the Urban Setung.” in A. H. Passow (Ed.),
Depressed Settings. New York, Teachers College Burcau of Publicauons, 1963, 19, 20.

Rist, Ry C. “Student Soctal Class and T'eacher Expectations. The Self-Fulfilling
Prophedy in Ghetto Education,” Harvard Educational Review, 40 (1970), 411-451.

. Shaw, M. C,, K. Edison, and H. M. Bell. " The Self-Conceptof Bright, Underachieving

High School Students as Revealed by an Objectis e Cheellist,” Personnel and Guidance
Journal, 39 (1960). 193-196.

Staines, J. W, *The Self-Licture as a Factor in the Classroom,” Britwsh_journal of Educa-
tional Psychology, 28 (1958), 97-111.

. Trow, M. “Research and the Radal Resolution in Amernican Education,” paper read at

the sixteenth Congress of the Internatonal Assvuation of Applied Psychology,
Amsterdam, 1968. :

Vernon, P. E. Secondary School Selection. London, Methuen Publishers, 1957, 72,
Vernon, P. E. Intelligence and Attamnment Tests, London. Ununersity of London Press,
1960, 185.

Teacher and Pupil




|
Teaching the basic decoding skills, particularly to less able

readers, is an enduring concern for many teachers. Strickler’s

investigation identifies specific techniques which appear to

modify teacher behavior and improve pupil performance. ‘

A Systematic Approach to Teaching Decoding Skills

Darryl Strickler
Indiana University

Thereis ample evidence of the need for increased teacher effectiveness in
providing reading instruction. This need is particularly apparent when
you consider the percentage of children who fail to learn to read
adequately in relation to their potential. Additional indication of the
necessity of incieasing teacher effectiveness has also been provided by the
findings of the Harvard-Carnegie Reading Studies, the First and Second
Grade Cooperative Reading Studies, and by numerous reading educators
who have explicitly stated this need.

Minicourse 18

“Teaching Reading as Decoding,” the subject of the present investiga-
tion, was recently designed by the Far West Laboratory for Educational
Rescarch and Development to improve teacher effectiveness in aiding
children in their acquisition of reading decoding skills. Materials included
in the experimental version of Minicourse 18 used in this investigation
consisted of atrainee’s handbook which contained pertinent research and
information related to the ourse content, six thirty minute videotapes
which presented instructional and nodel lessons related to teaching de-
coding skills, and diagnostic and instructional aids for teaching decoding
skills. The course consisted of five instructional sequences and a review
lesson. Within each sequence, the uainee read the appropriate chapter of
the trainee’s handbook and then viewed instructional and model lessons
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of the sequence. The tainee then planned and conducted a micioteach-
ing lesson to practicc and refine the specific teacher behaviors dealtwithin
the sequence. The mictoteaching lessons were videotaped by the trainee
and subsequently replayed for self-analysis, the lesson was then re-
planned and retaught to a different group of students, and again
analyzed by the tzainee. The above activities were tepeated during each of
the five instructional sequences of the course.

The vescarch procedures employed in the in estigation were designed
to assess the effects of taimmg with Minicourse 18 on the teaching be-
havior of two pancls of inservice and preservice teachers. The effects of
the training were also investigated in relation to pupil performance on
reading decoding tasks. ’

Purposes

The twenty-seven teacher behaviors studied were identified through a
review of literature pertaining to decoding in 1eading which was con-
ducted by the Far West Labotatury, The training of teachers to usce these
behaviots—which ate purported to be effective in building children'’s
ability to cmploy 1eading decoding skhills—is the major purpose of
Minicourse 18, The following twenty-seven spedific teacher behaviors
were studied:

Grapheme Recognition
1. Ask pupil to match letter with same letter
2. Ask pupil to describe how two letters differ
3. Ask pupil to find same letter in word
4. Ask pupil to tell where letter is in word

Grapheme/Phoneme Correspondence
5. Pronounce and show word to illustrate correspondence
6. Write and pronounce word pupil suggested
7. Preseat word examples for more than one sound of letter

Larger Letter Units

8. Present similar spelling pattern words together

9. Ask pupil to identify similar spelling pattern

10. Present contrasting spelling pattern ~ords together
I'1. Ask pupil to identify contrasting spelling pattern
12. Present words with affixes sequentially
13. Discuss how affix changes word meaning
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Comtextual Ciues
14. Ask pupil to arrange words into sentence
15. Ask to tell about homograph duality

Teaching for Transfer
16. Ask why or how pupil knew
. 17. Provide new word differing in only one letter from previously
presented word
18. Provide new word containing pattern resembling previously
presented word

Response to Error
19. Return to previously presented word
20. Write pupil response; compare with target word
*21. Iguore error
*22. Move to another pupil for answer
¥23. Provide answer without allowing continued pupil trial

\

Negative Behaviors
*24. Say “sound letter makes,” or “sound letter says”
*25. Pronounce isolated letter sound
*26. Ask pupil to pronounce isolated letter sound
*27. Pronounce word with unnatural stress

The purposes of the investigation were: 1) to study the effeats of
Minicourse 18 on the development of twenty-seven specific teacher be-
haviors related to teaching reading decoding skills by a group of inservice
and preservice teachers of primary grade children, and 2) to study the
effects of the teacher training upon pupil performance in reading.

The cffects of the training were studied by:

Comparing the pre- and pusteouise teaching behaviors related to teaching
1eading decoding shills of a panel of inservice and presersvice teachers trained
with Minicourse 18. . :
Comparing the teaching behaviors related to teaching reading decoding skills
of a panclof preservice teachers tramned with Minteourse 18 with the teaching
behaviors of a similar panel of preservice teachers not trained with
Minicourse 18.

o

*Behaviors expected to decrease in frequency as a result of training.
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3. Comparmgihe teaching behavions reated o teaching reading decoding shills
of a panel of inscrvice teachers tramed with Mimeourse 18 with the teaching
behaviors of a similar panel of inservice teachers not trained with Minicourse
18.

. Comparing the mean gain in performance on reading subtests of @ standard-
1zed achieyement test of pupils i the dasses of a4 panel of inservice teachers
trained with Mincowise 18 with the mean gamn i the performance of pupils
in the dasses uf a panel of mser vice teachers not tramed with Minicourse 18.

3. Comparing the nican gain in performance von a nunstandardized test of
reading decoding tasks of pupils in the classes of a panel ofinservice teachers
tramed with Mirucowse 18 with the mean gain in the performance of pupils
in the dasses of @ panel of inservice teachers not trained with Minicourse 18.

6.  Companmng the distnibution of the posttest scores with the distribution of the
pretest stores un a reading subtest of a standardized achievement test of
pupils in the classes of teachers trained with Minicouarse 18.

Hypotheses

Six specific hypotheses were formulated for the investigation. Three of
these hypotheses were related to teacher behavior and three were related
to pupil performance. It was hypothesized that:

i The mean frequeney of the use of tventy-seven specific behaviors related
teaching 1eading decoding skills by a panel of mservice and preservice
teachers (N = 16) tamed with Mmncourse 18, as derived from the scoring of
pusteottse riterion lesson videotapes, would differ significantly in the ex-
pected direction from the mean frequeney uf use of these behaviors in the
precourse lesson videotapes.

H: The frequeney of tcatment and nonteeatement by the panel of preservice
(N - 19 teachurs of twenty-sev enspeafic behaviors related to teaching 1ead-
ing decoding shills in posteounse ariterion lesson videotapes, adjusted by
wovarianee for differences in the frequency of use of these behaviors in
precounse lesson sideotapes, would be correlated to the treatment in the
expected direction—training with Minicourse 18,

[ hie hequeney of treatment and nontreatiment, by the panelofinservice (N =
1 1) teachers, of twenty-seven spealic behavios related to teaching reading
decodimg shills i posteourse cniterion lesson videotapes, adjusted by
worvarance for differences m the frequeney of use of these behaviots in
precounse lesson videotapes, would be correlated to the treatment in the
expected direction—training with Minicourse 18.

He The covariance-adjustad posttest mean grade equnalent scores on the Word
Study SKills and Paragraph Meaning subtests of the Stanford Achievement
Fest would be significantly greater for second and third grade pupils in the
classes of mserviee teachers trained with Mineourse 18 than the adjusted
mean gmdt cyuinalent scotes of second and third grade pupils in the classes
of inservice teachers not trained with Minicourse 18.

H, Fho covaniaiiae adjusted posttest mican scores on the reading decoding tasks
of the Mincourse 18 Adluesement Test worldd be significantly greater for
pupils (N = 113 the classes of mservice teachers trained with Minicourse
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18 than the adjusted puosttest mean scores of pupils (N = 113) m the classes of
inservice teachers not trained with Minicourse 18. |

Hs The distribution of posttest scores on the Word Study Skills subtest of the
Stanford Achicvement Test of second and third grade pupils in the classes of
inservice teachers trained with Minicourse 18 would demonstrate less positive
skew ness than the distribution of their postiest scores on the subtest.

Method

A nonequivalent control group design (quasicxperimental) was
employed to inv estigate the six hypotheses. Fourteen inservice teachers of
primary grade children and nineteen preservice teachers who were en-
gaged inintern and student teaching experience at the time of the study
served as subjects for the rescarch. The treatment—training with
Minicourse 18—was assigned to seven inservice teachers and nine preser-
vice teachers. The remaining seventeen inservice and preservice teachers
served as the source of control group data for the study of teacher
behavior. While the teachers in the treatment panel were being trained
with Minicourse 18, teachers in the nuntreatment (control) panel received
training in open classroom management techniques.

All thirty-three teacher subjects taught a twenty o thirty minute lesson
on reading decoding skills to thiee pupils one week before and two weeks
after the training of treatment panel teachers. Both the content and the
sequence of the lessons were spedified in advance. Pre- and posteourse
lessons were videotaped and subsequently analyzed, double blind, by
eight trained raters to determine the frequency of teachers’ use of
twenty-seven spedific behaviors related to teaching reading decoding
skills.

The performance on 1eading decoding tasks of 113 first, second, and
third grade pupils in the dasses of inservice teachers trained with
Minicourse 18 was compared, by analysis of covariance, with the perfor-
mance of an equal number of pupils in the dasses of inservice teachers
who did not receive the training. Pupils in the dlasses of inservice teachers
in the teatment and nonticatnent panels used the same basal 1cader
scries for reading instruction. However, only the teachers in the treat-
ment panel had access to the uaining materials in Minicourse 18,

Parallel forms of the Paragraph Meaning and Word Study Shills sub-
tests of the Stanford Achievement Test, Primary Battery I or 11, were
administer ed to second and third grade pupils two weeks before and four
weeks after the training of treatment panel teachers. Equivalent forms of
the Minicourse 18 Achievement Test, a forty-six item test of reading
decoding tasks developed by the Far West Laboratory, were pre- and
post-administered to all first, sccond, and third grade pupils in the study
(N = 230). The test-retest interval was fourteen weeks.
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Findings

Hypothesss One. Comparison of the pre- and posteourse teaching be-
havior of the sixteen inservice and preservice teachers trained with
Minicowmse 18 indicated that the change in teaching behavior was in the
direction expected for twenty-four of the twenty-seven behaviors rated.
The t-test for cotrelated means was applied to the data to determine the
significance of the difference between the mean frequeney of treatiment
pancl teachers’ use of the twenty-seven behaviors in their pre- and post-
course lessons, [t was found that the amount of mean change w as statisti-
cally significant (p < .05) for sixteen of the behaviors.

To aid the presentation and intet pretation of the teacher behavior data,
the tw enty-seven behaviors were grouped into seven subsets of behaviors.
Each subsct induded behaviors appropriate to a particular teaching task.
Significant changes were found for behaviors within each of the seven
subscts, although the greatest consistency of change was noted in teaching
behaviors which were designed to facilitate pupil transfet, or application,
of decoding skills (Teaching for Transfer), and in the reduction of teach-
ing behaviors wihich tend to mistepresent the actual grapheme/phoneme
correspondence of individual letters (Negative Behaviors).

Iypotheses Two and Three (Combined). The teaching behavior of the
sixteen mservice and presetvice teachers who patticipated in Minicourse
18 training was compated with the teaching behavior of the seventeen
inservice and preservice teachers who did not receive the training. For this
compatison, pomnt bisenal correlations between the treatment condition
(trdinimg versus no training) and cov atiance-adjusted posteourse teaching
behavior were computed. Results of the analysis indicated that the fre-
queney of teachers’ use of twenty-five of the twenty-seven behaviors in
thetr posteourse lessons was associated with the treaunent, i.e., the ad-
Justed frequency of the use of twenty-five behaviors by teachers who had
been tramed with Minicourse 18 was consistently different, in the ex-
pected direction, from the behavior of teachers who did not receive the
training.

Multiple pomt biserial corielations between the use of all of the be-
haviots 1n cach of the seven subsets and the treatment condition 1anged
between 18 and .68. Comparison of the magnitudes of the multiple
cotrelations for cach subset of behaviors indicated that tcatment panel
teachers differed most from nontreatiment panel teachers in their use of
the behaviors related to teaching grapheme recognition, and in their
decteased use of negative behasiors. A moderately strong association was
also noted between the teatment condition and the use of the behaviors
m the Conteatual Clues, Grapheme/Phoneme Correspondence, and Re-
sponse to Error subsets. For the Larger Letter Units and Teaching for
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Transfer subscts, a low assodation was found between treatment and
postcourse teaching behavior,

Hypothesis Two. The comparison of the teaching behavior of the two
panels of preservice teachers indicated that postcourse teaching behavior
was associated with the treatment (Minicourse 18) for twenty-two of the
twenty-seven behaviors rated. Multiple point biserial correlations for the
seven behavior subsets ranged between .23 and .74. The magnitudes of
the multiple correlations indicated that substantial differences existed
between treatment and nontreatment panel teachers' use of the behaviors
in four of the subsets. The use of the behaviors in the remaining three
subscts did not appear to discriminate, to a high degree, between preser-
vice teachers who had reccived the training and those who had not.

