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7  DOCUMENT RESUME

The proceedings of this conference reflect the theme
of criteria for excellence in school reading prograas. Contents of

..the volume include an introduction concerning excellence in education

by Harry W. Sartain and a concluding statement presenting guidelines
for development and assessment of an effective reading progranm by

‘Rita M. Bean. Major speeches concerned criteria for good

instructional objectives and symptoms of unhealthy objectives by
William Eller; characteristics of the performance of good -
diagnosti¢-prescriptive teachers by Frank J. Guszak; behaviors of
superior teachers in school reading programps by Ethna R. Reid; and

_ features of criteria for excellence by Emma W. Rembert. Syntheses of:

group discussions which followed the major presentations are
provided. Also included is an evaluation scale for school reading
programs_based on the Pennsylvania Right to Read Criteria for
Ekpelleiﬁ@ in Reading. (MKM) ' L
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1 .
PREFACE y
On the t‘ollowmg _pages you will find the: four major sgeeches given at the 28th-
Fanguage Communications Conference at the University of Pittsbuggh. Aftef'the first three
speeches, groups formed to discuss the ideas presented. We hope that you egjoy the contri-
bution of Corinne Z. Piatt, a doctoral student who synthesized the notes oﬁthe recorders in
the form that you find them in these Proceedings.’ .
’ We also hope that y6 enjoy the intrqductory statement by Hnrry W. Sartairi; Director
of* the Language. Communications Faculty at the University of Pittsburgh and member of
the International Reading-Association’s Board of Directors; and the concluding statement by
Rita M. Bean, Asmstant Professor at the Unjversity of Plttsburgh Their ideas in part reflect
a one-credit course which they taught in conjunction with the t o-day conference.

The §8th Language Communications Conference was a sticcess .because of the contri-
butlons of akga educators. In addition to the groupslepders and recorders and the language
communications faculty, whose names are listed toward the end of these Proceedings, special
recognition goes\to Sandra Dolan, President of the Gerald A, Yoakam Reading Council;
Horton SouthwoMh and James Kelly Jr., respectively, Chairperson of the Division of
Teacher Developmeqt and Dean of the School of Education/at the University of Pittsburgh;
and Wilhelmina E. Taylor of the Pennsylvania Department of Education.
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EXCELLENCE IN,EDUCATION: AN INTRODUCTION :

. ° . ’ N
- o " HarryW. Sartain
‘ _ University of Pittsburgh

s

Any person having more mental competence than a moron knows the meahing of
“time." But if asked Lo give a technical definition of time, even, the most intellectual
individuals are at some loss for words. Highly educated -persons often find it more difficult
to define common terms than others do. becapse they are fully aware of the,com'pfexities
and the different points of view that may be involved, , ' ,

Excellent education, like time, is recognized by most, bu(_accurately described by very
few. Those who know the field best are aware that educational excellence does not rest
upon a single model. They know, too, that instructional practices which.nre very successful
in the hands of one teacher may be much less suceessful in the hands of anotlier. This makes
it difficult, if not_impossible to- prove that any one procedure is essential in teaching, and it
becomes hazardous to describe excelent education, even in general terms, )

Stili, some bils of ebjective evidehee on good education have accumulated during the
last fifty years, and subjective observations by competent professionals have added to that
store of ‘ufiderstanding. As a result, one can say with ssme conviction that excellence in
education teally is no mystery. It has, in fact, three necessary requirements: (1) a relevant
curriculum that inspires actige involvement of the learner, (2) a situation that encourages
highly differentiated instruction, and (3) an excellent teacher in every classroom, The last is
the most important because the other two (-hnntzg _b(' effected otherwise. '

Relevant Curriculum that Inspires Active Involvement”

Alt geople, meluding children, learn what they ntend to learn and little else, There
fore if the currieulum experiences seem to -have little relevance to tl]v student's néeds in
everyday life, he learns only that small proportion which can be forced dowh his throat ‘
through various forms of regimentation and coercion, ‘ . )

The essence of the curriculum is the listifg of education objectives, or outcomes, that
are to be attained. In the field of reading the specification of educational outeomes in cach
of the following areas is essential: ' '

1. Compelence in sensory perception )

9. Knowledge of voeabulary and Jangage structure . o

3. Flueney in oral language

1. Word-attack and recognition skills in dvritten material

5. Tasks of literal and interpretive comprehension in factual reading

5. Tasks of obtaining and evaluating information from several sources

7. Skills of synthesizing information from several sources .
H.  Perception of enjoyable qualities in fiction

9 Perception of enjoyable qualities in poetry and drama
10, Adjustment of reading rate to purpose and materials )

An oxcellent curricutum includes detailed objectives for all of the areas above in order
not to shortehange the person who intends to become a mature reader. The weak curriculum
oo often omits most of the advanced objectives related to evaluative eomprehension and
literary appreciation, thereby leaving the graduate unable to cope with important problems
of critical reading and unable to enjoy reading fully as a recreational activity.

Before educalion became compulsory, students could register dissatisfaction with any
educational program by simply dropping out. Many decades of compulsory school attten-
dages however, coupled with the pressures for achievement placed on students by parents
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in middle-class homos have made teachers somewhalinsensitive to the importance of prond ,
ing curriculum objectives and experiences that fulfill the felt needs of the learners. Havmg no |
desire to" learn much of what has been offered, millions of students from families that are |
cutturalty or economicaily atypicat have dropped out of school mentally and emeﬂen«aﬂy =
long before they were permitted to drop out physically.

The excellent curriculum in reading involves students actively in learning by setting
objectives whose relevince is readily apparent to the learners. Or it involves them in studonb
contered projects that utilize important communication skills in reachmg, goals that are
pertinent to children at their current stages ol‘devolopment

A Situation that Encourages Personalized, Differentiated Teaching

The interests, language - aptitudes, and background experiences of children

_ combine into-as many uniglie patterns as Lthere are students in any classroom. Therefore'the
presentation of the same instructional experiences Lo a whole room full of students at the
same time has proven to be grossly inefficient. Whole-class teaching requires advanced
students Lo waste endless hours waiting idly, while less advanced students or students with
different experiential backgrounds are overwhelmed  and made to feel unworthy because of
impossible teacher expectations. It stifles student curiosity and forces the creative student to
conform in thqught.and deed. And, worst of all, it makes the insecure individuals even less
able to cope w/th the relationships in and outside of the school environment.

In order to rise above mediocrity, every school program must provide for personalized,
differentiated toaching. These are some of the roqulroments that make adequate differen-
tl.mun possible: . . P

1. Biagnostic instruments suitable for use in duu.rooma '

2. Developmental and corgective instruetional materials at all instructional levels

represented by the students and in all phases of the reading/ language curriculum

3. Instructional materials that relate to the different interests and (ultuml batk-

grounds bf the students .
R ) 4. A system of sehool and clagsroom or;,ammtmn that enables teachers to know gach
, / child personally and to have enough time for thorough instruction, probably in
otnall, flexible groups, {This usually means some form of modified self-vontained
/ or nongraded plan at carly l6vels, and a nongraded or small*pod™ teaming arrangie:
/ ment atPlater levels. Homogeneous seetioning and oxtensive departmentalization
have long been practiced and have tended to impede adequate personafization®),

5. Reasonable class sizos - 15 to 25 students.? (Dozens of very poorly done research
studies have been quoted for years to-refute the relationship between class size
and achievement. A more careful analysis of the studies shows, however, that class
size does make a difference when the teaching is excellent. Class size makes no
difference ()nly when the teaching is uniformly mediocte!?)

The Excellent Teacher

Research has shown that without doubt some teachers are more effective in produeing
learning than others.? But it provides only glimmers of light concerning what the most effec-

- tive teachers do in comparison with what less effective teachers do.

- Still, the majority of children can tell with reasonable certainty which of their teachers
are most competent. And the parents are almost equally well informed about the classes
in which their children are learning successfully. Therefore it seems particularly appropriate
to consider the findings from a study in which students described their best teachers,

o 9.

EMC - o . 7 | N . . }

: !




- .- .
After consldering expenences with their elementary, secondary, and college teachers,
“%two hundred college sophomores indicated these were the nine top’ traits of their “great”

teachers,vwith proportions of responsg as indicated: :1

— - Has a personal interest in s students La2%

2. Conducts an interesting class 53%

- 3. Motivates through his/her own enthusiasm : , 44%
4. Has a good sense of humor o : 35%
5. Knows his/her subject well : - 34%
6. ‘Commands and gives respect . . 30%
7. Shows a love of teaching ‘ : 29%
8. Holds students to high standards - 27%
9. Hasgood general intelligence 27%

On the basis of this and other abservations it seems safe to say that the excellent
teaecher:
1. llas an adequate knowledge of the field that he/she teaches
2, + [s vitally concerned about the students and theirlearning
3 ()rgnnich{’he classroom and the learning experience effectively
1. - Stimulates each student to progress beyond his/her current level
5. Provides for individual differences In backgrounds and pro;,re&,
6. Is comfortable with himself/herself and others
7. Ehjoys teaching and teaches vigorously
+ B
Developing Criteria for Excellence °

The ffrllu.winp papers from the conference on Criteria for Excellence in School Read-
ing Programs pmvido detailed information on scelected aspects of excellence in reading
instruction. The extensive checklist entitled “Criteria for Excellence in Reading: An Evalua.
tion Scale’® also is included. The ideas from the paper and from the long checklist need to
be combined into a new, somewhat shorter, and more uscnble list for use in evaluating read-
ing programs in Pennsylvania.
© .  This new set of evaluative criteria will further reﬂect the importance of (1) a relevant
curriculum that inspires active involvement of the learner, (2) a situation that encourages
highly differentlated instruction, and (3) an excellent teacher in every classroom.
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Rationale for Gogls and Objectives

Instructional objectives, excellenty or othernvise, are
viewed by many teachers and other curriculum builders as a-
somewhat-necessary-but-not.very-pleasant adjunct to the
more satislying procedures involved with teaching children.
No doubt there are reasons {or the nol-very-positive feel-
ings which some of us hold -- or have held -- toward educa-
tional goals and objectives: Some of us probably retain a
mild aversion to the consideration of objectives which we
acquired when we were in a teacher eduation progrunﬁ. Yet
s0 many respectuble educational sources accord respect
to instructional objectives that it is nearly impossible to
dismiss Lhe coneept as unworthy, or unimportant. Perhaps
instructional objectives, at the present anyway, are in a
catepory somewhat like that of classical music, which some
wag has dvfmed as “‘music which is better than it sounds.”

It may w:rv well be that instructional objectives have

< not enjoyed.a v‘(tn good *“press” aver the past few decades,
partly because of matters of form. That is, educators’
i\ perceptions of objectives may be influenced too much by
notiond that objectives must be stated in one or morg
somewhat restrictively defined styles, and by the correlated notion that a statement of
instructional intentions which does not conform s not really an objective. Perhaps some of
the observations which will be presented later will dispol certain of Lhe misconceptions about

strict form and structure.

Certainly almost all human activity has some identifiable poals and objocuve.,, even
though il is often true that the objectives are not stated, and even though it Is equally true
that the person engaged in the activity is not conscious of his objectlves, although most of
the time he could answer the questions; *What are you doing that for?" It would even be
safe to argue that a person engaged in a seemingly aimless task such as whittling could
identifly an ohjoctivv for that activity: it might, be “I'm just whiling away the time until
the mailman arrives.’ ‘n

The whittler's response leads to a basic principle regarding the smt.ing of instructiondl
objectiyes: they can often be expressed in less formal language than that which is usually
employed in writing educational objectives. An example might be: “*Each child will be able
Lo give one or more reasons for any of his choices of [ree reading materials.”

‘Another principle which may help to “‘loosen up” thestereotyped thinking gbout
instructional objectives is: Objectives may be - and sometimes are -- stated or written after a
given lesson or a large curriculum segment has been developed. Not long ago I was involved
with about a dozen other educators inasizable program to develop Instructional materials in
a certain field of elementary edueation, At one point I suggested, with some uncertainty,
that the group’ might develop the objectives after the program had been at least partially
completed. 1 thought that I might be “shot down” by some other members of the group for
making such a proposal, but the group member most sophisticated in matters of instruc-

, i 4.
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tional objectives supported the suggestion. He pointed out that experienced teachers have
internalized sets of goals and objectives, as well as some sense of scope and sequence. There-
fore, when experienced workers develop a program, a set of instructional materials, they are
giving expresslon to instructional ob]eetlves which have been a part of themselves for quite

~ some time, ¢ven though these ob]ectlves “or af Tedst, somie of them - may never have been

statéd ip ptlnted or spoken word.
Of course, if objectives are to have the desired effect upon the quality and content of
instruction, they usually need to be identified and considered in advance of the teaching.
But Dolores Durkin has posed a sort of generalized review that enables a teacher to at least
monitor the situation during the school day. She has argued that if teachers were going t
ask themselves one qiiestion during their work with the youngsters, it should be, “Why am |
doing what I'm doing?"’ Durkin even goes so far as to propose that the questions should be
asked about once during every hour of the school day. Durkin’s question might strike some
professional educators as a bit breezy, but it reminds me of a woman who was a Masters .
degree advisee of mine. For several years before she began the Master’s program, this woman
had been known to me as a guperb first grade teacher -- about as effective as any primary
‘teacher in my total range of acquaintances. She included hundreds of very productlve acti-
vities In her work with pupils, but she also injected a few items which were just “cute’"; that
is, they probably looked like clever teaching devices to visiting parents, but they didn't have,
any identifiable benefit for the learners. 1 would guess that the only change I might have'
made in that teacher’s procedures is that I induced her to ask herself a variation of Durkin’s
question every so often: “How will this activity lead to some sort of development in the
children?”” Frankly, that’s the only change I ever really tried to make in that excellent
- teacher, so I have gained some satisfaction from her occasional reports that she has con-
“tinued to ask herself that question, and has abandoneds certain “‘gimmicky’’ procedures
when, in her judgment they failed to meet the criterion.

Review of Some Fundamentals About Goals and Objectives

Anyone who has studied cumculum materials In recent years knows that generally the
term **goals” is used to describe the broader aims of an educational program. The goals do
not change from day to day; it Is their very constancy which enables them to serve as the
foundatlon from which the objectives for a single lesson can develop. An example of an

nstructional goal In reading for primary age youngsters would be something like, *“The
pupil«, will expand thelr sight vocabularies as they continue to read more widely.” An
instructional objective- related to that goal, but specific to a certain lesson might be: “’l‘he
chlldren will be able to read the following words both in context and in isolation: berry,
“bottom, escape, fact, etc.

A Tew paragraphs back there was presented the suggestion that some of the tendency
for teachers to be *‘turned off” regarding objectives may stem from the hlghly prescribed
formats in which they have been presented and taught to teachers. In this regnrd it might be
profitable to re-examine Robert Mager's widely used pattern for |nstructionnl objectives, and
then to consider breaking away from that pattern somewhat. .

Mager gave us the model in which an educational objective had three terms: (1) the
conditions under which the prescribed behavior would occur, (2) a description of the be-
havior itself, and (3) the level of performance that would be regarded as indlcutlve of at-
tainment of the objective. An example, would be: /

Given a set of printed directions (condition) each learner will state the sequéﬁce of

steps in the directions (observable behavior) with seventy- five per cent of the steps

in the correct order (level of performance). »

He : e
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f instructional ob]ectlves always had to be as preclse -and structured as the example
abov¢, many of-us would probably continue to regard theni as of somewhat limited value, or
to rgmain “turned off" by them. Happily, some latitude is both permissible and helpful. In
I.Ile;natte‘i' of the conditions ¢item'1 above), not so much precision is necessary at times, and

ore generat condition wilt suffice. For example, the phrase “Given printed matter of —
c.mtable difficulty dhd with the reading purpose identifjed, " could be substituted for the
condition in the example, and then theé objective would it a number of reading situations,
The performance level of an instructional objective can also often be consxdernbly
- more [lexible than .in the example For many objectives in reading instructior, it may be
suitable to accept an accurate response from the child as meeting the performance criterion, *
since it is not feasible to try to determine the portign of trials in which the child would score
positively. Then, too, there are objectives for wh?eh the desired behavior is simply an in-
crease g a certain behavior; that is, the_ learner enguges in a certain procedure more often
than before. Also, there are various readmg objectives i, w'hlch the behaylor is-creative, and
in these situations any suitable response is considered acceptalgle S0 l.heL perfermance level
often is not even stated; any reasonable answer by the child saﬁlsﬁes I.he performance level -
criterion. An example of such an objective would be: ~ e
“(iiven the story as read, each child will create conversation of lﬁb characters that will
extend the ending of the story.”
" While the condition and the performance level of the Ma 'ep,'m model can he made
wnsndernbly moro general in many reading objectives, the descriptlon of the behavior needs
to temain rather specific. It is not often that there is a teductipn in the nécessity for the
“desired behavior Lo be described in precise Lerms, usually rather plain verbs such as state, list,
identify, name, etc. The important quality of this middle term of an objective is its observ-
ability; that is, can the teacher look at the child and tell whether he: ls.cnt,aged in the behav-
ior, or can she examine some product of his effort and determine | he was engaged in
that behavior.

r"L’

Criteria of Good Instructional Objectives [ :
. \ . ‘i, . . ] .

In keeping with the theme of Criteria for Excellence, it may be appropriate next to
consider some qualities of good instructional objectives, in terms of both their statement and
their implementation. Later, some negative crijeria will also be llsted. E xceflent m‘;tructional
objectives for reading teaching would include most of the following qualities:

1. Directionality. Such ob]ecl.ivos are designed to lead the learner from where he ls to-

where he js capable of being.

2. Attmnnblhty There is a good prospect that such an objective can be achieved by

theé instructional program -- something can be done about it.

