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Inference in Text Understanding

Allan Collins, John Seely Brown, & Kathy M. Larkin
INTRODUCTION

WheA people understand a text, they do not simply connect the
events in the text into a sequential structure. Rather they seem to
create a complex scenario or model within which the events described
might plausibly occur (Bransford & Johnson, 1973). This mndel-based
view suggests that we cannot characterize inference ékocedures
solely in terms of finding connections between elements in a text.
But 1t in turn raises a number of unanswered questions about how

people understand texts. For example:

1. What precisely is meant by a modei of the text?
2. How do people synthesize these mndels?
3. How do people revise their initial models?

4. why do people select one model over another?

In order to® study how people construct and revise models, we
gave subfects five difficult-to-understand texts and recorded
protocols of the processing they went through to make sense of the
texts. The redults indicated that skilled readers use a variety of
strategies for revising and evaluating different models, finally
converging on a mcdel that best accounts for the events described in
the text. These strﬁtegies concern the ways that skilled readers
deal with the difficulties that arise in compréhension. 3y making
these strategies explicit, we can possibly provide ifss skilled
readers with strategies for what to do when they don't understand a

text.
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Text-Based vs. Model-Based Inference

8

Classically in cognitive psychology and agtificial
intelligence, inference is thought of as filling in the missing
connections between the surface structure fragments of the text by
recourse to ccontext and knowledge about the world. This text-based
view of inference stresses the notion that the inference pracess
looks for meaningful relations between different propositions in the
text. Such a view permeates semantic network theory (Quillian,
1969; Rumelhart, Lindsay ;& Norman, 1972), conceptual dependency
theory (Schank, 1972; Rieger, 1975), demon-based approaches

(Charniak, 1972) and cognitive psychology (Anderson & Bower, 1973;

Freéeriksen, 1975: Kintsch, 1974).

An alternative model-based view argues thst a central purbose
of inference 1is to synthesize an underlying model, which organizes
and augments the surface structure fragments in the text. In this
view, inference 1is controlled by a target structure that specifies
the a‘priori constraints on the kind of model to ‘be synthesized.
This target structure acts as an organizational principle for

*

guiding a set of inference procedures.

If this .target is a non-generative structure, then this view 1is
extremely similar to the view that the purpose of inference 1is to
select .nd fill out a set of frames (Charniak, 1975; Minsky, 1975;
Winograd, 1975) or scripts (Schank & Abelson, 1975; Lehnert, 1977)
or schamas (Bobrow & Norman, 1977; Rumelhart & Ortony, 1977). If,

howéver, the target is a generative structure, like a grammar, it

can produce a potentially infinite number of possible models. 1In
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the latter case, the control exercised by the target structure is

_more subtle, requiring the growing of the target structure hand in
hand with filling in the variables of the model (Bobrow. & Brown,

s 1975). ? .

v
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Mg;hodology_fbr studying model-based inference

We studied the four questions in the first section by reading

- five short, but difficult-to-understand passages to four different ‘

subjects.  We recorded the subjects' protocols after they had heard "~~~
‘; the entire text. The subiects were asked to describ4 how they
processed the text, whether they had any dntermediate hypotheses

along the way, whether they were satisfied or dissatisfied with any

+
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of these Hypotheses, and why. Subjects could ask to have the text

4
.

reread if they wanted. The texts ranged from a fragment of a
mystery story to a recipe for an unspecified food. Xnalysis of

these protocols suggests some initial answers to the questidns
. N )

-

listed above.

LS

Two of the texts we used are given below. We will describe our
3 ¢ .
theory. of text understanding in terms of how two of the subjects

~

dealt with these téxts. At the same time we will try to point out
\ other cases where the same phenomena occurred in other protocols.
It will help the ‘readers to think about and remember their own

s processing as they read these texts:

3,
K

Window Text

He plunked down $5 at the window. She tried to give him
i
$2.50, but the refuséd to take it. So when they got inside,

she bougnt him a large bag of popcorn.

|
w
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Boating Text -
~John and Bill were sailing on Mystic Pond and they saw a
coffee can floating in the distance. Bill~said,"Lét's go
ovér and pick it up." When they reached it, John picked it
.up..-and looking inside said, "Wow, there are -rocks in the-
can." Bill said, "Oh, I guess somebody wanted the can to

float there.” - #

Because the passages were difficult to understand)’gubjects

were able to give wus valuable clues to their model-synthesis
B , -«
process. Equally revealing were the unsatisfactory hypotheses that

people discarded along the way, and the reasons why they decided to
do so. The theory described below is our interpretation of the

5

procéssing revealed by these subjects' protocols.
3 ‘ .
A PROGRESSIVE-REFINEMENT THEORY OF TEXT UNDERSTANDING

Over

We will outline our theory briefly first. Then we will expand

each of these ideas in more detail. The theory states that text

understanding ﬁroceeds by progressive refinement from an initial
model to mdré and more refined models of the text. The targzet
structure guides the construction process, constraini- - the models
to.the class of well-formed, goal-subgcal structures that ns-

analysis (Newell & Simon, .1963) produces. The initial model is a
partial mode., constructed f}om schemas triggeﬁed by the Dbeginning
elements of the text. Successive models incorporate more and more

?
elements from the text. The models are progressively refined by
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trying to fill the unspecified variablie slots in each model as ‘it is
constructed. As the questions associated with the unfilled slots in

more refined models become more and more specific, the search for

%t <

relevant information is constrained more and more. The overall®

process 1is one ‘of constraint satisfaction (Fikes, 1970; Waltz,

1975) .

&

The refinement process makes use of a variety of

general-purpose problem solving strategies. These include rebinding

a variable when its binding leads to a cbnfliét, trying different
variable bindings when there are a number of possible alternatives,
questioning the Dbindings on other variables that 1lead either
directly or indirectly to a conflict, questioning _any default
assumptions when there is a conflict and focusing on another part
of the procblem when you aren't getting anywhere. People pursue th¥
refinement brocess until it converges on a solution that satisfies a

number of conditions for a plausible model.

The Target Structure

The theory states that people try to understand the actions and
events in a text in terms of characters applying means-ends analy;is
(Newell & Simon, 1963) to solve the problems that occur in the text.
Means-ends analysis operates as follows: If there is a method to
reach a goal directly and its preconditions are met, then apply that
method. If the preconditions for the method are pot met, then
generate a subgoal to satisfy these preconditions. Wheq’ a subgoal
is generated, apply means-ends analysis recursively to reach that

subgoal. If there is no way to satisfy the preconditions for that

-t




method, then look for another method that can be applied to reach
that goal, etc. Means-ends analysis thus puts qertain constraints

on the perm1551b1e structures that interrelate events in the text.
. &

¢

For example, a subgoal must be a means to satisfy the precondltlons

"for & method appiicable to a higher goal. Failuies in trying to

apply a method must lead to application of other possible methods
for obtaining the same goal or a higherr goal. But within these

constraints there are still a potentially infinite set‘of plans or

solutions to a problem depending on the particular subgoals and

methods éenerated.

Story grammars (Mandler & Johnson, 1977; ‘Rumelhart, 1975,
1977b) are an attempt to specify the class of well- fd?hed target

"*:»,

structures in the domain of stories. But the target structures for

other domains pertinent to text understanding can also be

characterized ascgoal-subgoal structures. For example, the recipe
used in our study censists of a set of steps for mixing ingredients
and then steps for cooking. Subjects attempted to understand the
recipe by figuring out the overall g?al of the recipe, from the set
of subplans spepified in the recipe’. These target structures are a

kind of tacit knowledge that guides people to make sense of texts in

terms of goals and subgoals.

What is missing from story grammars, but is crucial to the way
a target structure guides the construction gg models is a notion of

¥y ,
planning knowlédge (Brown, Collins, & Harris, 1978). 1In the domain

of stories this planning knowledge consists of knowledge'about

social goals and deltacts (i.e. acts to reduce differences between
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present states and goal states), about specific methods for

-~ .
achieving particular deltacEé, about the ordering cn these methods,

s
>

and aboutffkhe preconditions and resulté of each method (Abelson

1975; Schank & _Abelson, 1977). This planning kqgﬁleége places

enormous congtrainés‘ on the way people ‘cbﬁsyrue sFories; for
example, giving somebody money is a metihod for getting that person
to give you possession 6f something, but it is not. a method for
conveying infofmétion to them. In order to construct a model of the

text, the comprehender must identify events 1in the :-.ory with

Vd

different methods, figure out the goals that those methods are seing

used to achieve, identify whether those methods succeed or fail,

»

bind successes to satisfy preconditions for higher goals, and relate

failures to alternative plans to achieve the same higher goals. In

%

. %o
the next section we.will try to indicate how this planning knowledge

3

is invoked in constructing a model of the Window text.

-
by
1

Constructing an initial model of the text.

¢

We can best illustrate the process by which subjects construct
a model in terms of the window text, because this text almost always
leads people down a false path. The protocol below shows the kind

of mistake subjects make initially in interpreting this text.

When you said he plunked down $5 at the window; I
thought he was at‘the racetrack, because I decided it was
a "betting window. The amount of money réally didn't tell
ﬁe anything. I didn't think the $5 was what you bet on a

horse or anything like that, but somehow the,w£ndow part
&
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of it; I don't think of the movie theater as having a
window, I think of it as a box office. And the only place

1. can think of as a window is a betting window. So I

- thorght tbat,wasfa‘racetnack.

So then when you said she, I thought that was the

|72

‘person behind the window. -And when she tried to give him

$2.58 back, I thought that was his change. when he said
he wouldn't accept 1it, I started wondering. Because I
can't imagine anyone not accepting his change from a bet
at a horsetrack. If the next sentence had been something
like he gave her $.56 because ’‘that had really been $3
instead of $2.58, then that whole hypothesis would have
fit together. Iﬁprepared myself for that; I had "that
expectation that there was going éo be some sort of
exéhang@ of how much the bet really was. I was trying to
hang on to my original hypothesis which was that he was at
a racetrack.

The second sentence was harder to integrate into that
hypothesis, because it said thét she tried to give him
$2.56 back - it didn't say back, I guess. She tried to
give him $2.50 but he refused. I was trying to integrate
that into the racetrack hypothesis. And in order to do
that, I had to believe that the $2.50 was his chaﬁge and
that he refused because it was the incorrect amount, but I
was suspicious at that point, because thét seemed a little

strange; that didn't quite fit in.




Ther. when you said, when they got inside, I believe
was the next sentence, I realized that I was wrong becaLse
-therea was no reason for him and the woﬁaﬁ behind thé
window to be going anywhere together. I realized that the
person he'd given the money to was not the same as "che"
in the second sentence, and in fact they meant he énd the
“sﬁe“ who had tried to give him the money, and suddenly I
realized that she must have been his date, and it's;ﬁard
to say if I really realized it at that ‘boiht or at thé
point where yéu said, "so she bought a B;g bag of
popcorn,” or whatever the rest of it was. . But then I h;d
to reinterpret where the $2.50 had been coming from and it
all made sense; it came r: m his date and she wanted to

go dutch and he didn't, and so she bought the food when

they got inside. o

~ k]

’

Here we see the phrase "he plunked $5 Jown ‘at the window" very
quickly triggers the idea of a racetrack beg. For other éﬁbjécts,
it triggered a bank window or a theater window. Thus mény subjects
apparently make a fast jump to a speciffg hypothesis thap$may or may
not be correct (Rubin, 1975). >

How does such a phrase converge on”one of these hypotheses?
What should be emphasized about' this process is that the
"racetrack-betting schema," "the theater-going schema,” and ‘"the
bank-teller schema" all exist a; prior knqyleége structures for the_

subjects. (See Schank, et al. (197%) or Lehnert (1977) for

descriptions of a restaurant-going schema, or Charniak (1975) for a

9
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description of a grocery~store-going schema.) * These schemas

function as highly—constrsined ,struttures, vhich are competing.to

£i11l their slots mostdsuccessfully.' This is ‘a top-down. pfocesssl

L3

Simultaneously thz words in the text trigger a numker of potential.*

"inferences. Por example, $5 suggests the nction of buying or
givihg; window suggests g house, offtce, car, bank, theater, <«
racetrack winéow. These inferences are the kind that ‘text-based
_theories ‘havei been concerned with‘(see section on Text-Based Vs,

L]

Model~-Based -Inference). This is a bottom-up process. The“selection

Al

. i 4 \
of a ,partléular schema, such as the ‘racetrack-betting scheme,

2

depends on the ‘conjunction of these two processes (Adams & €ollins,

1878; Rume]hart, l977a; Rumelhart & Ortony, 1977).

-

assimilated to the initial model in order to construct more reflqed

models of the text. Thus the "shée" in the second sentence was

identified as the only  _other person necessary in . the .

racetrack-betting schema (or the bank or theater—goihq schemaj,

‘that 1is, the receiver of the money. -When-"she tried to give him

r

$2.50," people understood this as "change" which can be a suba;hema

in any of the three schemas people selected (though not so eas11y in

>

the bank-teller schfma). But the man's refusal of the $2.58 caucses
J < i X
trouble -for the notion of change; subjects try to explain the

f

refusal as a result of wrong change, but this seems shaky to them

" . because outright refusal is not the usual way , to deal with wrong

change. such a model ‘is in worse'trouble when "they"‘get inside.
It is possivle f01 the person behind the window te go insidé’ with

the man but shighly unlikely. Many subjects probably 1ntroduced a

R - lg - " . I

<
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In the protncol each new plece of’data from the text was,

-




/

third person at this,point. But when she buys him popcornj all the

subjects apandoned this incortect model and jumped to the notion of
a date. Thus all the subjects drastically revised their initial
models s in order to accommodate them to the information in the text.

Figure 1 shows the top-level §trpcture_of the model tﬁe subject
constructed while.processing the fir . phrases of the window
text. In a more complete represen.arion of the model cach box in
the diagram wodid be expanded into itg underlying semantic
components (Schank, 1972; Norman & Rumeihart, 1975) and all the
variéble bindin@% (which are represehted b& arrows) wculd he. shown.
The arrows coming ou; of .any box représent the variable slots in the

schema for that concept (Norman & Rumelhart, 1°75) These slots

-
%

must be specified in the gonceptual representation of any schema,
such . as putting, buying, or betting.} We have represented unbound
variablés as pending questions in circles and bound variables as
Eoncepts in boxes. As the model develops over time, pending
questions turn into bound variables.l ‘

The figure attempts to show the progressive s;ages of
understanding .and hcew these ‘stages encompass the goals and
intentions of the char%cters. The first stage consists of a set of
pending gquestions that arise from the man putting down $5, such as
"Who was he?", "Why did he do it?", "Where’'was he?" Many ’of £he5e
guestibons are answered as the subject's undefstanding progtesses.
The second stage reflelts the potion that the man 1is putting‘ down
money toward  the ggal of buyipg sBmeEhing for. which.the nouey 1is
payment. .The third stage reflects the full notion thai the man's

goal 1is betting on® a horse at a racetrack. At this point the

subject has constructed an initiali model of the text.

- 11 -
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The next three stages show how new informaticn is assimilated
to the initial model. Stage 4 again consists of a set of pending
questions about who tried to give whom $2.50, why they did it, and
how this event is connected with the first event. Stage 5 proposes
some tentative interrelations between the two events: "she" must be
the racetrack employee who received the $5, and "him" must be the
man  who plunked down $5. In stage 6 the new information is fully
assimilated, by constructing a goal for the employee of returning
changg to the man. This presupposes-that the employee took the $5
and that the amount of the bet must have been $2.50.  Thus the
initia;"‘model is modified slightly to change the betting stake from
$5 to $2.50. In general assimilation of ~new inéormation is
“accomplished by filling 1in intervening structures based on the
chgracters' éoals and intentions, and making modifications to the
original structures where necessary.

Figure 2 shows hoﬁ a model is restructured when new information

‘ candot be assimilated, as happened at the end of the window text.
The new structure preserves a few of the original bindings: the

o
i

plunking ~down $5 is still a "buying" event, the man who is offered
$2:§0 is still the man who plu;ked down $5, and there is stil} an
employeé .who takes the $5. But most of the eriginal bindings have
beeén abandoned: a new character (3.e., the man's date) has been

. introduced, and it is she who offers the $2.50 in order to pay for
‘.her own ticket to the movie. The process of vrebinding gll the

variables probably started, with the introduction of this third
) ¥

character. Each new binding led to other new bindings until the

poa
<.
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model was completely restructured. However, the process ogcurred
too quickly for the subject to describe; it is best seen 1in the
next protozol where another subject was trying to make sense of the

boating text.

The Questions Arising out of a Model . BN
Any model the-subject constructs raises a number of questioﬁé\\
‘that -the subject +iries to answer. For example, in constructing a \\\\
model :for the window text, the subject considered the following
‘vquestions: nWhere were they?" "Why di¢ the man plunk down $57" "Who
was the ‘she' that tried tovgive him $2.502" "Why did she try to-
give him $2.507" "Why did he refuse the 3$2.50?" "Why dié she go‘
inside with him?" and "Why did she buy him popcorn?" »Failuﬁe to
answer any of the questions can lead to reskvqcturing the model.
Answering any of +these cuestions lzads to a more refined model, and

£ -
puts additional constraints on the answers to the other questions.’

o

These questions derive from the unfilled variable slots 1in the

world- knowledge schemas that are triggered oy the understander's

v

attempt to construet a conerant goal—suggoal structure. This is

-

seen most clearly in a segment from a protocol on the boating text:

"Well if it was an open can it migh&%ﬁot float, if water got into

-it. Maybe if it was a clé;ed can..." Here thc subject is

considering possible values éor the "1id" variable in the "coffee
can" schema. However, in most cases where the coffee can schema
might be needed to understand a text, it wouid never lead to a

qqesﬁion about the liu variable. Why does it in this text? The

_~1"3 -
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reason is that the lid.variable is crucialrto'findiﬁg a method for

the goal of keeping the can afloat, which is a basic problem that

arises out of the statement of the text. The subject eventually —

decided the can was cilosed. By fixing the variable in this way, she
Iy .

/
4
constrained the model in order to help her converge on a solution.