It was found that preservice teachers' use of the behaviorsin each of the
seven subsets was correlated to the treatment in the sane order of mag-
nitude as the use of the behasiors in each subset by inservice and preser-
vice teachers combined.

Hypothesis Three. The adjusted postcourse teaching behavior of the
seven inservice teachers who had partidipated in the training with
Minicomse 18 was compared with the teaching behavior of the seven
inservice teachers who did not receive the training. The expected rela-
tionship between treatment and posteourse teaching behavior was found
for seventeen of the twenty-seven behaviors. The range of the seven
multiple point biserial correlations was between .11 and .67. The
strongest association with the treatment was found for the use of be-
haviorsin the Response to Error and Grapheme Recognition subsets. The
multiple covrelations for the Negative Behaviors subset indicated that the ;
training had a moderately strong effect upon treatment panel teachers'
decreased use of teaching behaviors which distort the grapheme/
phoneme correspondence of individual letters.

Hypothesis Four. Multivariate analysis of multiple covariance of grade
cquivalent scoves, with the pretest performance on buth Stanford subtests
as the covariates and adjusted posttest performance as the criterion, was
employed to investigate between-group differences in pupil perfor-
mance. A statistically significant (p < .05) difference indicated the su-
perior performance of pupils in the casses of teachers trained with
Minicourse 18. Univariate analysis of covariance indicated that between-
group differences were significant beyond the .01 level for the Word
Study Skills subtest, while the differences in performance on the Para-
graph Mcaning subtest approached, but did not reach, statistical sig-
nificance at the .05 level.

The adjusted aiterion means for pupil performance on the Stanford
subtests are presented in Table 1. Mean grade equivalent scores are shown.
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TABLE 1
ADJUSTED CRITERION MEANS: STANFORD ACHIEVEMENT SUBTESTS
Treatment  Nontreatment Difference
(N=92) (N=93) Mean  S.D.
Paragraph Meaning 2.73 2.60 A3 .28
Word Study Skills 2.95 2.70 .25 39

Hypothests Free, Univaniate analysis of covariance was used to compare
the performance of teatment and nontreatnent panel pupils on the
Minicourse 18 Achievement Test. A statistically significant (.0001) differ-
ence was found, again indicating that pupils taught by teachers who had
completed Minicourse 18 training made significantly greater gains in
reading decoding ability. It was noted. howesver, that the superior gain of
treaunent panel pupils on the minicourse test may have been partially
attributed to greater familiarity with the tasks required by the test iterns.

Ihputhess S Inorder to assessthe effects of theteacher trainingon the
petformance of Iugh- and low-scoring pupils in the treatment panel, the
distuibutions of theit pre- and postiest grade equivalent scores on the
Stanford Word Study Skills subtest were compared. It was found that the
taming appearcd to benefitless able pupils most since the distribution of
posttest scotes exhubited less pusitive skewness and was more platykurtic.
While relatvely hittle pre- to post- change was noted in the performance of
high-scoting pupils, a marked change was noted in the performance of
pupils who had achieved a low girade equivalent score on the pretest. Itis
probable that the instrument used to collect criterion data related to this
hypothesis produced a ceiling effect because more able students had
alieady mastered the decoding tashs being tested. However, the fact that
Iess able students improved significantly is seen as an impot tant result of
the raining of teachers.

Figure T graphically 1epresents the distributions of pre- and posttest
grade equivalent scot es of second and third grade pupils in the treatment
panel (N=92).

Discussion

At the present time, there is a growing concern about the failure of so
tmany childien to learn t read adequately in relation to their potential, as
well as an mccasing awareness of the crudial role the elementary school
teacher plays in wding childien’s development of reading proficiency.
While the taining of teachers with Minicourse 18 will certainly not solve
all of the problems of reading deficiency among children, the results of
the present investigation appear to indicate the potential contribution of
Mimcourse 18 for increasing teachets’ effectiveness in teaching reading
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Figure 1 Pre- and posttest distribution of second and third grade treatment
panel pupils’ (N = 92) grade cquivalent scores on the Stanford Word
Study Skills subtest.

decoding skills. The results of the investigation also suggest that the
training of teachers with Minicourse 18 may result in significant pupil
growth in reading decoding skill.

The findings of the teacher behavior phase of the study indicate that,
for the panels of teachers studied, training with Minicourse 18 was a
significant contributor to the development and refinement of behaviors
related to teaching reading decoding skills. The training with Minicourse
18 also appeared to have provided teachers with a more systematic ap-
proach to teaching reading decoding skills. Because the training was
focused upon the development of specific teaching behaviors, teachers at
different grade levels, using different inst1uctional materials, were ap-
parently able to adapt the teaching behaviors learned in Minicourse 18 to
their individual teaching situations.

Viewed as a significant result is the finding that the performance on
reading decoding tasks of pupils in the casses of inservice teachers
trained with Minicourse 18 was superior to the performance of pupils in
the classes of inservice teachers who did not receive the training, If similar
results are obtained from the study of other populations of teachers and
pupils, this finding could indicate that the training and subsequent use, by
primary grade teachers, of the teaching behaviors included in Minicourse
I8 resultin significant pupil growth in reading decoding skill.

Although it was not the purpose of this investigation to correlate gains
in pupil decoding ability directly to the use of specific teacher behaviors,
further research with Minicourse 18 might be directed toward the iden-
tification of several specific teacher behaviors which resultin the greatest
gains in pupils’ decoding abilities.
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“Teachers need not feelisolated as they work with children—not
when so many parents are eager to share. Sloan presents a
variety of specific methods whereby parents may become
involved in the reading improvement of their children.

Increasing Parent-Teacher Interaction

ERIC
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Margaret Sloan
Independent School District #535
Rochester, Minnesota

We as parents and teachers, particularly reading teachers, do have mutual
concerns. We are concerned about children and we are concerned about
reading. Reading teachers at all levels are working to develop good
readers. readers who can read and read well, readers who do read, and
readers who love to read. What parent does not want this for his child?

One parent-teacher group in our school system surveyed its member-
ship and identified some items the parents wanted to know more about.
The top ranking concerns were:

I. Whatis expected of the average child’s reading development?

2. How can parents supplement teachers’ efforts?

3. What factors prevent a child from learning to read at the peak of
his ability?

Parents want to know what we're doing in schuol and what they can do to
help. Let us cement the relationship between parents and teachers (the
ria) through mutual planning. Better yet, let us interweave relationships
between home and school so they work as one.

Informing Parents

low can the scheol inform the parents about the school's reading
program? Pethaps the firststep should be the for pra o undertake along
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range study of the reading program in the school. The pra can devote
several meetings or the entire school year to the study of reading. At these |
meetings, the reading personnel (teachers and consultants) can be called
upon to explain the sequential skills program and what a child experi-
ences as he progresses from level to level. The various stages of reading
growth canbe explained, examples of materials used can be displayed and
discussed and minilessons illustrating key reading areas can be presented.
One school r1a group did this very effectively by developing sample
lessons in which the parents participated as students. It helps to illustrate
the child's problem in learning to read if a brief paragraph can be rewrit-
ten phonetically and used as the content of the lesson. It was an enjoyable
cxperience, yet several parents as they left the room said, “You made your
point.”

Explanations of the recordkeeping and the evaluation system and how
they work are other arcas of mutual interest and concern.

What else can the pra do to help the parents learn more about the
school’s program? Some suggestions follow:

1. Arrange study groups around special topics such as the preschooler
and his needs, the gifted reader, children with learning disabilities,
the nonmotivated readet, children with physical handicaps, and the
catly reader. A number of these study groups can be functioning at
any one time. Alternatives for the parents to select from are
encouragedd. -
Provide training sessions for volunteer help and teacher aides. Give
instructions in what is to be done and how to go about doing it. It is
important for an aide to have his ow nspedial niche and for the teacher
to know what the aide will do, how he will do it, and, later, how well he
accomplished the tash. To make these services valuable, long range
planning is necessary so the aide can proceed without daily instruc-
tions from the teacher. Most teachers are busy getting their own
planning done and an additional set of plans to study could becone
formidable. Some pia groups have a coordinator of volunteer per-
sonnel since a stream of volunteers wanting something to do can be
troublesome if their activities are not well organized.

3. Plan workshops for preschool parents. Help parents getthe most out
of their child’s “magic years"—those y cars from two to five when heis
lemning language and developing physically, mentally, and emotion-
ally ata rate faster than at any later point in his life. These workshops
can help parents with such items as how to read a book to a pre-
schooler, how to talk with a child to help him develop more effective
oral language, how to develop small muscle skills, how to become
more adept at visual and auditory discrimination tasks, and how to
accomplish these objectives in a pleasurable aumosphere.

1o
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4. Promote story houts and book review sessions at the public library, or
at the local 1v o1 radio station. Help bring the public library to the
people in the form of a booknobile, a branch library, or a “Read and
Swap Club” whose purpose is to promote the exchange of paperback
books among the children in the neighborhood.

5. Plan periodic 1ap sessiots, interviews, or newsletters where parents
can ask questions and receive answers. Professional people in the
community—the social worker, psychologist, pediatrician, optomet-
rist, or school nurse—can be made available to the r1agroups accord-
ing to some prearranged schedule.

Enlisting Parents

What can the school do toinvolve parents and enlist their services in this
joint effort?

o

The school can establish an open door policy so that parents feel
welcome in the school at any time. Aninformal, cordial atmosphere is
especially important to weld the home and school partnership.

2. Plan home visits, periodic telephone calls especially to report good
news of a child's progress, and sodial events whichinvolve parents and
school staff in a mutual effort.

3. Keep a list of jobs that parents can do on file in the principal’s office;
run a Help Wanted celumn in the monthly newsletter; or have room
mothers, acting as talent scouts, seek out parents in the community
and match talents with jobs to be done.

4. Mamtain a list of resource people who can come toschool and $peak to
a group of children about a hobby, a job, a country they lived in or
traveled in, or a special skill they have. Days can be arranged peri-
odically when parents can demonstrate special interests such as lapi-
dary work, taxiderny, photography, and jewelrymaking. One school
artanged several Christmas miniworkshops and the children selected
areas of interest and were helped to make Christmas gifts for their
parents. Parents helped staff these workshops. The areas ranged
from woodworking projects, such as making bookends and candle-
stick hold<.s, Uy art and craft projects, such as painting figurines and
creating wire sculpture, papet folded fish mobiles, macramé belts, and
burlap wall hangings.

. 5. Poll your neighborhood for authors and have an Author’s Day. This
. proved to be the highlight of the year for one school. The school
adopted one author and staged a*This is Your Life” program featur-
ing 4 toy wagon patade of floats around the gymnasium, banners
across the sthool entiance, and welcoming speeches. Create “book
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talks” by the authors or invite the parents to become experts on a
particular author and to share their experiences and feelings about
the author. The mgjor purpose of all this is to entice more children to
read and appreciate good books.

Train some parents to help in the library. Set up buddy systems
whereby a child can be guided by a knowledgeable adult through the
step-by-step process of preparing a written 1eport on a chosen topic.
A parent “buddy” can interact with the child and help him narrow his
topic, locate suitable material, read it, take notes, and finally organize
his ideas into a finished product of which he can be quite proud.
“Walking a student through these steps™ can go a long way toward
developing independent learners. It is difficult for the dassroom
teacher of thirty students to give the individual help and permit the -
maximum degree of free choice needed to make the project a
stimulating, rewarding experience.

Create a book corner where parents can sign up to read a particular
book aloud or where a child can sign up to have a particular adult
listen to him read.

Provide booklets of games and activities parents can use with their
preschool children. Games such as “I see something in the room
which begins withd (boy, book, band)” or “Iwentto the fair and I took
an apple, a boat, a cow, etc.” are excellent mind strengtheners.

bl
Involving Parents

ro

What can the parents do to help the teachers and the school?

Parents can volunteer their services by making puppets and by help-
ing with dassroom and school plays, hockey games, and other ex-
tracurricular activities. They can become Great Book discussion lead-
ers and sponsor and lead groups at school.

Book fairs can be organized with the proceeds going for more books
for the library, books for disadyantaged children in the school, o1 for
some other reading project such as Reading is FUNdamental (a
national organization aimed at getting books into the hands of chil-
dren who want them). One dassroom made ice cream and sold it in
the school during the noon hour, with the proceeds going to purchase
paperbacks for the room library.

Parents can help organize an interest day at school, canvas the
neighborhood for participants, handle the publicity for the event,
and help the neighborhood view the school as a social hub for the
ommunity where neighbors cau gather and communicate mutual
concerns. One interest day nught lead o a special project such as

SLOAN 61

ERIC

Aruitoxt provided by Eic:




=~

bringing more cultural activities (music, art, drama) to the
commiunity.

Lists of reccommended books, good children’s records, and educa-
tional games can be prepared and distributed for Christmas and
birthday buying. Parents can read and review the books, offering
"book talks” for the different age groups and parent study groups.
Parents can also be trained to hold book conferences with the stu-
dents. Care must be taken that the conferences do not turn into
quizzes ot extensive book 1eports, antagonizing rather than helping
the children. Conferences should contain a few literal level questions
to get the facts straight: a few “what did the author mean when. . .”
Kinds of questions to enrich understanding, and some “how did you
feel about. . ." Kinds of questions to get the reader involved with the
characters and the author’s purpose for the book. The intent is to get
books to children and children to books.

Parents can help with preschool roundups and vision and hearing
cnecks in the school. They can make tapes for read along activities in
the school media center. They can serve in a teacher aide capacity by
making educational games, deviees, and flash cards, and by monitor-
ing the checking out and use of tape recorders, flmstrip projectors,
and reading or media Kits.

Perhaps the most effective and most gratifying type of work mightbe
that done in a service o1 1esouree capacity. Parents can, with some
training, scrve as resource people to help young parents, o1 parents
new to the district, learn to interact witl their own child to establish a
desitable self-coneept, a healthy learning envitonmentathome, and a
desirable attitude toward school.