3. Operationalistic." The behavior is sufficiently well defined so that it can be observ-
ed with considerable precismn and judgmeng regarding its attainment are ea-blly
made.

Completeness. While this virtue cannot be expected of each single objective, the =
instructional objectives for a unit or a program should include affective as well as |
cognitive elements.

In this era, when educational psychology is definitely slanl.ed toward the

‘ cognilive, there is a considerable inclination for objective-writers to slight the

affective aspects of a child’s development. IFurther, almost anyone who has

endeavored Lo write objectives has realized that it is usually easier to write instruc-
. tional objectives in a cognitive vein; thus, the difficulty of stating the affectively-

oriented objectives is another cause of their occasional neglect. .

3
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More than a fow reading: specialists are dismayed nowadays by the over-
- emphasis on cognitive goals, objectives and teaching procedures. They are bother-
ed by reading curricula which seem to imply that the curriculum builders believe
that readihg is almost entirely an assemblage of minor and major skills into some
sort of composite of skills. These uneasy reading educators are themselves aware
th.t reading power is a good deal more than the sum of a greal number ()[smalf
components. -
“ Interestihgly. the most successful remedial teacher I have ever known - now
a Pittsburgh resident .- appioaches her pupils mainly in terms of their affective
needs rather han their precise skill deficiencies. Her instructional patterns over
the fifteen or sixteen years that I"have-interacted with her have been based heavily- -
on (‘hildr(zl s interests and curiosities. Her initial goal with each new remedial case
seems Lo be to find an answer to this question: “What topics intrigue this young.

tion will need to avoid_ reading materjals that resemble anything he has used
in the classrooms where he has strong recollections of failure. By *focusing so
much on the child's affective needs, this teacher. who deals mostly yiith what I
might call “desperation cases.” has achieved a phenomenal record of suceesses.
5. Variable specificity. Not all objectives need to be highly &pecific. Objectives .
should- be no- more precise thart necesdary. IT excessively specifie, they are too
. highly foc used. and thus too narrow to be maxjmally useful.
ti  Teacher involvement. The staff which does the instructing must have not only the
right but the responsibility to be'involved in the determination ()f()bjc‘(tlvcs
Variabtlity according to teachers and learners. Objectives should be different for
. different teachers and for different pupils.
K. Negatively selective. Instructional objec lm". should Jead to decisiony about what
not to teach -- things already knuwn Lo th(- (hlld - as well as to what td teach!

-3

Symptoms of Unh(‘althy Instructmnal Objectives
- dust as it is pogsible to list certain criu-rm which guide toward excellenee in the writing
and carrying out of instructional objeetives, there are negative features which may be ob-
served in the stating and implementing of objeétives. When more than a few of the follow.

program:
Objectives externally acquired. l',vory 0 often we heat a reading consultant or a -
bulldm;, prinicpal boast that his or her“school has a total of more than 1,500
|nstru(tumal objeetives for reading which they assembled from three different
sources, The boaster fails to realize two things about these mall order objectives:
(1) thiere is a great deal of overlap amonyg the 1500- plus objectives, sinee many of”
them from ene source w itl be*similar to those from either of the other Lwo sour.
cos; (2) a collection of 300 locally generated instructional objectives would likely
agencles. N
2. Fxcessive oh]octivos Sometimes a great number of ob)uctkﬂ-s are listedl l‘ur the

teaching of a single lesson, whereas a teacher should not be éxpected Lo be guided

*by more than seven or eight objectives on any dne lesson, Inany case, he'should
not be expected to h.wo more than that many in min(fu; any one time.

ERIC A T
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ster so much that he would be ¢ager to read about them?"” Of course, this fine
teacher realizes that for some sonously disabled readers the carly remedial instruc- -

serve the needs of the (hlldr’on and teachers much better than 1500 from r(’mol.v '

“

ing qualities are present, the instruetivnal ob]ovuvvs are not doing muvh fot the.reading
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Indecision among objective writers. Sometimes-a group of objective writers do,‘no}t‘
ceem to kifbw what they hope to achieve. At other times their apparent indeciéiojn '
stéms from their tendency to become enreshed in the mechanics of objective- h
writing. In_ either case, the group, after completing a portion of the work, may not,

be able to decide whether what they have written is really a set of objectives. i .. *

" Evaluation limited to converted objectives. If an objective is viable, there sHould

be“several ways of eyaluating its attainment. If there is a one-to-one relationship -
between several test itefhs and the objectives on which they were based,; some-
‘thing is wrong. Quite possibly teachers are being encouraged -- not nece_ssarily

- gvertly -- to teach to the test qUestions.

Unrealistic performance levels. Occasionally instructional objectives are prepared
with critq'n'on levels which do not}reﬂect awareness of the development of child-
ren. When levels of performance .are being establistied, they must incorporate
knowledge of what children are able to perform at relevant developmental stages.
It might be ironic, though accurate, to state that criterion levels must be based on
normative information." .’ : '

_ Insistence upon mastery. While there are instructional elements which should. be

mastered sooner or later, mastery is not imperative in all learning situations.
‘Insistence upon a higrarchy, To insist upon a hierarchy in the learning of the read-

ing sk'lk.é!%_’sf to imply that certain skills must be learned before other skills can be
) appﬁ%‘u id successfully by learners. While there are reading program components

that L[m%j;«@' teacher would agree to teach before certain other elements, the

. assumptighof a hierarchical order of skills is often unwarranted.

z 'wistrative involvement with details of objectives. Sometimes members of a
Bd’é% of Education are familiar.with the details of the educational objectives for
the reading program, and may even take some pride in this knowledge. However,
®the Board members could more profitably concern themselves with the goals of
‘#reading instruction, since the details of objectives should vary from classroom to
classroom. ' . ) o . . S '
Neglect of broad goals. Occasionally 4 situation is'observed in which the children

perform well on instructional objectives but not inachievement of the broad goals'

Adm
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" _of the reading program. An example occurs when the children have learned phonic

skills thoroughly in word attack lessons, but these same children.are not attacking
words effectively when they encounter them in realistic prose reading apart from
. the reading instruction. S . P ;
Teaching to objectives regardless of pupil needs. Related to item nine above as
well as to number eight of the criteria for good objectives (negatively-selective) is
the situation in which a child i¢ dctually achieving a major goal of the reading
progfam, but is still being subjected to instruction based on objectives designed to
achieve that goal. An example: Izast May the seven-yea;-old daughter of one of my
colleagues was reading at a general 4.1 level as st neared the end of her experi-
_ence in grade two. Yet, in a conference with t parerits, the teacher expressed -
some concern over the child’s lack of mastery o#the vowel sounds of the letter A.
In this instance the child’s reading growth had more or less transcended her need
for certain minutiae of phonics, but her teach,é'r, *‘not. seeing the forest for the
trees,” was still concerned about a specific detail among the array of instructional

objectives. , UFW.-@?:&E_‘_%@W . . :
Learner over-attention to detdil. In this era of heavy commitment to the cognitive

processes of learning, it is understandable that the children themselves sometimes , '
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> perceive of reading as the ‘mastery of an assortment of specific “small” skills
rather than as a'global process. ' :
12. Narrow view of curriculum. There are occasions when a curriculum committee --

or an mdlvidual teacher -- has developed a list of objectlves whlchbraﬁ accepted as -
a cumculum in reading. An array of performance op]ectmes o matter how

complete, isnot a readmg program

. Sur‘ilmary,‘—Gomments o A

“When you observe a good teacher at ' work with young learners, you can more or less

“extract” the objectives of the lesson, even if the teacher is not conscious of them. Some-

times the listed objectives -- even those listed only mentally -- do not relate. highly to the |

cognitive and. affective impact of u'(e lesson ;<thdt is, the children may not be learning what
- the objectives call for, or they may be learning things beyond, apart from, or even contrary
to the stated or assumed obj
at SUNY-Buffalo which is.tatight in an elementary school .in the area, so that the graduate
students can work- with p(lplls and teachers.as part of the course. One of the assignments
calls for our students to observe a reading lesson for which they do not know.the ob]ectlves
Thelr goal is to figure.out what cognitive and/or affective changes are occurring in the puplls
as ‘a result of the lesson. One of the virtues of such an assignm fit is that it helps the graduate
students to become aware of what might be called “the Hidden agenda’’; and the ~hidden
agenda may include this: that some children are learnmg to dislike readmg at the same time
that they are learning to read.
- As anyone would expect, some educatorswho write good objectives do not teach well
enough for the objectives to be discernible. And the:reverse can also be observed. ‘As stated
earlier I've been involved in the pr
reading materials, a program which has involved in-put from twelve authors. Everyone of the
twelve was known to be a skilled teacher of reading before he or she joined the ﬁ{‘olect but
some of these super teachers have had a difficult time learning to state their objectives.
* However, their ob]ectwes are easy to determine from observation of their teaching or from
. scrutiny of the materials they’ve developed;
' Since objectives are an uncerfain element in today’s pedagogy, there is some danger

that a teacher who has just had a course in reading or objective-writing: might forget to teach

the kids instead of the objectives. He or she may even say ] teach Ginn 360’ or “I teach
ITA™.or “I’m teaching the objectives for dictionary skills.”

Anyone whe believes that teaching to .criterion level om variows objectlves is what 1t s

all about isn’t getting the job domg A child can perform to criterion on exercises today,
but a week from today he or she mlght not utilize the skill in a functional reading sxtuatlon
“Phis sort of breakdown is sometimes observable in the area of word atfack skills. The child
: seems to learn the various decoding skiffs and can demonstrate them adequately when atten-

" - _tion is given to them; that,is, when he is aware that the lesson is on some aspect of decoding.

But some days later, when the decoding ability would be helpful in a realistic reading situa-
tion, that ability does not come into play. i <

Early in this discourse, one of Dolores Durkin’s gu1delmes was cited. Perhaps it would
be useful to end with Roger Farr’s “ultimate criterion” for planning, teaching, evaluating a
reading lesson or procedure: “Will this activity or experience”help to make reading make
* sense in the lives of the children?”’ If that question can be answered ‘‘yes” the teacher should
"move ahead, and not worry about the precise nature or wording of the instructional

objectives.

ERIC

Aruitoxt provided by Eic:

ives. We have a Master’s degree-level reading methods course -

on of ‘an exténsive program of developmental




SYNTHESIS
" OF.
- GROUP DISCUSSIONS
AFTER
,ADDRESS ON INSTRUCTIONAL OBJECTIVES

PR

Corinne Platt S e
3-
Groups were unanimousin thelrorea,ctlons to Dr Eller’s treatment of behavroral objec-*
tives as realistic |n statement and appllcatnon Each group, however, focused oh that aspect
of usmg or wrltlng behavioral objectives that had particular significance for:thein. Views..
concernmg the goals and objectives of remedial instruction were treated Wy the reading *
specialists. One does nof, I]ave to be “smart” to learn to read; for reading is a skillithat can be -
learned by most people regardless of intelligence. What differs is the degree of application
and interpretation by the reader.

Good remedial mstn‘rctibn for disabled readers should result in three tlmes the gains
that those same children would make in regular classroom instfuction.

The material should become increasingly difficult if effective lnstructlon is being
carried out and if valid objectives are estahlished and met. Children in good remedial - pro-‘
‘grams gain in a way that is not necessarily related to intelligence. Some make several years’
gain while others make very little progress at aIl Those who do not make gains need further
thoughtful disability anaIySrs : - %

" Dr. Eller’s statement that chlldren often see reading as sets of specific skills and read

ing exercises provoked a great deal of discussion. Connected reading is a gomplex act. Read-

"ing to follow d|rect|ons, to gather information, or to follow an exciting sequence of events is

- a complex endeavor. T'o know the names of letters, to discriminate phonemes, or to know

the meanings of words are “SImpllstlcs ” We need to determine if our objectivesare directed

to the complex act of. readn‘Ig or are bound up in the SImpllstlcs of phonics - and word’

* analysis. A child reads the way we teach him to read. If lnstructldn emphaS|Zed S|mpl|sbfcs,
the child will be den|ed the art of complex reading. U

The: specialist’s of clinician’s view .of diaghosis affects the ob]ectWes for’ lnstructlon It
instruction is based on the observation and definition of SImpllstlcs,tinstructlonal ‘objectives
will be directed toward simplistics. Contrary. to past practlce, an oral inventory (informal
reading inventory) shquld use the sentence rather than the word asa unit for diagnasing
strengths and needs. Reading specialists and the teachers they trdin need to stop Iooklng at
children’s oral reading errors as single-word errors and analyze them in ““‘miscue’’ fashion.
‘Those who do so will be tuned in to the complex act of reading and will be in'the “frontier
of reading instruction.” P

Reading specmllsts and classroom teachers expressed concern for the use of “carined”
programsfand ob]ectlves‘\‘hlch pace the children through readlng materials with little inter-
vention from the teacher."Children are made to go through all of the lessons to make sure
they have all of the skills which are tdaught by the materidls. The rigid strgcture of the
canned programs reduces the teacher to a dispenser of materials that drain pupil lnterest and
neglect the affective aspect of reading lnstructlon g

The continued pragtice of prOVIdlng phonics instruction for fluent readers serves as _

an indication of the specialists’ need to re-examine the goals of reading instruction. And if
we are to re-examine the goals of instruction, it follows that teachers of readlng and reading
specialists must know what is involved in the reading process. A teacher may know all that-
there is to know abeut the writing of instructional objectives, but if he knows Ilttle about
the sequencmg of_skllls instruction may be ineffective. '

Q ; : ‘ ‘ -10; |
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s ﬁoose actwmts that are appropriate for young leamers : ~-

" explicit objectives. Experienced teachers, on the other hand, are able to fupction effectivel

" The early (hxldhood fgroups (onujrred mth Dr. Eller's view \tha( foals sh&uld he
relewant to the ablllll(’S ol (hlldren and’ should ‘e attainable in the ¢ assro m. The: slmpl(

Edrly chitdhood teachers were cautioned about borrowing activ m s whigh are - c\ute

.~but not pertinent to the developmemq of young chiltﬁ’e Teachers should havé confidence

in their-own judgment in the. selection of objectnes an procedures for nstrm\tmg volng

children. Many of the objectives for early learning have lohg- -term gffects. A \

The education of young children is enhanced” 1{ arents have som sensx of wh\at
happens to their children in school. Teachers:might establis rapport with parents iji order to
avoid giving young children ‘‘double messages™ about their schooling. If teachers Effectiv el)\
communicate classroom goals and methodology to parenhml put to the children ftom home
and,schoo! can be consistent and reinforcing rather than eo flicting and conf smg Parents
can be more actlvely involved in their own children’s education.
Discussion revealed that early Chlldho%\; education appears to lack a com on philoso-

phical and theoretical-base. Some teachers expressed the view that, with each teacher follow-
“ing his own inclinatior, the concept of early childhood education may be destined\to failure.
Others countered this point of view by stressing the need for an individualized approach in
early childhood instruction. Individualization'réquires an eclectic ethodology caréfully de-
fined by those with knowledge of the tenets of several organized schools of thought doncern-
ing the education and development of children) Whatever approach is taken, it shquld be
"based upon what we know &bout child growth and development and sound learning t eory
and be further defined by:long-term and short tekm objectlves which meet the cnte a set
forth by Dr. Eller.

While some teachers felt that the wrltmg ofo ]ectlves has bee

*

Jogy more strenuously than they mlght have done if précise objecuves had, not been required.
The concensus was that stutent teachers and begmnm teachers should bk required to writ

and evaluation of the concepts and skills which they teach. o ‘
Not often stated in instructional objectives but.equally important to students’ achieve-
ment is teacher expectation. The key to motivating children\lies in sharing the \responsibility

with less precisely stated objectives for they have inter alized the present txon sequence, \

" for goal-setting with the learners. It is partlcularly lmportant that a student know (1) why he

Aruitoxt provided by Eic:

ERIC " ' 1 .

~ B . \

is working at a particular task, (2) what he is expected to learn, and (3) how it fits into the
Gestalt or total reading process.
‘ Participants also looked at objectives from a | lgﬁ% point of view. Behaviornl ob-
jectives can be dangerous; parents might sue if ob]ec%(i'es are not met. Teachers, too, might
sue or condemn the system that does not provide in- sélwlce training for meeting predeter-
‘mined objectives in which teachers have had no mput “Thus, we need to know the legal
implications of declaring .our educatigna! intent through written behavioral objectives, and
teachers need training in school law. Performance contracting is one example of how insis-
tance upon performance objectives and accountability might affect teachers.

The persons in teacher preparation approached the topic of behavioral objectives

. in terms of the growing number of competency-based programs at the university level. They

_expressed concern that competency-based programs may constrain teacher preparation by
isolating too-specilic behaviprs in the quest’ for demonstrated competence. Participants
wanted to know lf competency- based prografiis will eventually be mandated for teacher
training. : A







TEACHER PERFO,RMANCE

o ‘ Fra.nkJ Guszak i - \\
e University of Texas at Austin _ - AR S

When the massive First Grade Reading Programs Study (Bond and Dykstra, 1967)
failed to support any one method of reading instruction as ‘‘the method,” the by-products
of the study were examined. The most noteworthy observation revealed that while there was
- no singlg method that seemed to produce consistent results, there were teachers across the
_various programs .who seemed to have unusually good results. These teachers, who were sub-
sequently dubbed “diagnostic’’ teachers, seemed to prosper in any kind of program. Not
., only did the teachers work effectively with any type of reading program, they also achieved

’ results irx the so- called “disadvantaged’ areas where most other teachers were not successful’

N Presumably with the knowledge that such “‘diagnostic teachers™ did exist, it would be
a simple matter ta look at these people'and examine what they did so that we could train
the others to do simflarly. Unfortunately, that logic failed to work because it was discovered
that the teachers were so vastly different that it was impossible to generate a model of a'
“diagnostic teacher’” from the composite of these people.