I

Sometimes questions arise out of the answers to other
questions. For example, one of the subjects given the boating text
was working on the question "What was the function of the rocks?"
In doing so he considered the possibility that the rocks were
lighter than water and chét their - function was displacement of
water. This solution led in turn to two kinds of questions: "Are
there lighter-than-water rocks?? and "What kept the rocks in the

N

-

can?" The existence of pumice aﬁswers the first .question, but. in
turn leads to questions such as "Would there be pumiée\arouhd Mystic
Pond?" Thé second question can be answered in terms of a 1id, but
this raises_the question of "How does water get into the can for the
rocks to displace?" These examples show how binding a néw schema to
a slot in order to gnswer one question can lead to other qﬁestions
'apout how® that ‘schema interacts with the rest of the model. —°
However, at some point the process must co;verge, because subjects

‘'usually do find a model that is satisfactory ‘to them.

k4

Constraint Sati.sfaction

&5 .
The process by which people converge on a model that answers

these questions involves constraint satisfaction’ (Bobrow & Brown, -

1975; Fikes, 1970; Waltz, 1975). Constraint satisfaction occurs

frequently in HNuman problem solving. For example, consider
4 ¥

-1 -
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cryptarithmetic problems, such as Fikes (1970) or Newell and Simon

(1972) analyzed. The %roblem is to figure out how to assign the

digits (0-9) to letters so that the addition is correct:

o ~ DONALD

+ GERALD

ROBERT
In this problem once the problem solver sees that E must be equal to”
-9 or O, thg% constrains A ‘to be either 4 or 5. To solve the
problem, subjects make initjal defaﬁlt assignments (such as §:9) and
see if the constraints imposed by the assignments converge on a
solution. Like means-ends analysis, gonstraint'satisfaction is a

pervasive part of cognitive gfocessing.

Constraint sati§faction also arises 1in understanding scenes
made up of toy blocks (Waltz, 1575). The problem is to identify the
individual blocks making 'up the scene. In such scenes there are
different patterns of edges that occur both at corners of blocks or
where.one block occludes another. The interpretation of one pattern
is., constrained by the interpretations of the adjacent patterns
"inyol?ing the s;me edges.; In interpreting such scenes, “the T
convergence time ‘depends on the amount of ambiguity in the possible
interpretations. As Winston (1977, 'p. 59) points out, if the
‘pProcess stapfs at the edge of a scene where there is less ambiguity,
it converges much faster than if it starts in the middle of the

\\sqene. *Similarly, %f humans focus on the center of a scene; they

find, it much harder to identify the individuallblocks, suggesting

that human vision depends on a process like constraint satisfaction.

)
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In understanding text, people try to answer the questions that
arise out of the models they construgﬁ. When any guestion is
anéwered, it constrains the solutions to other questions. Thus the
bottom-up search for relevant information becomes more and more
constrained as solutions to other questions are proposed. Sometimes

the entire process converées too quickly for subjects to introspect

about, as when the occurrence of "popcorn"™ caused a very fast

restructuring of the answers to all the questions about the window

text.  Other times the process converges quite slowly as we will
detail for the boating text. But we doubt that the slow tonvergence
is a special cases; rather we suspect it reveals the processing that

occurs when disconfirming evidence as well as confirming evidence is

encountered.
REVISING A MODEL

Problem Solving Strategies

In revising their model of a téxt, subjects bring to bear a
variety of problem solving strategieﬁ. We can best describe these
strategies in terms of tﬁéirianalogues inwsolving croéswordipuizles.
We have listed below some common strategies that people use to solve
crossword puzzles. The column or -row space where a word ca; be
inserted in a puzzle is called a slot to emphasize its
schema-theoretic correlate. In schema-theoretic terms the words

Ay

inserted in the puzzle are the values assigned to variable slots.

1. If the word generated for a slot leads to a conflict, then

generate a new word for that slot. (Rebinding)

Y

o




“

2. If you cannot think of a word that satisfactorily fills a slot,

then try to find andther interpretation of the clue. (Question

+

Default Interpretation)

3. If the word generated for a slot. - leads to a conflict with a
crossing word, then question if that crossing word is correct.

th (Question Direct Conflict)

4, If the word generated for a slot leads to a conflict with a

crossing word, then questlon the words that ied to the selection

é

of that crossing‘word. (Question Indirect Confllcg)

5. If you cannot think of a word that satisfactorily fills a slot,
1 N - . .
then shift'focus to find a crossing word. to constrain the current

slot. (Near Shlft of Focus)

6. If you cannof think of a word that satlsfactorlly f111s a slot,

then shift focus to find a non-cross1ng word to constrain words

crossing this word. éDistant Shift of Focus)

7. If there are a small set of possible words to fill a slot, ¢try

o each one to see how they fit with possible crossing words. (Cas

a

Analysis)

""""*“Tgf”rfithefe are several possible words to fill a slot, tentatively

%ry the most likely word. (Most Likely Case Assignment)

There are- two aspects of these strategies we should explain.
First, the two strategies we‘héve referred to as "Indirect Conflict"
and "Distant Shift of Focus" can be more or less indirect or
.distant. It depends on thé number of steps bétweqn the new slot and
the old slot in term;’of crosswords. For example, a céqflict or a

shift can be one step removed to a slot that intersects a crossing

word -or two steps removed to a slot that intersects the one step

A

- 17 -

23




removed sio etc. A shift of focus of several steps is usually
tried only when a whole area is causing difficulty. Second, wh;t we
héve,calleg "Quesftion Défault Interprqpation" is tied to a whole set
of strategigs for most skilled crossword puzzlers. For example, one
such strategy 1is to view the clue as a verb if you've been viewing
it és a noun. But these strategies are highly domain’ spegific and
e don't concern us here. What is important for our purposes is how

the eight strategies listed above appear €o be domain indepeﬁdent.'

A Subject's Protocol for the Boating Text

-Most of these problem. solving strategies can be seen in the
following protocol for the boating text. Bebause of the 1length of.

~

the protocol, we have extracted only the most relevant segments:

1) Well immediately‘}t doesn't)make sense. I mean a can with N '
rocks = wouldn't - float . I am going back. Mystic Pond; I
aon't think that could be anything other than a regular,
‘ ’ unless it's a fairy tale in which anything could happen o
~~ - I'm wonderipg if there is any other kind.of coftee_can it _. ol
could be other than the round,ones I'm thinking of. And I
was wondering if there wés any other kind of rocks there
could be except the usual ones.
2) Well I thought about halfway through maybe .they were 1ice,
‘ ‘sa111ng, but ’that"awouldn't make sense that a can with
1 rocks would float q; ice, so 1 dgn't think they were. ice

sailing. . It could be such salty water that a can with

rocks would float in“it. I think there is such a one out

?

in Salt.Lake City.




4

3)

4)

5)

%

. ¢

Somebody wanted it to float, so they put rocks 1in it.
’ ?

Well if it was an open can, it might not float if water

.got into it. Maybe if it was a closed can and there was

air in it, it would float, but if it was c;osed'why’woufd
they put rocks in it. I mean if it was closed and ;here
was air in it, it doesn't seem like you would need rocks
to keep it aflo;t. I'm baffled.

No, I wouldn't settle on anything I've said:; nothing 1I've
said really explains it.

Well the can was either Ppened and thén somebody closed it

using - a ﬁlastic 1id or some other kind.of 1lid, in which

case if they didn’t open it, then I don't see how they

6)

7)

8)

could have gotten the rocks into it, so they must have
gpened it. ’ ot

Maybe they put in a few rocks. Maybe that would make it
drift, not drift as far, but I don't know whether thaé's
true or not. Well if something's heayier, ip won't move

as fast with the same amount of force applied to it, so

A

maybe they put a few rocks.in. ;

~ v a

just float, so maybe they

™~

Yeah, it says float there, not
put a few rocks in to keep it relatively‘stable and then
the rest was filled with air. I think that's what I would
;ettle on.> -

Well, I am assuming éhat there's currenfs, oh it's a pond.
OK, I'm assuming thatothere's currgnts' or wind. Well,
there must have been some wind because they went sailing

so maybe if it was light like a leaf it would get blown

- 19 -
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.all over ‘the place because an empty coffee ¢an would be

)

pretty light I would imagine. I think if they put a few

~——

rocks rin, though, it might not sink and that wovld weigh

it down a bit, so that .it wouldn't get blown as far.

. '// That's ‘what I would guess. ) - "

The questions that this subject was trying to answer were
o foremost "Why didn't the can sink?" and "What-was the: function »f
the rocks?" Other subjects addressed different questions, as we

will show. The protocol shows abandonment of several answers to the
1 : * ’

first question, then a solution to it, (there were only a few

rocks), “and then a turning to the second questlop and ‘a solution to
it,‘(the rocks‘fungtioﬁed as an anchorl. The subject dld not, 1in
fact, arrive at the same solution as the one found by B}ll@in the
story. Bill's solution was’that the, rocks functiohed as ballast ‘to
keep the open can uprlght, and hence afloat. But the protocol does

» ~1llustrate most of the dlfferent klnds of problem solving strategles

that occur in the protocols collected.
¢ 4 . \

Lues

Stratedies in Revising a Model

The subjects were using the problem solving strategies listed

-earlier in order to figure out the meaning of the texts. We will

give examples from the protdtols of each of the struteg}és below:

Rebinding. The most common strategy seen in the protocols

(e.g., in Segments 2, 5, and 8 above) involves rebinding the current

g&slot. ~ The strategy is simply: 1f a wvalue that is'bOund to a

1

varlable slot leads to a conflict, then try another binding for that

a




variable. A clear case of the subject rebinding a previous solution
"to the questionwfﬂhy didn't the can sink?" ~occurs 1in the second
fragment. There she adopted a high-density-of-water solution by
éonsidgring the water as ice. But this solution produced an
immediate conflict:. that the coffee can was said to be floating.
To 'patch this high-density solution, she thought of another way
(salt water) tha+ wa.er could be dense enough to hold up a
rock-filled can. In the fifth segment the éubject considers the
possibility that the can had never been opened. This leads to a
conflict with the fact that the can had rocks in it, so the ‘éubject
resumes the assumption that the can had been opened. In the eighth
segment, there was a patch of the anchor solution where the subject
abandoned the notion that the can was anchored against currents, and
instead decided it was anchored against winds. Rebinding involves
keeping most of the model constructed up to the present point, and

changing only the last variable bound.

Figurei 3 and 4 depict two of the attempts at rebinding by the
subject: Figure 3 shows the unsuccessful attempt in segment 2, and
Figure 4 shows the successful attempt in ;egment 8. In each case
the model constructed ir attempting to answer a particular quesfion
had an unBound slot that needed to be filled to make the model
plausible. (We have depi-ted the models here as a metaphorical
image that mnay not be too different from the kina of mndel people
actually have.) A first attempt at binding the slot failed ou rhé

basis of the evaluation strategies described below. 1In Figure 3 the




QUESTION:

REJECT MODEL

FAIL

WHY DIDN'T THE CAN
WIiTH THE ROCKS IN ALL BINDINGS FAIL
IT SINK?

SLOT

HIGH-
DENSITY
MEDIUM

MODEL
(METAPHOR)

A\
N LA

————————
——

EVALUATION

FAIL
TEST MAICH OF
MODEL TOTEXT-FAILS

[CONFLICT WITH TEXT]
|"FLOAT " AND “FLOATING"

|« REJECT BINDING ICE

REBINDING EVALUATION TEST f\g'SLUMPﬂON
: OF MODEL- FAIL>
IMPLAYSIBLE THAT SALT]
WATER IS AVAILABLE

[lMPLAUSIBLE THAT SALT}

WATER IS HIGH ENOUGH
DENSITY

@ —REJECT BINDING SALT WATER

Figure 3. Rebinding the slot for a high-density medium

(protocol segment 2)
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SUCCEED

TEST ASSUMPTIONS
OF MODEL - SUCCEEDS

[LID ON TO KEEP ROCKS IN ]
TEST CONSEQUENCES OF MODEL - SUCCEEDS

ROCKS WOULD PROVIDE A PLAUSIBLY SUFFICIENT
ANCHOR AGAINST FORCE OF THE WIND

TEST MATCH OF THE MODEL TO THE
TEXT — SUCCEEDS

["WANTED THE CAN TO FLOAT]

ACCEPT MODEL

QUESTION:

WHY WERE THE
ROCKS IN THE CAN?

MODEL
1 (METAPHOR)

\

EVALUATION

BINDING
FAIL

TEST ASSUMPTIONS
OF MODEL - FAILS

[NO cuAasgsgs m]

=3>> CURRENT

SLOT.

FORCE
PUSHING
THE CAN

RRENT

REJEZT BINDING cy

REBINDING EVALUATION

e ———

TEST ASSUMPTIONS
OF MODEL - SUCCEEDS

[PONDS CAN HAVE WINDS]

TEST INTERCONNECTEDNESS
OF MODEL - SUCCEEDS

THEY WERE SAILING SO
THERE MUST BE WINDS

ACCEPT BINDING WIND

Figure 4. '’ .ading the slot for the force pushing on the can
« (protorol segment 8)
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second binding also,failed leading to abandonment of that particular
model. In Figure 4, however, the _ rebinding succéeded and the
subject decided that the entire model was plausible.

-

N\

o

Questioning a Default Interpretation. When subjects are not

getting anywhere, they often begin to question their default

assumptions. This can be seen most clearly in the first segment,

-

‘where the - subject - considered changing her initial default

hY

assumptions that a) this is the real world, b) it 1is a standard

coffee can, and c) these are normal rocks. Some subjetts elaborate
these p0551b111t1es by creating a fairy tale where the lake is only
a 11tt1e pond and the can rests on the bottom, or by assuming the
rocks are lighter than water and their function is displacenent of
water. This 1is an - important problem solving strategy, because
assuming the wrong default values can often *prevent subjects from

finding the !cornect solution, as happened' to the subjects who

decide? the coffee can was closed.

| i

Qﬁestioning a Direct or Indirect Conflict. The strategy of

questlénlng a direct conflict can best be seen in the earlier

( ,

protoc 01 on” the window text. There the subject&had bound the "she"

in tha text as the person who received the money behind the window.

Howeveq, when "she" went inside with the man, this led the subject

te quéstion her earlier bindiﬁg of "she" to -the person behjnd the
|

window.‘ This questioning of previous‘bindings is rather prevalent

in dialogues.




e

A

./ -
Sometimes the questioning of a particular binding may only

occur through a chain of inferences that are needed to support a
particular binding; For example, one §ubject had'deciQed the coffee
can was covered with an air-tight plastic lid. This binding was
made when he initially heard in the text that the coffee can was
floating in the distance. Later when he Qas considering the
question about the function of the rocks, he considered the

i

ébssibility that the rocks were lighter than water'(é{Q._pumice) and

‘their function "was to displace water. In order to displace.&ater,

water had to be able £o get into the can without the rocks getting
out. This led the subject indirectly to question the earlier lid‘
binding; what he needed was a leakf lid. Thus through a wgole
chain of bindings the subject was led to questién a binding made-

much earlier.

Near or Distant Shift of Focus. Subjects in the protocols

sometimes move from a question they can't séfve to a different
question. Often the new question is closely related to the old
2
question. For example, between segment 2 and segment 3 of the
protocol shown for the bcating fext, the sﬁbject changed- the
P
question she was addressing from "why didn't the can sink?" to "Wh&k
was the function of the rocks?" Then during segment 3 she changed
to the related question "Was the can open Or closed?". Anothef

subject, when he wasn't getting anywhere with the question about the

function of the rocks, considered the more distantly related

‘question "What was the intention of the people who put. the rocks in

"the can?" By addressing a different question when in trouble, the

subject frees himself of some of the assumptions he's made 1in

- 23 -
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constructing his current model. It gives the subject a new

2

perspective by allowing him to start binding variables 1in a
. ) )
different part of the structure (see paragraph on Constraint

satisfaction in Vision).

The reason this strateéy works 1is that the answer to one

question constrains the answers to otheér questionS. For example,

the subject's solution in the, sixth fragment that the can floated-
’ ‘ -

because there were only a feworocks, apparéptly suggested the anchor
solubiorf to the function question. Another subject, when he heard
thé:ballast solution, answered the questice (bout the intention 'of
the people who put rocks in the cam as follows: they must have been-
kids who wanted the can to float, and to p;eVeht“i;rfrpm floating on_
its side, they put rocks in.  Addressing different questions in

order to constrain other variables helps the subject converge on a

" golution from a different anale.

(4

Case Analysis.and Mcst Likely Case Assignment. Oftéﬁ subjects
make tentative assignments as a deliberate strategy to constrain the
possible :solutions so that the process will converge; Case analysis
is theqsystématic consideration of all alternatives possible cases.

This is what the subject did in the third segment, where sne

-

A

con§idéred whether Ehe can was open or closed. Then in segment 5
she elaborated her model by making several likely case assignments: -
tha£ the' can was closed, that a plastic lid was used, and that it~
was empty except for the rocks. But these were tentative
assignments-of variableg; they were chosen only because they were

the most plausible values. Hypothetical reasoning on cases (i.e.,

- 24 -
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ehoosing cither the most 1likely case, or the case . that might
°censtrain the model the most)ois a standard technique in constraint
satisfac:ion. By pinning these variables down te their most 1likely
.values, the subject hoped to impose enough constraint so that the
process would .converge (see‘isz;ien on Constraint Satisfaction).
Figure 5 deplcts the case analysis strategy used by the subject
in segment 3. There the subject tried to b1nd the 1id variable in
order to constrain her model. The first binding failed but the
second succeeded ft the level of the particuiar slot it filled.

However, the entire model failed, because it didn't answer the basic

question about the function of the rocks. This illustrates how the

»

euéluetion strategies described below are applied at different

levels in testing the plausibility of any model.

Evaluating the Model

-

v

The protocols showed.the} subjects evaluated a number of models
-while tryiug to uake sense of the texts. There are a number of
_ trategles they applied in order to evaluate the models,' and these

strategies are linked to the conditions they used to either accept
or reject a model. The evaluation process 1s a complex one, but we
think we can specify at least four diffesent tests that subjects
applied -in evaluating the plausibiiity ‘of the: models they
cqnstructed; The evidence from all these ‘tests appears to be

weighed together in evaluating the plausibility of any model.

]




REJECT MODEL

FAIL
TEST CONSEQUENCES
OF MODEL - FAILS

[POES NOT'ANSWER
THE QUESTION]

QUESTION:

WHY DID THEY PUT
ROCKS IN THE CAN ?

-

BINDING EVALUATION

FAIL

TEST CONSEQUENCES
OF MODEL -FAILS -

[cAN SINKS BECAUSE
WATER GETS IM]

SLOT

STATE OF
CAN (LID) - :
SUCCEED .

TEST CONSEQUENCES
OF MODEL - SUCCEEDS

[can wouLD FLOAT]

~e—___ACCEPT BINDIN

Figure 5. Case analysis for the 1id variable
(protocol segment 3)

31




DA N

1. The plausibility of the’ assumptions and consequences of the

model. In constructing any model, it is necessary to fill a number
of slots in the model with default values. Furthermore, the model
has certain conseguences that follow from it. There are a number of

places in the protocols where subjects clearly are testing the

-

plausibility of the model's default assumptions and conseguences.
For example, in the secoﬂp °segment of the protocol, the subject
tried to test the likelihood that Mystic Pond might be salty. To do
this she tried to think of éasés of salt water lakes, and she came
up with the Great Salt Lake in Utah. Apparen;l& in part, because of

the relative unavailability (Tversky & Kahneman, 1973) of salt water

lakes among the lakes she knew, she decided it was fairly
implausible that the Mystic Pond was salty. She may also have found
it imblausible that salt water would hold up a can filled with
recks. In the last segment she spent considerable effort
elaborating the anchor model to see ig she could think of some force
(e.g. currents oc winds) the roéks would anchor the can against. -
All of these are tests of parts of the model against the subiect's
world knowledge. They make use of the wide vafiety- of strategies
people have for evalﬁating plausibility (éoilins, Wafnock, Aiello, &

Miller, 1975).