Advantages to Parents and Children

Parents who have had opportunities to share intimately in the work of

the school express great satisfaction. Particulatly, they note a change in
attitnde regarding their own childien, They express apprediation for the
following opportunitics to:
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Help the child feel that he is important, that he can suceeed when he
tries something new or difficul, and that evenif he tries and fails he will
still be loved and accepted as a worthwhile person. A child's self-
coneept and the expectations his parents have for him are intricately
rclated. He rarely questions parental expectations, rather, he tends to
question his own personal adequacy if he does not measure up.

Reward the effort, not the product, when the child is attempting a
difficult task. Be ready to help him over the tough spots. Some feel the
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rewards of suceess are hardly worth the cost of possible failure, and that
tasks should be redesigned to insure success.

* Encourage the child to become independent, to assume responsibility
for suitable tasks, and to complete these tashs without direction or
nagging.

+ Listen to the child even though he may not possess the vocabulary to
communicate his ideas well, and 1espond to his frustrations and fears
on a “fecling” level. He needs to be loved for the person he is, not for
what he can do.

* Establish a suitable reading environment fiee from anxiety and pres-
sure. Provide a time and a place to read and set a good example by
being a reading family. Research has shown that good readers come
from homes where reading is important and where parents and chil-
dren frequently discuss school activities.

Yes, parents and reading teachers do have mutwal concerns and it is
preferable that they work together rather than separately.
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Teacher, Pupil, and Materials -

FOCUS QUESTIONS

Can imaginative materials bridge the instructional
gap of the migrant?

How may teachers aid neglected migrant children?
Is “content” possible through nontextual material?

Can the secondary content area teacher undertake
his own classroom reading program?

Is the teacher essential in interpreting and guiding a
child’s reading?

Why are paperbacks so abundantly used in sec-
ondary and college classrooms but so rarely used in
the elementary reading program?

What is the degree of cooperative partnership
among publishers, éditors, authors, and teachers?

Is esLonly for specialized teachers? What does every
classroom teacher need to know to aid non-English
speaking pupils?




E

Theauthor discusses the special plight of migrant children and
describes Florida's attempt to meet the reading and learning
needs of such children. The use of tutors, their training, and the
innovative devices used will appeal to sensitive teachers
wherever such isolated populations emerge.

Migrant Children: We Can Teach Them

Mary E. Jassoy
Palm Beach County, Florida

Migrant Lifestyle

Much study and rescarch has been conducted for many years in the area
of the disadvantaged child. Until 1963, however, little consideration was
given to the most disadvantaged child of all—the ajgrant youngster
whose lifestyle adds another dimension to the label, “disadvantaged.” One
of the outstanding characteristics of the migrant child is his constant
change of environment. He leads a nomadic existence traveling from state
to state, following the sun, as his parents seek or engage in agricultural
work. He frequently does not know what state he is in; what state he came
from, or where he will be the next day, week, or month. He may identify
localities and events according to the crops being planted or harvested, in
one instance, a child reportedly said, “My sister was born in the beans.” To
the migrant child it is enough to know that “here and now” there is
planting o1 harvesting to be doue, and that these chores provide the
money that allows him and his family to exist.

The migrant child favors places where simple but adequate housing is
provided. Frequently, however, other kinds of accommodations—tar
paper huts, crowded and decaying barracks, abandoned shacks—must
serve as “home” until the family once again packs its few belongings and
moves on. The paucity of available accommodations forces the migrant
parent to accept whatever housing is offered and to pay the rental fee
which frequently is exorbitant. The fee cuts deeply into the meager
carnings, leaving litde for food and dlothing and nothing for entertain-
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ment. Often the child 1s furced to work in the fields atan early agein order
that he may contribute to the family income. Younger children, even
infants, may be left unattended in cars or in fields, near canals or busy
highways while the parents are working. v

The majority of migrant families live for today. Their needs are im-
mediate and money earned today must supply food for today’s table. For
this reason, most workers are paid at the end of each day's work. There is
no opportunity to set aside even a small amount for the future. If incle-
ment weather prevents field work, the belts are tightened and the family
moves on to find another place where they can work.

The disorganized, rootless type of existence influences the migrant
child. Because both parents usually work in the fields from sunup to
sundown, the child may be kept at home to watch younger children. He
sleeps wherever he can—in a crowded bed or on the floor. He prepares
food when he is hungry—if there is anything to eat. The family style
dinner and shared conversation are rare in the migrant home.

Special Educational Needs of the Migrant Child

Although migrant parents’ attitudes toward schooling are gradually
changing, the satisfaction of immediate needs generaily takes precedence
over readin; ritin’, and ‘rithmetic. However, even though some migrant
parents resist sending their children to school, state laws mandate thatthe
children attend. Most parents are afraid of any confrontation with the law
and comply, at least to the point of registering the youngsters and sending
them to school when it is convenient. Family mobility can result in enroll-
ment in four or five different schools within asingle school year. The need
for the children to continually adjust to new and different schools,
teachers, classmates, and curricula can cause emotional and academic
ptoblems and frequently accounts for disinterest and lack of application
toward school work.

The interrupted schooling prevents organized, sequential learning.
The dedicated classroom teacher may test the migrant newcomer to
determine his learning level and may try to provide materials and instruc-
tion to meet his needs. Within the classroom, however, many other chil-
drenrequire help and, unless the teacher has a capable aide, little time can
be spent on the youngster who has arrived late in the school year and who
m 1y be gone the following day. Intime, the child recognizes that scholasti-
cally heis not ona par with his classmates and feels that the other children
are much smarter than he is. He has had few, if any, successes in school
and, as the pattern continues from school to school, hesimply gives up. He
gives little or no thought to a possiblz future outside the migrant stream
but may occasionally fantasize about the “real people who live in real
houses,” as did Billie David, a former migrant who is now an author and

noted lecturer. L
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Although migrant familes follow the crops from state to state, they do |
have one state that they consider home. Florida, Texas, Arizona, and
California are home based states, that is, states where they spend the
greatest amo.citt of time, approximately five to six months. Florida is the
home based state for roughly 40,000 migrants yearly. About one-tenth of
that number settle in Palm Beach County, mostly in a area referred to as
“the Glades,” or “The Winter Vegetable Capital of the Woild.” The ethnic
or racial make-up of the Florida migraut population is as follows: 5
percent Caucasian, 27 percent Spanish speaking, and 68 percent Black.

Meet the Educational Needs of Migrant Children

Due to0 the deep wncern of educators and other interested persons
regarding how migrant children could be taught, in 1965 under Tite [ of
the Elementary and Secondary Act as amended by public law 89-750,
Congress appropriated funds for the education of migrant children. The
funds, allocated to the states and then disbursed by themn to areas with
large migrant populations, provide for special compensatory programs to
benefit migrant children in the schools. Although final dedisions and the
total program coordination ate at the state level, the Florida Migrant
Section of the State Department of Education is decentralized, dividing
Florida into three 1egions. Each 1egional office provides direction and
consultant services to the several counties for which it is responsible.
Cognizant of the necds of migrant children, the state and regional de-
partments determined that a sequential, individualized reading program
was a major educational priority. With funding and a sincere desire to
help migrant children, the persistent problem of meeting their educa-
tional needs was explored in depth.

[t was dedided that the program, through its structure, must be one that
would provide the migrant child, regardless of his geographic location,
with continuing, progressive instruction in reading skills. In 1971, after
thorough evaluation and pilot experimentation, the Criterion Reading
Program (/) was sclected as an assessment system which may be used with
any basal reading program and/or with commerdially or teacher prepared
materials. The Criterion Program contains the ingredients for continu-
ing, sequential instruction needed for migrant children. The program
includes five learning levels ranging in difficulty from readiness (kinder-
garten) skills throug® skills appropriate for efficient reading at the junior
high school level. The system identifies 448 skills, although many of them
are simply more difficult extensions of skills identified in the lower level
assessments. The 448 skills are stated in performance objective terms and
are arranged in a hicrarchy, each skill bas a specific number for easy
identification. The program is individualized, provides assessments and
learning evaluations for each skill, and mandates the criterion for mastery
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at 95 percent. In addition, through correlations with a number of various
reading programs, the system suggests materials that can be used to teach
or reinforce the skills.

The criterion assessment system has now been adopted by a majority of
the states having migrant children programs and, with the establishment
of the Migrant Data Bank in Little Rock, Arkansas, it is possible to keep
schools all over the country informed regarding a migrant child's learning
level and skills needs. For example, when achild leaves a school in Florida,
to go “up the road” with his parents to Georgia or Texas, the pertinent
information regarding the child is teletyped to the Data Bank. Criterion
skills numbers immediately identify the reading level on which the child is
working and the skills on which he needs help. When he is registered in a
school at his new locale, the Data Bank is notified and provides the school
with the information, thereby allowing continuance of instruction at his
level without the necessity for additional, time-consuming testing.

Language Arts Programs of Palm Beach County, Florida

Initial Program

From February 1972 to Fall 1973, the migrant child reading program
utilized trained aides, titled teacher assistants. Their duties consisted of
administering the assessments, keeping records, notifying the dassroom
teacher of cach migrant child’s strengths or weaknesses, and collecting
materials that the teacher requested. With the exception of working with
children in sensorimotor skills areas, the teacher assistants were not in-
volved in direct instruction. In Palm Beach County, fifty-four teacher
assistants worked with migrant children in eleven schools. Skill-by-skill
evaluation in June 1972 indicated that, after dassroom instruction, 58
percent of the needed skills had been mastered. The evaluation in June
1973 showed a total of 47 percent mastery of needed skills. This lower
percentage during the sccond year’s operation can be attributed to the
returning migrant child’s advancement to a more difficult level.

It was found, however, that skills acquisition as indicated by results of
learning evaluations did not necessarily mean skills retainment by the
child. Frequent opportunities to apply the new skills were not always
provided and reexamination after a period of time often showed that
children were learning skills in isolation. Transfer of the knowledge to
new materials in different situations was lacking. In addition, the Criter-
ion program has a serious gap which has created many problems. To be
assessed at Level Two, a child does not have to be able toread. Level Two
is a listening-speaking level and the child siinply responds to the teacher's
oral directions. It poses few problems and a child. can usually master it
with little difficulty. However, to be assessed at Level Three, a child must

be abletoread at 2.5 level. The gap between the twolevelsis tremendous.
-
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Present Program

To provide for a more effective reading program, the Migrant Section
of the State Department altered the guidelines for the 1973-1974 school
year, creating the Migrant Child Language Arts Tutorial Program.
Under the new organizational pattern, certified reading teachers have
been trained and placed in schools to direct the activities of eight to ten
tutors (furmely teacher assistants). Each tutor works daily with fifteen
children, grades one through four, with no more than three children per
dlass period. The Criterion system continues to be the core of the program
and tutorial teachers’ supervision provides direction for the instruction
that is so necessary between Levels Two and Three.

In addition, the tutorial teacher js in a position to sce that frequent
review for reinforcement is induded in the daily individualized lesson
plans. The tutorial teacher also coordinates the Migrant Language Arts
Tutorial Program with the regular classroom program, working coopera-
tively with the classroom teachers on a formal or informal basis. The
dassioom teacher may identify specific dassroom needs of individual
children and the tutorial teacher includes this spedially required instruc-
ton in her mstructional program. Itis important to note that the migrant
program is a compensatory progran and is not intended to supplant the
regular dlassroom instruction but rather to provide a valuable adjunct to it.

At the present time, in Palm Beach County, six tutorial teachers and
forty-five tutors are working with approsimately 650 migrant children in
seven schools. Tutors have received in-depth training in the pertinent
aspects of their position and are now directly involved in instruction
under the direction of the tutorial teachers. Preservice training for tutors
includes instruction in the following:

+ the lifestyle of the migrant child

+ behavior modification and self-concept

* the Criterion system

* kinds of reading programs in current school usage
+ tutorial techniques

» lesson planning

*+ manuscript writing

* story telling

« introduction to equipment and materials

+ use and care of equipment

« administration of an informal reading inventory

During the fuur week taming period, tutors received a stipend of $15 per
day. No tutors were hired untl they had successfully completed the
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pretraining workshop. Hiring depended upon tutor attitude and ap-
titude, ability to relate to children, and the scores received on minitests
and the final examination. The degree of selectivity may be demonstrated
by the following: although approximately 100 persons attended the pre-
training sessions, only 45 persons were placed in school positions as tutors.

Monthly inservice meetings with teachers and tutors are scheduled. In
addition, each tutorial teacher conducts a daily conference with the tutors
under his/her direction. The time has been arranged so that all migrant
language arts personnel are free from instructional duties simultane-
ously. The tutorial teacher may demonstrate a new material or technique,
give needed help in lesson planning, explain a complicated or unfamiliar
reading skill, or discuss a particular child’s problems and ways in which he
may be helped.

Methods and Materials

The Migrant Language Arts Program provides a great variety of mate-
rials and equipment which are available to all tutorial teachers 2nd tutors.
The materials are stored at the Migrant Child Materials Center and are
checked out library fashion. The emphasis, however, is on teacher/tutor
creativity and experimentation, and many superior homemade teaching
aids have resulted. One tutor devised a game which she titled “Phrasey
Phrank.” This game utilizes a double set of Dolch phrases printed on
playing cards and the children try to match phrases in their hands using
rules according to the familiar “Go Fish” game. The children have been
enthusiastic about Phrasey Phrank and, more important, their ability to
read phrases has continually improved. “Alpha Betty"” is another tutor
inspired game for young children, and is played by the same rules as
Phrasey Phrank. Alpha Betty containsonly upper and lowercase letters on
cards and is used to improve letter recognition skill. Of course, the Dolch
word lists and the noun lists have been utilized in many card and board
games and several children have made up their own games, often using
only flimsy writing paper for cards. The children are justly proud of their
creations and report playing their games with brothe:s and sisters at
home.