What the “‘diagnostic teacher” concept did accomplish was to reveal to the world the
already suspected idea that the ‘‘teacher is the critical variable that can make a difference in

~ a child’s reading.” That is, the teacher can make things happen when they don’t normally
happen because of the absence of other crucial variables, e.g. reading in the home, etc. It also
set a number of researchers out on the path of trying to determlne tp. what extent dlagnostlc
teachers could be produced by tralnmg programs. ad

‘i

A E“lagnostlc .- Prescrlptrve Teacher Concept i

Very soon after the Flrst Grade Studies (Band and
Dykstra, 1967), we set about the task of building diagnos-
tic-prescriptive’ reading teachers. The assumptions upon

. -which weave corfstructed our model specify the following
criterja for the dﬁignostlc presﬁ\g)tlve reading teacher: .
[ the ieadmg slzrlls and

"1. Posiessesia knowledg
their general sequence.
Mager (1962) suggests that many educators ‘‘are
aiming at nothing and hitting it most of the time.” “Perhaps, .
such an indictment would apply to many reading instruc-
. tional efforts that proceed without any . cl,ear goals of
reading behavior. - o »
Because reading skills 'are ldentrflable goals it seems
imperative that diagnostic teachers possess clear under-
standings of these behaviors and thé relative timing of their
appearance. It seems imperative that the kindergarten
teacher must have some knowledge of higher level:-reading -
skills If she is to make provisions for children who enter kindergarten as readers. bonversely,
2 junior high or high school teacher must often deal with beginning readers. Without a know-
ledge of beginning reading skills, these latter tea‘chers are severely handicapped in helplng
these children with great needs. .
. Certain reading authorities deny the -existence of any descrrbable sequetice of reading
skllls Such a notion appears fionsense Lo any observer of begmmng reading who notes’-
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specific patterns of acquisition. While there is obvious truth in the idea that many so-called .
reading skillg lists are very artificial constructs of the reading process, there is also obvious
evidence regarding the acquisition of reading skill (Cohen, 1975). . _
2. 'Realizes that the children in his/her classroom vary widely in their abilities (o read
and to learn. ' ‘ , 4 - :
While most of us-readily accept thie idea that few of us look alike, weigh the same, or
possess the same interests, there is a continuation of the widespread notion that we all learn
alike: Consequently, we see most children in a grade expected to function from the same
-reader, speller, math text, etc. Presumably, the children listen to the teacher and 'march in
unison through the learning process. Co
Obviously, it doesn’t work this way as we note that children arrive at school with very
different types of backgrounds and learning rates. Still, demands are made to teach them all
- the same and to apply the same pacing rates. _ : ,
"1t is critical for the ‘‘diagnostic teacher” to realize that the children will arrive at
different levels and will learn at different levels.-Such a realization and appreciation is
- necessary if the teacher is to employ the subsequent steps which result in unique program-
ming for unique individual needs. It seems important to stress this because there are many
programs in reading that are supposed to be administered to the class it toto. The face vali-
dity of sugh a claim is so obviously false that it seems strange that people (especially teach-
ers) can bl\y the idea that all children’s needs can be met by the same instruction to all
children. ) ’
-~ .3. Operates a program\ that is characterized by continuous, informal diagnosis of
indiuidualst%cntattainmen‘ts the various.reading skills. -
Knowing skills sequences jand accepting that children have reached differing levels of
‘attainment is \not enough. The \eacher must be able to determine accurately where eagb
child stands on\the reading skills ntinuum if she is to program effectively.

The process of diagnosis, tg 'be effective, must be continuous. To be continuous, it
must be primarily informal (perfoxmed on the spot by the teacher who observes and otes
specific behaviors or their absence)) It seems to us unrealistic that-most formal, standardized.
testing formats can offer the diagnostic teacher very much information for the ongoing pro-
cess of instruction .

; The most crucial measurement) insofar.as we are congerned, is the informal reading
- inventory concept\as developed initiplly by Betts (1946) ‘and refinéd by others (Powell,
1968, 1974). We fdel that the concept is particularly crucial for early readers who must
receive correctly timid inputs into theit\reading development. While many doubt the validity

of the concept of ar, “independent” ahd “‘instructional” reading level, we continually ob-
‘serve the reality of siych by observing the progress of pupils who are correctly placed as
vpposed to those who\are struggling daily with high difficulty materials. In many instances,

we observe that the simple replacement ‘task, followed by extensive reading practice, can
orrect many so-called rtading problem cases. . i

*Of primary concerh to us as we obserye readers in action is their use of the context for
. the determination of woyds and meanings., Consequently, we are closely attuned to note
\?pils who fail to logk bdyond difficult words for meaning, pupils who constantly look up
to the teacher to give then) “wnknown'* words, and other behaviors that reveal an absence of
- contextual analysis skifls. ‘ ,
\ ‘When contextual analysis will not permit the unlocking of words, we observe Lo see.

\ whether the pupil possesses skills which will permit him to unlock its particular structures

{words in compound, root woyds, affixes, syllables, endings). Depending upon what the child

. .does in terms of breaking thesd, things down, we determine his needs. ’

\L9
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4. Prescribes individual programs for individual students based upon the assessment of
the most needed skills. ’ ‘ .
. Diagnosis without prescription is obviously insufficient, so we are keenly aw4re of the
need to develop appropriate learning tasks that will produce the desired reading skills. This
" means that we must assist tedchers m the development of specific tasks for-specifie word - - ——
recognition and comprehension needs.

Puipils just entéring the reading process are taught to read kernel sentence patterns that
feature tight controls. Through the processes of modeling, substituting, ffaming, matching, -.
and closing, pupils aré taught to read whole words in controlled sentences. .

Prediction is featured by developing reading patterns that cause pupils to_use pic-
torial, syntactic, and semantic cues in an effort to reduce uncertainty. We make what we call
“Cloze Readers” where pupils read and predict covered up words by their surroundings.

While the teading of whole sentence patterns is being developed, pupils are initiated
into a structural analysis supporting system that is designed to complement their emerging
reading skills. Included in this structural support system is the dimension sometimes referred

"‘to as “phonics”. To us, phonic§ is taught jnductively through a substitutive process,
pupils learn no rules or descriptors {(e.g. long vowels, short vowels). Rather, children learn to
perfarm initial, final, and medial substitutions that will eventually heighten theirrecognifion
of unfamiliar word structures. \ . T '

Comprehension tasks involvirig prediction, location, memory, organization, and ..
evaluation are solicited from the pre-‘eadi'ng level on through each increasing stage of diffi-
cult material. i . : v

Edch pupil has an individual prot\‘ile sheet in order that the teacher may note needs and 5
attainments in his reading development. A R

‘5. Provides a program that reveals skills instruction tailored to Jndividual needs.

, The inevitabie result- of the above programming is individualized instruction. There can

" be no ““diagnostic teacher’” without the realization of individualization. o .

The problem does not seem to be l&gat people rejec} the idea that children’s needs are
quite different (and that they need differént programs) but in the realization of how you go

\  about individualizing a large number of students. Many ¢ quite simply_tHat “It can’t be

done,” o “

\ We feel and offer evidence ih terms of ongoing projects that “it can be done,” To be
done, though, requires high degree of developrpent in terms of organization and managemernt.. a
Much effort is currently directed toward th se_concerns as seen by such programs as the |
Wiscon&&n Design, for Reading Imprgvement, Systematic Approach to Reading Instruction,

21

‘lie Fountain Valley Reéading Suppoyt System\, and others. '
0] \r efforts in these directions have been focused upan the development of the follow-

g: : CL
A c&mpact set of behavioral objegtives ) s
A compact means for recording plpil skills eeds 3
A systematized means of directing\pupils to needed skills materials
A %p&ciﬁc set of instructional prpcedures for dealing ‘with different types of skills -
" needs

ﬁsists the 'teacher in plaphing how to organize her

.\ A timé -management system that
time toward the greatest pupil benefit \ , ‘
contrict ‘system that permits pupjls to wo k effectively on, their own toward the

development of basic skills needs.

\. 290

)




Programming Developﬁents

Our “diag-npstic-presériptive teacher” model was initiated through the undergraduate
program af the University of Texas at Austin. Eight years ago we realized that the lecture
- course on reading metheds just wasn't getting the job done. Noting the need to teach child- .
fron, we broyght children into the university classroom, scooted the chairs against the wall,

and began to, have our classes focused upon the teaching of children in an open space situa- -
tion. The dekcription of the development of this program is chronicled in the literature
{Guszak, 1971 Guszak, 1969: Guszak, 1973; Serlin, 1970). C

Currently, we are seeing our graduates developing diagnostic-prescriptive programs in
all grade levels\in many schools. Their efforts have been instrumenta} in causing numerous -
school districts bo seek specifically graduates of our program. : ‘ - -

As pleasiny as the development of preservice teachers has been, we have realized that
such is not enough. With decfining job opportunities and birth rates, it has been critical to
reach more and more in-service teachers. Consequently, we have been turning inggeasingly to
in-service teacher-iraining efforts. ‘ ) T e

Two of the Inost intensive efforts have been in Saint Martin Parish (Lediisidiia) Follow
Through Project and the Eagle Pass Independent School District Project (Texas). In both of
these experiences we have established continuing in-service training programs. In both places
we are seeing (rutsthnding achievement, not previously noted (St. Martin Follow Through,
1974, 1975 Eagle Puss Reading Evaluation, 1974, 1975). In Saint Martin’s the First Grade
group has achieved fational normative scores and has surpassed the higher socio-economiw
students. In Eagle Pags, at midsemester of the First Grade, the children had mhdé twice the
achievement of the preceding year's First Graders (in one half the time). Such efforts are
resulting in increased \ralls for the development of diagnostic-preseriptive teacher-training
programs in other placey. & . v

Currently, our programming effort matches pre-service and_in-service training in the
Brooke Elementary Schapl in Austin, Texas, At Brooke we train three groups of undergradu-
ates (first semester. sechnd semester, and student teachers) in a program where all the
teachers are operating olr progragp qmodel. ngoke‘s achievemenl gains are document% _
(Garza, 1975)., ' ' '

A » Pibgram Description ;

i

< \ .
The basis of the profgramming effort is contained in the text Diagnostic Reading
Instruction in the Elementary School (Harper and Row, 1972). Further detail and develop-
2. ment is conlained in the Realling Checklist Teacher’s Manual (Services In Education, 1975).
© Some of the lalest developmdnts in contracting and hubsystems are contained in the latter
pubtication. . \ »

[ N . -
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. ADDRESS ON TEACHER PERFORMANCE
/ _ Corinne Piatt

The discussion among re.xdmg, specialists following Dr. Guszak s presentatlon addressed
{1) problems of teaching dishbled or reluctant readers, (2) the place of oral language in read-
ing, and (3) the role of the reading specialist. Reading ‘involves decision-making and the use
of cognilive resources. Cum within words and context provide the basis for predlctlon and
decision. n

The need for alternative strategies for t,eachmg reading skills-and the efﬁcacy of totally
individualizing reading instruction were treated. Many aspects of reading cah be efficiently
taught to a group of students. Whal. needs-to be individualized is the pracfice %nd application
of the shills. -

If children are to learn to read, l.hvy must be glven regulanzed systemwed instruction.
fn extreme disability cases, instruction can be extended to the home with instruction
provided for parents who are willing and able to work with their own offspring.

Regression, as treated by Dr. Guszak, is expected Lo some extent, but frequent regres-
sion is indicative of reading problems and the need for analysis. Childrenin special reading
services often lose the gains which they have made in reading performance. Some speéiallsts
and classroom teachers expressed I.he belief that students are not able to adapt to group
reading instruction after having had “intensive individual instruction. Another view suggested
thateclassroom teachers might not know how to maintain and. further Lthe g{:uasti‘hat had been
made in special or clinical re.:dmg instruction. R

The problem of what to do for the child who demonstrates proﬁclency in all of the
phonics skills and has both visual and auditory perceptual acuity but reads poorly was dis-
cussed. Does the “problem lie in the -definition of reading skills rather than in the
performance of the student? While there are some skills that logically -precede or follow
other skills in reading, there is no really hard and Tast hierarchy of readmg skills any more
than there is one way I.() teach reading. ’

Reading comprehension can be-enhanced through the use of context clues. Cues with- -
in words and context provide the basis for prediction in rwdlm, in the content areas as well.
The context helps the child ynderstand what he reads because it brings meaning to the.
reader. Using context clues pmvndm meaning> makes sense, is the basis for prediction, and
facilitates comprehension.

One group leader discussed a framework for l.oachmg reading which fits various ap-
proaches. The components are itodel, - pattern, substitule, cloze, and compose. The
neurological impress technique is a modeling strategy. The Ianguage experience approach
involves composition and can be turned into a modeling strategy, a patterning strntegy, ora
cloze procedure,

The discussion as to whol.hvr or not oral language should be pnrt of the reading pro-
gram brought out the significance of respect for and use of the child’s oral language, parti-
tularly in the eatly stages of reading. The use of oral- aurﬂl comprehension exercises might
help. students see the comunon elements in ‘spoken conteqt and reading content Lthereby
enabling Lthem to generalize from the spoken word to the printed word.

The early childhood group perceived Dr. Guszak as an open learner as he shared with
the conference group his experiences with young children. The question, “*When is the best
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time to begin reading instruction?” whs-aired’ 'I‘he_grbup concurred with Dr. Guszak’s asser-
tign that informal instructional may begin when the child gives cues which indicate that he
is ready to begin reading. : . :
Time is an important factor in beginning" reading instruction. Enough time must be
allotted during instructional periods for young children to work through the mechanies.of

.

" learning. Thildren who are not given énough {ime to master beginning skitts are often etro: -

neously labeled “'slow learners.” -

Middle school educators discussed three major concergs: {1) reading in the content
areas, (2).the teacher’s role in the educational process, and {3) deficiengies in pre-service and
in-serviceé training for teachers. Not a few. of the middle school participants were concerned
with the problem of how to extend reading istruction into the content areas. Two factors
contribute to the need for such a move: first, many adolescents do not read and are turned
off by reading and, second. reading.instruction is required by the state only gs far as the
séventh grade. Given the circumstances of unmotivated students and no reading instruction
beyond the seventh grade, it is vital that reading instruetion be included in the content sub-
jects. Two strategies were suggested (or achieving this goal: : - -

1. A skill.of-the-month plan whereby all content teachers emphasize a particular .
reading skill, e.g., outlining, etc.

2. A plan whereby reading and language arts teachers assess the readability of eon-
tent texts and convey that information and its implications {o the content
teachers.

In discussing Title 1. programs, a speaker representing the State Department of Educa-
tion encouraged the teachers to submit proposals using an integrated approach to the teach-
ing of reading. Proposals might include art, music, creative dramatics, rhythwmic movement,

" dance, elc. A program of this kind would be cognitively appropriate and would involve the
‘alfective domain in reading as well. In writing proposals it should be noted that as gdide-

lines become broader, the process of evaluation becomes more stringent due to the pressures
of accountability. ’ ' ~ .

One-of the coneerns of redding specialists was expressed in the question,“'llew can we
reduce teacher resistance Lo the support that reading specialists can offer?"” The following
statenfents summarize the ideas suggested by the discussants: ' . .

1.  Model your own suggestions. Work with a group of children within a teacher’s

classroom so that the teacher can see the “how™ and “why™ of your suggestions.

2. Be supportive of teachers’ needs and interests coneerning reading instruction.

3. Tactfully make teachets aware of reading workshops or conferences. -~ '

The discussants deeried the lack of prepargtion in reading at the pre-serviee-level. In

their diseussion of the deficiences of preservice and in-service training, they listed the

© following needs: - .

Aruitoxt provided by Eic:

1.  More reading courses at the undergraduate level.

2. More in-school experience beginning in the freShman year.

3. More communication between field site personnel and university students.

4, Mbre in.service eourses for continued teacher development. ’

‘Teachers of leachers directed their remarks to some of the concerns in Leacher pre-
paration: course texts, course content, and pre-service training..The discussion of texts used
in teachertraining revealed varied practices and raised a few questions. Some teachers prefer
to use the "“how1o™ texts of Spache.(uszak, and others. Some create the text from lectures,
readings, research by the students, and hand-outs. Does using one text limit students who are

* preparing to be teachers? Did the old texts that were more general proye tobe more useful?

Are not many texts for beginning teaching too difficult l‘or»inexporiennod students? ‘These
problems were not resolved. llowever, it was felt that teachers who use a major text and

o . : ' -19.
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. . /
repeatedly teach the same course find it difficult to remember that the concepts pres}emed
are new to the students. Changing texts may be good for teachers ir that the change gives
them a fresh approach. /

Teacher education needs to mclude more activities that give students the kinds of
*real” experiences that they will encounter in the classroom. For pre-service teachers, defer
L some of the philosophy and teach tHem what they need for the first few years of Leaching.

‘ " The following practices were seen as constraints Lo teacher preparatign:

1. Many states require little preparation in readjng.

2, Institutions are pnwilling to give the time required to.develop competencles in
the essential skills.

3. There are often too many student-teachersat a ;,lven ume for proper supervision.

1. Students are not required Yo give enough of thmr time for preparation as teach-

ers.

In order to obtain a better perspective of what is happening in teacher education, a
team might gather the programs from teachertraining institutions and tabulate the
competencies that make up teacher trairing, for it seems-that we arg completing fewer but
going more in depth.

Questions about the’ ‘direction of teacher training need to be considered. Are institu-
tions expecting too much from students at the entry level? Do we need more than three
credits in reading in teacher preparation? Where would we get the time needed for an ex.
panded program? Would a fifth year at the undergraduate level encourage or discourage
future teachers? There are no easy answers.