2. The completeness of the model. Models are evaluated in
terms of how yell the assumptions and consequences of the model
answer all the different questions that arise. For example, tne
salt-water-lake notion answers the question. "Why didn't the can
'sink?", but it doesn't answer the questions, "What was the function

of the rocks?" and "What were the intentions of the people who put

- 26 -
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the can in the lake?" Thus the salt-water model seems shaky because
~ »

it doesn't answer importanf questions that arise with respect to the

text. - - ?

3. The interconnecteégess of the model. The assumptions or
consequences of a médel are weighe@ with respect to how they fit
togetherx with other aspects of the model. ' When pgrticulqg
assumptions are pnsuppoited by other parts of the model, the whole
modei seems shakiér. For example, when the'subjecp was considering
currents and Qinds as forces acting on thee can, she rejected
currents because they~didn‘t fit with the fact that it was a pond.
But she accepted ‘winds because the people were sa{ling whiéh
requires winds. In her final model then, winds enter in two ways:
to sail the boat and to p?ovide a force to anchor the cén againsk.

Sﬁbjects appear ta put more belief in the plausibility of the model

if the different pieces tie together in more than one way.

4. The match of the model to the text. Very often subjects

_sem to weigh -the model in terms of how well itsassumptions or
consequenceé’match particular aspects of the text. For example, 1in
the second segment the subject decided that "sgailing" on the lake

could be "ice sailing", but that if the can was held up by ice, it

v

"wouldn't really be "floating." Thus, we see a careful matching

(Collins & Loftus, 1975; Smith, Shoben,. & Rips, 1974) of the

‘ . ¥
concepts implied by the model against surface aspects of the text.

Iin making judgments about the plausibility of a model, subjects
A

weigh all these different factors against .each other. Sometimes,"

each particular aspect of the model may be acceptable in and of

A
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itself, bﬁt taken‘together’the whole thing seems shaky. This '&ay
have been why thek one subject rejected the salt-water model or
another subject rejected the‘1ightér-ﬁhan-water-rocks (e.g. pumice)
model. Hp&ever, these four tests are not exhaustive; they merely

encompass the mpjor factors the subjects expressed concern about in

the protocols.

In the subjecté' evaluation of models there' appear : to be a
parallel to the distinction in science between a model's ability to.
explain prior data and its ability to p}edict new data. For the
most part in the érotocols the subjects are evaluating prior data.
But in °ghe sgventh segment there is a striking pése where the
:subjecf's model led t; a‘pnediction that was confirmed by referring
to the -text (test 4 above).‘ Her model implied that the function of

the rocks was to keep the can stationary. Then looking at the text

again, she found in Bill's ‘remark “a "there" which could be

> <

gnterpreted as meaning "in that one place.” This confirmation of a
prediction from the model seenfed to give her much more confldence in
her model. There is no way to tell for sure, but this suggests that
making a successful prediction may act to increase confidence more

than finding a successful account of prior data.:
IMPLICATIONS FOR READING- COMPREHENSION

In our schools we do not typically teach children what to -do
when they cannot comprehend a text. Furthermore, the strategies
children have developed to deal with- comprehension difficulties in
conversation (e.g. ask a question or look puzzled) do not apply in

reading (Rubin, 1978). At this point children need to develop a

"
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whole new set of stratégies. for what ~to do when they don't

understand. It is just such strategies that we see SO ubiguitously

in the protccols of the adults we studied. .
i

One failure that occurred in the adult protocols is pérhaps
revealing of what may go wrong when a child ‘cannot underftand a
text.‘ One - of the qubjectS, "in dealihg with the boating text,
apparently failed to make much sense of it Dbecause ‘she tried to
answér the wrong questions aSout the text. First she déalt with tne
qugstion "Wwho were John and Bill?" Because she quickly figured out
who Jéhn'and B{ll were, she thought the problem for the reader in
understanding the text was going too be to figure out their
identities, just as in a mystery.story. Bill's remark at .the end
then violated her expeétations about the point of the story. This
in turn led ‘her to ask the question "Why didn't  Bill exéaain? what
the rocks were doing in the can?" This too is a reasonable guestion

’
about Bill's intentions, but it‘does not help find answers to the
major Questions posed by the text, i.e. "Why didn't tne can sink"
and "What was the function- of the rocks." She did not ignore these
questions altogether,)but she did not Focus on them encugh to find a

solution. Nor was she exceptional. "Another ubject, who focussed

on the question "What was the intention of the people who put the

rocks in®the ~an," which seems from Bill's remark to be the correct

quescion, also failed because the question leads down blind alleys.
It brings up issues such as, "Who were the people who put rocks in
the caq?“J "What were they pryinérto accoﬁplish?" (e.g. catching
lobsters or raindrops), “Were they playing some dame, doing some

?

job, or trying to confuse John and Bill?" These examples suggest

- 29 - \
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that one of the most critical skills may be to choose the right

' questions to focus one's problem solving skills upon. But thé

protocols do not tell us how people make these choices.

The theory outlined here ’provides a framework for stud?ing
specific QUestions about text unders;anding.h For example: How do
skilled readers formulate gquestions about a text% What strategies
do they use to revise the models they construct to answer these

questions? How do they evaluute those models? 7hese questions

)

address the strategies essential for dealing with Aifficult texts.

By pinpointing the strategies that skilled readers use for dealing
with difficulties 1in understanding, it should become clear what

strategies unskilled readers must learn. , .
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CHAPTER T™ ST "

) . INTRODUCTIOW AND PROBLEM

‘Background
« In tﬁé 1960's7With‘thé”{nce§tion;of open-
admlss1ons policies and more flex1b111ty in adm1s31on"

_reqU1rements, developmental readlng programs were estab-

-

lished as, an essential 1ngredlent in the currlculum of

most communlty colleges and{unlver31tles (Anderson,
1975, Guilford, 1976). Leedy (1958) indicated that
rgsding was(nqt a vsry integral part of university study

]

before the middle of the nineteenth century. Studshts

were not encouraged to read independently, nor was there :

much in the- way of requlred readlng for most courses. =

The students were expected to attend 1ectures and to . = =

Y R
——

learn ‘directly from professors

Leedy (1958; documented the expanslon of cur-
ricula in the sciences and humanities which called for
more‘independent work and adequate readiﬁg skills to meet 71;

this demand. Slowly, reading programs began to be seen B

as an academic need, even in the best of our universities, J

in order to avoid many of the d1ff1cult1es encountered .- B

in varioiis academlc f1e1ds




N

In 1933, Buswell at the University of Chicago .
founded one of the first college level . reading programs

in the United States.

Buswell (1937) then conduqtedf

- « l
one of the most intensive studies in adult reading result-

=3

;lng in the landmark report "Howadults Read." Harvard

began a program in 1938, after whxch other colleges and

universities fo;rowed suit (Geerlofs 1967). 1In the last

twenty years there has been a tremendcus increase in the
7m; number both of developwental reading programs ot. the

- R
= unlverSLty %nd of adult\Ilt\racy tralnlng p*ograms

rarallellng the growth andelnterest of develop-
mental and remedial reading at the senlor college has

been almost unbrldled ‘growth of Junlor colleges in the

RS
% c‘ -

1960's and 1970's. The_ 1ncrea81ng numbers of community

[

colleges have made higher education available to students

- of varying academic promise.. .'The open door admission
< -

4

policy encourages students to .begin degree programs with-
X :

. @ 2

out regard to previous experience, probable academic

success,

-

Students have. been found lacking in basic study skille

or level of academic skills (Henderson; 1976) .

‘and readlng achlevement (Cooke & Farrow, 1975, Maxwell,

1971, and others).

1971b, Cartwright, The establishment

f";ﬂ ) of various programs to improve-study and reading skills ~

ﬁéi'; . has'heen extensive and is eseential (Guilford, 1976,

- Anderson,'}975).

TR
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‘adult reading programs;(LeeHy, 1958, Geerlofs, 1967,

o ® : o

‘ ﬁ rap1d plollfelatlon of programs has created
a large demand for qualified personnel for the teach1ng‘
of developmental read1ng courges and study Sklllg,éf the-ﬁ_\
community college ‘and un1vers1ty The instructors of
reading 1mprovement “¢ourses are given the respons1b111ty
of prov1d1ng high-risk students with Skllls neaded to
accompllsh both career and educatlonal goals (Henderson,

<

1970) Becﬁuse of the rapld development of these courses,

1

they ‘are frequently taught by personnel whose spec1a11ty
1§“§n a d1sc1p11ne other than readlng and who know very
“little about; the teaching of read:.ng.l ‘

i
There have been various surveys of college and .. .

',

and others)f However, there has been a dearth of surveys

d

i .
assessing community college reading programs and personnel

¢

and none have focused on New Jersey. - =

Problem
Answers to the following questions were sought in.
the literature review and fromrthe data base accumulated
through the survey:

1. What are the obJectlves for readlng programs

— for-New-Jersey community colleges?
2. What are the most common materials and

methods and technological‘equipment used to

. meet specified objectives?




- -

3. ﬁhat}is the relationship between literature

, ‘
I L T VL L T

research findings and specified objectives

. -
and materials of the survey? * T

- have been conducted regarding number of programs, depart-
1967) . However,- there have been no extensive surveys
24 , .
" the literature. LT N

'‘the same questions regarding objectiver, materials, tests,

.length of course, and other pertinent data that were

‘Geerlofs and Kling (1968). 1In addition, further

=4, What are the quallflcatlons af the . e
Kt t\ .
1nst;uctors7 Do/Ehey meet the ‘'standards o

%

*ecommendﬁd in the 11terature9 ) |

..5. What evaluation procedures are used to- ’ .
Y ’ - E
_improve- the course presentation and

. “) ” .
contents? :
b ‘ ¢

Importance of Study

| “J‘..L“

A numbet of surveys of colleve ‘reading programs #}}ff

ments conducting the programs, materials used (Cgerldf§f 7%

LA
>

devoted primarily to community colleges encountered in
\____\ A

This survey on community colleges.incorporates

N . -

~ e

reported in the benchmark study on senior colleges by

information, was sought regarding the-department which
conducts the course, the Eraining of instructors, drop-
out rates, and the type of course evaluation that is-

being used.
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Definitions

1. Community college: a two

Cammunltj oollege is used 1nterchanggab1y

‘“

questlons asked an! the survey format u"ed

w;rh the term, Junior College. It also .’

. Y A ‘ .,
refers to a school having a terminal two. . -
_ \ )

‘- »

year program. ' e

2. Reading improvement course: a reading .

course to impreve reading performance .
regardless of reading level,

3. uevelopmental reading course: a reading

course designed to continue the develop-

mental na .ure of the reading process, that

’ is, one can continue ro develop better

reading skills throughout, one's-lifé.

4. Remedial readmng course: a readlng course

»

in Whlch remedlatlon of specmflc

N
deficiencies is the primary obJectlve.

Limitations - )

The survey was limited to New Jersey Community

Colleges. There were 11m1tat10ns as to the type of

e

¥
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CHAPTER I

“REVIEW OF THE LITERATURE

v

RN

Te? basic areas were rev1ewed

__DrOeYams.
& L=}

5

T

3

;

~used'in the readlng programs,

Il

=

.

programs, screening and diagnostic pro .

the psychology

of reading, the goals and ob]ectrves oE cn 1e"e rnadlng

es Lsed in

to evaluate the read1ng program, a proflle of ‘the

a review of various

/college readlng teacher, the materlars and technlques

gurﬁeys of college-adult ree ling programs, and a review
. + > - -

the college reading ‘programs, the classroom organlzation

patterns of college readlng Drograms, the crlterla used

A}

' of the liferature specific to community colleges reading

-

The .review is devoted mainly to college and

i

™

the first two years.

k2

’

v

,about community college readlng programs.

reaaing programs would havelaomeiabpllﬁahility

r

~It,was

,believed*that—thefinformation on college and adult

many programs in the senlor proi/ams are offered in

adalt read1ng provrams “because of the dearth of llterature
‘_.-..._i_.\« - «

tince'
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‘ Psychology of Reading

'S

Readlng instruction in the twentieth century was

s

Kdramatically influenced by research on the psychology of
reading and more recently by'research in.other related -
_academic disciplines such as"linguisticsﬁfsmithh 1959).
;Spache (i956b) noted that the scientific investigation

’ ofvreadlng and the readlng process ,did not develop much .

before the middle of the nineteenth century.h

The emphasis of this early period was upon a

Ay

rather mechanlstlc 1nterpretat10n of reading (Spache .
(/é«?‘? .

EN

ceptual act, that of qulck recognrtion ‘of words. é"‘gThls

could be traced prlmarlly to the research empha51s of

the. Derlod which made attempts at anderstandlng the
'.phy81ology of reading. Investlgatlons exariined right

_ and left dominance of hands and-eyés, movements of the -

1 -~ N . i‘?’" . . y I o N
eye when readrng——m%rreraxead1na or_nirror-writing :

tendencies, and 31muiar phy51ca1 elements possmbl:y"~

reieted to the readlng act (Spache, 1956b). SubJects

ff?“**“r~m~v~used_in-thewinvestigations were almost exclusively

o

1956b) . Readlng was cons1dered to be basicallyﬁ%?per_ | T

,adults and sk111ed readers (Huey, 1912) . -
One of the classlc studles of the perlod by

Cattell (1885) involved an 1nvest1gat10n of proce581ng

—

utenden01es of the eye through tachlstoscoplc eyDosures.

-
“

‘He found that with a fast tachlstoscopip exposure, a

+ skilled reader can perceive.four unconnected letters,

~ - - i ‘: - -
Ty ok <. o
v ‘L} N e’
.
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a very long word, and four or more words if they form a
.sentence. 7Dodge'(f90§f showed that perception occurs
* in reaéing only during fixations, and not at all ;during

the saccadic jumps from one fixation to the next.

<

1

. a g - h! . - .
ing conducted at the University of Chicago concluded
that it was necessary to separate the thinking aspects
of readlnn from the perceptual mechanismsrthat operate

'"ln readlng He cohcludedvthat psychologlcally, readlng

5

- N - - T . 3 N .
is not a compllcated situation. Bas1ca11y, it is s1mp1y

a form of perceptual experlence followed by 1nter-

profatlons of~vary1ng degrers of 1mportance (p 144)

. His studles on eye movements in adult readers concluded

~

 a vast and tlme tested era of research on the psycho-‘

logical _aspects of the readlng process ' - F

,,c,’ _

" ‘During this era of research, the readlng act "

was thought of in terms of perceptlon and in a relatlvely

“anvell~(1937) in a landmark study on"adultjreagié;é

g e e ————— e e e e

mechanlst;c way. D1agnos1s of d1ff1cu1t1es in readlng

took the form of examlnatlon of the physieal and

"

partlgylarly the eye movement chara‘terlstlcs of the

4
N -

learner (Spache, 1956b) MO n *

Remedial work consisted largely of rote memori-

quick exposu"e devices such as flashcards With the
increased technolog1ca1 developments of the eye-movement

e camera and refinements of the tach;st0scbpe, diagnosis
. ’ sy vy




'y T B - T T I

) i B i - R PR B o | _iﬁvll P
. of eye-movement patterns became more refined -and

.

_~emedial work was intended to increase both the speed s
' 4

- and span of word recognition (Spache, 1956b). E%peri;

. “ments were conducted in which subjects were trained to

fixate on columns of numbers, words or phrases, or on A

.asterisks or vertical lines running throogh the page "‘_ 1;5
in the hope of retraining the fixation habits of. the 7
subjects. This was expected to transfer to their

capac1ty for reading. Spache. (lQSGb) concluded that

"succeas in readlng was conSLdered largely a reflectlon
of phySLcal and 1nher1ted traits wh1ch could be modlfled

best by phy31cal or-medical measures' (p 14)

- The teaching of beglnnlng reading reflected thls .

A L
»

bias that reading was basically a perceptual or word- -

recognition task. "The use of .an”alphabetic method . ‘7f?%
was succeeded by a rote word method. . . . The almost B

ot exclu31ve use of oral reading, or what was really word- -

calllng, (Qpache, l956b p '15) further showed the1r

(¢}

“

dependence upon this early concept of readlng

Adult developmental reading was a concept which

had—its—beginnings—in the work of Buswell (1937) at tae

University of Chicago. He initiated one of the first

college level reading programs in 1933. As in.the _ele-
mentary levels, the prlmary empha51s of the early college -
programs was on perceptual tra1n1ng which it was noped

would have a transfer value to the reddlng process and

L]

~




on .the spe'ed of readlng which was thought to be affected

4

7~by perceptual training. Dodge s conclusion (1905) ‘that- . gf"

perception occurs in reading only during fixations lent

itself very well to the research and teaching bias of ) =
the' period.

- . . ot

Despite the mechanistic emphasis of the time . - o

perlod some very 1mportant ideas were emerglng which led
‘7to a modification of the def1n1tlon of readlng and a
%change in the objectives and practlces of teachlng the
7teadlng skills. -Reading had beeh cons1dered a slmple

- - e

perceptual process and skill Whlch could be taught How-

;—ever Spache \l956b) 1dent1f1ed four basxc psychologlcal

facts which he derived from an examlnatxon of the studles

of the oeriod which led to a hroader defihitioh of the

.‘ t = ’—‘4 "‘k . B N, "
reading act: - AN =¢ N, R ,

i

1. Huey (1912) concluded that readlng was per-

- formed 1n a series of short qudck movements,

~ - “E

and flxatlons acréss a page, not one.con-

> -

tinuous sweep across the’ page; 7

e

2 X

2. The'length of the fixation pause was a

sflection of various factors--familiarity s

-~

' with the subject material and the indi- . ‘ \?g

. - G;hﬁél s readlng ability (Cattell 1885, e
o Huey, "1912) ; o 7#

. 3, There is a degree of flexibilit in the L

) perceptual habits' of the reader due to ) L 52%




various factors, but the_ocular-motor habits

e

of a reader tend to pers1st rn\many\readlng
situations((Cattell, 1937, Huey, 19l2), and \\\
4, ThererarelothEr eye movements besides the
A R . usual‘forward and regressive movements in
z;i if” _77*' o the reading of materials '(Spache, l940).
The shift in thinkiné was gradual. Therconcept‘@
e of reading was becoming more comorehension-oriented:
t?i "? - Thorndlke (1917) emphas1zed the 1dea that a facet of

mature readlng was reasoning. The area—of testlng grew
, D o ! ‘ .
in importance.\?Reading achievement‘tests}emdhasized
i comprehension ¢f silent reading as much if not more than

* @

" rate of reading or skill in word recognltlo (Spache,

1956b) . S .