Somewhat more difficult games for more capable children were created
by another tutor. One, a card game for teaching homonyms, contains
words such asbored and bvard, ate and eight, and many others. When a child
asks his partner for a word (for example, board), he must define both
words as he makes his “pair.” If he is unable to do so, the teacher defines
the word and returns the unknown word to the pile. It will appear again,
giving the child another chance to correctly define the word. The implica-
tions are apparent for spelling, as well as for word meaning.

The same tutor also created a game to teach antonyms. If a child has the

72 Teacher, Pupil, and Materials

KTC T4

Aruitoxt provided by Eic:




wordsad in his hand, lie must ask his partner for happy. If he has the word
many, he asks for few. Of comrse, mamy pairs of opposites of varying
degrees of difficulty are mcluded. This game is also a worthwhile educa-
tional tool.

An activity which creates interest is that of making peer produced
“talking” books. The child writes his story or dictates it to his teacher.
When he is sausfied with the story, he illustrates it on large language
master cards, perhaps five or six cards to a story. Then the teacher or the
child prints or ty pes the story on the cards. The student then records what
has been printed on each card. The cards are numbered and placed in a
spedally child-made (sometimes elaborately decorated) folder which
identifi . he title and author. The peer produced talking book then
becomes partof the dassroom library and any child may read itor listen to
iton the language master. The child is extiemely proud of his avthorship
and accomplishment and it is an excellent learning activity.

A visual literacy component has been used successfully in one school.
Thie childien were permitted to borrow a camera and take six pictures of
things in theit emvironment or of things of spedal interest to them. The
pictures generally depicted farm scenes or equipment, although ocra-
sionally a morc inmate home scene appeared. The films were developed
and the students told stories about their pictures. They then wrote and
tape recorded their stoties. In addition to the obvious language arts
experiences which this project provided, the children were taught re-
sponsibility. No child exceeded the six picture limit and not one of the
cameras was lost or damaged in any way.

Because migrant children have few, if any, books or learning materials
in their homes, teachers and tutors are now busy making take home
packets. The packets consist of teacher/tutor constructed materials such
as games, minibooks, puzzles, paper, crayons, and day. The child signs
out a packet and may use it for a period of time. When he wishes, he may
return the pachet and exchange it for another containing different learn-
ing aids. On leaving the school, o again enter the migrant stream, the
child may select one pachet to take with him, thus providing him with
learning and entertainment as he travels.

~

We Can Teach These Children

The scope of teacling methods is limitless. The hey to success is student
responsiveness. Other important facets of 1eaching migrant children can
be ascertained from the following tuturial teachers’ replies to the ques-
tion, “Migrant Children: How Can You Teach ‘Those’ Kids?”™:

* By first caring about migrant children as people.
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* By providing language experiences to help children relate to an
unknown world outside their narrow lifestyle experience.

* By teaching a sound system to help children unlock the unknown
language of the printed page.

* By providing an avenue for success with games and activities
geared to individual needs and interests.

* By enthusiasm and creativity—my goal being the development of
innovative materials and methods that will stimulate child centered
learning.

* By giving the children a sense of responsibility and awareness of
their feelings and behavior and by my learning how to deal with
them with complete acceptance and affection.

Analysis of the teachers’ statements and observation of the many kinds
of valuable and interesting activities which they are daily providing for the
igrant children testify to the fact that there are, indeed, ways to teach
such children. The ultimate proof may not come until several years from
now when these migrant children are adults and are capable of making
occupational choices because they have been provided with the educa-
tional tools that make such choices possible.

REFERENCE
1. Hackett, Marie G. Criterion Reading. New York: Random House, 1970,
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While addressing herself to the specific problems of Vietnamese |
immigrants to the United States, Johnson offers a spirited,

informed study of the growing challenge of English as asecond
language—as real for all of North America as for the United
States.

Bilingual Bicultural Education: A Two-Way Street*

Laura S. Johnson
Evanston High School
Evanston, Illinois

Today the immigrant to the United States has an casier time learning
English and American customns than his counterpart did one hundred, or
even fifty, years ago. Then the burden of learning the language and
customs rested solely upon the immigrant. He was expected to divest
himself of all aspects of his former life and take on, alone, the habits and
speech of the New World. If he could not mnake it, he found an unskilled
Jjob needing the energy of his dumb body, and he and his family were
forced to tolerate the two-to-three generation time lag necessary for
transforming an all-German speaking family, for example, into an all-
English speaking family.

But the times are changing, though much too slowly if you ask native
speakers of Spanish, French, and the American Indian languages who
have been waiting centuties for their languages and customs to be recog-
nized as the rich cultural resources which they are (13). At long last
“monolingual mania™ is losing its grip and officers of a national profes-
sional meeting no longer need to remind their constituents that it is not
un-American to speak more than one language (8).

In fact, monolingual tsais discovering that the bilingual child is a gifted
child (2). In April 1975, monolingual usa was suddenly plunged into a
bilingual bicultural situation which demanded immediate attention. As
the planes from Vietnam kept coming in, large and small towns in

*Portions of this article appeared in The Reading Teacker, 29, 3 (December 1975), 231.239,
PI /4
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America suddenly found themselves needing to know something about
Vietnamese language and Vietnamese culture—both of which were be-
yond the ken of most Americans despite their commitment to the Viet-
namese in mnen, time, and money for more than ten years. Consider two
sample headlines from the Chicago metropolitan area press G, 4):

Church Agencies Here Spread Wings for Refugees
Vietnamese Refugees Need Help to be “On Their Own”

By carly May, telephones were ringing off their hooks in the offices of
state supervisors of bilingual biculwural programs as frantic classroom
teachers wanted to know what to do with “these kids who can’t speak
nglish when I can't speak Vietnamese.™ By mid-summer religious and
other charitable groups wete beginning to run low on families willing to
sponsur unskilled fishermen and farmers who not only couldn’t speak
English, but who couldn't find work in unskilled jobs because there
weren't any jobs available. At last report, inembers of this group were on
their way to camps in Arkansas,

As the summer ended, hysteria diminished and reality set in, for su-
pervisors had calmed panic-stricken teachers with offers of help.

Funding and Help for Teachers

.

The Department of Health, Education and Welfare made available to
schuols with large nunbers of Vietnamese children a per-pupil compen-
sation based on a formula similar t Title L. “Eligible districts will be those
with 100 or more Vietnamese students o1 where they constitute more than
I percentof the enrollment” (6). In July, the National Education Associa-
tion voted to support federal funding of programs to provide education
for Vietnamese 1¢fugees and sent out brochures to the nation’s 18,000
schoul districts telling them of resources it provides to interested districts:

+ a Vietnamese-English phrase book to help teachers and students,

« a handbook for teachers on Vietnamnese culture and Background,

+ a bibliogiaphy on textbouks for teaching English to Vietnamese
speakers, and

« atesoutce book listing local Vietnamese or English educators who
can act as school consultants.

Simlar ards, though smaller and unpublicized, appeared throughout
the naton as dubs (public and private), churches, high schools, junior and
semor colleges, wmiversities, and commerdial organizations offered lin-
gusstic facilities. These groups had the facilities because they had been in
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the bilingual bicultural business in small, volunteer, and almost literally
unfunded ways for many years, espedially in the teaching of English as a
second language to whatever ethnic group was most in need of help. In
fact, many of the people now storming the graduate schools for advanced
degrees in applied linguistics, TesoL (Teaching English to Speulers of
Other Languages), started as volunteers years ago in the Each-One-
Teach-One Laubach Literacy Programs. So the addition of another
language—Vietnamese—in the summer of 1975 did not pose a problem.

Thus, today, even the lone teacher, who is not working in a program
with a group of students large enough to qualify for state or federal aid,
should be able to get some help by contacting organizations or individuals
in the area who have programs for persons whose native language is not
English.

In locating someone who can help you with methods for instructing
another person in English as a second language, you will become a more
successful teacher if you become a student too. If you try to learn the
language and customs of the persons you will be teaching, both you and
your students will have more success in learning new languages and new
customs. For it is on this affective basis—the basis on which, in effect, you
say to the newcomer that you accept his language and his background as
something 5 valuable that you want to learn it too—that he is able to
accept you and what you represent. With this attitude he is motivated to
learn what you have to teach. Research indicates that the most successful
second language learning takes place when the learner feels that he is
gaining something for himself rather than giving up something of him-
self (7).

Itis important for the teacher in a bilingual bicultural situation to have a
positive attitude toward non-native speakers of English. She needs to recog-
nize that she cannot teach English as she was taught, because there is a
difference in teaching techniques if the language to be learned is not native
to the learner; also, there is a difference between Teaching English to
Speakers of Other Languages and bilingual bicultural education. These
subtle psychological and linguistic differences call for some professional
training if one is to be an effective teacher. The need for this kind of
knowledge is evidentin the enlarging enrollment in graduate schools in this
specialized field of linguistics. Methods 101 still does not take bilingual
bicultural educationinto account, as it must doif itis to prepare teachers for
the pluralistic group of children and adults they will find waiting for them
in their classrooms. The situation is becoming apparenr, though, and
institutions of higher education are responding to it.

World politics, economics, and social ethics have compressed what were
once the light-years of distance between today's teacher and the world's
diverse peoples into mere hours of time and tiny patches of space which we
now share with others quite different from ourselves, requiring us to learn
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about them just as they are being required to learn about us. The Concorde,
the 747, the Third Woild, the Fourth World, the Space Linkup, the Mars
Probe—all have aceelerated movements of peoples from all over the carth
and channeled them into the narrow crossways of our international air-
ports.

For example, if you spend just one hout any day at Kennedy Airport in
New Yotk o1 O'Hare in Chicago, you will be astounded in a way you would
not have believed possible in the decade of only yesterday. A recent writer
() summnarizes the bilingual bicultural nature of the United States in the
summer of 1975 in this way:

.

Simce 1933 imnugranon here has been inareasing by leaps and”bounds. 1f
present rates contmue through this decade, there will aaually have been as
nrany g ants m the 1970s as in the 1890s—once of the peak immigration
decades. One new Amettean in fise is now an immigrant. Inthe 1950s it was
one m mae. In addinon, unknown millions of illegal immigrants are pouring
into America,

Kholseth (9) 1efers to the biling aal bicultural nature of these immigration
movements to and within the United States as *. . . one of the most massive
language shifts i world history.™ Lyons (/1) breaks this down into specifics
for teachers m Hlinois when he says that 141 different languages have been
identified in that state alone. He goes on to say

1 he annual student raaal sursey in Chicago, Seprember 1974, indicates that
the non-kaghsh speaking population in Chicago has been increasing 15
pereent a yeat for the past four years. The 197 1 fall housing reportindicates a
9 pereent mercase m the Spanish surnanie population in Jolict schools, a 21
pereent merease in Wankegan, an 1l percent inaease in Aurora, and a 13
percent merease m Rochford. A proportionate pereentage increase in the
munber of lmed English speaking students in cach of these districts is
predicable.

The U.S. Commission on Civil Rights (/5) states

... nearls 16 percent of the [American] population speak a linguage other
than Enghsh s 4 natse wngue. Spanish, German, and Ialian speakers ave
the most wnnérous, i that vides. Spanish is the only one of the three which
has experenced substantial growth in the mimber of speakers since 1940,
fargely owing 1o increased mmigration from Latin America.

I lus repott states further thatof the three-quarters of a million native
Ameticans counted in the 1970 census, 31 pereent are estimated to speak a
native American tongue as their first language. In summary, the U.S.
Office of Education estintates that at least five million children currently in
school need special language programs because English is not the language
spuken at home. Fhis s a most significant element in the acquisition of a
second langnage.
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Where do these statistics leave us, the «eachers of reading trained in a
monolingual society which is being phased out by a bilingual bicultural
society which we can no longer ignore, either legally or ethically?

Legally, we are mandated to do something about educating these chil-
dren, cither in English or in theit native language, until such time as they
have a sufficient command of English to continue their schooling in that
language, In Lau vs. Nichols, the United States Supreme Court declared in
1970 that under Tide VI of the Civil Rights Act of 1964, “. . . all school
districts are compelled to provide children who speak little or no English
with special language programs w hich will give them an equal opportunity
to an education™ (15).

In 1967-1968, the Bilingual Education Ad went further and provided
funds to support a few bilingual programns w hich were to use the students’
native language and culture for instruction while they were leai ning En-
glish And bilingual education was upgraded againin 1974 by Congress in
amendments to the Education Act. In the meantime, various states moved
forward with their own plans for bilingual bicultural education programs.
Since 1971 Massachusetts, Texas, Illinois, and New Jersey have enacted
mandatory bilingual education laws. The states differ in specifics as to how
the programs are designed and carried out, but in general any school
district with twenty or more children who come from a home in which
English is not the native linguage is to provide bilingual bicultural educa-
tion, In Alaska, where the population is smaller and more scattered, the
required number of children is cight (5). i

In a bilingual bicultural education program, children are first taught
reading and writing in the language they speak at home. During this same
time, language minority children are mined with English speaking children
in courses such as art, music, and physical cducation, which do not require
proficiency in English. At the end of the third grade, or whenever the child
has an English vocabulary extensive enough to enable him to understand
printed English words, he begins receiving instruction in English as a
Second Language (ks). Basically, a child cannot read with comprehension
what he cannot first say and listen to with comprehension. The timing of
when a child, taught in a bilingual bicultw al program, can be moved to ts,
is determined by variables, one of the must important being the amount of
his exposure to English outside the classroom. Does he hear it spoken and
used at home? At play? On the radio or Tv?

The problem is not merely one for children, it is a family problem. Adults
also need education to speed up and to case their integration into the new
saciety, and programs are more effective when the whole family is reached.