"~
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. « SCHOOI, READING PROGRAMS -
o . Ethna Reid - -
S - QOgden and Grzy;ito City, Utah, Schools )
1n 1966-67 the Exemplary Center for Reading Instruction conductéed a study to
evaluate the effectiveness of the beginning reading programs then currently in use in Granite
School District, Salt Lake City, Utah. . . .
The testing program for that year involved pre-tests of the Murphy-Durrell Reading
-~ Réudiness Analysis and the Lorge Thorndike 1. Q. Test. Februaryand May testing incldded the
Gates-MacG initie silent reading voeabulary and comprehension tests, the Gilmore Oral read- .
ing rate, accuracy and comprehension tests, Attitude Toivard Reading test, Motivation to
Read test, creative writing sample to measure number of words, clause.index and T-unit
length, and a Linguistic Reading Test. A total of 1,295 first grade pupils were involved in the
study. ) . :
The -results of this evaluation identified those pro-
grams which were’ yielding the greatest end-of-year
achievement  for three different beginning-ol-year readi-
“ness levels. No single reading program was found to be
either significantly better than all others on all variables
or to be uniquely effective for pupils ol any given level of
pre-instructional readiness. '
In, addition to the comparative study of beginning
rvudingp’pmgrams. pupils in a variety of reading programs
“for several years were evaluated. Gains made over a five-
year petiod of pupils who had been taught reading ir,one
of seven basal reading programg were compared. Pupi ;in"'l
the study had been in the same basal reader for the first .
five years of their schooling. 1. Q. scores were used to group
them in high, middle,’and low ability groups. This com-
parison of gains indicated that no single basal reading
program was outstanding for high, middle, or low ability
pupils and that the L.Q. level of the pupil affected the gain
score, the higher 1.Q. pupils makit the greater gains in )
reading achievement, regardless of the program. . - .
An analysis of teacher differences was made possible with a regression equation used
to determine residual gain scores for each pupil. Those teachers with a greater percentage of
their tow, middle, or high ability. pupils above the regression line (perform better than pre-
..o dicted) were the ones who were getting greatest .gains; hence these teachers were then ob-
served Lo determine what characteristics of teacher. behavior are associated with these
differences in effectiveness. It was found that the teachers who were getting greatest galns
above prediction were spending more time per day in direct reading instruction. Time spent

daily in direct reading instruction was related to the achievement g_nin of pupils. |
Because of the influence of teachers on pupil hehaviors, pupils need teachers who:
1. Provide time for the number of practices needed and additional skills aetivities
for those who need them.
2. Prompt (model, demonstrate} so pupils respond correctly (and are able to make °
finer diseriminations) and gradually fade prompts until they respond correctly
independently of the teacher. :
ERIC o ‘
B . 4 y |
AT _ 290 ‘ |




3. Elicit responses from pupils. Allow them to do and'say.

4, Dlagnose and prqscrlbe instantly when incorrect or'no responses occur. -
' 5 Beljeve they can learn. Expect high mastery (95 - 100%) levels with rate as a

criterion. Allow them to move on in skills sequenees as rapidly as they achieve -

. mastery.

Employ consist tly behavior management techniques which most effectively

extipguish ;inco {ect responses, reinforce correct’ responses and malntaln them at

the fate and aceuracy levels established. : -

In 1nvest|gat1ng the.importance to beglnnlng readers of saying words aloud in learning
twrepognnze ‘and understand words and sentences,a significant superiority was found in read-
ing achievement in chlldren who' learned reading by the oral method over chlldren who did ¢
ngt verbalize thein readlng The data\a\lso suggest that oral responding mlght have motiva-

" tional properties for chlldren of lower lntellectual ability. Oral responding by beglnnmg
readers facilitates the recognition and compreﬁ*ensnon of printed words and sentences. The
children who responded orally were superior on a test which called for the application ofa
varlety of reading skills in cortexts different from those taught in the study :

Verbalization may increase the accuracy of retention, for in dividing pupils ifito two .
groups, ‘‘vocalizers”’ and ¢ ‘visualizers'! according.to whether or not they -overtly verbalized -
during observation, fin dingsdndicated “vocalizers” tended to recall details more accurately
than the “‘visualizers.”

~ J(In asimilar study verbalization was expenmentally manipuldted to measure retention.
It was found that subjects who verbalized thelr responses had an overall supenonty on the

] recognltlon test,.both in terms of more corréct and of fewer incorrect responses. ' Delayed

" retention tests given one week later showed continued superlonty in the verbalization
group.) ' ey -

In a study of the effects of errors in discrimination learning w:th children, it was found
that puplls vy;ho make fewer errors as they learn are more accurate in the fine dlscrlmlnatlons

' necessary in learnlng complex relationships._

, - Leif Fearn in The Quest for Competency in Teachmg Readmg writes, ‘“Pupils tending
toward the lower end of a rank order of achievement test scores can benefit greatly from _ ¢
belﬁ‘g provided an accurate oral tnodel of the material which they are reading.”

G. A. Kimble and J. J. Wulff looked at-the value of guiding pupils” responses. Two
kinds ,of participation procedures were used in their study. In ome of the trainee’s partici-
‘pations, responses were guided and were restricted to the right ones or nearly the right ones.
In the other, the trainees had to try to make the correct response unaided. The evidence

= obtdined cléarly favors the_ first procedure. The findings suggest that a major factor in the -

beneficial effect of student participation procedtre js the fact that participation elicits the
practice of correct responses while discouraging incorrect ones. The assumption here is that
practice alone is not enough. The responses must be right. The positive effects of practicing
desirable responses are cancelled by the negative effects of rehearsing incorrect ones.

Experience at our center and in experimental schools indicates that when a teacher
diagnoses incorrect responses of, pupils in reading and instantly prescrlbes activities to cor-

" rect these responses, the teacher produces more accurate readers. The length of time it takes
to make the diagnosis-and the tlme between the diagnosis and the correction affect pupil
gains. Steps for instant error diagnosis and prescrlptlon have been developed at the Exemg-
lary Center for Reading Instruction. :

o3
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. Mastery Learning
Benjamin Bloom has writien, o ot o
"Each teacher begins a new term (or course) with the expectation that about a
Yhird of his students will adequately-learn what he has to teach. He expects about a
third of his students to fail or to just “‘get by.” Finally, he expects another third to
learn a good deal of what he has to teach, but not enough lo be regarded as ‘good
students.”” le;s}et of expectalions, supported by school policies and practices in. grad-
ing, becomes transmitled to|the students through the grading procedures and through
the nzqth ods d@nd materials of instruction. The system creates a self-fulfilling prophecy
such that the final sorting of students through the grading process becomes approxi-
mately e_quiualent {o the original expectalions. ) .
o This set of expectations,which-fixes the academic goals of teachers and students,
is the most anstéful and destructive aspect of the present tducational system. It re-
duces’ the aspirations of both teacher and students; and it systematically destroys the
ego and self-concept of a sizeable group of students who @re legally required to attend
school*for 10 to 12 years under conditions which are frustrating and humiliating year
. after year. The cost of this system in reducing opportunities for further learning and in
" alienaling youth from both school and society is so greal that no society can tolerate it
for. long. . . ) .,
. Most students (perhaps over 90 percent) can master what we have to teach them,
C and it is the task of instruction to find the means which will enable our students to
. master the subject under consideration. Our basic task is lo determine what we mean
. by mastery of the subject and lo search for the methods and materials whi¢h will
enable the largest proportion of our students to-allain such mastery. B '

S

~

In a-stady of mastery (100% accuracy in each of three consecutive trials with rate as a
criterion), 'we found that low ability subjects can achieve high rates of performance and can
. learn and master sound-symbol relationships if they are given ample practices and a carefully
sequenced program. . '
It also was found that the higher the .Q., fewer oral responses and less time are
required. . : . lrv ' ’ ,
Low-responding pupils’ rates of response, with contintued practices to achieve mastery,
will exceed the high-responding pupils’ rates of mastery, if expectations are higher. Rate of /*
accurate responses can be increased through continued practices with accuracy and rate as
criteria. ’ AR
Other studies of high mastery expectations have indicated that 90 to 95 percent, of .
pupils ledrning under mastery strategies have achieved at the same high level as did the'top
20 per cent of pupils who had learned t{nder,non-mastery_cor'liiitions in years pastfonly
those treatmert groups who were expected fo achieve at 85 per cent and 95"p;.{r( cent -
- mastery (as compared, to 65 per cent and 7é‘p'er cent) retained to a significantly greater
"extent than the nonmastery treatment grotips; 95 per cent of what was learned was/retained;
95 per cent'mastery yields significantly greater scores on problems where transfer is needed.
] The average number of responses per minute requested by teacher and emitted by-
" pupils was higher in experimental schools than in control schools.. The amount of time
during a reading class in which pupils were _n’o’t given the opportunity to respond ranged
“from 0 to 5 per cent forfhe experimental teachgrs as compared to 50 to 80'per cent for the
. control teachers. =~ . . - o : - o
Our studies found that oral refxding rate and accuracy were functionally related to cor-
.tingent applications of approval a/'ld pennies. As the content difficulty of reading material

/
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variable in controlling ofal reading speed and- accuracy. It was also found that, following
ifistruction in the use of ~comtingency management, the frequency of teachers’ use of con-.
tingent stimuli increased drastically and teachers” ‘reduced crassrodm behavior problems

management and monitoring system. - S

- teachers to achieve excellence in teaching reading in their school programs.

"1, . Identify reading and language arts skills. List them. Verbalize them. Recognize them in
pupils’ behavior. Recognize readiness as the performance of the task. -
2. Utilize the six teaching techniques listed - above which will affect srgm?lcantly pupils’
achievement and attitudes.
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Docloral dissertation, University of Ulah, August, 1968 !
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through the contingent use of teacher atl.enl.lon Teachers need to be taught an effectlve

From research and observation come the-following slx activities whlch can asist

was increased, however, Lhere was a marked decrease in the mfluence of reinforcement as a

3. Seek inservice education. Ask for’ assrstance from teachers prmcrpals university
professors, parents. Learn from observatxon of pupils. Invite observers. Ask to be moni-
tored. ¢ . )
: “4. Set aside and use time for study, development of effective teaching behavior and pre- ,
. paratlon ol materials.
5. Believe in yourselves. Banish negative I.houghts Be your awn best friend.
6. Esteem the posﬂ.ron of a teacher Recognize the effect you have in others’ hves
. . j REFERENCES -
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., SYNTHESIS
‘\\ \ OF -
GRQUP DISCUSSIONS - .

Small group discussion foliowing Dr. Reid’s presentation focused on teacher behaviors
‘which she identified as important for developing successful readers. In her address, she
_ asserted that all.children can learn to read.\The'slow need only one: third more practices than
/66 e fast in skills learning. Participants\asked discussion leaders fora clarification of that

assertion, ‘Discussion revealed that while all can learn the same basic skills of reading, the .
difference between the high and low achievers hes in the application and interpretation of .
the material. $1mple mastery on the literal \level can be taught to non-talented children as
well as to talefited children. Reading can be btoken down into (1) skills which are taught and
~(2) abilities which-are associated with\the in g{e talent of the reader. Slow learning children

v

can and do learn the skills. Dr. Reid demonstrated techmques forteaching several skills.

The techniques which! Dr. Reid used for increasing rate of response gave rise to discus-
sion by participantg in all of the small groups. Rate of response can be -increased through
various - kmds of reinforcement to the respondent, but most studies show that artificially
induced gams in rate .decay rapidly after training. “Timed response’’. can be effectively
applied to learnmg new vocabulary for 1t motivates actwe cognmve mvolvement on the part
of the jearner.

"Learning theory approaches like timed response will help a student learn referentials,
_ but how does that transfer to connected reading? Ofie discussion leader responded to the
. “question by saying that fluent oral reading provides the basis for silent reading fluency. A-
' "child’s oral fluency can be developed through.prepared oral reading by (1) learning the voca-
bulary through timed response activities, (2) practicing the oral reading passage alone, (3)
reading the prepared material to' another child, and (4) readlng "the practiced material to a
group (or, in the case of a shy child, putting the material on tape for listening). The audience
* listens to the practiced product, but no oné, not even the teacHer, follows along in the print-

-ed text. The oral presentatlon‘?‘must be conversational and sound “right.” While this is but a
single example it illustrates one way in which “timed response’’ transfers-to connectet oral
and silent reading. This is mastery learmng that makes the child as well as the teacher respon-
sible for the outcome. :

. A number of participants argued that rate of respongg is affected by variables over
which we as teachers hivé no control: socio-economic differences family packground,
matuYatlon nutrition, ete. Others pointed out that there are variables over which teachers
do haye control ,~namely, those teacher behaviors which brmg about greater teacher effec-

 tiveness. . ‘

b Some of the participants accepted ‘the teacher behavior of mstant dlagnosls as a neces-
sary and exciting component of teacher effectiveness. Other participants, however, question-
ed the meaning of “instant.” The questiGhing specialists came to the conclusion that instant
diagnosis probably did not refer to generalization about instructional needs on the basis of
single word error, but rather on the basis of adequate diagnostic procedures. Many needs:
are identified in the daily course of instruction but are left untreated. Those that can be
treatéd on the spot or shortly thereafter without interrupting the flow of meaning should
be ‘corrgcted as soon as possible. This is probably what was meant by instant diagnosis. The
severely disabled reader, on tﬁf other hand, needs diagnosis, thoughtful analysis, and the
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carefu} selection of strategies for remediation. The specialist or clinician should.diagnose no
fdrther than is necessary to identify strengths, needs, and strategies for instruction. Not* =
every child requires that kind of intensive diagnosis. - - ro : v
While reading is not necessarily part of thecurriculam for the very young, a number of
kindergarten pupils do learn to read. Assessment and diagnosis at this level should be
informal. ?{killj instruction should be provided for those children who exhibit the necessary
readiness for reading. Also important at this level is that very young children be motivated to
want Lo read. They are motivated when they see Lthose with whom Lhey interact engaged in
. reading - patents, siblings, and teachers -- and when they share in the joy of stories which
" are read Lo them.-The teacher behaviors identified by Dr. Reid are as essential to teaching
very voung children as they are in dealing with older students. ' )
Participants revealed some concerns aboul behavior management tethniques; one
regarding the principle of behavior modification and, two, its use in the middle school. In
response Lo queries about alternatives to token rewards, participants suggested games, adapt:
. - ations of television game shows, taped readings made by middle school children for use in-
the lower grades, cross-age tutoring, reading_other students’ writing, and si*sl.uined silent
reading . . o . . s L :
[# the teacher training group there Was a concetn for Dr. Reid’s application of Skin-
nerian psychology lo the teaching of réading and an ‘expression of the need tp temper ils
use with the inclusion of affective ebjectives as well. The affective aspect ol interaction with
children was mentioned by Dr. Reid only in terms of motivation. Research in what makes
s “areat teachers' has shown an emphasis in. the affective area. : “
The First Grade Studies of the sixties to Which Dr. Reid alluded in supportl of her _:
thesis elicited opposing points of view. Teachers asked, “*Are the results of thosestudies -~ >
that ®leacher behavior iy of greater significance than materials in affecting gains ip reading =
achievement - applicable to today's.reading instruction? Some believe that the results of the
studies are as meaningful today as they were when the studies were done. They beljeve Lhat
il is the teacher and not the materials that makes the difference in the quality of instquction.
Those opposing that view maintained that the results of the First, Grade Studiks mus{.
not be rigorously applied to today’s teaching strategies. The studies were based on methods
that are. outmoded today, Teacher effectiveness has been overemphasized, and the new read- -
ing malerials incorporating psycholinguistics, eriterion-referenced management sysl.em};, and -
sell.pacing devices will have a bigger payoll in pupils’ learning to read. While tea hers’ *
effectiveness will always play an important role, it may be less of a factor in the success of
children’s learning to read than was indicated in the First Grade Studies. |
That the most effective teachers cannot maintain fidelity to any one set ol materials
expresses the view of Dr. Reid, discussion groups, and, discussion leaders. 'More important.
than a thorough steeping of teachers in the content and mechanics of commerical materials
is teachers' understanding of the process of reading and the set of subskills involved in read-w
ing. Understanding Reading, The Psychology of Reading, ¢ and Reading Miscue Inventory
Manual 3 are #*few of the available resources.for teachers of reading and reading specialists
‘'who want to improve their understanding of {he processof reading. It has only been within-
the past five vears that we in education have begun to understand Lhe process. d£.Dr. Reid’s
presentation is to be criticized, it might be criticized for her not having includi?@l.he practi-
tioner’s need to undefstand the reading process. =~ ° _ Co LT

LN

.

1Frank Smith. Understanding Reading. New York: Holt, Rinehart, Winston, 1971,
2Eleanor J. Gibson and Harry Levin. The Psychology of Reading. Cambridge, Mass.: Press,

1975.
3Yetta Goodman and Carolyn L. Burke. Reading Miscue Inventory Manual. New York:

Macmillan Publishing Co., 1972. -
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) be, successfull 3 r.admg prdg\‘x ust Incorﬁordte a synthesns such as t.h t
sug,gt\ste by\Rbbinsol %nd\ Rduch (1965); thal i, a sound reading\program should: <
1. bk planned cooperitively by the tota] school con}mum y

coprdinate rend'ng;\actlvnies with learning theony an with human growth and
deyelopment.

| 3\ intdgrate the lgnguage arts with all subject areas .
b 1. plan for co Linuitymf reading mtercstq achievement aid developmental needs
\ of students
| : 5. make provisions for individual dll‘l‘oronws based on continuous diagnosis
\ - 6. provide for {requent-assessment and modification of program goals, of imple-
mentation, and of evaluation
\ \ 1 provide feedback to students, to school personnel, to parents, and to the com
! munity\ at large
\ 8. 'be diredted toward attainable goals:
\ 4. develpping readers whio ¢can and do read for
\ eénjoyment, for information, to satisfy

\ curiosity, or -- just because . .
b.\ obtaining skill in the location and use of
“\referentes related to a specific topic
. brganizing and presenting ideus gathered
om different sources.