There waé a‘Qoestlonlng of the value of oral a;‘ i}”

”

readlng as opposed to silent readrng in the- teaehlng of

i{ii - readlng Research seemed to 1nd*cate that an early
L £ A
R emphas1s upon 51lent readlng was des1rable. Spache .

B . —\‘

7{?’J o (1956b) llsted nine major pcints established by research :

P

. f1nd1ngs in this “era as follows

jf:, i S _l.‘ Children arexable to read more rapidly

* 3

silently than orafly by the fourth grade

. (Judo et al., 1918); A\ -
T 2. ,There is‘a tendency to subvocalizs;
e ' P ?. “Subvocalization tends to decrease with

greater proficiency in reading;




R

-
oy
.

£

i ' ’ . . 03 . ! ¢ m‘
-4. The span of recognition is from one to two

" and one-half words (Buswell 1937); )
5. The span of perception in tachlstoscoplc B B ;e
exposure 1 r adults is from four to_ five s . ‘mﬁg

words of unrelat d text with”anrlncrease*of* S T

& o w

about one word in meaningful context (Buswell o

1937); % ’j@ . n ) ' " Ee

T~ '~.‘ - i . ) ) . i

6. ~¥he exact process by whlch»wordq are per-
. \_\

. . celved 1s‘not\§pt1re]y clear. There are

three pogsible exozaﬁatrens;:the context
. < S
. prov1de§“a*weantngful~cuew'the~wor -s\the.mm.1'

unit~'and signiFicaﬁtA]etters act as .cues

(Huey, 1912, Buswell 103,) , ' )

7. Comnreﬂensmon 1s a reasonrng Drooess, a

synthesizing'(@horndlke§ 1917); ) :“;

8. . Comprehension is ia£§e1§,determined by the

readerts hackground (Hllllard lq24),_and

9 Vooaburary growth is related to other cog- i - -

nitive fun0tlors (Gray & Holmes, 1938) .

Spdche (l°56b) noted that auring the 1930- 195“ o

period, the deflnltlon of the act of. readlug was '?E

v extending even futher. Crltloal f’exlble reading 2
. o N . o "7
was encouraged to promote evaluations of an author's _Z
- M ¢ . . - -
- e Tl . < N 3
T f"”"presentatlon."Readlng was seen as a means' lendlng o

itself to an end of new Ln51ghts and improved patteyns . ;é

?i}‘ .. of thlnking aﬂd behavior. . Researchers began to 1dent1fy ]

- - S [

g T




lﬁ;ﬁ
the%need for fleXihility in readigg, to be able to adjust

12

- .- to various°texts and to one 's own purposes in reading
ST, qga . '(e* &ﬁ

- - QL s ‘

oo - (McDonald fosny. . ,

BT - % ~ I

ST w, % . - e

- & . ,Reading tests.were analyzed. Some researchers - o
%%, _ % PR - .;::‘

\ _ ¥

. began ‘to break down reading 1nto various component parts

in order to better invgstiggte and understand the read- S
\ ’ '
1ng process. The gFovi ng depehdence on the standardized

T

reading tests for diagnos1s‘and measurement of academic

X-\ [

achievement led ¥ an emphaSis on the readzng skills -
3. *‘E& # N o

‘3'_ 4\% . >
= *‘gmeasuredxby reading tests in both research and
G instruction. 'wg.‘ T - ~
St L. N o Sbme 1ns1ghts listed by Spache (l956b) derived T

from™ the research of this,period were as follows:

. <

1?7 Very little is understood about the mental = .

éﬁ .3

i”: 7”7:
processes invélved in reading for different e

% ¢ ‘ e e e

urposes ot how to promote the growth of the i} :
skil\s\56cessary for flex1ble readiny - T

95D - - -

o (¢Donald, 1963a7 49583 ."

T 2. There may be a marked relationship between —.

R . the reader's ability to associate words and I
- - . ’ _ (3‘:‘ - -
3 - B . . . ) , -
P R ideas and his rate of learning (Bear &
s o e . . » ]

Odbert, 1940, Traxler:vl934); and - o ,lt

3. 'The factors most frequently identified in .

. - ‘relation to reading were vocabulary, intelli- S
. «\-. . i = . ‘
gence”rthe ability 5 see- verbal relation- 2

g

ships, and perceptual, verbal fluency 2 =
t

&
%

- v . -



14 < .

(Wrightstone, 1940) .

Spache (1956b) stressed that as reading instruc- ,
tion emphasized training in how to think, success in . e
reading was gradually seen to be markedly affected by

k]
the attltudes feellngs, preJudlces, and general adJust-

!
ment of the reader ThlS concept of v1ew1ng readlng as

one aspect of the total growth of an individual character-

izes the current psycholog1cal e;planatlon of readlng

-

(Olson, 1940)-. - 7 T B
In the 1950.'s, 1960’ s, and 1970°' s, there was a 7 fi?}
tremendous proliferation in research,lnto the readlng .

.process in all aspects of reading. A re1at1ve1y new ~~% =
n (: . _ - }53

development in the fleld.was the increased interest in’ A
St N S

.'mpdeifbuilding and reading~theor§ - e

e i ]

Other academlc d1sc1p11nes were contrlbutlng to-

the understandlng of the readlng process DlSClpllHES* “_7;
-nw_such as 11ngu1stlcs prov1ded add1t10na1 frameworks for
present“research -and—haveadded— a‘greater*depth—ahd ‘
dimension to many of the proposed reading models and

theories. ) . .

. )
" '

1
Ll

Williams (1965) questioned the applicability of T

+«gsgme of the research presently being conducted, whether
or not it was, going to contribute to the pedagogy of the

*
W,

- teaching of reading, and whether there is not so much
:%;' : \\\\Zesearch being conducted that we are presehtly getting
iminishing returns for the amount of the research that .

I 3 . - .
EE i . & ¢
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LE Buswell; who englneeréd the reading program at

. in adults’ (1937), clearly 1dent1f1ed reading as a per~ ~i[1fi

s ,

15

is being done.

Goals and Course Objectives

X

the Unlverslty of Chlcago in the 1930 s and who conducted

-a 1andmark study in the understandlng of eye r movements

;:; -

ceptual act and spéarheaded the developmentaand focus of

adult reading on tovperceptual training. Buswell (1957)

explained that: - .

the unique characterlstlc of readlng lies in
its perception rather than comprehension.
Comprehension is an overall factor. that applles
to listening and thirnking as well as .reading. ¢
The new element encountered in tRe learnlng -
of reading is the perceptual ‘recognition of

the printed verbal system (. 103y

— [ —— — R e e e iy H Ve VPSP e e

From the studles of eye movements by Buswell and>Judd
and others in the 1920's and 1930°' s there was ev1dence
that poor readers‘gO"about varlous read1ng tasks in Ehe
m~same inflexible way, whereas good readers adapt thelr

e e [ —

rate and ‘method, that is, thelr eye movements, of
v

readlng to the ourpose -at hand . Y

.
A

From these beglnnlngs, college, level reading
programs focused thelr attention primarily on deVeloplng
_the speed of readlng of. students *“rough the training of

eye movements and’ perceptual behévxor Publications con-

]

cernlng college reading programs were very difficult to
find in the 11terature untll the-Southwest Readlng

Conference, concerned with college and adult level
e

%

N

. & 3
22.% -
. ¢
v
1,22?

Ly I
« =
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- €

- feadiné‘pfograms, was initiated in 1952.

7changes in fhe goals of college and adult read1ng pro-

P

s a broader concept"of‘readlng—aS“more than a*purely per-- -

v,ceptual,procesa.

Tisted the folloqing critical afeas_wnich many college

Ellef (1956) noted that there had been major

i

grams 81nce 1952. The changes were in the dlrectlon of — -

He felt that the concern was with the -77i£

more dintellectual comprehension skills essential to hlghr 7 “'ij?

level undérstanding encountered in college courses. He

level teadingrcouisee'nadfaa*gégls;‘ )
1., ~cr‘tfcal‘readiné\ability;=i—: RIS 7HC\ j,{
2, f80111ty w1th the study skills; and- - ﬁ%;f*:

i

abilities in organlzatlon and generallzatlon

, 3.

Eller (1956) noted that there had been a chanye

in the empha31s of vocabulary development to the teach- _Aw

1ng of speclflc vocabulary*which“was of more immediate

et e e et

value and- morewrelevant to—the needs ofﬂthe “students.

—— -

v

Also, the semarntic var1atlon of words was uauglly an‘
aspect of ;ocabulary,debelopment.r Eller (1956) stated B
‘that another goal of study skills courses just. emerging
was some sort of training in listen{né since college

students have to learn a gréat dealby:listening to i —4325
lectures. ' « o ' -

Instructlon was startlng to . focus more on the ?1

>

reading
d

original

1ndiv1dual student and the concept of teaching

in various content areas was taking form. The
. » hd

23
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~ i

concern w1th the relatlonshlp between ‘eyesight and read- .

lng was giving way to the more inclusive problem of the

,.correlation between visual perception and readiné.

Worth (1956) listed the preliminary con31deratlons

,for settlng up a readlng program in the junior- college:

She empha31zed that the differences in planning for a*

junior college as opposed to a university were that the

concept of a2 junior college was based on service to the

community and established to provide poatéhigh school

educatlon for the_youth,andlalso for the adult population

of the communlty Because this involved a student body
AT 4t

w1th a wider cross sec*lon of 1nterests and levels of’

+ ’

e

ab;Ilty, Worth explalned the neeéd for'alverSLflcatlon in

[

the types of reading improvement‘courseé(ofﬁered"in,theﬁ§:7$i

community college. =~ . ‘ e

A P _ -
e e

Worth (1956) wrote that certaln qué“tlonSMmustr

0 e

«

. _be answered before arr1v1ng at decisions concerning‘the

e T———— - - -

e —
i,

———

’type of reading program that. would be offered at the

junior cqllege. These*questlons were as’ follows: -
1. 1Is there a need for a reading program

accordlng to student oplnlon and faculty

R PO had
e et e

recommendatlon and test results9 S

2. Will the program:be required or voluntary?

\ v

3.  Will it.be_remedial or developmental or

a combination?




_Will credit be offered? .
Will there be fees?

What diagnostic procedures will be used?

How will the courfe itself be evaluatedV

o N o U B

What crlterla will be Usedrto evaluate the , .

S e e e e

course?

—— - . .

!iEQE‘r:—%f”“Lf _ Kingston (1959) .added a numbervof other con-

siderations for someone interested in establishing a

-

reading program They 1ncluded the length of time -a o

- situdentr was to be enrolled in the program, the selection--

l
of the students, the 1nstructlonal procedure to be used,
i ; ]

S !

R ?nd the cost of such a seuvice.
: c b

o -~

—— e
T —

g T -
;fonn-goals listed by the_twenty-one junior colleges that

“

fshe surveyed. There were nine goals, several of which

Worth (1926) in her study presented in cpnden%%d %

et

7
4

‘were- clcsely 1nterraIated . . S -
| . - ,
i .,g 1.. Understandlng the needs of the students
‘ - __through diagnostic procedures and 1nd1V1dua1

¢ ° conferences. :
Establishment of remedial procedures more
closely allied to diagnostic findings's
Making use ‘of planned blbllotherapy:when
the need is indicated. -
Teaching the mechanics of readlng and good .
reading habits. ©o
Teaching:.basic readlng skills. .
Teaching good study habits and study sk111s E
Teaching listening techniques. - :
Improving the self-ccnfidence of the . 5 :
reader. . . ,. the keeping of, progressive
: recqrds of his reading activities by the
s student. . . .
9. Cultivation of the ability and desire to
read widely. . . . (p. 106)

X ~yovn S~ w [\

73
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McDonald (1957) re-emphasized the concept of o
reading that moved towardwcontinpally broader-inter: - h, .
pretations and Pointed out that remedial programs at

the college level must simflarly broaden thelr ob3ect1ves Lo
. - \ . - R
Thé complex1ty of the readxng procéss means that a . ‘;A;‘f

e

successful readlng improvement program would have many . T

outcomes, equally complex in the1r nature and consequence. C

Nonetheless, this trend towards emphas121ng 1nd1v1dua11- \ 1}%
stk o

zation of the\reading programs in the literature does

not necessarily limity the goals of‘the:program even .

1
* though 1L might make it more difficult to adequaLely

\ - -

s .

evaluaté the effects of the programs. .‘- ,; o

»

. Sommerfeld .(1957) noted-that the,trends in

college reading programs questmoned the speed orlentatlon

still a part of many readrng prograrls. He pclntaﬁ out

P
that speed may be over-emphasized since it is how well - - =
one reads that really counts, not how fast nor how “much. :
Miller 7(1957), also recognized the\danger of over- ‘ b —issf

‘e emphas1s on readlng rate,  but on the other hand, she

A

»

warned agairfst the problem of\the\ind1v1dual who seems ) . %gi?

unable to make any material progress in increasing h1s

\ T."-a e
_reading rate becatise of his concern with the-loss of

, '
comprehension. She raised the Question of how to decrease

the fear ‘of cmprehens1on loss and yet to malntaln the

s

importance of idea content_1n reading. Pauk (1958) also

~

R

*
felt that rate should.be an ingredient
Y . ‘ .

[3




program but ‘that it should be placed in proper per-

spectlve.A He saw rate as a- toc1 to prov1de greater

R

R o -~
[

speeds that a student couldsutlllze. He acknowledged

,thaﬁfthire were different speeds for skimming, for ]

sklpplng, for readlng varied content- for varied purposes .

Mazurklewlcz (1958). explalned that- the emphasls of .
[§
college readlng programs should be on correct1ve reading,

. on the development "ot vocabulary, and on the crltlcal -

\if stud;ytyne skills, noty on speed
" Pauk (1958) concurred w1th Mlller (1957) tfhat

*

T there were degrees of comprehenslon that a reader le

-
.

not - necessarlly have to comprehend all materlals at the
- same level. "The ce th of" compreheﬂglon depends whether

we read for recreatlon for background or for complete

understandlng (Pauk, 1958, p. 46), Along these llnes\v

Qaulﬂargueé—that we mus.t. teach basic read1ng skills in

‘ terms of the students subjects. He felt that many read-

Lo

ing problems revolved around the student s 1nab111ty to

. apply the basic skills, rather than the1r 1gnorance of »

the skllls. ‘He llsted nine basic skllls ‘which appeared

]

- in tne Forty seventh Yearbook of the National Soc1ety

¥

- "
for tt- Study of Education (The Yearbpok Committee,

léﬁS)f‘ 1) vocabulary: 2) inference/of words and wean- __ -
ingci‘Q)tgetting meaning_fro@ a séntence;.4) grouping
‘words and phrases meaningfully; 5J‘following written

;

by
2 ¢ o




LA 1

-

dlrectlons, 6) flElelllty in speed of readlng, 7) retain-

- o T TTTITA T T D S s _ T - év N T T T T T T T e i
//hng meanlng of what has been read; 8) organlzlng material; .

aﬂﬂ)shmmmv e

i

There is a need to teach these skills'as a means

4y -

1;- for ach1ev1ng hlgher levels of meaning rather than as

%

ends in themseyves (Pauk 1958) Dav1s (1959) also
RN , l

recognlzed the’ need to teach for transfer and thus to

v

make the Z;Fuatlons in tra1n1ng as slmllar as possible to

“realusltu tions. o c

— - ~— s

. £

righam (1959)\emphasizeq that instruction should
utiliae and guide toward independent student.york for
the fhllowing sequence in reading: 1) establishing

spécific. purposes; 2) utilizing experience and informa-

Uion 3) undelstandlng organlzatlonal pattern of

™~

——— S g

materlals, 4) galnlng flexibility in reading rate; 5) 7$7

student evaluations; 6) checking as neéessary; and

7) reviewr. Nonetheless, it was important to offer e

1

opportunities to develop skills in reasoning, vocabulary h f

1 -

and syllogistic reasomning; organization of materials,

>

flexibility of reading rates, use of reference materials;

kY

and study skills such as previewing,.,outlining,
¢ v i . ¥
’7 - . . ’
summarizing, - N * .

Maxwell (1963a)-: pursued the line of argument )
that speedof reading is affected“by many factors

. 1nc1ud1ng the purpose for which the person is reading.

Because a study analyzing grade 1mprovement by subjects




7nrevealed that students who took a college readlng course

phtucsiben S :

gt

x

- earned higher grades in social science and literature, . .

P

to affect thelr grades ln seaence and mathematics, -

— —— ——

Maxwell 'suggested that college readlng programs may have

cllttle relatlon to the skills 1nvolved in sc1ence and

* —

mathematlcs courses. "’ : B . : . - '~§

-

She also questioned whether the reading needs

P

of college freshman result from deflclencles that go - S

%

back to hlgh school or,are new, needs ar1s1ng because of .

the . dlfferences of ‘college demands. She called for T, e

research to elucidate whether there were dlfferent skllls

“«

4 s . : - L
needed by college sophomores, Junlors seniors, and™ + 3 :

.
I3 . M

graduate students and a reappralsal of 'the goals and

objectlves oF college readlng programs.- ..

B4

Rankln (1963) found that there was a getieral ’ ff?

censensus that it was unwise to try to improve readlng - ei
rate among stud?hts deficient in comprehension skdlls. R
However, Rankin found that poor readers might benefit LT

F4 P o . . . -

from sbeed reading at collegeﬁlevel even before their

S comprehension.was brought up to a des1red level.

s ' McDonald (1903a) suggested that much of the d1s-

P

??“‘ e | agreement is the consequence of;deallng with rate qu }
;477 reading and comprehensionfofﬂreading a; ind%pendent or.~ 3 ’  ;
! 5 co-equal entities. He maintained that they are neither, -

‘ but that both are interdependent constructs. Maxwell g
- ‘ ) -
A . - @ . N - .




(i&63a)msh ported,McDbnald's'vosition that reading rate
Pr g

. -

_and COmpreh<251on level were 1nteract10ns 1nvolv1ng the

:purPGSesfof

he reader, the readlng—abtilty“of'the

enéef——aﬂd—fhe—dif&cultrcvf—the—materuu - "1CUOI).6..Ld

. (1963a) p01nted out that reading flexibility was an

RS /

essentlal skill for hlgh level reading.
_ McDonald (1971) later developed the concept of
're%ding versatlllty ‘over a twelve year oerlod. Readlng

7

flex1b111ty was deflned in terms of readlng rate \

B O

=

,' flehlblllty Rate fJexfbilxty' s ed—that'a—reader

-

could autqmatically change his rate of reading without

4

student to read better would promote a corresponding
. N
\\}ncrease in comprehen51on Pesearch has' not-supported

Ehese contentlons and has led to a nzed to redeflne §

reading flexibility. - -

s

to describe the ability on the part-of the
reader to utilize those patterns of processing
reading inputs whicl: are appropriate for the
style, difficulty level, .content and theme
of the reading matetrial at hand, while also
being consonant with achieving the reader's
. . purpose to the optimum level of his physio-
log lcal and psycho]oglcal performance. ' (p.
169, 5

o™ O
3

Thus" as the concept Sf reading becoming broader, the’

concert of reading comprehension was being re-evaluated

to incluue the other variables that affected reading

*

comprehension.