Innovative Programs

An example of the importance of the use of English in the home is
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previded by a federally funded program in the Bethel community in
Alasha. Here preschool childien and theit mothers receive instruction in
English using matetials, vocabulary, and coneepts taken {rom their envi-
tomuent. Dainmg in this program is given by native bilingual teachers
wlio have learned their wechnigues in the bilingual bicultral program at
the University of Alaska. This preschool program at Bethelis beautifully
presented and explained in a color film entitled “The Children of
Aktachak” (/4). The film s available from Audiovisual Department of the
University of Alaska, Fairbanks, Alaska 99701, Burcau of Indian Affairs
at Fairbanks, and Departunent of Spedial Education, junean, Alaska
99801,

I he Alasha bihingual bicultural program also has taken areverse turn in
the Notth Slope Buitough School District at Barrow, where native par-
ents have requested that their childien, who had learned English in the
honte as a fistlanguage., be instracted intheir Inupiat tongue asa second
language so that they could 1egain sume claim to their culture. Because
Inupiat existed only m oral form, it is now being committed to written
form so that books and other educational materials can be produced for
persons who want 1o learn to read and write Inupiat (5).

Gronps of cducators throughout the United States are similarly en-
gaged m produang bilingual bicultural materials for use in their own
special arcumstances. The Gallup-McKinley County Public Schools in
Gallup, New Mexico, will soon produce Navajo and Zuni bilingual bicul-
tural publications (2). Los Angeles City Schools have produced theirown
mululngual handbooks fot childrenin the primary grades. Todate these
books are available in Cantonese Chinese, Mandarin Chinese, Japanese,
Korean, Vietnamese, Philippino, and Spanish (10). These aids resem-
ble the phrase books travelers use on trips abroad, except that the
childien's handbooks contain sections relating o the principal’s office,
the lanchroom, the washioom, and the classroom. The materials are
also available on tape and are used by parents as well as teachers.and

children.
A child’s use of hus native language when he is learning to read is a very

unportant factor m hus sueeess, for suceess in 1eading in any language is
determmed to a great extent by the student’s attitude toward what he is
tying to do. If he hears, speaks, and feels what is already known to him,
he 1s mote comfortable than if he is bombarded by strange sounds and
sights, Onee he feels atease, ot sueeessful, in reading his own language, he
ts Mot e Teeeptis € to acguiting another language and the cuhwre it represents

Aseries of studies cantied vut over the past fifteen years by Gardnerand
Lambert (7), behavioral scientists at McGill University and the University
of Western Ontavio indicate that

... the leanet's ethnotenmie tendendies and his attindes toward the
members of the uthet group are belicsed 10 determine how sitecessful he
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will be, relatively, in learning the new language. His motivauon to learn1s
thought to be determined by his attitudes toward the other group in particu-

lar and toward forcign people in general and by his orientation toward the
" learning task itself.

Gardner and Lambert describe in detail their experiments with French :
and English speaking students in Montreal, Maine, Louisiana, and Con-
necticut. They also include a study conducted in the Philippine Islands,
with English as the target language (the foreign language to be learned)
rather than French as the target language in the North American studies.
Gardner and Lambert chose the Philippines because “... . we have learned
that each setting and each ethnolinguistic group has its own fascinating
pattern of sociopsychological influence s tha. change in unexpected ways
the manner in which attitudes and motvaiion play their roles.”

These studies on attitude and motivation are important to reading
teachers because they infer that attitude, or acceptance on the part of the
learner of the language to be learned, is determined by how strongly the
student desires to integrate himself with the “other” group. Gardner and
Lambert define integration as association with the second language,
whereas identification is usually associated with the first language. For
example, they would say that a native speaker of English has finally

identified with French as a second language when he finds himself unthink-
ingly praying in French.

A Two-Way Street

The conclusions reading teachers can draw from the statistics and
studies are that we need to work just as diligently at acquiring the lan-
guage and the customs of the children we are working with as the children
must work to acquire English and the customs of their English speaking
teachers. Teachers represent one of the components in the b of bilingual
bicultural education. It is indeed a two-way street,

But how do we accomplish this? First of all, we can put ourselves in the
place of the children. Let us return to the airport again; let us watch the
bewildered children come down the ramp, pause, and stare at the crowds
in the waiting room. As we watch, we can glimpse some of the children
who may be in our classrooms tomorrow.

What can we say to them? Or they to us? Inherently each one of us feels
the need to speak, but for the present we are dumb. We do not know
which sounds to make. Even if we did, the sounds might come out wrong
and we would feel ashamed of the mistakes we were making. We might try

body language, but this could be risky too.

Do we shake hands or rub noses? Do we stand close to the child or two
feet apart? Do we look each other in the eye, or avoid even a sideways

-
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peek? Should a child be given a friendly pat on the head just to let him
know someone wants to be his friend? Or wov!d such a gesture send him
into a trauma? [ see a name tag on the child’s coat, but which end of thetag
do I read first?

Confused by questions have never had to ask before, but which now
must be asked, I find myself with few answers. But I must have them, for
some of these children will be in my class tomorrow. And if not tomorrow,
surely the next day, or the day after that.

I wrestle trying to find answers as I make up my class roll book back in
school, using English phonetics on data processing's list of names that do
1ot phoneticize. When 1 come to the end of the current list, I add the
familiar Jims, Steves, Marys, and Sherries of Robin Crest Lane and Hill-
top Drive. I pause, and then leave more space for the names of more
children with all kinds of odd letter combinations and sounds.

But this is the way it should always have been, and I must learn some
inore about how to become some child’s right kind of teacher. Even before
today, students like Manuel and Blue Earth should have been in my class.
They never have been—but they will be here soon.

Manuel in Chicago

Manuel, in fict, has already moved into a suburb not far from the one
my school is in. How does a Chicano like Manuel, speaking almost no
Enghsh (except what he has picked up as he gathers tomatoes, pumpkins,
and corn in the truck farms that dot the fringes of the Chicago metropoli-
tan area), manage to show up in a “good public junior high school” in a
wealthy and exclusive northwest suburb?

“We've never had anyone like him before,” the language arts teacherin
Manuel's school whispers to me at a professional meeting. “I don’t know
what to do with him. I think he's bright—the mischief he thinks up is
creative—but right now he's just a troublemaker in every class he'sin. The
kids laugh at him and he is always getting into fights with them. I wishhe’d
go back where he came from and leave us in peace like we used to have”

“Where did he come from?” I asked.

“Mexico, I guess, or from somewhere down there. His family has been
coming up here for years to work on the truck farms, but this year when
the scason ended they found a place tolive in our district, and decided to
stay so Manuel could get a good American education. He speaks just
enough English to let me know he wants a biology book in Spanish. But
where can I getone? And who do I getto help when he needs help with it?
We don't have any Spanish speaking teachers inour school. Furthermore,
if he’s going to live here, he ought to learn English and the sooner he
starts, the better for him and for us. But where do I'begin with him? I can’t
put him in with the first graders.”
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Fortunately for Manuel and his language arts teacher, Illinois has
answeis to some of the questions suddenly raised by bilingual bicultural
children in schools which never expected to have them and which aren’t
prepared for them when they do arrive. The Hlinois Office of Education,
through its Department of Urban and Bicultural Education, has estab-
lished several Bilingual Education Service Centers throughout the state,
one of which is located within twenty miles of Manuel’s school. In short
order, Manuel's teacher visited this center, obtained not only a seventh
grade biology book in Spanish, but also much other information about
where she can get materials not only in Spanish but in many other
languages, for itis possible that some of the other 141 languages in Illinois
may also appear in her school one of these days. These centers have
materials for Grades K-12, Adult and Vocational Education, and inservice
programs for teachers. They publish curriculum materials guides which
‘list materials available in several languages, with addresses of where these
materials can be obtained.

Manuel's teacher needs such a service center because, despite his trou-
bles at school (which have improyed now that he has some Spanish books),

Manuel likes it here and he intends to stay.
*

Where to Find Assistance

There is help for the teacher who needs it. In addition to contacting
state departments of public instruction for information about what a
specific state is doing for bilingual bicultural education, and checking out
the local resources described earlier i this article, a teacher can also join
professional organizations such as resoL, the International Reading Asso-
ciation, o1 state and national bilingual bicultural groups. Memberships
will provide opportunities to attend meetings where information is avail-
able, and just talking and exchanging ideas with teachers who have similar
situations to deal with can be helpful. Professional organizations also
provide journals which advertise materials. Getting on the mailing lists of
publishers and suppliers of bilingual bicultural materials is a must.

Sources for Bilingual Bicultural
Materials and Information

English as a Second Language Program
Center for Applied Linguistics

1717 Massachusetts Avenue, N.W.
Washirgton, D.C. 20036
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James Alatis, Executive Secretary

Teachers of English to Speakers of Other Languages
School of Languages and Linguistics

Georgetown University

Washington, D.C. 20007

National Council of Teachers of English
1111 Kenyon Road
Urbana, Illinois 61801

Dr. Albar A. Pena, President

National Association for Bilingual Education
The University of Texas

4242 Piedras Drive East

San Antonio, Texas 78285

A search thiough the various education indices at any public or univer-
sity library will also reveal articles on bilingual bicultural education.

No matter how well read or well versed teachers may be in the problems
of bilingual education, and no matter how warm or receptive they are to
individual needs, there is still an urgent need to have qualified bilingual
consultants available to teachers to help solve the immediate problem:
“How do I communicate with mny student?” Professional organizations
would do well to urge state departments of education and school boards to
provide language consultants on a full-time basis in areas where language
sets up a roadblock to effective communication.

Inshort, what today’s teacher needs to do is supplement the courses she
had when she was in college by updating her reading, listening, speaking,
and writing skills in some language other than her native language. She
needs to do everything she can to integrate herself with the child who is
learning English and its customs so that the day will come when both
teacher and student discover that they have passed through intcgration
and arrived at the point of dentification w here they can pray in each other’s
language.
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What can the "unprepared” secondary teacher do about the
reading and study skills of her pupils? With straightforward
logic and simple language, Harker outlines highly practical
procedures which the concerned teacher can apply in any
classroom.

A Classroom Reading Program

-

7

W. John Harker
University of Victoria

Successful secondary developmental reading instruction must be cen-
tered in the content area classroom where learning in the secondary
curriculum takes place. Therefore, the question is, “What can the second-
ary content area teacher do to improve reading in his classroom?”

Despite the obvious need for teacher expertise in order to effect suc-
cessful secondary reading instruction, the weakness of secondary
teachers' preservice preparation in reading has become almost a cliché.
During the 1960s, a number of studies pointed to this weakness (2, 4, 11,
13), and the current scene appears to be no brighter. In 1973, Estes and
Piercey (6) reported a survey of state certification agencies in the United
States which showed that only nine states required preservice educationin
reading for the certification of secondary teachers. In the same year,
Harker (8) reported that only 54 percent of Canadian teacher education
institutions offering programs in secondary education provided courses
in secondary developmental reading, and in only one institution was this
course a program requirement.

Given the present status of teacher preservice preparation for reading
instruction, itis clear that if developmental readingis to be integrated with
the teaching of content in the secondary grades, many teachers will have
to teach reading with little or no preparation to do so. For this reason, itis
not surprising to find a recent article entitled, “Becoming a Reading
Teacher-—On Short Notice” (5), in which the author describes the plight
of the unprepared secondary content area teacher who finds himself
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unexpectedly confronted with the tash of improving reading in his class-
room. The question therefore becomes, what can the inadequately pre-
pared secondary content area teacher do in order to meet the reading and
study needs of his students? This paper is concerned with delineating a
sequence of steps which the teacher can take, given the resources of the
conventional teaching situation. These steps can be implemented within
the framework of a schoolwide developmental reading program, or
within the dassroomitself if a single teacher or group of teachers wishes to
initiate reading instruction.

Determining Skills

The first step for the teacher is to determine the specific reading and
study skills required by students for content learning. This must occur
before instruction begins. Here the teacher tries to place himself in the
position of his stuckents, taking into account their previous content learn-
ing, their general experiential backgrounds, and their expected level of
content mastery. The teacher analyzes the content learning tasks which
will confront his students and asks himself what specific reading and study
skills his students will need in order to learu this content. By this exercise,
the sequence of understandings which students are expected to achieve
will become dear. And more important, the reading and study skills
necessary to achieve these understandings and the appropriate sequence
for teaching them will also become clear.

Determining Status

Once the teacher has established the 1eading and study skills necessary
for successful student learning in his particular content aiea, the next step
is to determine the extent to which students possess these skills.

Marksheffel (10) has estiinated that the range of 1 eading ability encoun-
tered in the normal secondary content area dasstoom is between six and
nine grade levels. To determine the range in his particular dlassroomn, the
teacher may resort to standardized group reading achievement tests. Two
limitations are apparent in the use of these tests in the content area
classroom. 1) the tests tend to place students at their frustration level in
reading rather than at their instructional level (3, 74), and 2) the tests give
ameasure of general reading ability rather than specific reading ability in
particular content material. Research has consistently shown that, to a
considerable degree, reading achievement is spedific to particular content
material, especially at higher levels of understanding (1, 9, 15).

Because of these limitations, it is usually more appropriate to use
teacher made informnal group tests based on the actual content area

87

""ARKER
39

Aruitoxt provided by Eic:




reading material used in the classroom. These tests can be designed to
require students to demonstrate their level of proficiency in the perfor-
mance of the specific reading and study skills which the teacher has
determined to be necessary for content learning. The tests serve a diag-
nostic function in that they can isolate particular strengths and weak-
nesses in the skills which students will require for content learning. For
example, a science teacher may determine that the learning demanded of
students in a unit of his course requires the ability to understand data
presented graphically. The obvious step to take before students read this
material is to determine whether they can, in fact, read graphs success-
fully. If they can, they are ready to undertake the content learning task; if
they cannot, the teacher will know that instruction in graphs is required
for his students to learn the content.

Selecting Materials

When student reading status has been assessed and particular skills
defidiencies determined, the next step is to gather reading materials which
represent the range of reading abilities found in the classroom and which
provide practice in particular areas of weakness. Since one textbook
seldom meets all these needs, students will be better served if a wide
variety of content reading material is provided. The teacher’s ultimate
objective is to teach content, the textual material through which content is
learned is the means to this end.