The sum\ and siybstance of the effe(twe reading
program can be\found withih an adequate emphasis upon
the following: ' ’

1.  Schod] organization

2. Classrqom organization

3. Instrucgional ahd ancilliry personnel

4. lnstrui&ionnl and support materials

5. Individual and program evaluation

§

School Organizatibn

Who decides hbw a sdhool wi\&: be organized? the
\ physical faculty? staf(\‘\?_supp L perso \nol'?
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Hlow will students be;\-\ ssigned? Self—co'?ltained classroom? Pod? Department? Cross

"age-grade? , . ,
Many decisions are madé?i{ state departmeht andAl'iécal school district level. It must be
adinitted that community inyolvament is occasionally sought when'a new school is planned. -
Some district school boards hold \gzen hearinis before buildjag is initiated and staff selected.
With or without input from constituencies, school orga zition frequently begins with an
adminlistration-designate working under specified guidgfines. The focus for the administra-
tor is to open a school by a deadline date-with as fe w(prgblems as possible. O'rgani\zgtion'for
a reading program generally follows several years\later. ~— : '
Curriculum committees begin the organizational task in form of change. While change
may be initiated within a school, effective planning should include state and local adminis-
trators, professionals responsible for teacher trai ing and for research, parents, and other
community leaders. A major question to be answ red by such a team would be, “How will
this school be organized to reach desired educatiohal goals?"’ Several options are available -
given physical facility and staff: (a) self-contained tlassroom, (b) cross-grade assignment, (c)
departmentalization, (d) nongraded seginents, (e) gpen-space, or pod -area. Complete agree-
ment among team members is not always reached| but study of each alternative can cul-
minate with a decision to accepl an organizalional plan found successful in a similar school
setting. To. be sure, the organization must ibe ccxnsidered workable by the professional
staff and acceptable to the community. : “ '
Concurrently, other teams should be at worly to identify goals for the reading pro-
gram. Serfous consideration must be given to the reatling needs of the student population, as
needs may well dictate the organizational plan Worl} for this team is clear:.m ssive research
of existing data, assessment and evaluation of studen{ reading status, and directional trends
in performance to be synchronized. ' | '
Sl.nnEnrdlzed tests, with all of their rep‘rted‘Bimltntions. must be used, as well as

task-referepced instruments, along with informil medsures of reading behavioriand teacher-
pupil attitude, to assess reading achievement and ossibjle capacity.

Othet aspects of asséssment I shall treat in pnothpr section of this paper; here, though,
L must state that tepcher personality is crucial to| séhodl organizational success. QO what use
is a pod school when every teacher is “‘self-conta ned’*4 Or a self-contained class when every
teacher is a subject arca specialist? Or cross-age/gradf grouping when every teacher is a
grade-level expert? ] T
1

1

Classroom Organization

-

o ) B 1

. !
|

For purpose of this-discug}on the classro ‘{m is get‘ined as any physical space desig-
nated to be occupied by 'x teachers and x pupils. Post ssignment decisions must| be made,
but some classroom organizational strategies are |determined by school organization. The
administration knows if 26+ children will be assigned to one teacher in a classroom, or if
four teachérs will be assigned to one pod, open space, yr learning center with 100+ pupils. -
Additional dbclsions}mu‘st be made regard?ng tlie delivery system. The classroom
then becomtes a school within a school. Questions again arise. Will one teacher instruct
25 children in a'large grou;g\-- requiring ail to follow the same activities at the syme time?
Will the 25 pupils be subgrouped” according to *‘meastred” reading achievement? Will an
assessment-management system dictate pre-assessment on a serles of skills and ,pupils be
programmed into learning centers where lnsl.ructio(;l, rein‘ﬁ‘oi'cemenl., practice or majintenance -

* of skill Is the goal? Will stud(\\nts be provided opportunity to read for recreation, to research

an area of interest, to p_rod\‘ce educational materials, manipulatlves, or just things? will
4 3 4 ‘a
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- of basic human needs -- to be

represent the same history

\

hardware be avallable to supplement instruction, capture the poorly motlvated or provide
a periodof meditation?

In conjunction with affiliated personnel the teacher must decide. One factor to be
considered is that the - classtoomflearning environment should be organized to facilitate
individualization of instruction. The classroom for an effective reading program additionally
provides (a) flex1b|l|ty of phygxcal envu'onment and instructional strategies; (b) actualization
| ng, to be successful to progress toward reasonable goals; (¢)
use of a vnrlety of |nstruct|on¢l personnel -- peers, prol-'essmnals paraprofessionals, com-
munity workers; (d) realistic ev*uauon of progress, and (e) development of independent
learners.

Durkin (1975) reports that classroom organization can be undercut by *‘little thlngs
She cites among other factors, poor timing of materials distribution, setting up noise situa-
tions, involving one child rather than a group in an activity, open temptations to distraction,
and means which override the end. Another useful source is **A Checklist for Evaluating
Classroom Organization for Teaching™ by Mary Brittain (in Assessment Problems in Reading,
edited. by ‘Walter MacGinitie). She suggests that student characteristlcs, instructional goals,
and lmplementatlon be factors in assesslng classroom organization. S\ ‘

Instructional and Ancillary Personnel .

No argument can be raised against the need for teacher training and experience be-
cause the teacher must translate plan into production. She is the core of the Instructional
team. She must know what and how to teach, how to evaluate the quality of learning, and
how to provide alternative strategies when initial attempts meet little, or no, success. Profes-
sional Ilteraturo abounds with specifics relating what teachers should know, be able to do,
and cause children to know and do. No belter source is available than Modular Preparatton
for Teaching Reading, edited by Sartain and Stanton (IRA, 1974).

Allow me a point of departure in terms of teacher competence. In Chapter 2 of The
Classification. of Educational Goals Handbook: II (Krathwohl and others, 1964) note the
erosion of affective objectives: “It is evident to us that there is a characteristic type of
erosion in which the original intent of a course or educational program becomes worn down
to that which can be explicifly evaluated for grading purposes and that which can be taught
easily through verbal methods . . .”” (p{16) These writers point to valuing as one vital aspect
of the educational program. May l suggpest that valuing the individual receive high priority in
teacher behavior. Students dre indlviduals; they 6rlng to school individual aptitudes and
attitudes. While verbalizing cliches intehded to describe teaching toward individual needs,
not all teachers truly accept individual differences. Attempts made to understand a pluralis-
tic soclety lead to disculsion of cultures and sub-cultures in Amerlcan schools. Research
studies, scholarly discourse, and instructional materials in recent years have attempted to.
proyide educational guldelmes .

As has been observed by Biglmaier (1969): ‘‘Culture is socially transmitted. Culture is
learned behavior which eac‘h person acquires as a mémber of an organized group of indivi-
duals or society, and each personnlity is the product of its own’ unlque cultural history.™
(p.21)

An aspect of undorst nding differences lies in understanding the variability within
groups. Not all Black chlldtren have had the same experiences. Not all Spanish surnames

as is obvious in Florida's Cuban, Mexican and Puerto Rlcan
Americans. The classroom teacher is not called upon to become a sociologist, and anthro-
pologist, or a linguist. Being human is requisite to understanding differences. True accep-
t3fice of others begins with understanding and acceptance of one’s self.
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Extensive attention has been given to language diffemhcesbrought to the classroom. - -

I take no sides here in the argument of language differences being a major barrier to suc-
cess in learning to read. I ‘merely cite personal behaviors exhibited on recent trips to coun-

tries where mine was not the language of the majority. Within four weeks I became “‘mon-" -

verbal.”” My communications reverted to pointing, head shaking, t‘rngmented utterances,
confyusion in directions, and innpproprmte learnings, not to mention gross mispronuncia-
tions. The factor which allowed me to dare venturing into the world of strangeness was the
observed willingness of people to communicate. I submit that the teacher must be willing to
communicate with each child: to.listen though she cannot translate; to_value though she
cantot understand; to accept though she cannot believe. #
While the teacher is characterized as the core of the instructional team, other profes-

sionals, paraprofessionals, volunteers, and community ledders work togetlier for an eft‘ectIVe_‘

program.- Support personnel have their influence on the self-concept of children. These
sngniflcant other professionals must approach instructional or guidance situations with a

firm commitment that their role is important. They are partners with the teacher in foster-

ing affective growth. Children often share emotions with non-instructional adults, while the
teacher is engaged with other youngsters. Additionally, numerous learning mediators can
insure progress toward goals which spell success. As Quick (1973) has stated, “‘Self-concept
and achievement appear to be Interrelated. -- that is, poor achievement usually promotes a
depreciation of one’s self-concept, which, in turn, leads to continued poor achievement’’
(p. 469).

Educatlonal professionals fall short of their responsibillties whei they fail to utilize.
the non-expert tasks which parents can obviously undertake: (a) supervising school work,

(b) preventing peer situations which develop negative attitudes toward school, (c) exposure
to social and occapational situations, (d) providing the food, eclothing, and shelter which
make it possible for the child to attend and learn from school.

Duncan and Vonbehren (1974) report a successful parent involvement program cnlled .

.. PEPPER -- Parent Education. Program to Pep up Every Reader. Freshour (1972) conducted

" evening. sessions with parents and found that they wanted to help their children in school.

Both studies indicate that parents can contribute significantly to the .child’s learning by
attending physical needs, mediating between child and his envhonment and developing
pomtive self- concept :

lnstrut:tional and St'1pport Materials
There appears to-be nothing inherent in a set of instructional materials which make

them “‘good for” or successful with a group of children. For one “child - - maybe; as the for-
mat, content, and instructional procedure might strike a learning chord. But somewhere be-

tweenchild and materials there stands a teacher -- not necessarily ‘college trained or certified -

but a teacher nonetheless.

As teachers struggle to decide whose bright box is best they need some criteria to
evaluate instructional materlal. Two sources have been valuable to me asI have worked with
pre and inservice teachers: Criteria for Evaluating Basic and Supplementary Materials in
Reading and Litergture, a 1967 publication of the California State Department of Education,
and ““The Application of a Category System in the Content Analysis of a Reading Progrnm
(Elementary Engllsh September, 1973). 3 6 .
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Indi;/idual and Program Evaluation

The effective reading program must be self-policing. Along with planning of objectives,
there must be identification of proposed evaluation measures. As stated earlier in this paper,
standardized tests have value but not as the sole indicators of projgress, as tests alone do not
tell the complete stofy. Much confusion exists in the minds of the public and in the proce-
dures used oy profe io.ris regarding differences in definitions .of testing, assessment, diag-
nosis, and -valuatiop. | \define evaluation to allow for inclusion of quantitative as well as
qualitative -eports, to a low for judgment and for hypothesis raising. The vocabulary of
evaluation .s.adequately presented by Hill (1974). He further reports the need to include
systematic H>bservation, progtess charts, checklists, library records, mterwews anecdotal
records, ani autobiographies for assessment; these evaluation measures can be used with
indi¥iduals s well as with a total program,

To be sure, an informed public can adccept evaluation of indlviduals.and programs;
the questions of time and finances are sure to arise. 1 submit that architect and buildets
of effective reading programs will find themselves out of work if time is not taken or money
spent to tel the progress story as it really is’ Why should we stand aside and let the “‘num-
. berg”™ peop e report only a part of our success story? Yes, it might be easy to quantify
studvnt status, but what of the immediate and long range_ effect on school morale. We can-
not expect rofessional dedication to half-truths or public support of expensive failures.

‘Individual and program evaluation might” well’ be directed toward presentation of
('ircumstant;al evidence. Acceptance of thisdeparture from traditional reporting might come
slowly, but it must come if the promise of, successful educational achievement is to be.
realized. : °

" In surimary, the criteria for effective reading programs are not written and they should
not be writ'en; they should evolve as each program moves from organizition through imple-
mentation 1o evaluation. It 1s expected that these criterla should tapresent analysis of the
most miser: ble failures and the most glowing successes. Qf lasting value will be the con-
tinued proc:ss of “becommg" which should be characteristic of any institution whose prlme
beneficiarie : are humans. The tasks are ours; yesterday is a good time to begin.
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(i,UlDELINI“IS FOR DEVELOPMENT AND ASSESSMENT
.- OF AN EFFECTIVE READING PROGRAM = _

| Rita M. Bean
_ University of Pittsburgh

School districts around the country,spend enormous sums of money and expend tre-
mendous energies in developing reading programs which they hope will prove effective in
teaching children to read. Too often, monies and elforts are channeled in such a way that
little improvement is seen. The ten guidelines presented in this paper give administrators,

curriculum leaders, and teachers interested in studying the thoroughness of the reading

programs, a skeletal structure from which to begin. Tlte guidelines are broad enough. to
encourage flexibility, so crucial in providing for differences among schools, and yet they
encompass the many different. components which must. be considered in a $chool reading
program. : - : e .

1. The goals of the reading program should include the areas of word recognition,
vocabulary development, comprehension, and interest in reading. Too often one area is
emphasized while others are given only cursory attention or are even ignored. Any individual
or committee studying its reading program should be alert to the dangers of such an “‘over-
emphasis.”” For example, there is much popularity for increasing the emphasis on word
attack skills, and schoul districts may find themselves increasing the amount of time on
vdrill of skill.” Yet as stated by Diederich, “we do know how Lo get practically all children
past the initial stages of learning Lo read (1973. p.5). lle feels that our “‘national reading -
problem might jusi as easily be called the national thinking comprehension problem . ..”
(p. ™. Itis imp(m_t nt that we emphasize word attack as a means Lo an end, that of compre-
hension. The balante (or inbalance) hetween these two aspects of the reading process is a
sensitive one which needs to be comsidered quite seriously by all school districts.

Vocabulary is an important factor in improving comprehension skills (Pavlak, 1971)
and should be given a place of importance in all reading prograns. Opportunities for devel-

" oping speaking, listening, reading. and writing vocabularies should be part of all reading

cutriculum. .
Study skills, which can begin in the early grades (locating the table of contents, locat-
ing the title), are crucial if students are going to be able to transfer their reading skills to the’
various content areas.
Finally, no program is complete il it does not provide opportunities which make read -
ing 2 joyous and exeiting experience. The library program, the language arls program,
sncluding literature, writing, speaking, and listening, must be considered as crucial ingred- -
fents in a comprehensive reading program . The school which attempls to provide meaningful
experiences in all of the language arts develops in its children (1) a sense of Lhe relationship
among the communication skills, (2) a need to read to dgvelop other language skills, and (3)
an interest in'becoming a life long reader. - C
9. The teacher should have a thorough understanding of the reading progess and be
compelent in diggnostic teaching. As indicated by all of the conference speakers, the teacher
is an important factor in determining the success of any reading program. Therefore any
school district which wishes to improve its reading program must consider its teachers --
their understanding and commitment to the teaching of reading. If requests for in-service
programs which come into the Office of Continuing Education at the University of Pitts-
burgh are any indication of teacher commitment, we can be certain of a high level of interest
in the teaching of reading. The teachers surveyed indicated as their highest priorities: (1)
individualization of instruction, and (2) diagnosis and remediation of reading problems. We
4 ’
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might also- hypothesize thal' teachers are uncertain in these areas and, realizing their own
. needs, are requesting in.service instruction. “ )

Districts hiring beginning teachers should in vestigate thoroughly the pre-seryjce educa-
tion of each candidate as to the quality and quantity of the educational experiences related
to the teaching of reading. If school districts would hire beginning.teachers who have a
thofough background in the teaching of reading,-it would net only influence the reading
program in those districts but (1} would encourage colleges and universities to redesign their
undergraduate programs if they lack a reading emphasis, and (2) encourage grad uate students
to plan a program which includes more than the required courses in reading. :

In these proceedings, Frank Guszak lists five criteria which exemplify the diagnostic
teacher. These criteria should prove useful to teachers.and school districts wishing to assess
the competency of teachers of reading. B X

3. A methodology for teaching reading should be eclectic, that is, components of
various approaches and methods should be available to provide for the individual differences

_of students. If we believe in the individual differences of children as well as the individual
differences in leachers, then we must give more than lip service to this objgctive. Although
school districts may feel comfortable adopting a well knpwn."well-rgsearched basal readeras
its core program, this basal cannot and should not be the entire reading program. The,
teacher who supplements the basal with language experience opportunities and- indlvidual-
ized reading as well as other creative experiences builds a well-rounded exciting program for .
the children in his or her classroom. The teacher who observes childrer experiencing diffi-
culty in learning through the basal should be able Lo plan teaching strategies which might be
very different from those suggested in the basal. The teacher may see a need for more inten-
sive phonics work, using a synthetic or part-to-whole approach rather than the analytic or

. word-to-part approach used In the basal. As educators, teachers need to have the knowledge
to- make Lhese decisions and the freedom to implement them in Lheir classrooms.

4. Grouping plans should be flexible and short lerm. One of the characteristics of
American reading instruction is the ‘“‘three group” plan which for many people indicates
that individualization is taking place. This grouping procedure as well as.attempts at homo- 2
geneous grouping in reading have encouraged rigid inflexible groupings which have done.
little to provide for the reading growth of children. Grouping Is generally done on the
basis of standardized reading tests or group intelligence test scores. On the basis of these
results each child Is slotled- into a group, usyally for the enlire year, if not for several years.
Teacliers are led to believe that individual differences are provided for, yet they are cogni- -, .
zant of the many differences in one group, from Johnny who is last to finish reading, to 5
Susie, who pronounces each word correctly and reads with greal expression, but can’t.
answer any questions about the material she has read. Grouping on the basis of a single test

o' score does not provide for the range within the group on the basis of subskills or Interests.