“

“
»

changing his purpose for reading and that directing a, ..

Mchnald”(l97l) used the term reading vers&tility:




Pepper (1971) outlined'the'eyolution of. the

obJectlves of the readlng courses at Wayne State Uni=-

velslty'fronrl9ﬂl In1t1ally “the classes were voluntary, e :_7;

-

-

non-credlt,

instruction.

and non-remedlal«for the average or bétter

The training focused on the development ‘of

Exercises were designed

" more efficient visual skills.

to develoP smooth or rhytbmlc eye movement patterns.

" Course evaluatlons indicated that the mechanical tech-

\w

n1ques_utlllzed ~did.ingrease rate of readlng w1thout a

loss of comprehen51on for a, large numbernof students

<

In order to meet the varied needs of a hetero-

+

L

geneous unlvers1ty population separate classes in study

2

skills were added in 1943 and vocabulary development in

1948 .7

Individual attention and counsellng gradually :

' 1nvolved more of the staff's t1me (Pepper 1971). 1In ‘ —75

~a Iy

w 1933, the courses were comb1ned into a read1ng eff1c1ency, s

study skills, and vocabulary course with the establish- n" L

N

] ment of a reading laboratory to handle students w1th . v

dpecial problems. The goal of the basjc course, 1n 1971,

according~toiPepper focused on developlng the necessary 3

skllls and att1tudes for deallng wuth the range of 4‘ =

The arcas stressed are fleX1b111ty

*

. colleae stud1es

in rate, study-type, readlng, vocabulary development and

14

efficient study techniques. . .

.
M 1

.
% - B .
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urlst §l975) found that vocabulary developmen*

was one of the most‘presslng needs of academically dis-

.

SR __“l__pg —_—

advantaged college freshmen in a developmental readlng

':Lfect. Because.offthis ready-made motivation, she -

_course. Shie argued that unlkike many skills these students

o K A
recommended the use of vocabulary clinics to improve

,areaseof_study,skills,,comprehen31onwwandmvocabvleLy I

T

& -
]

- B R Y

vocabularv.. Guilford (1976) divided the- course content

of the Texas Southern readlng program intc the basic
! ~é X" R

N

development _— . ) - .

- -

opache*(l959b) p01nted out three types of read-

»
.

ing programs : l) a machlne or skllls-orlented progran

.00,
i A -- v «

with the pr1mary emphas1s on improving the read1ng act;

=
[N

2) a program.thh a broader conceptlon of readlng that
stresses insi ghts, skills, and counsellng in equal pro-
portion gs; and 3) clinical programs whlch focus almost
egclusively on psychotherapeutic approaches. He récom-

mended employing all the approacHes in varying degrees

accordlng to the goals of the course. ~ -

To conglude th1s ‘'section on the goals and

\

objectives of community college programs3'we will refer

to some of the-reasons why it is. necessary to teach

&

reading at the ¢ollege level. Harrls (1957) gave the

r
following reasons: . ,

v




1. Reading is a process never completely

-mastered; rhere is always room for improve-

8 - - —_ - L 2T

ment; ] ) , _ ) . y —

2. Due to increase# reading demands, reading L

*

.~ efficiency and flexibility fjét bé.taught‘

.at all levels; ¢ )

. S
3. In order to maintain a high level of pro-
figienéy and efficiency.in reading, there

»

. must be continuous and specific practice;
.9 J, N B

and- -~ - - . .z

?J‘ N . - _ .
4. Tests of college students réveal that their

réading_skills.are faf'Eeiow,their potential fi;

__“and _the level necessary-to—function-aca-—=—=

.

demically at college.

Screening and Diagnostig¢ Practices

Sﬁache (195§a) identified five practices that

1

were used in 1dent1fy1ng poor readers in college. He |
clarlfled the concept that the methods used for selectlng ) {

. s those pupils who ‘needed help should be closely related

t.. the kind éf help available for corrective and remedi;l
training. He explained that if regulaf classroomn.
teachers wete to\éssume.résponsibility for such training,
then gross methods of selection and diagnd§is'ﬁouldrbe;7
sufficient. Thg,five diagnostic techniques that Spache ‘ .

S . .
S « enumerated are as follows:

L) " N *




T B

-

. 'Mental Age Standards: Spache Felt that o

diﬂeqfﬁcgmﬁgrisons‘between—mental ag§4and ~ﬂ:*j"““‘;;
———Teading Lest scores were not f§%§ib1;;“nor' T
'is'i} known howngreat the diffégence must ‘ »
~be to be consi&ered critical; . R _7Aé
?. Monroe Index: The average oi theichrénological ¢;;%

age and mental age and arithmetic-computation

v . L T

age -were compared wi h thé;pupil's'reading

age. Like the Mental Age, Standard there

Y . . —..___were possibilities for making gross: errors;
, L 3. Case-study: This involved a study of the
o . prdbable causes of reading difficu}ty of a. :,

1 I

student. Spﬁché‘felﬁ that this was an
B . ’ *» '7’—_\\ ) t'/:" .
- ' exdellent method but so demanding that it

probably could only.,be used in clinics after’

\

g

. preliminary. diagnostic procedures had already
: N "

been used;

.7 » -

A '“»{ 4. Standardized tests: Probably the most- - -4

R common mqthod»of identifying poor readers : =

\

in cdllege. This type”of test should‘pe N -

' used only as a crude approximation cf indi-

1

- cating pqﬁilswwhgkappear,ﬁo be;fétarded*in T T

the particular skills measured by-the test. ' o

=

. Spaché cautioned against using the results

of these tests to indicate a student-'s
<

4 T - 1 >

abilities in any of a half dozen fields of




4 . ' . /

, studyjwwm_wwwmw o/
.- 5. Informal inventory: IhisJéonsiste
% * i R o . / T,

series of graded reading selections drawn
'from a spec1flc“vontent field such as’
phy31cs h1story, or psych6logy. The scope

;4ff4~”&“5 of the inventory could be broadened to
R ) _include measures of technical vocabulary,
SN ©  ° auditory comprehension, and others. The
B (O - ' . i -

R

that it deals with materials of *a specific

field by identifying_the variensﬂlevelsrof

- ol . material in the contentifield thet‘pupils" .

can handle\A ' A

o Spache (1956a) explained that "31l these efforts
together however, do not constitute a complete diagnosis

of -all the factors a¢%ect1ng readlng success . The causes

" of some. pupils' difficulties will still be~unknown“ (p.

<

132).

ﬁén& of ‘the special programs for students who
manifest basic ace&emic skill deficiencies d%erate under
the premise that indivi&&alized'fnstfnction be provided
in onder to meet the diverse needs of the students An

~

- accurate 1nd1v1dua1:zed assessment uf the student's

entry skills is essential so that.approptiate activities
and materials can be assigned. Drummond, Kent, and

Pinette  (1975) pointed out the need to assess a student's

3

strong.points of this type of inverntory were




s s .
- i

o persona11ty before placlng him in an 1nd1v1duallzed & .

2

readlng program. They referred to the literature whlch ' : =

’

-
&

< skills. Post test results 1nd1cated that the external-‘

7reported a dlfferentg;rray of needs f”r poor readersrasﬂ—"—wwmmwi“

compared to good readers based upon their responses to

} ,,personallty tests. S -

Drummond et al.-(lé?j) investigated the internai-‘ o
erternal control constructi as related to student -
_\achievement in an,individualized community college read-
~ ing coursef Thirty freshmen were identff}ed.asreitwer. - f:
externally or internally oriented based upon their :
scores on the Internal-Externaf Scale. Each studentf

was assigned an indiuidualized reading program after

proper dlagnostlc procedures evaluated his reading

or1ented students had achleved motre than the 1nterna1— s

- -
» - N N -

“orieéentd students. . . L - .

A sens1t1v1ty to individual dlfferences is an )

important, if not‘és%entlal, apt1tude for readlng teachers

. o ]

to possess; however, student differences are only .

important from an instructional point of view, that is, |
L - r s 7

if the students need to be tdught in different ways.

"Nevertheless, significant learning often does depend o

e .

-
.

~ - o S

1When a studont believes that reinforcement is j
contingent upen his own behavior, he believes in 1nterna1 o
control; when he believeg that relnforcement is con- ;
tingent on chance or othe people, he believes in .
external control. . .
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upori a modification of educational strategy' (Drummond

~etal., 1975, p; 37). _Thus, if diagnostic procedures

T _ .
~ of personality .components -contribyte significantly toa
: . ! ob

v

B : . e s . L ’
student's performanhce in an+individualized reading pro- .

7w gram, »then instructfonal methods and materials should

be determined on the basis of this type of information as T

; -
. ‘ s B Uy

well as on the baﬁls of scholastlc lnformatlon

NI
RTINS P

Waxwell (1971b) explained that the dynamlcs of ij

personality, motlvetlon, and lnterpersonal relatlonshlps . R

o

c’: -4 ' ~
. all contribute to and influence a student's reading
. \ v

‘performance in coll%ge. She recommended ihtensiye(

‘counseling in order‘to change stuaeht's habits or enhahce -
their chances of succeedlng academrcally She documented" ) ?ﬁ
that personality types correlated hlghly with various i;;
types of readlng behavxors. The only effective ;;

dlagnostlc procedure for personallty assessment, accord-_ ' =

“ing to Maxwell, was for reading apeclallsts to po§sess
- . 2

counseling skills in order to bpe more effective in

changlrg reading and study skill behav10r ' o

4

Hafper (1964) explalned auother diagnostic
technlque for college .reading provrams He. indicated
that the cloze procedure assgﬁ index oﬁ a student's
ability to reed yith comprehensxon Rankin (1959) con-®

fo;j' cluded that the cloze procedure was a reliable technique ';5

“ -

)
for measuring readability. of a textbook orspassdée,,

=, . "~ intelligence, pre-reading knowledge, and various components .

» ~

] - '

e ) Y Py .
S g “ 3(




" of reading comprehension. There were very high corre-

lations with cloze scores and other measures of reading

]

' comprehenslon in both pre- and post-test—cemprehens¢on;-
scores. Hafner (1964) foune;that the cloze scores com-
pared favorably w1th standard predictors as a predictor
77;of course grades and that cloze scores oorrelated
pos1t1vely and significantly w1tn measures of intelli- ~
- gence,*vocabularyh 1nformatlon and course marks.

Diagnostic procedures in college reading programs

_are-varied. —The most gomiion diagnostie: tool is a
standardized reading test. Consensus is that there 1s

-

no one standardlzed test that has been developed whlch
is both rellable and'valld enough to measure all ﬂr
variables of college and adult readers. There are|a
number of factors whio% affect readgng test scores and

theovalldlty of test- 1esults They have been idénkified

as personality characterlstlcs (McDonald l960b Rankln
1963, Drummond et al., 1975, Mzxwell, l97lb); purpose of
the test and rezderg(Davis,$l96l, Maxwell, 1965) ; testing
conditlons (Davis, l960$: attitudes of phe test taker
(ﬁarris, 1964) ; and,passage dependeney and.independency
of ﬁhelrgst {Preston, 1964 Pyrczak; l972,6and Tulnman,»

1973) Anotherglarlngweakness of standardlzed tests

for college read1ng improvement programs is thelr fallure

S x

to measure many of the primary skill goals of such pro-

Egrams (Anderson, 19733. Skills such as purpose, reading

vl
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. ’ 1 ) :
flexfbility,-retention are often nut measured by tests

o (Maxwell, 1971b). e
& ' % ‘ ‘ i

,jggsyﬁew~ﬂmz— - —-Nonetheless-;- standardized Lests(aneethewmosxqemnweeqem,_n;j

reliable, economical; and flasible megsures of group . o

. cC ] E
: reading achievement that are available. Tests must be ° ' "f

.

uced cautiously with respect to their limited validity- f
’. G ) d -

~and supplemented by information from them with other

‘
T

clinical diagnostic procedures that provide data on other

variables such as personalisgéﬂfnﬁz;idualmskiLl' » :E;

. By

@eﬁiciencies, and motivation. ‘ e N ’ G
. Y ¥ 3

A review of the sfandandized tests for college

angégézkt readers in the Mental Measurement Yearboons .A . é%
‘revealed that, deSPlte their llmltatlons, some tests are S
;mgge\Feliable, more valid, and more égplicable_to_the _ 7_%3
. college‘%ituation than others. Geerlofs (1967) found )
from a review of the Mental Measurement Yearbook 'in 1940

}953, 1959, ané 1965, that the Cocperative EnglishATest ; vi

c2: Reading Comprenension, the Nelson-Denny Reading
" Test, and the Davis Reading Test appeared to be the most

psychometrically sound of those available for® college ' ,i

¥

and adult readers. ) : .

<

’ . Tillman (1973) presented an annotated review of . I

e >

fbur yea1 “éollege readlng 1mprovementnprograms f”om 1941%

’

'1971 and found the Iowa Silent Readlng Test, the Nelson-
Denny ‘Reading Test, .and the Cooperatlve Reading Test to

. » be among thé three most frequently used.

o R v
. .

X
@
5
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A UEERE >
Kingston (1965) pointed to‘recent trends in the ™~ _. = ‘-

development of a more adequate broader more complete ) .

<

nsychologx_of,reading However he emphasized that these

door

advances and developments i1s research caoabilities had .

little impact on the measurement or instruction of read-

I“f

) -
“ing. He noted that there is little difference‘between L

\‘ 5

the tests widely used today and those of ﬁwentyr
T A ‘

\ - . 3 3
vears ago with the possible exception of measures of

.

flexibility of reading He conducted‘a rather'crude

0

study comparing students written responses to selections
from the Survey Section of the Diagrostic Reading.Test o
. with the content of multiple choice items developed by. g

the test constructor.. He found that the,students'omitted

LS

facts deemed significant by *the person writing thé . . '. —fff‘

*5

standardized test items and tended to write general .

statements about what they had read He concluded by

3

asking, '"Does the reading test test reading as the class-

. = ™ .
- - - - N
room teacher. or reading specialist.seces reading?' (p..

109) - . L

- ~

NcDonald (l966) asserted that it was high time

1

R 2 A _ :
to abandon the constructs "of rate, ocabulary, and cCm- R
preheunsion as ex.aplified by most dtandardized reading e

N > . ¥

- tests" (p. 218). He indicated that, instead, there was ‘

a need .to have reading tests" that poii t out "how well ° ’ ; ;

- . " ¢ .

» the- student can ach'eve his purpose for reading" (p. ' -

218) . The important information. that testing should

\) “ ’~‘. o l 40
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~. provide has to do-with the’ following: '
> . . & . :\" +t . .
# . 1. The conditions and kinds c¢f reading- fee

trma

materials with which a studen& is able to

“achieve his purposes; , .

L -2, The flexibility of the reading styIpof

. - the student; and ) " . o
. ) : ! :

N 3. Tﬁé_deficiencieg which make it difficult ’

. -

for a student ,to réad‘effectivéiy._'

This assumes that the selection of the testing materials

are suitablc and specific ﬁgéthe emountsATd type of
appraisal wanted. It may not be svfficient to measure

-

5

, reading performanqe»on a single tesé (Kingston, 1965,

“»
(i

2 Mdﬂonald,’l958ajl Mgésurement should‘be made ;

b
.

undgx, conditions whigh, clearly defire the )
~ " purpose for whicl*thé reading is-'being done, T .
. with quife differentginstruments being avail-
able, for assuring that the several- important
but ve;y different purndses for which reading
is dorie are in fact achieved. (Mcbhonald,
) 1971, p. 170) : ' ‘

McDornald (1971), as King=t.n (1965) had six

P

a ‘
years earlier,.emphasized, that college reading testing

!

- depended on the use of the ~ame - four or five tesﬁs which
were current from fifteen to twenty years before and
which measured some kind of F;ading in‘terms of the ‘
constructs rate, comprehension, and vocabﬁlary. Farr

(1571) in his analysis of reading comprehension tests

concluded that the Lests attempted to measire reading
f\"

. ”

. compreher.sion as a thought-getting procéss which is

~ o




-~

generally unrelated. to spe01flc reading Durposes The

",,,,~,’ J""‘m 2 ! \ Y

tests were developed as if fnere was a well known - T

theoretlcal construct called reading comprehen31on

-Spache (1969) outlirtd the h;stonlcal ‘context -

N

from whinch these tests developed:. rate of reading was
. SRy . - - o T
considered as a separate aspect of reading behavior; .

training in reading rate spilled over into the compre-

hens on area; practice in answering types of compre-

hension questions wilI”transfer to permanent oains in .

R >

comprehension skllls,.and comnrehension’ was‘thought of as .

a relatively constant'abilit egarJ;ess of the materials.'

cDonald (1971) Te- empna31zed that reading Der-
formance should focus om readlng versatlllty This shOle
be accomplished in a number of task-or\euted situations'
and must be supnlemented with otaer kinds of‘essessmeﬁf. ~'7}

Farr (1971) concurred that "the only val;dity of any

>

-r_n - N

1mportancc is how well a test predicts a student's

<

ablllty to Perform funcgional reading tasks" (p: 196). ‘ -

it v g ’

Nacke (1971) rev1ewed the various methods of o
assessing flexibilityein reading.' lie identified four .
' : F . - s

major issues:

- '

1) the.difficulty in measuring the strategies -
involving the constraints of the faster .
reading rates; ' , :

2) the perennial problem of measuring the rate

) ,
of comprehension when considering flexible,

~
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&

efficient‘reading;

7

“

the var}ous rate and comprehen51on measures

can be integrated into the cons:ruct of

LS

: errfall reading ability.

If our conceﬁtualization ofwméture*feédfhg’is‘to

3 e e T '

.emphasize flex1b111ty and efflclencv in reading tasks,

v

13

'then it is zwperatlve to develop adequate tools to

v

. measure the behavior. The tools presently arallable are

+ in need of further refinement and development.’
Measuring the competence o*

'3 -

run into similar difficulties.

adult readers has
It is unlikely that an
adult reader will perform prnficiently when tested‘with
. materials outside of his'fuectional context‘(Braun &
Neilsen, 1973). Diagnostic’and testing procedures must
} be developed to allow for adequate and appropriéte'and_

’

.

.. reliable measures to be 'takemn.

Classroom Organization of College \
Reading Programs

In her reviéw, Entwistle (1960) noted that
requirad study-skills courses show the smallest gains
in criterion performance. The evidence' on students in.