In gathering material, the total resources of the school and the commu-
nity can be exploited. Sources of alternate reading material containing
information pertinent to the teacher's content area teaching objectives
can indude materials collected by other teachers, materials from the
sthool library, chpped magazine and newspaper materials, supplemen-
taty teats, complementary material solicited from industry and commu-
nity agendies, and class projects completed by students in previous years.
Two teadability formulas (7, 12) have been devised by which the teacher
cant quickly determine the general 1eading difficulty of these materials.
No disservice will be done to students if the teacher selects alternate
matetial to the textbook, provided such material contains information
relevant to students’ content learning.

Classroom Organization

When student needs have been determined and appropriate materials
have been gathered, the teacher mast dedide upon patterns of classroom
organization tu maxnmze teaching effectiveness. The most obvious orga-
nizational pattern is to group students in terms of their determined

“8 Teacher, Pugnl, and Materials

ERIC 90

Aruitoxt provided by Eic:




reading levels and to teach content wsing material written at the appropri-
ate level of reading difficulty. Certainly this procedure is an improvement
over the “one textbook for all students™ approach, and in some cir-
wimstances, this pattern of organization can be effective. But this ap-
proach could freeze students at their eaisting reading levels and prevent
their learning to 1cad and study content matetial at higher reading lescls.
When used exdusively, this approach can be as damaging to students’
sclf-concepts and motiv ations as constantly expecting them to learn from
reading material at their frustration level. Alternate organizational pat-
terns should be evolved which, while furthering students’ content learn-
ing, also permit the teacher to develop student,’ reading and study skills.
Such alternatives can indlude specific needed skills deyelopment group-
ing, interest grouping, sodial grouping, grouping for 1esearch projedts,
team grouping, and, vccasionally, arbitrary heterogencous grouping. Itis
impottant to 1ealize that these different patterns can vperate in the same
tasstoom over the same extended time period. On a day-to-day basis, the
tcacher will implement the vrganizational pattern which best accommo-
dates the spedific demands placed on students by different content area
reading learning situations.

Evaluation

The success of a dasstovn 1eading progr am will be determined by the
degree to which students learn content fiom reading. This is a functional
apptoach w evaluation. The measurement of student growth in reading
and study shills will be meaningless if done in isolation fiom the content
arca learning situations in which these skills are applied. Evaluation may
cmploy teacher made tests such as were described for use in the initial
determination of student reading status. Butan experienced content area
teacher has an additional tool at his dispusal—direct ubservation. Very
uften, the most pereeptive assessments of student progress can be made in
this manner. This informal, onguing evaluation will be based on the
day-to-day observation of students’ success with reading and 1eading
tclated assigmments. Throughout this process, students’ initial reading
status will be hept in mind as the base line fiom which progress can be
determined. According to wie degree of success students demonstrate,
subsequent assigmments will be varied in difficulty and complexity . In this
mannet, evaluation becomes integrated with teaching and each process
informs the other.

Aless direct method of evaluating student achies ementin content area
1cading is through performance on wontent area tests. To the extent that
the content area learning measured by these tests derives from reading,
the tests will measure students’ reading achiesement as well as their
content area learning. This method will be particulatly 1evealing when
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students’ previous sueeess in content arca learning has been inhibited by
reading difficulties. In this context, it is unnecessary to point out the
absurdity. of measurmg students’ mastery of content material by means of
tests which demand a higher reading level than students have reached or
than they have been required to use in the dasstoom learning situation.
Here there is an vbvious need for the differential evaluation of content
learning using tests adjusted to students’ various reading levels.

Conclusion

Despite the continued lack of adequate professional preparation of
sceondary teachers in reading, there are steps which the secondary class-
room content arca teacher can take in order to improve the reading of his
students. The steps outlined here provide only the most general
guidelines to teachers in different content areas. Ultimately, the content
arca teacher is the 1eading expert and the person best able to determine
the spcialized reading and study shills necessary for successful student
learning in his area. For the general implementation of reading in the
secondary grades, 1tis neeessary for secondary teachers to overcome their
traditional reluctanee to teach the 1eading and study skills which pertain
to learning in theit respective content arcas. Over the years, there has
been a great deal of discussion coneerning the need for comprehensive
sccondary reading programs. While hopefully awaiting broader pro-
grams, a reasonable alternative is for every secondary content area
teacher o undertake his own classrooin reading program.
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Is the teacher o1 the book alone, unaided by the teacher, move
uportant in bringing about attitndinal change? The anthor
imvestigated the possibihty of modifying children’s attitudes
about foreign countries throngh 1eading about them without
teacher intervention. Disproval of the hypothesis serves only to
reinforce the vital role of the teacher in guiding children’s
reading.

Children’s Reading and Attitude Change

Eric A. Kimmel
Indiana University at South Bend

It is often said that one of the advantages a child gains by being a good
reader is the upportunity to develop healthy attitudes toward members of
other radial, religious, and national groups, The assumption is that by
learnmg to identify and sympathize with the literary characters he en-
counters, a child will be better able to resist whatever prejudices or
unconscious intolerances infect his home, school, or community envi-
ronment. As Perry (7) states:

A human relanons program centered upon literary experiences has the
potential for Jdanfymg motal imperatives and expanding social conscious-
tess as readers explore the problems of radis n, poverty, and cultural
isolation.

A human relations program involses considerably more than handing a
cluld a copy of The Snuwy Day o1 Stevie and expecting him to come back the
neatday with an overwhelming love and concern for black children. Ifitis
to have any hope of success, such a program must provide children with
the mature guidance of competent and sincere parents, teachers, and
Iibrarians who can lead discussions based on issues raised by individual
books and canse their groups to confront honestly the prejudices which
they might hold.

.

92 Teacher, Pupnl, and Materials

94




The Problem

Allthisis readily and casily acknowledged, but the question still remains
astowhatrole the book alone plays in the process of attitude change. Most
views expressed on the subject are usually variations of two different,
though not necessanily exclusive, viewpoints. The first view point main-
tains that the book itself makes little difference, the significant factor in
promoting attitude change is the competence of the adult working with
the children. According to this view, a group of children Lould conceiva-
bly improve their attitudes toward Jews by 1eading M Kampf, assuming,
of course, that the adult leader used Hitler's ravings to show the group
how a bigot deverly weaves 1ather comvindng arguments out of half-
truths, misconceptions, and outright lies. Under the leader’s guidance,
the children might proceed to analyze similar prejudices lying below the
surface of their home or community envivonments. Conceivably, such
discussions as these might result in the efimination of many unfair and
unhealthy attitudes and, therefore, it might be said that attitudes im-
proved as a result of reading Memn Kampf. But it would be nonsense to
claim that the book alone brought about the improvemenc,

The second point of view maintains that, no matter how cuompetent the
leader, the success of a human relations program is closely linked to the
quality of literature used as a basis for discussion. Books make a differ-
ence. The leader is undeniably important, but so are the wols he uses.
Carlsen (1) notes:

Literature. by its sery naun ¢, is selectis e and suggests integrations, connec-

tions, insights into experience, and values which the mdwidual nughe not

otherwise find for himsclf. At its best, literature confionts the 1cader with

the hasic ciernal problems of human beings, thas helping the individual to
sce himself as a part of an ongoing history.

Itis quite reasonable to assume, therefore, that the amount of attitude
change in a group reading Frank Bonham’s Durango Street and being led
by a modestly competent leader would exceed that of a sccond group
reading Batman and being led by sumeonc with the understanding and
stature of the late Eleanor Roosevelt,

In practice, of course, the best leaders invariably ty to obtain the best
books when they attempt to bring about attitude change. However, the
initial problem still remains. What is the role of the book in such a
situation? At what point does the effectiveness of the buok end and the
influence of personal interaction with a sympathetic adult leader begin?

Review of Literature

Although there are many opinions, the amount of controlled rescarch
dealing with the role of books in the process of changing attitudes is
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extremely sparse. T'o date, the most noteworthy studies in the field are
those of Jackson (), Tauran (10), Fisher (3), and Felunan (2).

Jackson, Tauran, and Fisher used essentially the same model in their
respedtive attempts to determine the effect of reading on children’s at-
atudes tow ard blacks (Jackson), Eskimos (Tauran), and American Indians
(Fisher). All of these authors employed adults to read to and sometimes
discuss with the experimente! group stories favorable or unfavorable to
the particular minority. To be specific:

a. Jackson read a story favorable to blacks to an experimental group
made up of white, southern junior high school students. The control
group was not read to.

b. Tauran did not make use of a control group. Favorable and unfavor-
able stories involving Eskimos were read to two groups of third graders.

¢. Fisher worhed with three groups of fifth graders. Six stories favorable
to American Indians were read to the first group. In the second group,
these stories were read and discussed. The third group acted as a control
and did not hear, read, not participate in any discussion involving
Indians.

As a result of the reading experiences, all three experimenters reported
significant positive changes in attitude toward the minority group.
Jackson, howeser, was the only one to perform a post-posttest two weeks
later. She found that the change in attitude had not been retained.

Feltman's model was somew hat different. As part of a study examining
the ability of bouks to change the attitudes of children toward specific
occupations, she expused an experimental group of eighth grade girls to
three books dealing with different occupations. The books were not
discussed, nor was there any overt attempt on tne part of researcher or
teacher to influence the girls' attitudes toward the occupations. At theend
of the study, Feltman reported that the experimental group showed
statistically significant attitude changes toward the vocations depicted in
the books,

But can books alone change the attitudes of children toward other
people? The Jackson, Tauran, and Fisher studies all failed to meet this
issue. [n cach case, an adult was actively imohed inthe selection, reading,
and discussion of the particular books and stories. It could easily be
daimed that any apparent change ix: attitude was due to the influence of
the adult rather than to any inherent quality in the book. The Feltman
study separates the two influcuces far more successfully, although it deals
with attitudes toward occupations 1ather than toward racial, religious, or
national groups.

H Teacher, Pugnl, and Materials




ﬁ——

E

O

Design of the Experiment

The following experiment was designed with the idea of applying
Felunan's model to the problem of determining what role books alone
play in bringing about attitude change.

The experiment sought to investigate twenty-two children’s attitudes
toward certain foreign countries. With the exception of one boy whose
mother was Chilean. the children in this fifth grade classroom in Cham-
paign, Hllinois, had very little firsthand information about or experience
with people from other lands. However, as informal conversations soon
revealed, each of these twenty-two children held definite ideas about the
“goudness” or “badness” of different nations. Could these attitudes be
influenced by reading? If wide and independent reading about a country
could be shown to have caused children to regard that country more
fas orably, might not this be a clear case of bouks alone having influenced
attitudes?

Basic Requirements

N

The experiment, accordingly, had certain basic requirements. First,
there was need for a test to gauge the attitudes of the children toward
certain countries in a pre- and posttest situation and, if warranted, in a
post-posttest situation as well, for, if any significant change inattitudes did
appear between pre- and posttests, it would be essential to find out
whether this change would continue for a reasonable period of time.
Second, the children needed an easily accessible, attractive, and interest-
ing sclection of books dealing with the countries inyolved. A method also
had to be developed to record how the children made use of the books
throughout the experiment. Finally, it was essential to have aspecial type
of dassroomn in which to conduct the experiment. It would have to be a
lassroom whete the particular countries in the study were not part of the
year’s cutticulum. Even more important, it would have to be a dlassroom
where the teacher encouraged the childien to do a great deal of indepen-
dent 1eading and provided time for them to do so during the daily
program.

Assessing Initial Attitude

The first step was to sclect seven countries familiar to the children to
make up the Control and Experimental groups. The Experimental group
would consist of children who would read books about the seven selected
countries, whereas no books ot matetials about the countries would be
available in the classroom of the Control group.
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The seven conntries selected were Russia, France, England, Israel,
Japan, Holland, and Spain. (The Soviet Union, United Kingdom, and the
Netherlands were referied to by their more common names throughout
the experiment to avoid confusing children who might not be familiar
with their offidal designations.) A variant of the semantic differential test
was used to roughly gauge the degree of feeling a child had toward each
country. The children were asked to align the seven countries between
positive and negative extremes for thirteen respective items. The coun-
tries closest to the positive extieme were those toward which the children
had positive feelings, vice versa for the countries dosest to the negative
extreme. The country in the middle was regarded as neuatral. The chil-
drenwere told that no country could be omitted, no country could be used
twice, and none of the seven spaces between the two poles could be left
blank.

The test was scored as follows:

1. Countries assigned to the two positions dosest to the negative pole
wereregarded as negatively viewed and were assigned ascore of one point
for cach item.

b. Countries assigned to the two positions dosest to the positive pole
were tegarded as positively viewed and given a score of three points per
item,

¢. Countiies assigned to the three middle positions were regarded as
neutrally viewed and given a score of two points per item.

The total score for a country viewed as positive on every item would be
thirty-nine, with thirteen as the score for any country consistently re-
garded as negative. By ordering the final scores, it was possible to see
which countries out of the seven a child regarded most and least
positively. )

After examinmg the results of the pretest, it was decided to have
France, Isracl, Spain, and Russia comprise the experimental countries.
England, Japan, and Holland would serve as control countries. The four
experimental countries were specifically selected as representative of a
broad attitudinal spread in which France was regarded as positive, Russia
as negative, and Israel and Spain as neutral to negative. In contrast, the
control countries were intentionally weighted toward the positive side,
Holland and England being favorably regarded while Japan was usually
viewed as negative to neutral.

Selection and Use of Materials

Alibiary of books fromand about the couniries assigned to the experi-
mental group was introduced inte the dassroom. The library consisted of
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books on folktale collections, travel, photography, and art, as well as
picture books 1epresentng selections from each of the four countries.
The texts of these books were in the otiginal foreign languages. A type-
written slip with the English translation was pasted above the text on cach
page so that achild reading one of the books could enjoy the pictures, 1ead
the story, and sce what the ong,nml ty pogtaphy looked like. The children
found this espedally interesting in the case of the Russian and Hebrew
books, which made use of different alphabets.

In addition, many of the stories were 1ecorded on wassette tapes in their
original languages, along with folktales from the four countries 1ecorded
in English. All these cassettes were displayed with the books on the
reading table, with a tape recorder and listening carphones provided so
the children could make free use of them.