Sartain (1968, pp. 214-216) suggests the k‘ollowing types of grouplng: »

Wl 1. reading-power groups which describe the basal grqg})g&}o which children are

assigned. ) ) ; i

2. shills-refinement groups which are formed to provide for the specific skill needs

of individual or small groups of children. Children from any ong of the reading-power

groups may need additional practice or instruction in d specific skill and askills-refine-
ment group may be formed on a temporary basis Lo provide the necessary Instruetion.

These groups may also be formed to provide challenging experiences for children who

are advanced in specific skills. ..
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3. ' activity-groups, wh ch’ like the skllls-refmement group are formed on a tempo-
rary and flexible basis, are composed of children who wish to work together on an
‘activity or activities rel ting to reading (recreatlonal reading, dramatlzatlon unit
activitiesyetc.). i i

Af these grouping plans were implemented uLx cfassroom /t'lex1ble grouping would be the
norm, and teaching to the average would be less evident.

5. Materials and facilities which suppor, mdw};duahzatzon of mstructwn should be avail-
able. Although school districts may prefer/to seldct only one basic reading text, there isa ~
need for materials of- various kinds and levels if the individual needs of ¢hildren are to be ’
meét. The classroom teacher is able to dlfférentlate the instruction much easier if he/she has «

o available materials such as multi-level klts5 records or audiotapes with books; game Kkits, and '0
mampulatlve devices. There are many”attractive materials available today which permit the
teacher to assume a facilitator role for gome of the mstructlonal time; that is, he/she can
assign children to. the appropriate matgrial at an appropnate level for reinforcement or
_review purposes, and then work with cHildren needin additional help. The availability of a

. ‘wide variety of materials can mcrease the pOSSlblllli’ of individualization of instruction;

. however, it certainly does not guatrantee its occurrence. The teacher must be taught to utilize
the material in an effective manner if maximum usage is to be made ;af it. Similarly, move-

A able desks, a classroom library, small reading corners, etc., are not a gyarantee of individ uali-
zation; however, they do enable the teacher who chooses to. md\lvnduahze a better environ. -
ment in which'to lmplement her plans, and the existence of these facilities should certainly
provide a message to most teachers. -

X 6." The reading program should include the foIIowmg three components a develop-
mental program, a correct;ue -remedial program, and \un ?éndecb or independent reading
aspects If a school district wishes to provide for the vary/n bilities of its children, it should
in some form include all three programs. First, the school district should provide,a develop-
mental program, in which broad guidelines are established as to scope and sequence of skills,
materials, and assessment strategies. The developmental component provides for continuity
of instruction for most of the children in the s¢hool program and establishes goals of reading \
instruction. The corrective-femedial progydm, which provides for the needs of children '
experiencing difficulties in learning to read,'is an .essential part of the curriculum. Both
classropm teaclrets and speclal teachers (remedial reading teachers reading specialists, etc.)
need to be involved in helpmg children with reading problems that/s,/th/e classroom teacher
cannot and should not assume that the remedial readmg teacher'is completely responsible
for improving the reading skills of problem readers. It is-only with:\the interest and help of
classroom teai{]ers that chlldren with reading probl can\be given total support o
' The corrective program provndes for the cHild with a slight reading problem or a
specific skill deflclency (for example,/s’[ﬁrate 4n reading). THe corrective program should
occur in the classroom with the teacher making instructional adjustments for children—
who may need reteachlﬁ, additional practice, and/or special material. Schools can establish
corrective programs i ( (1) they provide: materials w hich enable their teaclusto individualize, -

(2) support 2 curriculum which provides for flexnblhty in scope and sequence, and (3)
continte in-service education to further deyebp the teaching skills of their teachers. There
may be occasions when the speclal/reﬁdmg teachet works with children who have been !
diagnosed as needing correctivg instruction; however, as a rule these children can be helped
to overcome their difficulties with effective classroom programs. The remedial program, on
the other hand, necessitates the services of a reading specialist, or a special.reading teacher
who can perform the followmg functions: diagnose the strengths and needs of children with
reading problems, and (2) provide intensive reading instruction to children experiencing
severe ‘problems in reading. Another function or role of the reading specialist,andva vital one,
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is that of broviding support to the classroom teacher so that the teacher can adjust instruc-
___tion in the classroom environment. ’_I‘he reading specialist who ignores this role or who has
diffjculty assuming this role limits the effectiveness of his/her services. SR
A love of re‘ading and literature and a desire to read are fostered through the enrich-
ment or extended program. School districts which have no. library facilities, nor time in the - ’
curriculum “for enrichment reading, limit the xeading growth of their s—tu?iepts,'Children can
readily s'ee the value the school places on redding. They can experience-joy (or pain) depend-
- ing on the school's approach to reading. The extended or enrichment program is for all
children - it provides a means for applying the skills and for opening new worlds through
 reading to children. Recently, I visited-an elementary school in the'Pittsburgh area which has
implemented Uninterrupted Sustained Silent Reading (USSR). Every .afternoon, for 10
minutes, all people in-the school read - bhe principal, his secretary, the custodians, all,of
the teachers and children. No doubt these children berceive the valueplaced on reading and
it is hoped that they will become life-long readers. . S . .
} . 17. Skills and_ attitudes regarding readiné should be incorpora?ed in all of the content |
e areas to facilitate learning through reading. If one were asked to.identify an aspect of reading
" currently receiving'greét emphasis, it would be this one of teaching reading in the, content
- . fields. Reading educators realize that reading cannot be taught as effectively if it is taught
only in the reading period. A plethora.of materials, textbooks, and programs are currently
eing published,. purchased, and distributed among contént teachers. However; until content
~ teachers Ehem Ives make a commitment to teaching reading in their respective fields, these
* materials, etc.,will_have limited value. Workshops and in-service \education which provide
a rationale and practical ideas about the teaching of reading in thX content fields are essen:,

tial in hel'ping”'content eachers get a better grasp of this concept. If -content teachers can
be shown that effective utilization of .printed. material will help them to “‘get their content
across,” they will more readity get involved in learning about reading to learn. r ’
" 8. The community (including parents and other local citizeniy) should be involved iﬁ_
the reading program through volunteer work and support in the hame. The role of_ﬂarqpts
- in the reading program is one which still generates disagreement ajxp,ng educators. There is
still some hesitationdbout considering parents as partners in the teaphing_process. However,
some schools are getting parents involved in supporting the teaching process although the
strategies differ from school to school. In-service programs for parents of children. with®
reading problems are occurring across the qountry;'f)arents have been asked to servek as tutors
or aides in school programs; and many school districts are-asking parents to sit on readihg )
" curriculum comrpitt'ees. As soon as _educators,realize that parents can help us in teaching
their children to rgad, the efforts should expand and become more colleagial in nature.

9. " Administrative knowledge of the reading process and support of the reading
program should be integral elements of the total reading program. Any journal or book -
which describes effective reading programs will stress the importance of instructional
leader. His/her support of the program and: knowledge of reading are cruciyl ingredients
in building an effective reading program. The administrator who can provide\his teachers
with ideas about improving his/her reading program is to be valued. Of even/more value,
however, is the administrator who is willing to encourage and support the er¢ative ippova-
tive teacher who wishes to make some exciting modifications-in the ‘reading prigra
not to say that administrators should give approval ‘“‘carte blanche’ to all feagliers wishing
to do something different but rather that he/she should be willing to listen to the rationale,
the ideas, and then be flexible enough i his/her view towards curticulum to discuss implemen-
tation, A good program with an effective instructional leader can become an excellent pro-
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0. Evaluation of the readirig program should include both formative.and summative
: procelgses. The responsibility to assess our effdtts with children is a very real and important
- one. However, too often wWe put all of owrenergies into summative evaluation wiich gives™
us in'fqrmatiT about the competence of the student at a given time, or the finished product. -

Standardized {achievement tests may give us a *‘gestalt” as to the total school reading pro-
gram, but unless persons take responsibility for interpreting and-utilizing the resuits in
fectfmglchang , these scores do little more than to substantiate the fact that a school
testmg program /Standardlzed test scores can.be used to (1) group children on a tentatlve
basis, (2) pro 'd/é a referral basis for children with reading ;::;Zems and (3) provide infor-

mation about general strength anfl limitations inthe reading program. More emphasis must
be placed on fprmative evaluatign which provides for on-goifig assessment and lends itself
_to program change more effectively by involving teachers/on a continuous bas]s in-the evalu-
-alive process. A} stated by Bloomt and Hastings, Z

Formalive, evaluation ntervenes during the for at:on of the student, not when the

process is{thought to‘/completed It points to areas of ne((ded remedialion so that -

:mmed:ale‘y subsoquqnt mstructton and study| can be made more pertinent and .

) beneficial. (1971, p. 20) .
This kind of evaluation can help in individualizing stu ents’ activities, revealmg areas of dif-’
ficulty, providing feedback to- teachers which enable them to make change,s in the instruc-,
tional program. Checklists completed. on individual children, informal measurement devices,,
and mastery tests on small -units of learning.can help each teacher to assess his/her teaching
pf reading and.to make the necessary ad]ustmenFs in providing effective instruction for %H

ing programs are available from various sources. The instrument developed by\a committee’
of representative school personnel from the state of Pennsylvania entitled “Criteria for Ex-
cellence in Reading: 'An Evaluation Scale" (1975) is included in this monograph. Another
mstrument which might provide useful informatjon to school districts interested in assess:
ing their - reading programs is the tool entitled \(‘;‘nler:a for Assessing School Readmg Pro-
grams, Kindergarten Through High School™ (197\0), prepared by the Lonnectlcut Assocla-

Children. - :
X&Appram’(lmtruments whx(‘h enable school personnel to assess their total school read-

. tion for Reading Research.

~ The above guldehnes are broad ones which permit and encourag flexibility in readmg
curriculum for individual school districts. Certainly the differences in $chool districts should
“be valued, hence, individual districts should view the set of guidelines asa highway to follow
"but be willing to take the side roads which make reading cumculup’n more exciting for chlld
ren in schools across the nation.
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; N . INTRODUCTION

H . ’ /

N - .

It is the purpose of these criteria to help hbnes’t and educationally talented persons,
whatever their position in a district, to break the blockade to relevant educational change.
The focus should be centered on substance (does it work) rather than form (does it look
good).

Conditions vary from district to district and from building to bulldmg w1th|n eaeh
district; nevertheless, these criteria may be considered applicable to all schools within the

- Comimonwealth. It is the prerogative of each district and/or building to determine .how to
_achieve the criteria based on ‘local conditions, needs, capabilities, and desires,

These criteria for excellence in reading have been based on the successes and failures'

. of the past in order to establish guidelines for the present. The intent is to refresh our efforts

and stimulate ‘a new excitement and a sense of purpose in reading. Only the involvement and
the dedlcatlon of each mdmdual to these goals will determine the degree of success.

- P - (Crltena for Excellence in Reading, 1974)

— e e s e e e e e e e - — e —

Lo

.The evaluation scale developed as a comanent of the Penns.ylvama Crlterla for Ex-
cellence in Readmg is intended to aid schools and school districts in developing quality read-
ing pmgrams and to aid in identifying exemplary {reading practices and pmgrams within the

'Through the Pennsylvania Right to Read Eff rt mformatlon about exemplary readmg
practices and programs will be dlssemmated

-

P nnsylvama Right to Read Effort®
. | ! September 1975 <
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| \ INSTRUCTIONS
b for use of

/‘ THE EVALUATION SCALE

R \/ . Criteria for'ExquIenée in Reading
g

Evaluators usir;g the attached- e;{\aluation scale should follow the following procedure.

-

" Bach item on the scale should be rated with a point value of 0 to 5; O (zero) indicating an

item not applicable, 1 (one) indicating a low-score, 5 (five) indicating a high score. School
distyict evaluators shiould place the score for each item jn the ‘4eft hand” margin (valida..
tors may:later place the score for each item in the “right hand” margin).

School district evaluz}kofs are requested to return-a completed copy of the scale to

. the Pennsylvania Right to Read Office with a subtotal indicated for gach section on the

scale and a total indicated for the entire scale.

On’ the basis of -information received,

from participating schools and school districts,

‘a hierarchy of points will be established that will determine quality reading practices and

programs. The Keystone State Reading Association has accepted the invitation of the -
Pennsylvania Right to Read Office and the Pennsylvania Right to Read State Advisory
Council to provide teams of educators w lling to visit the participating schools and school - /
districts to validate the identified quality practices and programs. - |
Questions about the validation of exemplary reading practices and programs may be !
directed to the Pennsylvania Right to Read Office. o ‘ !

Pennsylvania Right to Read Effort
' Pennsylvania Department of Education
, Bureau of Carriculum Services
y Box 911 o
/' Harrisburg, PA 17126,
"' Telephone Number 717-787-7098
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| THE LEARNER

- —}:-- - The-schoot should: establish some means-to aid parents in their-roles inrdeveleping%:——
" communication skills and enjoyment in learning in their children, from infancy.

a. The school maintain§ a communication system-with parents-through newsletters,

’ notes, and telephone calls abaut positive aspects of student growth, various class-

' room activities, and suggestions for follow-up activities at home./

oo In districts with significant pppulations of non-English-speaking persons, district

’ publications - are disseminated in the language or languages of the non-English

: groups.

" b. Regular meetings are held with parents to discuss chlld dévelopment, communica-

. tion, and education.

c. Opportunities for establishing rapport between school faculty, administrators and

- " family are provided through open house, teas, and socials.

~d. The school identifies particular individuals who act.as resource persons. Parents |
are given the names and roles of the individuals aﬂd are encouraged to contact
them by telephone or a note about problems“br concemns (classcoom teacher,
principal, guidance counselor, nurse).

e.. Planned programs are presented by the ﬁistrict to inform parents of activities
which they can do at home to help their/children develop better communication
.skills. '

f. Programs dealing with activities for the ‘preschoolers are presented by the district
to parents of preschool children.

g. Parents are advised that materials are available for their use (llbrary, guidance
office, principal’s office).

h. A training program is provided ffor parent volunteers who aid .in pmwdlng an
educational program in the schogl.

i. Inservice meetings are presentéd by the district to Instruct teachers, school psy- b

* chologists, guidance counselors, etc. in providing pareiits through conferences
5 with specific suggestions for developlng communication skills and enjoyment in
) learning at home

2. Instruction should be learner-centered and each learner guided through a planned
arrangement of skills to read at his/her diagnosed expectancy level.

a. The. school district has adopted a leartier-centered philosophy’ ghd has based a
planned curriculum upon this philosophy. L

b. Reading is treated as a language arts component in which listening, speaking,
reading, and writing skills are interrelated.

¢. The school district has developed goals and objectives based upon the learner.

d, The school district’s reading program is based upon a planned scope and sequence
of reading skills.

e. lnstructlon is eclectic in nature, using valid appmag:hes to the teaching of reading

f, Leammg ‘experiences are provided in all sensory modalities: duditory, V|sual .
kinesthetic, olfactory.

g.  The school district has adopted a testing pmgram which properly identifies the
needs of the learner in reading and which also helps to identify the learner’s
expécted reading level.

. h. Thereading program is diagnostic-prescriptive.

L S . .42,
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The reading program has been planned based on th¥j
in mind his ethnic background, geographical locatio
thecommunity. - - ¢ B
Reading is taught as an integral part of each subject a
Varlous reading materials are made available to the le
and foster his interests. : |
The Tearner is given a choice of activities at some time during the school day.
The learner is provided instruction individually and in\ mall groups as well as in
large groups. - . .
Instruction involves an exchange of ideas, opinions, nn(l uestipns among teacher
and students, and among students and students. \ '
The classroom provides space w here’ a student may work albne.

The learner has the opportunity to work on independent tasks using leamning

:‘I%Enters, i:_enching machines, self-directed programs, and other forms ot‘edugationnl

technology.

.

3. The learner should be an active participant in determining his/he\r own\ goals, planning
' Lot

his/her program, and charting his/her progress.

a.
b.

"
\
\

The teacher and}vlet‘lmer set specific goals for the individual nebds of\the learner.
The teacher and learner plan a set program for the learner to n&:hieve\ his/her goal.

c.’- To promote a/ more positive self-concept in the learner, the re:i‘ding program

a.

. b

S e
4.  The learner should be encouraged to use his/her interests and experiences Ss an integral
part of reading. V

includes a self-choice of instructional materials and a selt’-seleqtion af stories used
in the reading program. | \ '
The learner maintains his/her bwn personal progress records. \ S

\
\ |

Background for the ma’terkal read is always provided for the learner.

Frequent discussions relating the learner’s experiences with the material read are
heid by. the teacher with the learner. ' '

Reading at home is promoted by encouraging parents to make available proper
levels of reading materials and materials which are relevant to the inter?sts of the\
child and by encouraging story telling and story reading. \

5. 'I;he learner should be guided to read widely and independently for hi%/her wn pur-
poses. . !

The learner is encouraged to pursue his/her interest in various fopics\throu h read-

ing. ¥

A variety of reading material is made available to the learner, esp\;ciall in the
classroom. \

The learner is encouraged to use the school and public library facilitleié

The learner is encouraged by teachers and parents to build his/her per! nal\‘ibrary

at home through book clubs, book stores, etc.
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The administrator should recognize reading as a priority in the school program and
enthusiastically provide functional and moral support regarding staff, time, facilities,
budget, and community relations to maintain this priority.

‘a.

b.
c

R

N . .STAFF

A philosophy of reading for the school system is a responsibility of the adminis- '

tration.