4:3' . . L

3) the question whether in"the‘weaeuremept pro-
cedure there shoﬁld be variation in‘thﬁgpur-f
'ppse of rea&ing ¥T ie the difficulty and T
’/Eia type of materials- and - g . )
4) the development of an index or scale so that

g




-
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<

-required courses indicated that required courses at the

- 9 . 4

7?cgilegé"1evé1'frequently involved students of rather
. probationary status. S

_Brigham (1959) did fiot concern himself with the

voluntary nature of the reading program. He indicated

x> v

that class organization by groups is probably most

efficient. Group composition should be -along the lines

~

of similar achievement ranges in reading and types of

difficulties and goals. Flexible grqupihg.patterns were

- A

seen as essential in order to be able to accommodate

-

different rates of progress and more specifié individual

e ——

should range from 8 to 12 students depending upon the
relétive_ extent ‘of the reading problems of the indi-
viduals within the group and the training and competence
of the instructor, but that it is possible to accommo- '

date from 15 to 20 scudents at rne ﬁig;.

Brethower (1968) describea whab.he called the

cafeteria course tecause the organizaqioé of thg courses
was very flexible, cllowing the students,té come and go
as they wished. Within limits, the gtudents are allowed
to set their own goals and define their own schedule.
It is a highly individualized course in developing read-
ing study skills. Students determine goals, content,
sequencé, duration, and even the details of the teaching

3

materials used in the course. The course organization

J—
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attempts to provide the students with materials that

@

"they require to do their work. The course is voluntary,

_non-credit, and free. It is usually taken in-addition to a

> =

~

.normal course 10ad- S L .

w

Maxwell (1971b) argaed that there must be a place

s

in developmental read1ng programs for counsellng in order

n s e . -
e Ty

. to help students acquire the 1n51ghts Wwhich- must precede

o
and accomoany any dramatic changes in their reading and
& e ‘

studylng behav1or. opache (1951) in dlscu551ng1t1ends

e

in reading programs~suggested that there would be a

decrea51ng use of‘mechanlstlc-andmdrlll procedures‘
. o
. o
accompanied by an increasing dependence upon counseling’

and psychotnerapeutlc technlques. .Spache argued that

the 1mp11cat10n in this was that the primary puroose of

such reading courses was to improve the‘adJustment;of ’

- . . v

the student to the demands of college life.

Ridenour (1974)“outlined the procedures and
structure for an individualized reading and study skills
program. In line with Mzxwell's recommendation for pro-
viding counseling, Ridenour changed the name of
instructor to_coqunselor in order to keep the role in
perspective. She recommended close contact through

K] -
conferences and small group discussion as incentives to .

keep students most deficient in reading skills from

o

dropping the course. Ridenour recognized the need for.

some students to have a continual one-to-one relationship
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A Ao toF ' ‘ » N
- - X . . N, .
- through tutors z- well as immediate help and feedback.
- . . . ) 2 .
- C i n ’ T i B \\ Iy . . !
e oo Anderson (1971) recognized three vaxiations in
~ . . N - \\

A

R R how to individualize a reading program:
- e . , ¢ ‘
ST T e ‘ 1. To help the stusents read a textbook;

-/ T 2. To help the st:udents with special reading

workbooks and manua1s~

s

3. To- -help the student in terms of- readlng

skill def1c1enc1es and needs. e kS

> '
o e -
P » ’ . . 4 . N

R ,;k“ﬂ “Regardless of the plan or combination of plans

P .

used for individualizing a reading program, there are
S o ~ cettain coﬁcepts and aspects of the procedure that are

"similar: learning begins where the student is; reading

1
i

¢1{" is an independent, activity; and .studedts learn at

"

dlfrerent rates and in dlfferent ways. Thus each stu-

&

dent's program snould,be#tallored to spe01flc needs with

R . a‘contlnual evaluation process in order to monitor the

\?

’

- progress of each student. . \
s
Cooke and Farrow (1975) espoused thelr credo:

B

3 »

"We believe that 1nd1v1duallzed'1nstructlon\1s the only
N viable route to meeting the range.of needs found in our
- Classrooms'" (p. 214). They explained that mosz teachers
lacked ‘'the diagnostic sense' to tease out a student's
pattern of needs and comolained of the sterile skills
materieis on the market. In essence, their message was

that individualized iostruction was probably more diffi-

cult to do well but the satisfaction that it gave was




well worth the energv and the effort exgended .

To conclude thls toplc of classéoom organlzatlon
the W1de varlety of 1nstructhna1 needs in college
reading courses became verynev1dent in the 1960 s with

-

open adm}ssiens policies and greater edueatlonal bppor-‘
tﬁnities (Schick, i962). The trenditoéards individuaii-
zation was noted by many instructors and researchers in
- the f1e1d Henderson (1976) reported the wide diversity
of procedu s. all placing themselvesyunder the rubric-of
indf;idualizeﬂ instruaqtion. ;n a sdrveyrretorted by
Olsen and Swiss £{1976) 40 perceﬁt of the community-

colleges considered individualization.to be the strongest

dspect of their reading programs:

1

¢
One important area included in many individualized

) &
programs was counseling (Spache, 195%3 Maxwell 1971 1972)
Olsen and Swiss (1976) reported that 87 percent of two-
year colléges made individual counseling and conferences
between students and reading program staff an integral
part of the program. Apparently, wich an expaﬁding
technology, increased attention'on identifyiqg indi-
vidual deficiencies through standardized and'clinicel
diagnostic procedures, and-a felt need to provide counsel-
ing services tg help overcome some of the berriers‘
causing reeding and st;dy difficulties, we are in an
era waen instruction is being developed to meet ingi—

vidual needs.
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Evaluation of Programs

The criteria used fo; the evaluation of a‘féading ' 'Qié
"program should be seen in thé perspective of why the pro- ,;i
gram was estgbiiéhed and what it is expected to do in : A
“terms of the goals and objéctiyes of the proérangz The . ;i;
criteria should be measurable logical outcomes of“;he -
proéess being developed in the course. //(\
Worth (195&% after conducting a survey-of twenty-
:ijl—_ one junior colieges, sugges ced thzofollowing four cri-
‘ teria in order to evalyate the validify of ghg,goals of
a junior college readirng program:
1. The program mu§q‘fit into the philosophy
of -the inétitutiop'wﬁefe,it is aﬁd must
enhance the progress and prestige of that

college;. - .

<

2. The program must result in more effective

' . liviug and learning for the students taking

part;

pu

3. The program should remain in touch with
;Q, ’ research concerning the teaching of reading
and apply ‘all that is applicable in the

process of the various courses; and

‘4. The reading teacher should influence the
s ‘ cattainment of the goals of the program, i.e., - %
the personal qualifications of the person

responsible for the program should affect




-

its degree of success.

McDonald (1957) explained that the complexity of
reading means that.a reédinglimprovgment progranm would

have many equally complex owtcomes. This would augmenf’

the diffic@lty of édequétely evaluating the gffeéﬁs of

A}

réading programs. Nonetheless, fully awéfe of the com-
plexity of the reéding process}'Robinson (1950) strongly - o

asserted that "academic performance is clearly the sine

~

qua non for the validation of remedial reading courses,

3

particularly in liberal arts curricula where by fq?ithe

largest portion of scholastic agenda comprises reading

or related activities" (p. 83).° McDonald realized that
there are many valuable outcomesFoE college reading pro- ;':32
grams which hayé nothing to do with academic grade-point
averages. Also, many of the goals of reading programs

are not diréctly related to or capable of immediate

translation in grades. T e
Regardless of the~weaknesses of academic marks,
lad

" they have become the standard accepted measure of student

. .achievement at collese. Many administrators, instructors

-
-

and st}dents operate on the assumption that there is a
Arelationship between the reading programs and ac;demic
achievement. In fﬁct, many of the programs were estab-
lished in response to the influx of students unprepared
to do college-level work. The programs were devéloped‘

to help these étuden;s,who could not do college work.

49.




Thus it is conceptually loglcal for studies to make

performance a criterion of the success of readlng and

study-skills programs. .One of the difficulties encountered

is that these &tudies have ot consistently been properly 7

A
controlled and evaluated. . "~

)

Entwistlie (1960) found 1t intuitively appealing

-that -improved study habits would lead to increased

academic effectlveness Thé”Iiteratureeabounds with

experiments on transfer of training which show -that some
: N

L

very general kinds of study skills, such as reasoning,
reflective thinking and ability to memorize can be taught

and effectively transferred to new situations. As early

as 1945, Entwistle 960) noted that it was becomlngﬁﬂﬂﬂ‘__,_,_ -

clear that remedial reading—eourses at the college level

were probably helpful. ) T 4
In her review of twenty-two evagyationa of study;r

skills courses, EntwistTe (1960) fougz that even though

the criteria used to determine the effectiveness of the

courses were different, they all included a measure of

overall scholastic average. She indicated that to con- S

tinue checking grade point averages for a number of‘
semesters’following the course with adequate controls
would provide the best evaluation. Other criteria which
could be used with care were drop-out rate in the course,
scores on pre~ and post-reading tests, and study habits

i

inventories. .
N . \




~ evaluated the grade improvﬁmeng By subject and found
- VoL . -

‘the course itself, however, individuals developed their

e . 1
i

Maxwell (1963a) pPinted to a stﬁdy which

Sut

[

N

that' college students haviﬁ§=taken a reading Zmprovement
o~ . 7 Xy . .

- # - Lﬁ’ L » L3 . . : E
course dchieved higher gradé%%%n social science and s

-

literature-but not in the sciéﬁ}es and mathematics, as .

4

compared to a control group. Thi% indicated a need to

look more closely at academic improvement rather than
at over-all grade point average. °
Brethower (1968) stated that for his cafeteria

course the gemeral criterion was in terms of grade point

averages 1ind percentages of éeﬁEﬁ remaining in scheol.
. ‘ ¢
tal objective of the course was to help the stu-

dents make use of their academic opportunities. Within

own‘goéls wh}ph might héve little. to do with grade peint
average. If an individual's goals were met, then for him

the course is‘a success to the extent that the student's -
loals were appropriate: The course wds seen as a living
system and was evaluateq in terms of what it did; change

béin one of the steadfast goals.(Brethower, 1968) .

Maxwell (1972), interested in deveioping

statlsti\?l procedures which would adequately evaluate

living syétems, as Brethower (19685 described his cafe-

teria coursé\\:ame up with Bayesian techniques. Maxwell

stated that because of the individualized nature of the

-

reading improvement programs, ''even if w2 could be sure

(P4

s
N,

ot
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\

2

‘that our pre-tests reflected the students' abilities, : S
O b 3 B
and problems, it would be difficult to .envisage a single ,

. treatment program that would meet each of their needs,

nor could we reasonably expect that by administering a’
. . v R . o

A standardized post-test we would find statistically sig-
. ' N . 4]

Bififant changes” (p. 4). Since treatmeat plans were 0

+ foc s;ed on different needs, post-testing would have to -
4 ¥

control for this. At the present time, this is beyond, =

the capability of oufjstandardlzed instruments.

She concluded that the most pract1ca1 most

expedient measure of a program's effectiveness was

attendance for a six-week period since it took at least fi
six weeks for the average student to show progress.
Ketcham (1963) recommended using the drop-out rate as a_

eriterion measure of reéding courses.
’ Maxwell (1971a) wrote e%at'it was generally ‘ ’;
accepted as a foregone conclusion that if courses on o
etudy skills were offered to students deficiemt in those 4?
skills, their academic records Weuld improve. However, ) :
she pointed out that very few researbhers or reading ‘ =

programs have systematically and reliably assessed grade

point averages in recent years. Maxwell emphasized that

objectives should be clearly defined and specific cri-

terion tasks consistent w1th the ob]ectlves of the

program be described. Most important, r.ading programs

should meet the needs gf the individual students who




~and mathematics from grade point average in order to

,havena more valid weasure of the effectiveness of the

\

P
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want heélp and should assist-them in meeting their goals
within appropriate limits.
‘ Anderson (1975) élarified‘the importance of grade- -

oint average as a criterioh measure of a program's
. prog

L

success ‘and raised.the possibility of excluding science

program. The main reason given for. excluding science and

mathematics was because reading improvement courses ignore
these areas. He also 'suggested using additional criteria

such as attendance, classroom interaction, drop-out rate,

1

grade point average over more than one semester, pre-

+ .

and post-test -gain. : : “ . -

Burgess, Cranney, and lLarsen (1976) indicatqrthht

it was important to keep in mind that grade point averages .

were bnly part of a larger context of ppssiBIe outcomes. \

They feport that the actual amount of chaﬁée in relation

to grade point average would be very smafl, but nonéthe-

less significant. They questioned whether this might ﬁot

be due to motivation faectors. ‘ 4
Farrell (1975) reported an investigation by Stelle —‘é

Feuers in 1969 which reléted reading cbmprehension and .

academic achieygmént in a commugity college of Los v 1

Angeles. There were no significant relationships

between the college grade point aQeragé and reading

comprehension scoves as measured by the Nelson-Denny and

.




- w

the Davis Reading Teot or between grade point axerage
and vocabulary. The correlations between the grade
ot , - N , - . \ - .

point average and vocabulary were significa.. atr‘the ®

.01 level but not substantx=al enough to predict
o\ “

academic success.\ The reading comprehension and

> ’ . '

vocabulary scores jccounted for less than 10 per

<

cent.of the variance in college grade point average.

>

°

Fairbanks reviewed 79 college reading programs
to determine the factors which contributed to grade
point averages (Férrell, 1975). She noted thet pro-

grams which significantly affected student achievement,

-~
P

had a few common elements\: they tende | to stress how
to get the main idea frofi paragraphs apd.longer ° .
selections; how to differedriate fact,E

how to recognlze and 1nterpret 1.Eerences. The progfsm
tended to be voluntary w1th no credits, lastlng fbr 40

or more hours with individualized coursework in whlch

the students had a hand in their own dlagnosls and

selection of materials. An 1nterest1ng finding was

that study courses were not found to be an important

factor in making a program successful as indicated by

L3

. any , :
improved gr?de point average. .

L

Neﬁertheless, the majority of studies which- do
/ oo
use grade’point average as the criterion’ for evalua:ing

the effectlveness of reading improvement and study

9

kllls courses do show an increase in grade p01nt 4

»

rom opinion; anpd_

-~

SNt
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average which persists'over time (Entwistle, l960l

McDonald, 1957, Wright, 1962, Tiilman, 1973, Burgess

et al., 1976). .

.

. The statistical dessgn of many of the evaluative:

e e

_studiés has been problematic (Anderson, 1975, Tillman,

A3

1975, Maxwell,.1972, Entwistle, 1960, and others). There

was very little control for the Hawthorne effect,

regressio “¢ the mean, and Otheguspurioﬁsfgffects.

E -

Accdrdiﬁg to some estimations,. mo.2 than SOZber cent

Uf"éhg studies dealingy with the evaluation Jf progress \—&li,gi
in reading havg serious contamination effecéé_dué to ‘
Hawthorne and placebo effects (McDonald, 1964). Wright
(1962) found only eleven of thirty-two studies evg.uating
the relationship between r=2ading improvement and gfade
pcint average with comparable control groups. bne of the
major Qariables not controlled for was motivation - .
(Maxwell, 1972). Maxwell (1972) also pointed out that
the.statistical design of many investigatiéns assumed a

(St

pormal .distribution while the population was of less

®

-able readers.

3

\ An article entitled "How Much do Community

\ - - — -
'\pollege Students Learn from their Textbooks' by Spring

(1975) should be reviewed in light of the previous dis- .
cussion. She found that over 50 per cent of students
at all reading levels, such as the independent,

instructional, and frustration levels as def*-:1 by the




——

Bornuth criteria of the cloze test' félt that they could
get npre than halt of the 1nforvatlon of Lhe rest else-

wherﬁ When readlng level in a text was related to the R

'grjﬁe rece1ved 1n the courses, theﬂfollow1ng bré akdown

was found:

/ } ) .. . ,

/ . B ’ .
. v '} y - .
: ; -

e ' TABLE 1
./ ) - READTNG LEVEL STUDENT ASSESSMENT OF TEXT,‘
I . . “ - AND COURSE GRADES* . -
/ ’ .-
/ - , T
! : - Student says ' Course- Grade
-/ Reading Level N  test.is diffi- - Other
/ on Cloze cult (per cent) A B C _Grade
/ Independent 88 ' 14 47% 36%‘ﬁ11%; 6%
| Imstruction - 30 23 ©50% 33% 107 7
——— : - L
Frustration’ 36 .39 . 39%  33%: PS% 3%\

Ve

A

° )

~"Source Spring, K. W, How, much do community
college stude.its learn from their texi books” Journal
" of Reading, 1975, 19, 131-136.

Spring concluded on the basis of ner data that the'text
apparently played 2 limited role in the course, attestrng
to the primacy of the teacher's role and other information
sources .the student has’ available.

r.ine (197éa, 1972b) reported thet eleven of )
saventeen textbooks were written above the_jgeding levels

- of 50 per cent of the students who used them in a

community college. McClellan (1971) found chat of

«

0
s
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‘.twenty community college textbooks analyzed, eight had

readability levels of 16+. Of theifzeight three were
being used by students in non-academic or remedlal type

courses. Four other textbooks had a readab111ty level

-

&,

- score of between 13-15 grade levels. .The Wlde range of

“Skll s of adult level students requlres an understandlngand

knowledge of the materlals used for developlng coritent

Ed

"and concepts ln courses. B -,

Sprlng s results '75)‘in no'way\lighten the

'1nd1ctment agalnst communlty college texts that Cllne s

study (1972a, 1972b) and McClellan's results (1971) bring

to light.

-

s

Profile of College Keading Teacher

Many of the reading and study skills courses have
been incorporated into Englisn departments or into newly

developed academic stkills areas or reading improvement

-

programs. Instructors have come from a variety of disci-

plines with varied qualificationg to teach reading and

o

other study skills.

i

Brigham (1959) addressed h1mself to the standards

Y

-f professlonal experience and educational background for

',staff members in a collzge reading program. He'was

specific in preferring someone with either a B.A.