A picture file and bulletin board display of pictutes clipped from past
issues of Nattwnal Gevgraphu completed the display. These pictures were
attractively mounted on colored paper and placed in folders according to
country. The children could examine the pictures as oiten as they wished.

The intent governing the reading table and its display of books, tapes,
and pictures was not to teach spedific facts about France, Russia, Spain, o1
Isracl, but to provide a sympathetic view of their peoples and cultures,

'

Classroom Controls

Once the experiment was ready to begin, the role of the teacher was
crudial. The investigator was fortunate enough to have the complete
couperation of the dassroom teacher who permitted the children to go to
the reading table as often as they pleased, in many cases restructuring her
assignments so that the less able children also had free time to make use of
the books and matetials. During the experiment, the teacher took great
pains to avoid influencing any child’s attitude toward any of the countries
and avoided incorporating the matetials into a teaching unit, using them
as a basis for discussion, or making any significant comment about them.
She merely pointed out the table to the class, briefly described its function,
answered technical questions, and made it dear to the children that they
werc free to goto the table as often as they pleased to 1ead and examine as
many or as few of the books as they liked.

The only requirement of the children was that they complete areading
questionnaire and place it in « special mailbox provided for this putpose.
A recording center was also provided for the childien to 1ecord their
reactions to the books, but this effort proved less saceessful. The purposes
of the recording center and the reading questionnaite were to monitor
the children’s reacling and to obtain their reactions to it.

The study ran from the third week in Maicdh to the second week in June
1972. At the end of May, a personal intervies was conducted with each of
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the pattidipating cnldien, who were ashed to comment on the materials
on the reading table and to deseribe each of the seven countries originally
identified. The posttest was administered two weeks later.

Hypotheses

The experiment hypothesized that children exposed for a period of
thice months to a collection of books, tapes, and related materials from
and about four countries would come to 1egard those countries more
positively and assign them to the more pusitive positions on a posttest.
Such changes in attitude, assuming they existed, would be relatively free
of any overt adult influence.

If the basic hypothesis of the experiment pr()ved to be true, and if
attitudes did change toward the four countries about which the experi-
mental group 1 ead, the following shifts could be expected to occur on the
posttest:

«
a

a. Assuming that all of the children read books from all of the experi-
mental countries, attitudes toward Russia, France, Israel, and Spain
would become more positive.

b. Russia, Spain, and Israel, initially negative or neutral on the pretest,
would migrate toward the positive pole.

¢. France, positive on the pretest, would maintain a postive position,
making a slight positive movement if any at all.

d. Attitudes toward the other countries (England, japan, and Holland)
might not change in the children’s minds. Nevertheless, these countries
would be furced out of their former positive positions by the four coun-
tries read about since the childien would have had the most vivid and most
recent contact with these countries.

¢. Holland and England, highly positive on the pretest, would be foreed
toward the negative pole.

f. Japan, initially neutral, could be expected to hold its position or else
make a slight negative movement.

Findings

Contrary to the hypothesis predicted, the posttest means for the ex-
perimental countries (Russia, France, Israel, and Spain) were not sig-
nificantly higher than those for the control countiies (Holland, England,
and Japan). No difference existed between pretest and posttest means
other than that which could be attributed to chance.

A median test also failed to 1eveal any difference in the grouping of the
pretest and posttest scores around the combined score median for each
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country. Both distiibutions appeared to be mostly random, with the
exception of England. However, as England was not one of the experi-
mental countries, this change could not be atributed to the books and
materials on the reading table.

Nevertheless, though the experiment failed to indicate a universally
positive trend for the four experinental countries, two interesting
phenomena were detected. After adding the number of individual and

group posttest moves from pretest positions, France was shown to have

made a positive gain of 78 points. England, the only other country out of
the seven to make any substantial positive gain, increased by only 32
points. This findiag may suggest that reading can increase the intensity of
existing positive attitudes, as France was the only country to be assigned a
large number of positive positions on the pretest by the Eaperimental
group.

A second finding appeared when the individual pretest and posttest
responses for Russia and Israel were examined. The responses of non-
1caders (childien who had not read any books about eithier country) and
individuals indicating favorable indlinations toward cither of the two
countries ot the pretest were eliminated from consideration. It was then
found that Russia’s and Isracl's posttest assignments to the three most
positive positions inereased substantially. Israel increased from ninetcen
to twenty-six, Russia, from fourteen to twenty-eight. This finding is in-
teresting, but hardly overwhelmingly conclusive. Few of the individual
gains were large. There were also a few individual decreases. Siill, in the
case of some individual childr en, there was atleast a hint that some change
in attitude toward Russia and Istacl might have occurred which could
possibly be linked to reading books from and about those countries.

Other than these two indidental results, the analy sis of the data collected
from the experiment provides no reason tu assume that the attitudes of
the children in the Experimental group toward the countries changed to
any significant positive degree. There is no reason to assume that the
books and related materials on the reading table had any mor2 than the

slightest effect on the children's attitudes. Though they appeared to enjoy

using the matenals, their basic attitudes toward the four countries did not
become more positive and, although not one ¢hild in the group had ever
had any direct expetience with any of the seven countries involved in the
eaperiment, it scems that definite positise and negative attitudes toward
them had formed long before the experiment began. Books alone were
unable w influence these attitudes.

Conclusion

The fact that this expetiment failed to substantiate its hy pothesis that
exposure to books from and about a country will make the reader feel
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more positive towatd that country forces a reconsideration of the com-
mon belief that a child’s unguided reading can significantly affect and
influence his attitudes. While there may certainly be individual instances
where one child's thinking is radically changed as the direct result of
reading a particular book at a particular point in his life, the assumption
that books alone can change children's attitudes and values according to
predictable patterns appears to be highly tenuous—at least from the
results of this study.

Does this study, therefore, imply that the role of books is unimportant
in bringing about attitude change? Far from it. Books are important tools
for bringing about greater understanding and empathy between indi-
viduals and groups. But they are only tools; and, like tools, they are most
effective in trained, experienced, and dedicated hands. If children are to
getthe most out of their reading, they need not only the tools but also the
hands to guide them.
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Larrick, author of children’s books, views the paperback as an
invaluable adjunct to the clementary reading program. She
cites the recent history of the paperback and argues
convincingly that teacher training programs must model the
use of paperbacks.

The Paperback Bonanza

Nancy Larrick
Lehigh Untversity

In 1964, the New Jersey Department of Education made the first com-
prehensive survey of paperback use in elementary and high schools. Forty
thousand paperbacks were allocated to fifty schools. The project directors
sought answers to such questions as:

I. What effect do paperbacks have on the reading interests and skills
of the students?

2. To what extent are paperbacks adequate as compared with basal
readers and early reading textbooks?

3. Is a paperback collection more useful than an anthology?

4. Will the availability of books increase teacher reading and teacher
reference to additional books?

5. Does a sizable stock of books in the classroom expand the range
and scope of student reading?

The results were an overwhelining endorsement of paperbacks for
their appeal to children and for their effectiveness in the teaching of
reading. More paperbacks in the school library resulted in more library
books being read. More paperbacks used for classroom reading instruc-
tion led to greater progress in reading. Paperbacks sold in a school store
increased quality and quantity of reading.

Student response favored paperbacks; 68 percent said that paperbacks
increased their interest in school work, especially reading.
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The New Jersey report conduded that every elementary school class-
room should have its own paperback collection, that schools should
budget at least $2 per pupil for purchase of paperbacks, and that teachers
and supervisors should exploit opportunities afforded by the large scale
use of paperbacks. )

Shortly after the New Jersey survey, Daniel Fader began the now
famous project in which he provided youngsters with what he called a
“saturation” of newspapers, magazines, and paperback books. His report
of the results, Hooked on Books, became a best selling paperback. Fader
called the paperback book “the biggest educational bargain since the
invention of the underpaid teacher.” Today, the children’s paperback is
anevengreater bargain when compared to the $5.95 price tag on virtually
every hardcover book for children.

The Aftermath

Yet, ten years after the persuasive evidence from the New Jersey sur-
vey, the only paperbacks in the overwhelming majority of elementary
schools are those bought by the children through book clubs. Few paper-
backs are being used for reading lessons or for projects in social studies
and. science; few school libraries circulate any significant quantity of
paperbacks; few clementary schools have a paperback bookstore for
teachers and pupils. Only the very unusual school has a central purchas-
ing procedure which encourages teachers to buy paperbacks in quantity.

In high schools and colleges, however, paperbacks have almost re-
placed the hardcover textbooks and anthologies in the humanities. In-
stead of buying a $12.50 anthology, a college student gets ten paperbacks
selected from alarge list. But elementary schools still cling to the teacher-
proof textbook despite overwhelming evidence that no single textbook
and its supporting supplements can possibly provide for the diversity of
interests and abilities among today’s children. Educational practice is ten
years behind the findings of educational research.

The situation is all the more ironic because, in the past ten years, there
has been a veritable bonanza of paperbacks for preschool and elementary
school children. More than 4,000 titles for children are listed in the 1973
Books i Print. Seventy publishers now issue paperbacks for children;
catalogs of children's paperbacks are published by wholesalers and dis-
tributors, many offering discounts on classroom libraries.

Until the mid-sixties, Scholastic was the major imprint on paperbacks
for clementary school children. Scholastic now sells to 420,000 classroom
clubs with 12 million members who buy 60 million paperbacks a year.
Another hustler for the school child’s dollar is the American Education
Press, a Xerox subsidiary which has more than 200,000 classroom clubs. A
third set of clubs is opetated by Young Reader’s Press, owned by Simon
and Schuster, and Readers’ Digest plans to launch a series of clubs.
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New Needs—New Uses

|
|
Although juvenile paperbacks are more abundant than ever before, itis
| not easy to find and buy a certain title. The Children’s Book Council,
\‘M.. which maintains areference library of all hardcoser books brought out by
| its member publishersin the past thiee ycars, makes no effort to maintain
a complete file of paperbacks. There is no catalog of recommended
paperbacks for children, the Bro-Dart Elementary School Library Collection
lists desirable hardeover books, recordings, films, and filmstrips—but no
paperbacks.
A publisher cannot handle an order for a single copy of a low-priced
book without lusing money. It costs just as much to fill one 75¢ order as a
$7.50 order and there goes the profit, which is only a few cents on a
paperback. Bookstores which make $2 or more on a hardcover book
cannot afford to stock a representative collection of paperbacks.
Paperbacks require new buying habits and, generally, sl:ould not be
ordered from the publisher but from the distributor, who is the middle-
man betw cen publisher and consumer. One important kind of distributor
is the jobber who specializes in the school market. The directory of
paperback distributors given in Paperback Books for Young People, pub-
lished by the Ametican Library Association, will be helpful, although it is
not all-inclusive. More sources can be found in the yellow pages of the
telephone directory under Bovk Dealers. Retail and Book Dealers: Wholesale.
Many paperbacks are beautiful books printed from the same plates as
the original Caldecott and Newbery winners. “But will they last?” ask
those who still think an expensive book must be a better buy in the long
run. Since six to ten paperbacks can be bought for the cost of one
hardcover book, the question may scem superfluous. But the new glues
used on paperbacks may prove more durable than the sewing once con-
sidered essential for school volumes. And the paperbacks are used re-
peatedly. A school librarian in Hlinois, who tallied circulation figures at
the end of her new librarys first year, found that 40 percent of the titles
were paperbacks and these books arveraged twenty-five circulations. The
cost of each circulation was two cents, based on 1967 book costs.
But how about the cost of processing which ranges from 75¢ to $1 252
Smart librarians do not spend $1.23 to process a book costing 75¢. When
librarians simply stamp the school library name, they find that the losses
are not serious.
The value of timeliness in the paperback must be weighed against the
longevity once considered almost sacred in hardcover books for children.
In 197+, a papetback issued about Hank Aaron’s home run record stirred
millious of readers who wonld yawn over the timeless tale of Andy and the
Lion. The demands aroused by television and by disc jockeys are urgent;
hardeover publishing is tou slow to nieet them. Children prefer relevance
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to lifetime bindings. By the test of relevance, the paperback rates far
above the hardeover book. Most children want the softeoy er book that fits
a blue jeans pocket.

Those clementary schools which are using paperbacks have shown
ingenuity in displaying and dirculating them. Paperback bookstores are
sometimes set up in the school library and, sometines, in the hallway or
school cafeteria. Schools selling paperbacks tend to incorporate them into
the curriculum more frequently than those schools without stores.

Preservice Change

Even the youngest teachers just out of colleges of education seem to be
unacquainted with the potential of the paperback bonanza. They were
taught to use basal readers and their supplements. They had a course in
children’s literature, usnally with a jumbo textbook and litte or no men-
tion of paperbacks.

Convinced as T am that we must move from mass teaching to indi-
vidualization. I have changed the methods in my university classes for
inscrvice teachers and teacher interns. Instead of relying on anthologies
and textbooks, I am using paperbacks to teach literaurre and poeuy for
clensentary school children. My students read from 100 to 200 pape:-
backs in asemester and buy anaverage of 13 to 20 at the school bookstore.
My dlasses are broken into small groups which pursue such topics as the
poetry of oralliteraturce, poctry of thedity, poetry and music, black poetry,
and poetry by and about children. Scholastic book/and/record packets
and the Weston Woods book/cassette/filinstrip packages are frequently
used in our classes as well as with the children taught by my students.