Reading is regnrded as a first prlorlty when determining the curriculum budget.
The reading program has a sufficient staff to operate as a quality program? a read-
dng director or supervisor, reading specialists, teachers, teacher aides, -tutors,
consultants.

Workshops on reading are prowded for the staff to maintain a hlgh quality reading
program, \

The administrator keeps in constnnt touch with the on-gomg reading program by
‘surveying the needs of the program and by involving the proper people in the
planning of the program,

The administrator prepares - h(mselt‘/herselt‘ prot‘essionnlly in obtaining some
background in the field of reading.

The ndmimstrntor enlists the support of the local commupity by “‘selling’’ the
reading program to the community and getting the parents involved.

Meetings are held wnh the readmg staff concerning fudget increases as the pro-
gram grows.

Schoot policles that affect the Yeading program are clarified by the administration

and the reading staff.

A major responsibility of the buil ing principal is to generate a warm Jpersonal atmo-
sphere, setting the tone for the entfire building.

a.

b.

.Thc principal’s attitude will determine to a great degree the attitude of his/her

staff; therefore, he/she maintains a positive attitude.
The principal provides space and equipment for maintaining a high level readlng
program.
For good working conditions line and staff responsibijlities are clarified so that
the chain of command is dhderstood and respected.
The prificipal makes certain that the guidelines estnb ished for the reading pro-
gram are propetly followed.
The principal meets with hls/her ‘staff periodically to determine nteeds in the read-
‘ing program and follows up on these needs. \\
The principal observes classroom practices in reading and review% these prnctices
with each teacher and reading supervisor.
The pr,inCIpal is familiar with classroom readmg materials, ‘mcludmg their proper
use.
The principal is an active partlclpant in the planning of the reading program
The principal reports to the proper persons the needs of the reading program.
The principal, with the classroom teacher, reports/to parents the progress of their
children in reading.
The principal attends workshops on reading and obtains some bJ
field of readmg o . :

A9

-44. 1

ckground in the




i wo
3.  Inevery district a vertified dlrecto}\ should provide supervislon, coordination, in-service

training, and constltant{services. ~ " ;" . u
. . | LY - \

This person sho uld have the mmmﬁty/, ﬁe’edﬁm, and administrative support-to-main- .
tain and implement a tqtal reading program, thus becoming the liaison between admin-
_istration and classroom leachers. s !

The difector should invglve the total staff when f{lnnning the reading program. -

. a. The district employs a full-time reading supervisor whose responsibility is solely . .
language arts and reading. : ,
b. 'The reading supervisor directs a district:wide testing program to deteymine the
‘reading abilities of all students and to identify those needing special help&
¢ The reading supervisor and staff deve‘lop cooperatively a district-wide language
arts philosophy and curriculum, and in! erpret it to the school ad ministration, the
staff, and the public. 4
d. The reading supervisor provides leadership and coordlnation in the language arts
program of Instruction and plans and administers advanced readlng programs and
remedial reading programs. ' . '

9 e. The reading supervisor interprets student needs and progress In readlng remedia-
' tion to the classroom teacher and the parents. ‘ '

f.  The reading supervisor and staff recommend adoption and use of varied Instruc-
tional materials, including textbooks, reference works, kits, trade books, audio-
visual aids, etc.

¢g. The reading supervisor conducts in-service workshops and demonstrations perti-
nent to the reading and language arts program.

h. The reading Supervisor in conjunction with the staff devises and maintains such
records and reports as are necessary to the successful execution of the reading

_ program. , ‘

i. The reading supervisor prepares and ad mlnispérs the departmental budget.

j.  The reading supervisor looks at the physicg] aspects of the reading program; ie.,
classrooms, office space, storage facilities, etc. )

k. The reading supervisor dissemlnates Informgtion pertalning to the reading program

o / to ghe school board, parents, and the conimunity using personal megtlngs, news-
v ; * pifsers, and appearances at service ¢lubs. : :

4. The teacher should assume the responsibility of creating an atmospliere ‘conducive \9
the learning process and promoting lifelong reading habits. In order to do this the
teacher must demonstrate professional competency in the knowledge of the reading
process and meet the leamer’s needs through an on-going diagnosis. The teacher must

/ personally value reading, be credtive and*flexible,and be willing to grow professionally.

! -~

' . a. The teacher is knowledgeable in the area of child development and its relationship
to reading and language arts. ‘ »
i b. The teacher unj;erstnnds Lhe process of evaluation and chooses instruments to use
- for ongoing diagnosis. |- '
©¢. The teacher i:ls expertfse in the sequential development of reading skills; i.e.,

. word attack, comprehension skills, study skills,flocational skills, etc.

/ d. The teacher Has extensive background in childfen's literature and incorporates the
/ . literature into exciting | aming experiences in feading for school pupils. '
/ ' . I

/
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e. The t,eacht.r knows when to ask the reading épecmhst for help when encountering
learning-reading problems.

f. The teacher knows how h}xgroup pupils for readlng instruction.

g. - The teacher creates a warm-personal atmosphere in the elassroom.

h. The teacher is aware of each student’s needs and tries to provide for these.needs

i. The teacher is responsible for reporting necessary lmprovements in the readmg
program to the proper persons.

j. The teacher seeks to further his/her knowledge of reading through further studies

" in the field, reading professional literature on reading instruction.

k. The teacher establishes a line of commumcatlon with parents, reportmg the
learner’s progress.

1.  The teacher promotes ht‘elong reading habits by encouraging the learner to read
widely.

m. The teacher pmwdes means for helping the leamer develop a good self-concept by
making it possible for him/her to succeed with the task and providing positive
reinforcement.

‘n. The teacher continuously dlagnoses each student’s needs in readmg through obser.
vation, formal and informal testing, and classroom performance

-q. The teacher thoroughly dnd efficiently preplans each reading lesson.

p. The teacher is a reader hlmself/herselt‘ and communicates tiis love for reading to
the students.

A good program should utilize1 the supportive services of the following: community

resource people, social agencies, librarians, speech therapist, hearing therapist, school

" physician, school nurse, school psychologist, home and.school! visitor, learmning disabi-

lity specialist, guidance counselor, consultants, and other staff members. \

a. At appmprmte times community resource people are utilized to promote the

: learner’s interest to read.

b. School staff members utilize the services of various socml agencles to help the
school and-home to provide for the learner’s needs. -

c. - The librarian is directly involved in the planning of the reading program and is

kept informed as to changes made in the program.
The speech therapist plans with the classroom teacher and reading specialist
programs for the speech handicapped child.

* The hearing therapist evaluates the hearing capacity of students suspected to have

a hearing loss and makes recommendations for follow-up. a
The services of the school physician are used by the school staff to provide for

the needs of the learner suspected to have physical handicaps.

The school nurse screens students for visual, auditory, and other physical handi-

caps and makes referrals to doctors or dentists. x Y
The school psychologist evaluates the learner’s ability to learn and achievement in

learning to help other school staff members provide for the learner’s needs. The

. school psychologist is an advisor for the.reading program,

The home and school visitor makes personal contacts with the home and provndes
background for helping to better understand the needs of the learner. ’
The learning disability specialist .is involved in the planning of the reading pro-
gram, and with the reading specialist and classroom téacher provides additional

"help for the disadvantaged learner. o

o1
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\ k. The guidance counselor helps the classroom teacher and reading specialist to

better understand the needs of the learner and helps to provide for these needs.

. Consultivé services are used by the district to broaden the scope of the reading
prog:am,i{; pmyide in-service livities for the staff, and to evaluate the reading
program. o ’ . ~.

Paraprofessionals should enhance the yeading program by working in the classroé\m}

with the teacher and outside the ¢lasstoom in preparation of instructional materials, |

as required by the teacher, as their personaiities. experiences, talents, and trdining
allow. | ' ‘

a. Paraprofessionals are interviewed and screened. They are given responsibilities
which most suit their abilities and the school’s needs. * S

b. Paraprofessionals are paid by the school district, so that attendance is regular, and

_ the reading program is not interrupted by frequent absences.

c. Paraprofessionals are in-serviced on basic educational theory and practices, the
reading program, and the learners. : '

d. Teachers are In-serviced on the proper use of the paraprofessional, followed by a
joint training session of both the teachers and paraprofessionals.

e. Paraprofessionals demonstrate a concern for the emotional and physical well-
being of the learners in their daily experience with them. ¢ . -

f. Paraprofessionals have a checklist of the tasks they will perform in the classroom.

g. Paraprofessionals expect and receive from the professionals to whom they are

~ assigned a planned program of their expected activities in a reading program.

Student and adult volunteers can contribute additional special talent and time to the
reading program through tutorial, clerical, and general assiStance. T
N . ' . .

Volunteers can be recruited from the ranks of the student body, service organizations,

parents, retired persons, and local college students. Provisions should be made for

orientation and periodic training of all volunteers. ' :

a. A volunteer program is available for needs which arise from the reading program.
Interviews are held to provide information regarding interest in becoming a volun-
teer, skills of the volur@eer,,responsibilities. etc. ’

b. Students help other students learn to read, but only where precautions have been
taken to assure proper use of student help. ' o

c¢: “In-service workshops or informal meetings are held to acquaint student and adult

volunteers of their roles in the reading program.

Space is provided where the volunteer can work.

Volunteers are identified in some positive way as they work in the district.

"

o
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taff will include mamtenance and secretdrial services which sho l% contrlbute toa
mne learning atmosphere,

% .
\ Maintenance and secretarial person% re mcluded in in-servite programs, espe-
cially when the district is planning a n y approach to learning \They are the fu'st
“to meet the public and need to be kept informed. N
Maintenance and secretarial personnel are encouraged to majiitain a positive
climate for learning when the opﬁortunity arises. \ .
_I‘he maintenance and secretarial personnel are included in functiot{s which ténd to
help promote a positive learning atmosphere; such as plays.
The maintenance staff is reSponsible for crentmg an environmeny conducive to
positive lenming ‘
The secretarial staff is responS|ble for completing necessary assighments which
will contribute to positive learning.
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\ COMMUNITY , . |

i

Enthusiastic isuppo by thl Board of Education is\of paramount lmpbrtancé fo the

1
a.. The Board of Edumtlon\; allocates sufficient fum\s for staff and materials to sup-
porta qu:iity reading prdgram. S b
b. The Board of Education encourages its administrators to seek actively additional
" funds through various stat\e and federal sources. ¢ '
¢, The Board of Education, with the coopemtlonl of communlty representatives,
includes a reading component in all appropriate sections of its long range devel-
opment plan. . _
d. The Board of Education needs to be informed by administrative staff on major
changes In the reading program, district-wide reading test results, and district-
wide evaluations made in reading. : :

sugcess of the\iilstric’-wide rdading program.

‘

The school should lnvolve( the varlous segments of the.community in the plapning,

implementation, and evaluation of the reading program. .

a. Community interests are represénted on the district's advisory committees for
reading, ESEA Title I and long-range planning. -

b. Community persons are invited to participate in evaluation programs for the

district’s various reading projects.

¢. Community resources are utilized in recruiting personnel for the reading pro-
grams. R ' ‘ . . ¥ ‘

d. Community: consultants are called upon in the selection process for reading text
materials. :

Parents rﬂuy become involved through participation in purent-tkhcher organizations,
in the classroom as volunteer teacher aides, and by nurturing at home the learning
which has been initiated in school. . ,

a. The district encourages the formation and active programming of various parent
groups, both district-wide and by building. '

b. The district has organlzed an effective system of volunteer parent aides with

" appropriate training opportunities. . ' ‘

c. 'The district encourages parental involvement through a program of prescriptive -
activities parents- may carry out at home with their children. '

d. Parents are encouraged through newsletters, meetings, ete., to contact the school
concerning any questlon or suggestions about the reading program. :

Reading instruction should be offered as a vital part of a community Adult Baslc Edu-
cation program. This program should meet the needs of functional illiterates, school
dropouts, non-English speaking persons, and those seeking to Improve reading-learning
efficiency and/or to enhance personal readIng enjoyment. .

1 -

a.” The district sponsors an extensive adult education program with instruction gear-

ed to the.various needs, e.g., functional llliterates, dropouts, non-English speaking
persons,»aﬁd others with specific reading problems or needs.
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b. The adult educatlon program is staffed by persons sensrtrve to the needs of. the
- diverse problems of the adult community. Y

c. Penodrcally, the commumty is surveyed to determine needs for the Adult Basic
Education program. -

d. Consideration is given to taking the program to the adult student,e.g., at his place
of, work a church, a community center. School ‘buildings can pose a threat to
some adults.

e. The school district is responsible for ‘providing reading materials for {, e adult
community through financially supported libraries, by placing reading material in
locations of the community which adults frequent, etc.

5. A wide variety of community resources are available and should be used creatlvely to

brmg enrichment-and relevance to the school experrence
» » ¥ M\
‘a. The drstrrct encourages teachers and’ other stat‘t‘ persons to ‘involve communrty
. " persons in reading activities. ‘ ’ o A
b. A directory of community resource persons has been develqﬁéﬁ“by the district for N
g staff. use.
c. Programs are set up so that students may leave school to participate in community

activities as part of the reading program. . .

d. Cooperative arrangements have been made with area libraries and other sources of\\
reading materials, so that students may have access to a wide variety of sources.

e. In districts enrolling significant numbers of minority students; affirmative steps .

. are taker to involve parents and other interested citizens from the minority -

B

communities. :
f. A directory of community museums, industries, historical sites, etc., has been com-
Ppiled by the district for staff use in planning field trlps -

g. - Multi-media matetials reflecting the community’s world of work is available for- *
student and staff uge. ‘ . .

. ~ ~ N
*
° \
v . l
5 ,
j \
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INSTRUCTION-

. There are many ways to teach reading; Hov./‘ev}et,icertain gu‘ideliﬂe-s are necéssary fora-
- sticcessful reading program. . " L L

1. The program should employ any one or a combination of approaches to the teaching

of babic reading skills applicable to the total curriculum as determined by the needs
- of the.individual, " N . S ‘

a. The district’s reading program consists of various methods and apprqaches to read-’
" ing so that-each pupil ‘ma‘y. be taught by the method most suitable for k}im/her.
For example, any 'combfmatio'n of the approaches and methods listed below may

'v"be‘_\\xse'd: o L , 7 o . e
1. basal reading progratfis , » SHVIFE \
2. language experience” T o
‘3. individualized RPN - ) ,
o _4,_'-'pr0gram;ned : ‘ \‘ -
" 5. Phonovisual Nl L o
6 ita Lt R : 5
“ b. Instruction is given at an effective rate and level for each pupil. T

... 2. Flexibility should exist among and within- the approaches according to teacher effec-
. tivene"s.s;ih;me‘etiixg individual rigeds. ’ - e S
- a. -Teachers art made awaxe of various approaches 'to reading instr'uétion‘thﬁixgh
~periodic in-service training. ' ‘ : IR
. b. ant’inuousﬂihgnoses of students’ needs are made_to assure flexibility in,ingtruc- -
© - tion.’ - L % i o T ) S

. ¢, Students-are grouped for instruction according _té»_aregs of weakness and are re-’

‘ “grouped when weaknesses are o-\’/é'r'cq'ine and new needSiifj‘se." LT
d. Opportunities are provided for independent reading at all levels. el R
3. Program continuity should be achieved ‘through ‘progressive  record kéeping of the -
necessary .reading skills. ‘ ' o o

N
RO

a. The reading staff should develop L)me method of effective’ record };eeping of
students’ progress in all reading skill j : ' ;o

b. A reading record of each student’s progress in each reading skill should be made
available to each student and parent : o .

c. Students should keep own records of] progress in egch reading skill.

d. A method of record keeping of student progress is developed by the staff using
the scope and sequence of skill ddvelopment determined by the district as the
basis for the content of the progress record. '

: e. Visible class records should be used jwith discretion.

ERIC -« st e
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Reading skills should permeate all area}s of the curriculum.

a. Content area teachers are m-servrced on the process of readlng —
b. All content area teachers are in-serviced as to how they can provide slmultaneous
_ teaching of reading skills and course content, the uge of study guides, and the
teaching of library and research skills. e,
c. Teachers are in-serviced in the proper techniques of making assignments, establish-
ing purposes for reading, providing baclrground for reading, and asking questions
that require students to usejdeas rather than simply to remember them.

" d. Students receWe self -help techmques during regular class time for lmprovmg thelr

O

ERIC
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e. Provision is made to help students acquire necessary study SklllS for proper study
of confent materials.” . . . AL

f. Students receive proper instruction in the technical vocabulary and‘ the under-
standing of the eontent materials. '

g. Classrooms are equipped- with a variety, of levels of reading materlal dealmg wrth
the same content _ /

. o AR

-The total program should engender a readmg hablt which will lead to a prodUctlve :

and fulfilled life for~the learner. - - !
4 'l
a.. Provision is made for the learner to read topics Whlch interest hlm/her and to
choose his/her own reading material. o
b. During instructional time the reading skiils are taught through various media and
pYresented in various ways to the learner so as to make reading instruction mean-
ingful and exciting. . I
c. The reading instruction meets the immediate needs of the learner. so that he/she
- will thmk of readmg as a way of meeting hls/her future needs

P

’ Any specnal program fult;lllmg the needs of the atyplcal child should be coordmated

closely with exrstmg classroom instruction. .
a., The remedial reading program is planned in coordmatlon with the basnc reading,
_ program of .the school district.

b. The: classroom. teachet;and the student’s special teachers meet frequently to dis-
cuss the needs and progress of the student.

c. The student is not penallzed in any way ‘When he/she must- receive mstructlon

. outside the classroom., - - :

d. Materials Yor mstructlon outside the classroom are dlfferent from the regular

classroom fpstruction, but should serve the same identified needs of the student. .

*

.e:' Opportunities are. given ‘for the special’ teachers to work within the classroom

as well as outside the classroom. v : : .