English 'or a B.S. in Education with emphasis -in the area

of Language Arts or English. On the graduate levélj a

AR T

S AT
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minimum of threé courses in the psychology of reading

with a graduate degree ig,either education, psychology,

e .

o;'éounsgling and gu@dance’woula be desirable. Teaching
. e?periqdcé'gt two levels and some background in a
clinical setEiné wogld péepare a sta’f member well for
" the rigors of working with college studencs . |
Braam (1963b) reporting on the profeséionai/needs
of the-readiné-teécher at college adﬁlt levels of
ins;fﬁcp%on noﬁed_mpre persdnal qualities aﬂd‘attpibutes .
that he felt would make a éood-reading teacher. These
were as follows; 1) to:iike children orlstud?nts; 2) to
V'understénd and accgﬁ; students with all of their strengths
" and weaknesses and sometimes irritating ways; 3) to enjoy’
‘working with beople;ah) to be curious; 5) to remaiﬁ
flégibie{ and 6) to be enthusiastic about teaching
réading. |
' The professional training of a feading teacher
should bé in line with the recommeﬁhations of the
Committee on Proféssiongl Standards prepzared by the
JInternational Reading Association. It.woul% involve
coursework including t@eoretical as well as practical
1aborapory or précticuﬁ experiences. A prafessional
reading teacher must possess a sound“undersf;nding of the

<

reading procéss, hopefully, as a result of the training

and experience (Braam, 1963b) .
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In an §%;§§:fting study .by Kroenke (1971) survey-

ing the importanc%goffvarious aspects of the training
procedures of reagi 7 speciélists already in the field,
the specialists ranked tﬁé’%ollowing areas c¢f knowledge
or specific skills in whiéh‘they shculﬁ be most thofoughly)
informed in order to operate most gffectivelxé 1)
psychology of reading; 2)/psycholinguistics: analysis
of ﬁords; 3) phoniés.and'phonemics; 4)Tindividuaiized
reading procadures; 5) linguistic struéyure of English; .
6) grammar of English larfguage; 7) stud;-type reading; ’
8) paragraph organization; 9) programmed procedures, and
10) initial teaching alphabet.

Teaching experiences, laboratory teaching experi-
ences, and inservige training were all considered very
important aspects of their repertoi;e‘;frskills and com-
. petencies with which the reading sbecialists functioned.
Those who had the teaching experiences felt more comfort-
able teaching college level reading than those who had
not had such experiences. Kroenke (1971) from the basis
of his study raised several questions concerning the
importance of course work in 1iteraturc for éhildren and
youth and statistical procedures and methods of educa-
tional researcﬁ because nf their ratings at the bottom
of the list. He also questiuned whether linguistics
should be a part of the program for preparing reading

specialists.




Schnell (1974) in a survey of community college
reéding teachers came up with the following profile of

" the ave;aget}eading teacheé: female (76 per cent), over,

. forty~five years; of age (49%6 per cent), teaching both

reading classes and laboratory sessions (51 per cent),

does qot use a workbook (85 per cent), works with 100 or \ o

fewer students per semester (63 per cent), and gives Al
individual help if needed (69 per cent). The survey ?

' (Schnéli,'1974) indicated that on the average, community 2
. college reading teachers were highly educated: 99.94 / j

- per cent hold masters degrees or higher and 51 per cent
\ ~ have more than twenty-five graduate credits in courses

on reading. This training is baséd largely in clinical-

diagnostic settings (49 per cent),and was excellent or
adequate in preparing them for tﬁg?job (81 gg} 6ent3u

7 The average teacher had been teaching ac least eight
years 82 per cent). I ~ =

The most important course work was thought to b A

in the areas ofwpsychologychunselang, content area reaq-

ing and study skills, 1anguéée-psycholinguis;ics, how to

give workshops, and the internship. Schuell (1974) con-

~cludéd that ﬂearly alt the teachersjsurve;ed felt that
%ormer gkperience was more valuable than coursework.
) Fry (196;) maintained thqt the best-why to train
teachers for.a }eadiﬁg improvement course was to give

them a reading improvement course. He also recommnended

60




4 \
carefully shpervised practice teaching.
- -Qtto and Smith (1973) eﬁp@asized that.the aduit
reading teache.s need to know most of all how to teach
reading. This would'involvenundefstandiqg the ultimate
goals of reading instruction, being familiar with a wide

%

variety of instructioral materials, knowing how to
diagnbé% properly, how %o teach word attack skills,—how
co coﬁ%ﬁruct comprehensibn question. They recommended
- the saﬁ§%Eourse work and besic training in the funda-
mentals of teaching reading for‘ali reading’teéchers in
place of the specific methods course.for the various
levels of reading: The training woula emphasize the
following points:’

1. the skills required for success in reading;
2 the causes for reaaing probléms;

3. diagnostic techniques and procedures; and
4, an introduction to the instructional

materials.

v

) Martin (1973) called for more supervised, appro-
ing. Maxwell (1973) recognized the wide varietx of roles
and the breath‘of knowledge that an adhlkwreading teacher
must have to function efficiently and well. Vavoulis

and Raygor &1973) in a survey to detc ‘mine a model
curriculum for the training of college and adult recading

specialists found that the respondents tended to favor a

»

priate field experiences for adult. reading teacher train-

g
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" pragmatic culrlculum that included \courses related to

- present trend, low priority was given \to the areas of

the treatment of legfnlng disabilities at college, batk- g
ground rourses in the teachlng of reading and study
skills, and in individualizxd instruqgtion and educa- ’ N

w

tional practices. Interestingly enough, despite the -
P \ N = . .

counseling, language arts, and special|education.

¥ Materials and'TechniqueS”of-,Qllege
3 Reading Prograias D o

Mechanical devices, programmed ihstruetion work-
books, and other special material, and t chniques have
been used for instructional-purposes for hanf years in T
college levelﬂreading-programs. There is |no strong
empirical evidence indicating that the usé\of such
devices, materials, and/or techniques itself enhances
the reading ability of students. These stf?tegies are
always mitigated by the instructor. Researéh findings
on all levels‘of reading abili*y and the teéfhing of .

reading attest to therprimacy of the teacherls role in .
) i
the educational process of young people. ;

3
v
5

Research results investigating the use of - .
mechanical devices versus not using these dcvﬁces,
special materials, or techniques are emphaslzibg an
aspect of the process, such as, the value of tﬂe us.e

or non-use of materials, devices, or techniques, that

has very little to do with ‘the actual goals of the
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\

reading process. Thus there are an extraordinary number o
of spurious effects and unaccountEd for variance that

make the results very questionable. f%
i
;

Nonetheless, frequensly the mechanical devices
and technlques utilized in a reading program have #n effect
on the objectives of the program or are utilized because

when used properly they seem to develgp skills that are

~

’ directly in line with the over-all objectives of the
course. For example, throughout the 1920's, 1930's, and ‘ '?*
'1940's, mechanical deviqes such as the taehistoseope were

H

heavily used for perceptual training in reading courses. e
The bias of the time\Ferlod focused on developing fluid
eye movements and 1mprov1ng the rate of reading in an
attempt to improve one's rec ling skills. Buswell (1937,
1947)5‘who had a verj important influence on college
reading programs, considered that improvement in the
percepiual uspe-ts of reading was the best way to con-
Lrlbute to efficiency in reading. The use of -achlsto-
scopic devices 1 .e commoe sense if the goais of a
reading program were concerned with developing perceptual
processes.

There .is very little experlmental ev1dence indi-
cating what materxals . mechanical dev1c¢s, or instructional

‘=techniques are superior. The common assumption under-

lying this dearth of research is probably due in part to

the concept that different people react differently to

&p]
o
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reading process. Thus there are an extvaordiniry number

of spurious effects end unaccounted for' variance that
. make the resuits very questlonable.
Nonetheless, frequently the mechanlcal devices
and techniques utilized lp a_reed;ng program have an effect

on the objectives of the program or are util*zed because

when used properly they seem to deve_op skllls that are

dlrectly in"Iine with the over - a11 obJect:ves of the
course. For\example, throughout the 1920'3, 1930's, and
1940's, mechanical -deviceés—sich as the tachistoscope were
heavily used for perceptual training-in reading courses.
The bias of the time period focused on developing fluid
eye movements and improving the rate o7 reading in an
attempt to improve one's reading skills. Buswell (1937,
1247), who had.a very important influence on college
reading programs, considered that improvement in the
perceptual aspects of reading was the best way to con-
tribute to efficiency in reading. The use of tachisto-
scppic devices made common sense if the goals of a
reeding program were concerned with developing perceﬁtual
processes.
There is very little experimental evidence indi-
cating what materials, mechanical devices. or ihstructicnal
techniques are superior. The common assumption under-- .

lying this dearth of research is probably.due in part to

the concept that different people react differently to

.
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- different materials, mechanical devices, or instructional
. techniques. Another\reason is probably due to the diffi-
culty in properly measuring the effe Ls of tPe materials
in relation to other materials etc. ’
. The reports of‘speqial techniques that variéus
instructors have emplozed with considerable §ﬁéges§ in
the teaching of reading at, the college level wi&%-?&t b?

£

reviewed. The reports are toc numerous and,\ frequently,
. e

‘the success of the special technique is due tq the '
interest and some personality quality of;the instructor.

A proper “evaluation of these reports would be top diffi-

, cult--the reports themselves are anecdotal and/or\do not

d.

\
\

lend themselves to a rational assessﬁent*of their migits;

Thus mechanical devices and workbooks will be review

Mechanical Devices . | ) \
Mechaniéal devices have as their primary purpogé
;i - the improvement of the rate of reading through pérgeptua
S training (Geerlofs, 1967). Transfer between pérceptual
. oﬁerations and the more general skills for comprehension
Bt is assumed to take place. Gilbert (1959 found a lack
of tran;fer of eye-movement training with tachﬂstoscopié“
devices to reading performance. Interestingly enough,
Holmes (1965) found that at the colleée tevel only 9 pef
. cent of the variance in speed of reading was accounted

for by such perceptual components as span of recognition

(I and fixations-.
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In a review of twelve investigations measuring
non-machine reading courses against machine reading
courses, eleven of the twelve groups within the studles
g whlch received non-machlne training equaled or surpassed

the groups rece1v1ng.mach1ne tralnmO in the improvement

in the rate of reading (Karlin, 1958).
Various mechanical devices have been reported.in
conjunction with college reading improvement courses.

F

Geerlofs (1967) Leedy (1958), and Andrews (1956) noted .

the use of tachistoscopic dev1ces, directional attacd
control instruments, and accelerators in college readlng

programs. According to the Geerlofs stud" (1967) there

were no mechanical devices used alone in the courses.

They were mostly utilized in a reading program which used :

. 3 . '
- - 1

many devices. ! ;

Gilmore (1959) found the three major types of 7
mechanical devices used in speed reading training to be
the tachistoscope, reading paceés, and reading fiims, but
his afticle limited itself to a discussion of the

tachistoscope. He underscored four major assumptions

S
o [N 1

ijé, for using a tachistoscope in a reading course: to
lengthen the span of recognition; to shorten the fixation ,
. _ time; to instill the concept of reading.bv phrases; and’
to provide>tﬁé inhereﬁt motivation peculiar to mechanical -
- devicesf Gilmore was quick Eb point out the dis-

advantages as well: there is no opportunity to read ' ]

]

bk
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_ continuous text so, the reading is unnatural; there is

very little commercially available material; and it is.

difficult to use for, group instruction. He quoted a

review of the use of the tachistcscope as a reading
N _
device .by. Sommerfeld:

The principal conclusion to be drawn from this
survey of research is that no significant rela-
tionship has been found between measures of
tachistoscopic span and the measures of reading
ability employed. It follows by implication
that quick exposure training, in and -of itself,
cannot influence the process of reading except
as certain secondary factors, such as motivation,
are involved. (Gilmore, 1959, p. 56)

S

Gilmore (1959), nonetheless; concluded that it was
quite possible to understand this in light of the\fact
that the tachistoscope had not been4used to the best
advantage iﬁ the typical college reading progrém.

Johnson (1959) advocatiﬁg the use of reading

P

.pacers concurred with Gilmore (1959) that the effective-

. ness of a reading improvement device will vary greatly,

depending on the resourcefulness of the person using it.

. Johnson based his entire argument on the assumption that

attitude is almost everything and to improve a poot
reader's speed is to improve his attitude (p. 36). he
quoted no résearch to back up his position.
“Carroll and Thelberg (1959) werc more Ehorough
. in their presentation of reading films. They listed
seven ways By which reading films were assumed to be

able to improve an individual's reading rate: by




-

decreasing the number of regressions; by reducing the

t

length of fixation; by increasing the span o{/reCOgnitioﬁ;
by ééffécting the return sweep; by prompting more

rhythmic saccadic movements; by decreasing subvocali- :

_zétions§ and by increasing motivation. Carroll and

Thelberg reviewed the various limitations: the diffi-
culty of ihdividnalizfﬁg instruction; goéd readess do
not tehd.to_have rhythmic'eye-movemeﬁts; and the films
provoke headacﬁes. The justification for the use of the
filﬁg was purely anecdotal. ; \

Perry (1959) warned against using devices that
focused primarily on the mechanics of'reaﬁing because
of the4diff§pulties of transfer. However. he noted the

usefulness of some of thé mechanical exercises and the

. . . :
motivating aspects of using gadgetry. Brigham (1959) 7¢

also cautioned against the over-use of machines because
of the possible>danger of emphasizing ‘the méchauics of
reading to the de-emphasis of betterﬁthinking skills that
are basxc to reading and study improvement. Brigham
(1959) fnlt that the development of readiung in dlfferan
kinds of text materials, newspapers, mag321nps
recreationa% materia%gﬂ workpooks, as well as a_varﬁety
of méchanical 1ev1ces and a teacher using variousz

techniques, ~ivc a propram a range and depth of purpo:e

and applicébility to most students.

Y
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Courtne, (1966) reviewed the risc of instru-
mentation in reading and concluded that the_e was general
agreement as‘ to th- place and éfﬁectivenesgmgf—iastrn-

-ments in_the-réading program. However, the various
e Ean

studies reviewed by Courtney and others before him do

1, i
not indicate that there is any greater improvement in

.

reading skills, épéed,‘of'cohp;ehension through the

>

Id

inclusion oi mechanical devices in a reading program than -

is achiéved;£hrough other techniques. _ Courtney (196€)- -
N - B
outlined th? ~ecurring theme cf the literature- any kind "»éi
'of’contrdlléd reading device improves reading ability :
tut no more than any other method or materiai; the ,ATﬁ”I;;
mechanical devices provide motivation; and it is probably
the mo;ivatien that accounts fof the reading improvement.
5till, nawer instrumeuﬁatiOP has becomc more
> available. The use of computers, television, tape
‘re:orders:are bginé used more .in the teaching Q# -eading
éﬁ all levels of insfruetion (Kahn, 197%6). Even the
most dardent admirers of eaching hardware uéually con- 7"52
cede that it will ?ot 1ikely result in complete automation :
of reading imstruction. There is reason to hope th~+
* this new tééhnqiog?_will_enhance the tuacheu's

efficiency and, the=4by, improve the instructional
. / ¥

¢

process. \
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Workbooks

T Publishers. are offering more and moTe %aterla

l

for use at college 1eve1 reading courses . -resent17

T there are more than one hundred readlng wcrkbooks ail-

° »

able for the teachﬁng of reading in college level,

eading
~programs (Ahrendt, !1975). The majoitty cf collegk read- h

r in

ing programs make use of workbooks either alene
Mlller, ;957). e _ ,
’,//’/,ﬁikiéf/21357) reported that in an\gxt nsive,
1/”/§orvey of over four hun& ed colleges, 55 per/ cent indi-
1 “ coted the use of a read'hg/workbook of some/kind. Some
‘)l ' programs listed a singyl'workbook os basic/to their pro-
\\-\ .gram, while others 1is£ed several workbockls. Only fifty-
one progfams did not {ist any workbook at/all. Miller

s

oo attributed this to the trend towards greéter indi-
- vidualization of ins ructlon 1n readlng rograms.. ~ . —— —
o3 - - - — 7 T uiller (1957) identified ce: a%ﬂ-criteria-whfoh C
should be con51dered in the selection qé a workbook for T
a r?ading ccurse. Hel emphasized that ﬁorkbooks st 1d T
é{i : ' be evaluated in light of his’criteriaiznd the vbjectives v
of the course in which\they would be used Cr;teriak S 1
/ included the foliowing: type of binding. i.c¢., paper ;

or cloth; length and portion devoted to exercises; type

P ’ \¥a ‘

- \ - —— .
o of organization, i.e., amiunt of exzrcises, degree of
theory, types of exercises, length of book. le
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“ing difficulty, provision of an instructoxs manual,

1
™
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.\";
Y

classified the various exercises according to their

objectives eye-span- exercises; number and letter

recognition exercises; work meaning and vocaﬁhlary
exercises; pﬁrase and sentence meaning exercises; skimming
or idea reading exercises; exploratory or continuous
readiug exercises; study or thinking gxercises; and

< - . . . ” . ;
eriticéal or analytical reading exercises. Also included

-t

was data on special features of the workbook such as

'

removable ans.~er sheets, standardized pattérns for tests”

and scoring, established and identified levels of read-

provision of scoring keys, provision of time-rate gon--

vers@on_tables,'and prcvision of charts as visual aids

wa

to rotivdtion.. Also data on the extert of use of various

workbooks from a survey of 430 colleges was.provided.

Bliesmer (1957) made an annotated listing of

[y

materials for the moreAretardéd college.rcader. Bliesmer

included normal bibliégraphic information with a brief

review of the skills coverea in the exercisés and the
difficulty level and price of t' e material. He reviewed
a total of fourteen workbooks. Theré were well over
leighteen skills mentioned that the different books cover
from word attack skills to higher level thinking and

interpreting skills, which should provide a degree of

flexibility for an instructor in electing a hook . for

whatever objective.

Lot

I
Ly
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Tronside (1962) made a critical analysis of
workbqeks published within the ten year span of 1951-1961.
Of twerty workbooks reviemed only eleven focused on
aspects pf'word recognition or perceptual training.

Both the'method of developing these skills anc¢ the
rationale ot thecry behind the method were widely
different in the eleven buoks. Apparently, the groaden-
ing of the objectives of college reading prograns in the
1949's and }950'3 to include comprehension skills had
been at the expense of the more.basic word recognition
and perceptual skills. T, ‘

Ironside (1962) expressed concern with the

probi:m of transfer in the training cf word recognition

and perceptual skills td'*ﬁe'reedingrprocpss. There
were no exercises teaching transfer.to real reading
materials. The student had to make the leap hlmself or
have a percept;ve teacher who could gulde him over the
hurdle. To help overcome this, Ironside recommended

doing word recognition exercises within the .context of

.

meanlngful material.

This voncern was shared by Berg (1950)
stated that one of the primary purposes of the reading
_.improvement programs was to prebent a sc-ies of reading
skills in a more or less coordinated fashion. For a
skills program to be effective, the activity must be

bott meaningful and purposeful with some PLnd of

. " . v,
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understanding asz to how an exercise helps to preduce cer-

tain desired results. Berg termed understanding a basis
for transfer.
Not only should-the transier value of a particular
exercise be understood. but exercises should be
presented in such a manner from each to the next

is seen [s.:] as cumulative toward the purpose of
the activity. (Berg, 1959, p. 116)

‘The selection of materials should inciude éfggagybariety
of exercises that illustrate and give practice to each .
pe-ticular skill. i
- Donna Paterson of Rutgers University in an investi-
gation recently finished exami.ned college reading Qorkbooks
\as to thgir readaBility, the scope and sequence of their
reéding skills, and ..eir topical interests. She found
that worktooks tended to be either rheoreticélly or
practically oriented, not both.