Teacher Response

A second grade teacher, encouraged by the theme-teaching concept,
tried it with a unit about animals. She nudged her pupils into indi-
vidualized reading of sonie truly beatifutl paperbacks. The classroom
library induded such informational bovks as Houses from the Sea, Song of the
Swallows, The Old Cat (all Scribner), and It's Nesting Time and Bees and
Beelines (both Crowcll). There were stories of children and animals: Hi
Cat! from Macmillan, Bluberries for Sal from Viking, and My Friend Mac
from Houghton Mifflin. Fantasies about animals induded Where the Wild
Things Are and the Clifford books from Scholastic; Marcia Brown's The
Three Bully Goats Gruff from Harcourt, and the Curious George books and
Lyle and the Birthday Party from Houghton Mifflin. There was poetry, too,
with One Wide Rrver from Scholastic, Prayers from the Ark from Viking, and
Cruketina Thicket from Scribner. This sampling indicates the tremendous
array of fine paperbacks available for theme-teaching in elementary
schools.
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Inservice teachets suggest that paperbacks outdist.nee all other topics, |
and their absence i undergraduate teacher training classes is sharply |
criticized. One young and imaginative teacher said, “I never saw books
like these for young children—and I just graduated last June.”

Teachers want support from administrative and supervisory staff—
support that is seldom given in any discernible amount. One teacher
commented. “They look down on paperbacks as suitable only for enter-
tainment, not for regular teaching. Now, I know better.”

These teachers are cager to experiment. They are sold on the need for
reaching cach individual and getting himinvolved in whatappeals to him.
They know they need multiple materials—more than can possibly be
induded in a single textbook and all its supplements—materials more
tincly than thuse bound in bucktam. Further, they want some say in the
selection of learning matetials so they can make the most of the wealth of
paperbacks now available for clementary school 1eaders. Reading
spedalists and school adninistiators whe think in terms of the future will
heed these needs.
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Every teacher who questions how eading materials are
prepared will find sarisfving answers in Squire’s thorough
examination of publishers” effouts to respond to pupil, teacher,
and school needs.

How Publishers Develop Instructional Materials

James R, Squire
Ginn and Company

How do publishers ensure that the reading materials they publish are
nsable and workable in the dasstoom? Traditionally, they kave 1elied on
just about every Rescarch and Den clopment (R&n) 1esoutree available 1o
them,

* Thev select authoss with practical dassroom eaperience and fail-
iarity with classroom applications of rescarch.

¢ ‘They engage experienced and successful writers of literature for
children, hoping that the writers’ demonstrated sensitivities to the
interests of children will provide a reservoir of insights useful in
writing or choosing selections for reading,

* Thev rely on the judgment and iusights of professional reading
editors— the large mujority of whom have devoted their careers to
teaching and education—and on the experienced and highly qual-
ified staffs in some publishing houses,

¢ They depend. in initiating new programs, on the accunulated
background of studies on previously published programs—baoth
on the programs that worked and those which did not work, ltis no
accident thatthe niajority of publishers who were strong in reading
twenty years ago continue 1o be strong today.

¢ They build on small-scale experintental projeats initiated by indi-
vidual schools and school systems, attempting 1o make the innova.
tive dimensions of an isulated experiment usable by all teachers.
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¢ They callon professiondal scholars and successful teachers to review
manuscripts priot to publication and, today especially, they consult
qualified and sensitive éducational leaders on problems of cultural
pluralism and sexism in content and graphics.

* They check the readability level, the concept density, and the
interest level of particular manuscripts prior to publication, just as
they check the content authenticity.

* They ask sclected groups of children to read and use materials
prior to publication to obtain an indication of pupil response.

* They field test especially critical materials prior to publication.

All of these are fairly traditional approaches which have been used for
many years in many different ways. All have been customarily applied in
prepublication development of reading programs—not so systematically
as they might have been but within the financial and logistical limitations
imposed on publishers. Thus, it has not been uncommon for a major new
prograin to require six or eight years of conceptualizing, revising, and
editing prior to publication. As a result, American schools have had
instructiot.t] materials superior to those of any other schoolsin the world.
But also, as a resultof the time lag, the materials sometimes seen not to be
immediately responsive to changing school conditions.

Publishing Accountability

Schools have long held educational publishers accountable, both di-
rectly and indireatly, for the quality of their produdts, particularly for the
multiyear clementary schi.ol programs designed for teaching basic skills
in reading. Established publishers, with highly respected imprints, have
long used every feasible r&«b technique to enhance the quality of their
products.

Historically, author and publisher accountability have varied inversely
with the educational level of publication. An advanced level college
textbook by Ben Bloom or Nila Banton Smith has been regarded as
Bloom’s or Smith’s book, regardless of who published it. The publisher’s
nornal contribution consisted of little more than copyediting, design, and
distribution. But multiple year elementary reading programs, and to a
lesser extent basic secondary and introductory college programs, have
been considered primarily the work of publishers—Scott, Foresman,
Ginn, ctc.—regardless of how distinguished the authorship may be. To
install the program, the schools turn to the publisher for help and the
publisher must respond. This is the way it has been and the way it
ontinues to be, changing only with respect to the basic college courses
where, increasingly, publishets are demonstrating initiative in defining
the need, conceptualizing a program to satisfy the need, and recruiting
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authors to prepar ¢ instructional materials. In no way does this diminish
the contribution and creativity of authors who contribute significantly to
the programs. It is essential however, to recognize the enormnity of the
cfforts involved in creating and maintaining a complex and varied pro-
gran of educational materials with the necessary supporting staff.

Sccondary school programs fall somewhere between the elementary
and the advanced-level college models, depending on the nature and
complexity of each program. A six-year mathematics program would be
considered an Addison-Wesley or a Holt, while a single textbook on an
aspect of American history would be considered an individual author’s
work.

Because of the complexity of the multiyear programs, the instructional
ramifications involved, and the size of the developmental staff (not un-
commonly more than forty contributors), the publisher's contribution
and investment are great. Indeed, in any single decade, few major pub-
lishers can invest in more than one or two multiple-year major programs
in asubject as vast as reading. Nor can schools afford to change their use
of larger programs with the frequency they change individual titles. Once
installed, large progiams involve a major commitment in our classrooms.
and publishers are called upon to provide needed inservice support
activities.

These conditions explain, in part, why school publishers approach such
major investments cautiously, why they frequently revise and update
existing programs, why, even with government-sponsored programs car-
rying limited copy rights, publishers plan many years for new editionsand
services. Most progress in the creation of instructional materials occurs
slowly and systematically over a period of time.

Postpublication studies—the opportunities provided to improve pro-
grams as a result of actual classroom use—have contributed to the success
of this historical development mnodel by plowing into revisions the
changes and improvements that come as a result of reactions from
tcachers using the materials, by feedback to the publisher from classroom
visits and interviews with students, by results from standardized tests
indicating the degree of success demonstrated by children using a pro-
gram. Indeed, one reason why some 100 million Americans learned to
rcad through the use of one of a small number of basal reading programs
during the forties, fifties, and sixties was that the major programs were
successively and thoroughly revised, based on studies of actual use.
Twenty-five years ago, publishers created extensive manuals to provide at
least basic instruction for teachers who lacked the formal education in
reading instruction that most of our teaching cadres have today. For
wachers who sought independent program-related seat work, the pub-
lishers created consumable workbooks, duplicating masters, and lan-
guage games and spedial experiences designed to reinforce basic learn-
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ings. A major program in reading thus became a developing program,
created initially with all of the resources publishers could command and
then tried, tested, and revised as a result of actual use.

All of these things have been done and are being done, in one way or
another, by most of the major publishers engaged in developing and
servicing instructional programs in reading. These traditional ap-
proaches to development have served the profession reasonably well.

Current Needs and Approaches

The past decade has seen a movement toward mnore systematic devel-
opment of materials on a more timely basis. Two factors influenced this
movement: 1) the need for greater efficiency in meeting increased pub-
lishing costs and small school budgets for instructional materials; and
2) the impact of increased concern with instructional systems in reading,
increased knowledge about the systematic development -of programs,
increased sensitivity to the learning outcomes of the pupils, and
heightened need for quality content and effective use of the materials.

Whereas the tradit.onal development pattern usually began with the
selection of a qualified team of authors and consultants who then worked
with editors to conceptualize and write a successful program, the newer
approaches begin with the identification of the learning need, the spec-
ification of outcomes, and the overall design of a program to meet these
needs—instruction, content, pedagogy. Well planned installation and
training strategies are mandatory. Here, as in the schools, learning
strategies begin to take precedence over teaching strategies. Frequently,
field testing, study of children, and school conditions may be required to
satisfy these requirements. Authors often are not clearly identified until |
the overall structure of the program is in place and the authors' current )
roles are definitely specified.

In the traditional development mode, a complete inultiyear reading
program might be written before any portion of the program is tried out
in the classroom. Newer approaches involve the field tryout of representa-
tive modules or units and attempt to test the effectiveness of the approach
to learning prior to its full development.

The increasing modularization of programs facilitates this develop-
ment and helps publishers respond more quickly to changing needs. A
laminated work sheet, cassette tape, separate duplication master,
filnstrip, or fiche can be revised more quickly than a 400-page book and
with fewer inventory problems.

In the traditional development mode, data accumulated from field
tryouts are often restricted to the recorded impressions of teachers, while
the newer approaches stress factual data on pupil performance and pupil
attitudes. Clearly, if the quality of materials is to be judged by pupil
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performance, then ascertaining the nature and achievement of these
results is critical. Special expettise is requit ed to accomplish such evalua-
tion. The addition of professionally trained psychometricians and evalua-
tion spedialists to our editorial divisions has aided this assessment.

In traditional developmnent, it was assumed teacher behavior could not
casily change (stress was placed on changing the content and on writing
manuals and guides on how teachers sheuld utilize pupil materials within
traditional modes of instruction). Aninct easing number of new programs
stress field testing of teacher-training systems with each new program
(i.c.. the teacher materials and approaches needed to assure suceessful
program performance). It is alsv important to determine in advance the
installation services which publishers may need to supply to schoolsas well
as the continued support required for effective use of the materials in the
schools.

Developmental rap in publishing, like curriculum developmient in the
school, has moved from almost exclusive concern with input (improve-
ment of content and existing modes of instruction) to greater concern
with output (pupil performance) and specific factors that influence per-
formance. the instructional systemn, the teacher-training system, the
methods of diagnosis and evaluation, and the methods for providing
needed teacher suppott. Application of sych systematic approaches has
enabled publishers to question the processes used in program develop-
ment, and has foreed publishers on the leading edge of research technol-
ogy to provide opportunities for the teacher education needed to ensure
that programs will work. And this application places in teachers’ hands,
tools to fadlitate the learning processes. In the process of deliberating
suclt needs, pubhshers begin to view instuction as separate from content
and tu 1ecognize that content alone does not necessarily assure that pupils
will learn to read.

Not the least of the important developments in educational publishing
has been the application of principles of systems management—the iden-
tification of program ubjectives, the application of critical path schedul-
ing, and the assignment of program responsibility for budgets, schedules,
and quality to « single manager who is held accountable for the results
thiough postpublication monitoting and evaluation. Such systematic ap-
proaches have enabled publishers to apply their resources more
cfficiently to the solution of educational problemns and to respond more
quickly to urgent school needs.

Educational publishers are limited, of course, in the resources they can
commit to the improsement of instt uctional materials. Given the present
cconomic structure, investment in k&b (together with all other cditorial
costs) tends to be restricted, by industrywide averages, to not more than 6
percent of the revenue anticipated from any project. Thus, more im-
provement can be accomplished with larger prugrams_:hich generate
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larger revenues. Present data suggest that from 135 percent to 30 percent
of the total editorial investment of school publishers is commiued to
prepublication tryouts, field tests, postpublication analyses, and other
development activity assodiated with validation, learning verification, and
similar product improvement activity. Because much of this investment
must be made early in the development process, its cconomic impact is
particularly significant.

Continuing Cooperation between Publishers and Schools

As these facts dearly indicate, publishing rep dlearly stresses the D of
development rather than the R of research. Independent uaiversity cen-
tered and federally supported research efforts are basic to improving our
instructional materials. For example, publishers lack the large scale re-
sources needed to sustain field tests with thousands of children for two- o1
three-year periods. Publishers need more basic studies into systems of
instructional management designed to increase the effectiveness and
productivity of institutions of learning—the kinds of feedback informa-
tion on children's progress in reading which teachers and supervisors will
actually use. Those publishers currently offering such management tools
believe, from theit own studies, that most teachers are sceking more
information on the nature and pading of pupil progress and that, given
this information, they will use it effectively. But we have major questions
about how and when such instructional information is most effectively
supplied. Major research of this kind, involving cooperative action of the
industry as well as researchers in university and development centers,
could eventually contbute substantially to improving the effectiveness
and workability of all instructional materials.

This is not to say that publishers will not continue to meet the needs of
our schools and to redirect their own development efforts. As long as 90
percent or more of all instructional materials used in the schools are those
developed by the private sector (albeit influenced by authors and consul-
tants, by 1esearch, and by expiessed needs of the schiouls), publishers must
continue to provide effective materials and helpful support services. In
seeking ways to improve the quality of their products, publishers will
catefully sample the student population, identify prototy pe materials for
prepublication testing, and work dosely with schouls in postpublication
studies designed to improve subsequent editions of their instructional
programs. Publishers know how to do more than they are presently doing.
But to do much mote than is presently underway would substantially
increase the overall cost of learning materials at a time when school
budgets are sttamed and when thie percentages allotted for instructional
materials have been declining.
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Conclusion

This abbreviated report of carrent raw efforts of American publishers
to improve instructional materials in reading can do little more than
suggest that, viewed in historical perspective, the current concern for
assutance of “learner verification’ ot “program validation™ (perhaps a
more accurawe term is “materials verification”) is but an evolutionary step
in the history of educational publishing. Itis a step toward systematizing
procedures for reporting to schools w hat publishers have long attempted
to do. But it is a step to which most school publishers are thoroughly
committed.

In 1973, the Association of American Publishers issued “Improving the
Quality of Insttuctional Materials,” a position statement which reads:
“American publishers of matetials for the schools will continueto respond
to the educational priorities of the schools as they have for the past 150
years. Out of this continuing partnership betw een publishers and schools
will come stonger, more reliable, and more effective materials. The
ultimate guat antee that publishers will continue to produce higher quality
matetials is the fact that educational publishing is highly competitive.
Excellence 1s required in product development in order to produce mate-
tials that will be accepted by professionally trained educators and used
successfully by students.”
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