Instruction in rea 1ng ‘should be prov' ed in the language ‘of the child wh&pe dominant
language is not En lSh o ‘ n

. .
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e MATERIALS

o~

-_3:— --The-teacher should be encquraged to use a'wide variety ‘of commerical ?Pq/,?éh‘??@;
: mercial materials (basals, kits, newspapers, cookbooks, manuals, etc.) and pquipment h
td meet the needs of the individual. - : ’ .

'a, Both the student’s strengths and weaknesses are considered in selecting instruc-
tional materials. - : . ' R :
b. Sufficient funds are budgeted to purchase appropriate materials and equipment.

o

Teachers and students are provided with various kinds of commercial materials to
meet the identified needs of the program. R
7 d.: Teachers are given in-service training on all new ind unfamiliar teaching materials.
e - e." ‘The teacher is given released time by his/her school district to attend conferences
to learn about-new~ materials to help meet the needs of her pupils. - -
£ Teachers and students have access to recorders, tape players, fitmstrip projectors,

etc. . , . ' .
g. The reading specialist encourages teachers to try new materials in classcooms on
an experimental basis. g oo '
2. 'It}he'- teacher should be-éncouraged to develop materials to meet specific needs of the
learner. - - ; Cob S .. '
s . - ‘
a, Teachers are given proper guidance from a-specialist and given in-service training
- to develop effective material. - '
% b. Provision i$ made for resources and time to enablé teachers to develop materials.
c. Opportunities are provided for teachets to share ideas and directions for teacher-
" made materials. ' ' S o '
»~d. .Teachefimade games and studen}-madé games are good instructional devices and
. " are developed for classroom use. - ' i : o
e. »Materials, equipment, and teacher-m de materials .q’geyevaluated to determing -
effectiveness, - . - : ‘ , St
3. . The library instructional materials center a d/or resource room should be an integral .
part of the total reading program. h '

a. Teachers are familiar with the materia\s. and equipment available in the library
_ and/or resource room. . A
» b, Time is provided during the school day for teachers to examine materials in the
library and/or resource ropm. - S .
«c. A knowledgeable staff-assists the teachets in selecting ‘materials arid equipment.
= d. Teachei-made matérfls are also housed in the library and/or resource room. .
e. Children aré encouraged to. visit tie libraxy and/or resource room to help select
materials anfi-equipmenit. o j i ~ o
f.  An effective cataloging system #nd shelvirzf of materials assists the teacher and
children in proper selection of non-print as ell as print material. ,
"g. The librarian and the reading director have 4 working relationship in the ordering.
Lk of a variety of materials necessary for the upgrading and complementing of the
- " reading program. , \ , , '
h. Teachers are éncouraged to submit evaluations and recommendations for materials
f'}-and equipident. _— .
. » " i” "The library- schedule is flexible enough to accommodate individual needs of”
_. students arfd teachers. ' . .
j. Library mdterials are provided in the languages of these students whose dominant’

language is" not English. ‘ ’
. g : 5 8 - M -w /; ’,
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- ENVIRONMENT

L

Environment as defmed lere is the physxcal and psychologlcal settmg to which the
Iearner is exposed during the time limits of the day.

large- and small group instruction, individual study areas, ‘adequate hghtmg, movable
and multi- purpose furniture.

a.  All available space ¢an be’ altered to provide for varied mstructlon, groupmg pat-
. lerns, or organizational arrangements. :
b. Movable partitions are provided for classroom flexxblllty
v - c¢. Noise being made by students busily engaged m a learning task is to be expected:
: . in a healthy classroom environment.
d. ' Each instructional area has avallable space for mdmdual study areas.
e. Lighting is regulated according to the time of day, weather changes, etc.
f.o Each instsctional area has ‘available adequate electncal devices for use of audio-
visual materials. ) '

2. The instruEtional materials center-and/or resource roomr should be centrally located
and provide a wide variety of media and materials-to meet the curricular and. recrea-
‘tional reading n.eeds of all students :

a. THe 1n<;tructlonal matenals‘center is easily accessible to all students and teachers. ,
b. The instructipnal materials center is equipped with a wide variety of audio- visual
) ’ equlpment a\fi matenals that are appropriate for.the reading program.
.« 5 €. A certified média specmhst is responsxble for planning and developmg the digtrict’s
’ media program. X,
‘. d. Through the instructional materlals center varlous pro
. ) vided to encourage students reading.
. e. A collection ot‘at least 10 books per pup11 is avallable in the media center.

ams and activities are pro-

\ Al

‘3. " All facilities shouﬂ%,be easily accessxble informal, attractive, and inviting.
’7:
a Adequate facilities are available’ t‘or dlsplays-
b. The'display area is well lighted. * ;
c¢. Furniture is colorful, movable, and properly}na/ntamed
d
e.

oy

Walls are bright, clean, and colorful. . i 4
Floors are kept clean, some areas arg-carpeted for students to use as seating.

v

4, The clz\ssroom should reflect a healthy blend oforgamzatlon and freedom.

v a. The classropm is kept neat and free from clutter

b. Students' sthrage areas are neatly keplt.

c. Malenals and, equipment are cared for properly so as to prevent negedless damage

d. Certaij areas Of the classroom are designated for specific curricular areas.

e. Furniture and equlpment can be moved in order to provide for various grouping-
patterns.

Aruitoxt provided by Eic:
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} 5. Each school and classroom should project a warm personal atmosphere to promote a «
| psychologically sound learning situation. ’ 3 '
a.  There is mutual respect for the opimions of each otheron the part-of bothteach- -~ |
ers and students. . ,
- b. Student work is displayed in various areas of the classroom and school.
¢. Classsoom and school activities are planned to provide for the psychological needs
of the school community as well as the educational and social needs.

- v

. 6. The school should provide the learner with|the opportunity to experience the world
outside the school setting and tpvrela_te thosetexperiences to the printed page.
a. The school provides an ample budget for field trips for all students.
b. Field trips are carefully planned o that they are meaningfl and relevant to the
" learning experience of th¢ student. . “
¢. Preparations for'a field frip are carefully organized and upon the return from the
trip, follow-up activities are provided and include a wide variety of experiences
relating to reading and ¢reative writing. - . v

b




-, . TIME -
Y . /, v
1. < Although a daily uninterrupted penod of time for reading instruction may be estab-
lished, the appli¢able readmg skms ghould be taught comcurrently with content area
instruction. . :
a. The content area teacher mcorporates the necessary reading skills requlred to
understand each particular lesson in the daily instruction.
b. The content area teachers are given opportunities to attend in-service meetings in
reading in the content areas.
c. Special help (Reading Specialist, Readmg Supervxsor) is available to assist the
content area teachers in preparing and carrying out their lesson plans. .
L. d. Special material (hardware and software) is'made available to content area teach-
ers to use in teaching reading skills in the content areas.
e. The lmponance of teaching reading skills in the content areas is stressed by the
district’s admmlstrators
f.  Through inservice and curriculum planmng meetings, content area teachers are
exposed to various reading skills-inherent in different content areas.
g. The curriculum guides in various content arga sub]ects contain hsts of readmg
skills necessary for each specialized content arep.
... h. There is a variety of baoks on various reading le¥els ‘related to different toplcs
: available for students to - use in each content areg WItlhln the classroom and re-
source center,

2. 'I'eachers should be provided sufficient time free of studerits to evaluate continuously
N ‘tke needs and -progress of each puﬂand to formulate plans based on those findings.

a.- Durmg, the school day, special testing services and personnel are made available to
all teachers so that a student’s-specific strengths and weaknesses in reading can be
. pin-pointed and an appropriate program- can be planned. in each content area.
! b. Time js made available for all teachers t&6 meet in small groups to discuss the pro-
. gress of their students.
c. Tlme is made available for teachers to develop various checklists to use in evalua- .
ting'student progress. .
d. Appropriate time is made available to teachers so that they can meet with the
school guidance counselors and other professionals concerned with pupil evalua-
tiog,. ’ -
e. The teachers take time each week to cultivate the library habit and discuss good .
books discovered by the students.
. f. Student scores from a standardized reading test are made available to content
area teachers, and a trained reading instructor assists the content area teachers in
the interpretation and evaluation of these scores.
3. Adequate time should be allotted on a regular basns for free readmg .
. L, |
.~ a. At least one half- hour of-each day should be devoted to silent reading on the part ‘
v .. of tHe students and faculty.
" b. The school library is available to all students during the school day so that they l
'may avail themselves of its material.
< c. Free reading is encouraged by permitting the students to read by themselves |
whenever they are ﬁmshed with an assngnment glven by the teacher during any |
class period. » |

ERIC . 5 .
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. - EVAlLUATION ’
/1. Evaluation of the total reading proqram should be an on-going process and serve as a
means of constant imprcvement. : ’ .

a. The school distrigt conducts a district-wide evaluation of the reading program and

o uses the results of the evaluation to unpnove the program. .

b. Included in this district evaluatmn is a testing program of the mastery of readlng
skills. .

. ¢. The evaluation of the readlng program includes an attitude survey of students’ *

T attitudes toward the. various components of the reading program.

d. Surveys are ccmducted by the d;gtmct to determme staff needs for the reading
program.

e. A self-study by the district’s stat‘t‘ is conducted penodlcally to determine the
needs of the reading program.

2.” In addition to the commonly used norm referenced measures which have then' limita-
tions, student evaluation procedures should include a system of criterion referenced
testing in order to determine mastery of a sequential arrangement of skills. .
a, Test results are used for diagnostic’ purposes in planning the mstructlonal program

for each Pupll
b. Achievernent test batteries are administered at least twice during grades 2-6.
, ¢. Individualized tests of mental ablhty are administered when necessary by quali-
fied personnel.

i d. Criterion reference testing or its equivalent Is availdble for determlmng mastery
of reading skills.

e. Test results are lnterpreted with the student’s mental 50ch and emotional
growth in mind.

.f." The teacher keeps a dated folder of each child’s work.

‘ _ 8. Notebooks are used by the teacher which stress certain major areas of improve-

\ ment and noting. wlth dates, when each child seemed to master that particular

area.

h. A file of cards on each child is kept with notes on specific problems which arise.

i. Children keep records of where they are in reading, what they have read, and a

diary of thmgs important to them.

3. In addition to administrative evaluation, each teacher should develop continous sys-
tematic self-evaluation procedures to direct and improve teaching performance.

a. The reading teacher is given oppottunities to evaluate his/her teaching perfor-
mance through in-service activities, video-tapes of his/her teaching (to be used
only as a self-evaluation procedure and not as a threat), and district paid subscrip-
tions to various educational newsletters.

b. The reading supervisor and principal onduct periodic formal and lnt‘ormal class-
room observations followed by personal conferénces with the teacher to relnte/
strengths and weaknesses and make recommendations.

e. A checklist of the characteristics of a good reading teacher is made availnble to
the staff for self-evaluation.

d. The reading supervisor and prmclpal periodically demonstrate techniques for

teaching.
62
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- \ : _ BUDGET
Since readmg is a pnorlty, the reading program should determine the budget.

The budget allows t‘or adequate staff t‘or the readmg}program which shou[d include -
_ classroom reading teachers, reading specialists, and a readmg supervisor.
| l
The budget includes monies for mnterlals and- equlpment to adequately supply the needs
of the readmg program.
The budget includes monies for in-service education for the professional and ron-pro-
fessional staff-and subscriptions to educational literature for the staff. )
’I‘he budget mcludes montes for consultants/technlcal assnstants to serve the needs of -
the reading program. ‘

"FRIC .
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. Right to Read Directors
David M. Weand, Chairman
Carolyn M. Mark_ley, Secretary
Theodore C. Burkland
Lois L, Cowan
Bertha M. Hirzel
* Phyliis M. Humphreys
Alma A. Leadbeater
Patricia Lochinger
Doris E. Perry -
Carl Pyzowski
*Elaine B. Richards

o

Grace Rippel

The Evaluation Scale based on the Pennsylvania Right to Read Criteria for Excellence
in Reading was developed by Mrs. Carolyn Markley, Greater Latrobe School District, with the
assistance ' of members of the Pennsylvania Right to Read State Advigory Council; Mrs.

" Phyllis Humphreys, Derry Area School District; Miss JoAnne Radicchi, Right to Read Intern.

- CRITERIA FOR EXCELLENCE IN'READING

— ——— — — —— ——— ——

A Task Force - 4
1974

Neshaminy School District

Greater Latrobe School District

Danville Schéol District

Bald Eagle Area School District

North Penn Séhool District

Derry Area Schoo] District r
Abington School District | v
Southmoreland School District |
Northwestern School Dist;ict

North Schuylkill School District
Pottsgrove School District °

Clairton School District




Pennsylvania Departrhent _of Education

. I‘ |
John C. Pittenger *

Frank 8. Manchester |
Harry _Kl."Gerlzi ch

| Michael E. Flanagan -
Russell P. Geti |
Fannetta N Gordon -
Evelyn W. Miller
Wilherminn E. Taylor,

Dorene M. Morrow

\

R
David R. Appleby

_Henry J. Aschenbrenner
Frah Baer
chmlt C. Bartholomew

Ronald R. Becket ot

Alice Louise Davis
Calvin C. Edmonds -
J. Richard Fruth

Robert A. Gable

- Secretary of Education

- Commissioner of Basic Education .
- Deputy Commissioner of Basic Education

- Director, Bureau of Curriculum Services

- Chief, Division of Arts and Humanities :

- Senior Program Advisor, Languages

- Coordinator, Pennsylvania Right to Read l}t‘t‘.ortq
- Program Advisor, Reading
- Right tg Read Secretary

‘Right to Read
State Advisory Council : i
1975-76 )

Principal
Pennsylvania Association of Secondary Schoal Principals

Deputy Executive Director
Pennsylvania Catholic Conference

Teacher oo
Department of Classroom Teachers, PSEA

Principal
Pennsylvania Association of Elementary School Principals

Assistant Superintendent in Secondary Education
Pennsylvania Assoclation for Supervision nnd Curriculum
Development .

President
Keystone State Rgading Association

Special Assistant to Secre tary of Health
Department of Health

Superintendent,
Big Beaver Falls Area School Dlstrlct .
Pennsylvania Association of School Administrators-

Associate Direclor - Advocacy for Child Care Services
Department of Welfare

<
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State Advisory Council (Continued) ~_ i
Anna L, 'Ham‘ilton S Stenographer : ’
R S . Department of Environmental Resources “ -
_ " Central Region of Conference on Black Basic Education- - ~———
! . .
Fred L. Hoffman Board Member I : J
: President, Pennsylvanja School,Boards Association
Franklin J. Koch Urban Affairs Manage o , v
¢ Pennsylvania Chambet of Commerce -
Gilma Kreidér " Bilingual Community Liaison
R B Spanish-American Women’s League
. Annette Rich ; Director : ' ‘ . 7
. . < Central Pennsylvania Special Education Resource Center -
J. Weéley Schneyer " Professor of Education
. Universlty of Pennsylvania ‘
‘Michael M. Sheridan Rca&ing Specialist-Teacher
. o ' State' American Féderation of Teachers
Margaret M. Sponseller Reading Clinic Director "
’ Bloomsburg State College
: s .
Herbert Wartenberg Associate Professor
Temple University
Thomas White Teacher
' ' - Penrisylvania State Education Association s
/
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Dr. Lois Ann Bilka
Carlow College

Dr. Anna Blevins
University of Pittsburgh

Dr. Joseph Brennan H
Duquesne University

Dr. Jerry Fiddler ' o ¢
Indiana State University

Mr. Con Gildea
Pittsburgh Public Schools

Ms. Sharon Green
. Pittsburgh Public Schools

Dr. Stephen Koziol
University of Pittsburgh

Dr. Jerold* Miller
Westminster College

Mr. Roper Babusci
_Pittsburgh Public Schools
- .

Ms, Patricia Burns
University of Pittsburgh

Dr. Cheri Cnmpbe‘ll'
Tri.City 0.1.C. -

Slster Mary Ann Corr
Diocese of Pittsburgh-Catholic Schools

SPECIAL RECOGNITION

o . - Many people have suppofted the Twenty-Eighth Language Communications Confer-
L. ehce by deveting time and energy to the development of this event. We would like to extend ..
our thanks to these folks for helping us to make this a stimulating and profitable occasion.

- GROUP LEADERS

Dr. Anthony Petrosky

University of Pittsburgh

RECORDERS )

'Ms. Ina Logue

Ms. Corinne Piatt

Dr. Lorraine Morgan
Chatham College

Dr. Gregory Morris .
Pittsburgh Public'Sehools

Dr. James Peebles
University of Pittsburgh,
University of Pittsburgh =~ *

Dr. Maxine Robei't;s

Dr. Carl Rosen ‘

Kent State University\Y » S -

Dr. Arin Taylor - Yy . -
Carnegie-Mellon Uniyersity

Dr. Lindsey Thomas
Western Psychiatric Hospital - }/

Sister Florence Klanieckl .
Dlocese of Pittsburgh-Catholle School

Baldwin-Whitehall Schools

Mr. David McWilliams /
New Switzerland Publlc Schools
South Allegheny School District <
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| Ms..Cail Crimaldi ' ‘ Ms.’Marilyn Sternglass

. Pittsburgh Public Schools : Indiand University of Pennsylvania
Ms. Rose Ann’Howley Ms. Jamie Southworth
—— -~ Mentour School District - [ittsburgh Public Schools .
Ms. Lorgvtta Jeter j Ms. Susan Tibbals . -
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Berger, Allen
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Metzger, Nanc\y
Morris, Gregory
Reh, Rita
Terrill, Joyce
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Yanda, Janet
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.» " CONFERENCE COORDINATORS ‘
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‘ Allen Berger S Ey&ity of Pittsburgh <
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