Programmed learning materials have been a fairly
recent development in reading materials at the college

level. They have been an important development in the

individualizing of programs and have an extensive

- theoretical background based primarily on labcratory

procedures used to shape the behavior of pigecons (Kahn,
1976). Programmed instructional materiale are not
dependent necessafily upon use with mecharical devices
(Kopel, 1965),\€yeh though the ctimulus-rdgpounse paradigm
"of mest workbooks is the basic paradigm of most important

programs (Kahn, 1976). The main characteristic of these

3

' 74 ,
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materials is.their organization pattern of short,

sequential, self-correcting units.
The programmed reading workbooks facs primarily

on vocabulary dévelopment (Fry, 1964), prefixes and roots .

(Brown, 1964), and the other basic reading slr.il1s:."‘é"%;k\e“"”"fxw N
instructional paradigm of these materials are fairly
limited in application. They are not independent systems
of instruction and should function mainly as drili-and-

Practice systems to reinforce association and concepts

e et

previously taught in c1ﬁﬁﬁgggmwin£eractionﬂfKéﬁhTfI§767.

. The scarcity of commercial self-instructi&nal pro-

grams in the 1950'§ and 1960's (Rankin & Smith, 1961) has

given way to many more programmed workboocks and teachiug
machines for college st;dents and adults in the 1970's.
There:r is a surprising lack of textbooks for collgge
level reading courses. The materials u;ed in most college
reading programs are a conglomeratién of workbooks, mechani-
. cal devices, and contenf course textbooks. There is little
emp{ricial evidence indicating the superiofity of mechanical
devices over other téchniques or methods of irstruction in
the teaching of reading. Yet, there is general agreement as
to the place and motivating impact that the wachines have in
a reading program at the college lovel. ‘l.ere is a dispﬁrity
in the literature on the ac.ual use of workbooks. MHiller
(1957) reported in ¢ survey of 400 collepes tha£’88 per

cent indicated that a workbook was used in the reading
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‘not on the entire program.

67 2

or study skills progrém while Schnell (19745 in a survey

of community college reading teacheré found rhat 85 per \
cent indicated that they did not use a wurkbook in the %;
reading courses that they taught. This discrepancy may

be due to the differeant targets of the two surveys--
colleges and community colleges; an ind%cation of a trend
away from the use of workbooks in the 1970's; the emphasis
ers, :

survey was on individa. . reading téachers, |

of Schnell's
‘ Norietheless, there were
a wide variety of different worksookS'in use with varying
skill exercises. Ths selbction of a workbook for a
course should involve the consideration of some objective

E

criteria. Various riteria were suggested i1n this review. ‘

Survey of College Developmen:cal
Reading Programs .,

In‘intgrp;eting the data from surveys, it is
impérative to puﬁ them in the persggptive of the trends
of the historical context in wﬁich they were completed.
In the 1950's, professional groups concerned with'reading.
in the.upperllevels were formed, most notablv the Nat;onal‘
Reaging Conference. Surveys during the period showed a
gradual growtn in speéial reading programs (Hily, 1971).
The most common upper level reading program was the

*®

remedial reading class‘*or program: college teachers

still felt that develcpmental reading instruction was

a subject for the high school while high school teachers

.
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reiégated the subject to thg elementary level.. More
and more reading rate improvement courses ana readiné-
study skills centers integrated their functions during
the late 1940's and earlytl950's. Also, the developmentél
r=ading skills c%asses were beginning to appear with

increasing frequency (Hill, 1971).

w,_““_ﬁ_ﬂ,«;_#_—-»H-i»-l-—lﬁ~report:‘”e’d")t:‘riélt*:‘Ii{'i“ci?a;'ﬂclose scrutiny in the
- T . N ‘ 9

secondary school the, classificatién of the various pro-
gramggypes, such'as developmental, remedial, rate-study -
skills, did not always indicate dist;nct programs. In
fact, developmental classes, rémedial“programs, and |
;ate-study*s&illQ centers tended "tvoverlép considerably
in curricula, objectives, materfals, and methods
employed. . . . There appears to be greater variation

in program names than in program content and operation'

P
s .

(Hill, 1971, pp. 2%, 26).( Hill emphasizedféhatztoo fre-
quently ''the availability of instructional materials
‘

tends to shape if not dictate program curricula and
instructional procedures regardiebs of tre name or
objectives of the program” (p. 26). a

thus, there are severe limitations on the informa-
cion that is derived from a surveyj It must be assumed
that the sta;gd objéctives of a program are che goals
that one pursued within that paréicular program. Similar‘
gijectives among VﬂfiJUé programs does not necessarily

indicate similar instructional methodology or similar
7

I3




materials. Other limitations. include the dubious

P

' accuracy of measurement devicec (McDonald, 1971, 1985, i
1960, 1958, Kingston, 1965) and the difficulty of iso- R
-lating cause and effect variables without undue con- ]

tamination

. . = . S
in the7}pgg£pge;aplon;ofﬂthe«data. - Thus .

surveys more than anything else tend to indicate trends

w5

éﬁd overall deve-opments in the teaching of reading.
They_should not be used to prove the efficacy of'one
p;rticular method, material, or test. T 3
Causey (1956) completed a comprehensive survey
- to deterﬁine the development of reading programs in’
colleges and universities in the United States. Off five

hundred and seventy-five colleges replying to the question-

naire, four hundred and eighteen reported reading\improﬁe—t
ment programs in progress as compared.with two hundred‘
sixty-eight a year earlier. Enrollment in courses was
reported as 57,052 students as compared wi.th 33,431 a
year earlier. Causey's survey determined the titles of
coursesi(Reading‘Improvement, Developmental Reading,
English, Reading LaSoratory)q the departments responsible
for instyuction (E%glish, Education, Psychology, Readiuj
Clinic, Communications, Humanities), vhe length of the
courses (more than 18-weeks, 18 weeks, 1» weeks, 12 -
weeks, 10 wreeks, 9 weeks, less than 9 weeks), the amount

of credit given (5 hours, 3 hours, 2 hours, L hour, no

credit), the number of classes per week, and the various

8.
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"‘workbooks and instruments .used.
| fkndrews (1956) in one of the very few surveys in
the literature reporting solely on junioricgllege reading
programs founid that his ieéue;ﬁ forﬁiﬁformation about the
techniques used to teach geading was interpreted as being
a request for a list of equipment and other materials
used. Items of equipment and other materials that Jere
repor .ed were in order of frequency the following: ~
textbook/manual, tachistoscope, accelerator,, reading
films, and tape recorder. The pxocedures and types of
exercises reported were in order of frequency the follow-
ing: individual wo?k, ¥requent timed reading exercises,
frequent comprehension tests, iecture/discussidn,
vocabulary development work, eye-movement exercises, and
éome others. He concluded from his survey that the
typical junior college program ) 0

utilizes some sort of textbook and manual or

workbook, which generally are combined, involves

some explanation and discussion of the problem
of reading improvement, uses frequent timed
reading exercises, and utilizes a tachistoscope

and reading accelerator. (p. 114)

Woods (1957) reborte& a survey of college reading
iﬁbrovement programs in institutions offering teacher
training in Wisconsin. Over 600 individuals were
enrolled in college self-improvement recading programs

during the first semester of the 1955-1956 school year.

There were approximately fifteen students per class.

@y




The classes were both voluntary and free of charge and

lasted about 40 hours in duration. The instructors were
recruited from a number of departments among the various

» institutions. In addition to the speed and comprehensio-

aspects of the.reading program, a majority of them :
included vocaﬁulary and study skills in their curricqlum. \ 7
' Tachistoscopes, reading rate coqtrollers, workbodks,;and -
reading films were the most fré&quently mentioned
instructional aids.
Leedy (1958) compiled an extensive survey of

pinety-two colleges and universities wi;h,cbg,qqgggignfl —_— ‘mm;
. naires completed by the directors of the reading improve- -

ment programs. The range of the length of the reading
programs was from eight hours to nineéy hours with a
median of twenty::ight hours.s The use of mechanical
devices was reported by the majority of difeﬁtors,

. especially the tachistoscope and various types of '
accelerators. A number of those surveyed indicated that

e they developed many of the materials used in their

courses. Eighty-eight of the ninety-two respondents

indicated the use of standardized reading tests in the
;; diagnosis and cvaluation of their students' performance.
The tests most frequently used were the Cooperative
ﬁnglish Test: Reading Comprehension, Diagnostic Reaaing
Test, Iowa Silent Rcading Test, lelson Derny Reading

Test, SPA Survey, and California Reading Test. Over half

80




of the progfams reported used informal testing procedures.
Leedy, putting his survey in a historical pccspeéfive,
noticed a shift in emphasis from mere speed in reading
\towafd the improvement of comprehension, flexibility in

\ o

reading, and study-skills and vocabulary traininf. The

i

concept of reading improvement at the college level was
br;;aening to include a developmeﬁgal aspect from which
all-students could benefit.

’ Colvin (1961) investigatedithe nature, extent, and
trends in reading/programg and services xor students in_.
the seventy-five accredited colleges.and universities dﬁ
Pennsylvania during the academic year, 1957-1958. He found

that the typical reading program was under the aegis of

the Guidance and Education Departments and was called

either Developmental Reading or ‘Reading Improvement.
Classes met one hour weekly for one semester of about

fifteen weeks. Standardized reading tests were used in

|
\

{ the selection of students even though the course was open

{ to all undergraduates as a non-credit course. The program

\ focused on a skills~drill approach to reading speed,

comprehension, vocabulary, and study skills. Stardardized

s

| testing and informal procedures were used in the ’

diagnosis and evaluation of students. 1Two or .arece
H

\ commerci.al reading manuLls or workbooks were used for
(>}
) ' .
practice on speed and comprehension. Less than ten per
cent of class time waswdevoted to machinery. In that

|
I

. | .
\ 8! l !




time, the reading accelerator and the tachistoscope pre-

dominated. Course evaluations were done gur~xtally through
\

standardized reading tests. Colvin found that the

i

greatest weaknesses of most programs were the lack of

time and personnel, 'and the voluntary status of enroll-
i

) ment.

From the data of this survey, Colvin (1962)

constructed an hypothetical "i deal" college program.

= . Colvin Was careful to detail many different aspects of

3

9 4

nél,

. the pro%ram inciluding the stafflng, traxnlng of pers
T credit-status, objectives, materials, methoda, currlculum
and evaluation procedures. Some of his developments are

il
relevant to this survey. They are the following:

1. The director and staff are trained througﬁ
graduate courses in reading;

2. A basic objective of the program is té
improve reading and study skills-according
-to individual needs rather than to promise

. academic Success as a result of the course; 4

"

| o ' Lo, ' T R T R
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3. Materials-i .clude mechanical devices

(tachistoscope, film project?r, and rate .

. s
controllers), var ' nus graded workhooks, a

selected library; .

4. The method is student centered. About 10

ot

per cent of class time is devoteg'to machinery;

{ about 60 pew cent of class time is devoted

° n




program and how high a reading rate opc could gttain.

74 N
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~ e

to practice on Selected materials and

exercises; approximately 25 per cent is

givenito the establishment of poals, and :
this Feaves about 5 per cent to summarizc,

P )
.

i >
é record results, and tn'plan;

. 5. Comprehension, speed flexibility,.vocabulary,

¥

and study skills are the major areas of .

-

. = reading receiving attemtion; - ’

e - N W

6. Evaluation of a student's progress is a
N 8 . .

continual process and can be seen over-all

S ~

through pre-course and post-qpurée_reaﬂiné .

tests; and - o &

7. There are five class hours a week with credit

. . '

and normal charges. e

o

Lowe (19;2, 196.) made a sufvey whicb had as one

of its purposes the deterﬁiaqtion of the number of - .
cdlleges aﬁd_universities qf'the state of Virgin{a ‘
cffering reading improvcnent programs. V?Venty-eight»
institutions ﬁeported EQat they offered such programe

P “}.\ . N
with a considerable variéty of workbooks, .machines

tests, and other materjals being used. Lowe;(19§3)

, t . »
found that the que tion most of the respendents of the

questionnaire wanted answered dealt{with what method, -

material’y machine, or test td usévin a college reading

I .

.

. -

4
;
p
R
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;
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-Thurston (1965) conducted-a survey in Louisiana

~

andlﬁiseissin i of .predominately white, both state a?d

-

ptxvate Lnstltutlons of’ higher learnlng; ﬁe°foupd né
cqgsxstency 1n any phaseaof the college ruadlng programs.
 He notlced a tendency for progxams dl”thPd by read ing

personn@l to use a.varleﬁv of methods and mate”xals wh;le

'.,(‘ttf_ ?

those thhout Backgrounds 1n readung usud less flexxbleq
and\more'"packaggd probrams. ;s

RN <o o
,0 N\ £ -

, GeeVlofs (1962) developed 4 quesLlonnaJre in!
T i

3 order o dpterm1ne rhe relatlonsh' between the ob;ec-

"1“10-.‘

: /; o =

tive% and practlcesaxnkcollege snd adult reading programs-<;.’

R4

throughout the uatxﬁn and recommendations found in thk

kel * &
o
<1

literatu?@ ) Ihc survey 1lcluded rankln« the obgectlves

~
~ o,

?" S B “

“Bf the. cour&e\ specif § the qelectxcn pzocedur ' of the .

studen:s, ind;éaténg the use of tpst length of nrograms,

’tbe use'oF class t:me the cla%S*SlZﬁ, the matpxlals and

s

mechanlcal devxces used. Lhe cosL o£ the course and

the hemework 5g£:iremenc. Ceerlofs uoncluded,thmt there

\‘ °

w&s a gan betﬂenn c&ao;y and prachicc in teaching reading

)

at the cmllggc leval buc that in a amparlson with less

A reuexg urvays thefe vere sgme encouragxng 91gns.‘ There

s

s&emed co hnva heen a shifting of emph391< from per-

‘ (

T edptual traxnzn; and’dépen&cnce on mnvhxvc 5 to ~the
developmnnl ot ‘comprehens fon und the use Qf boa K8 v

- "In a unxqu& study, Sexbel (1966) canductvd an

v
i
e, -

extensive 5urxey of- tes-xnx prae ices Jﬂd pncblcms vf

2
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junior colleges in the United Statfsv He éoscluded tha<

standardized tests are widely and éxuensively used in .

KGth publlc and independent Junlor!colleges Some of {

/

/
7/ the problems of the test procedureT at\the time of the

study were the lack of appropr1ate'norms, difficulty in »
y .

T T e

{ocatlng or selectlng appropriate %ests \dnd 1nadequate

use of test information kecause of,a lack' of tralnlng

| \

and/or uuderstanding of what the res sults meant There #__ﬁuﬁ;:

was a felt peed by the junior colrege sTdff\surveyed for .

Jaddltlonél kinds of tests t® meet some of the evaluation

///' peeds. _ m_a,,w,ﬂa/»~w;““”“”““"” . ]

et

n~ffjJ””” Swelger (1971) conducted g survey of reading

1l

programs of junior and.community colleges thr&ughoot the
. country. She found that the NeﬂLon Denny Reading Test
and The Dxagnostlc Reading Test were used by approx1-
mately 70 per cent of the respondents She tound that
of the tweny most popular textbooks used in rea dlno
courses, only flve concentrated on reading in the LontenL
areas and two 1ne1uded exer01ses that presented subJect o
‘matter from ‘college disciplines in a way that stgdean
«,' would find wher enrolléd in thé actual courses

r

I L S

Fairbanks and Snozek (1973) found in thé

survey .thdt 32/pe“'cent of the students - -ticipatinyg

Y N

-+ in college reading, proprams entered voluncarily. , Forty

per cent of the two year and 26 per cent of the four

3

_year colleges considered individualization of instruction

(@]
<l

s B




to be the strongest gsvect of their reading programs.
. Individual counseling and conferences between students

A 3

and reading program staffWere included in the program of

87 per‘cgnt of the4sphools surveyegi_fl_______————«———"—

Comments on Community College
Reading Programs

A3

Goodwin. (1971) reported that more than half of

- " the junior colleges in his national survey-requiré that

______only-studenits who are labeled .as low achievers should
- L

take corrective courses in reading improvement.
. . £

o
a ' Evan and Dubois (1972) indicated that even with

such widespread implementation of reading programs at the
H

, Junior cbllege 1éve1_very few of the programs were being
evaluated. Trey qsoted statistics that ectimated “up to
75 per cent of the low achievers admitted to 1unior/
communitry colkeges withdraw during their first yeaf.

They suggested that

. : the paucity of evidence and che yersistently
high drop-out rate among those students enrolled = -

) in remedial courses casts considerable doubt on
the effectiveness of a majority of the remedial
programs now in effect. (vo. 40)

A major factor in the success of any program is
° ]

e

accurate -liagnosis of the students for whoem the course
is intended. However, Goodwin (1971) found that over 50
per cent of the junior collepe remedial reading teachers

surveyed uscd the standardized reading te«t given at the

beginning of the course as a basic for thoir diapnosis

@
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a

This lack of emphasis'on diagnostic procedures has led

to a leck of Jifferentiation between developmental and.
vemedial reading courses at the junior college level

(Evans & Dubois, 19?2)( Individualization of instruction

is difficult without a clearly defined starxting point égg“,,,f—~«*5

. e e T

target area. Thus many courses—in junicr college reading

ograﬁé’gave a presélected group of .kills to be

learned and. materials that purport to teach those skills.

N

The a eag\generally include gompréhension, reading rate,

"and study $kills.’

~. » -

Evans ‘and Dubois (1972) indicated that multilevel

materials were the cormmonh basis for the courses.
A N ‘ :
The usual pracedure ‘5 to assign each student
‘a starting level based on his survey test
score . . . and. [he] proceeds through presented
skill sequences. (p. 40) cL.

¢

F2d
N

Evans and Dubois (}972)\call§d for a more rigorous,

more responsible diagnostic pfbceaure and guidance and
counseling services for gvaluqting ths various types of
’1bw abilityryfudenfé in o.der to be able to selecc only
those appropriate for the available progfams.' They
differentiated between studeats with low mental abi}tty
and those who have a measuféble‘éap between demonstrated
ability and estimated potentia{. They gdvocateg iastruc-
tion which is aimed at pérticqlar weaknesses, not aé

grade levels and skills sequences. One of the primary

differences between college and community college reasing

s
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b J
‘progvams is that college programs are able to focus
more on devzlcpmentéi aspects of the reading process
while junior colleges must concentrate their e%eggiés
___.on remediating deficieancies in the readirg process.

-Community and junior college programs are based

on limized empirical reseatrch of the curreunt practices

and their effectiveness in helping the low achiever.
It is a heavy respons{bility to be expected to meet the -

needs and solve the problgms of al 1low ability, high-

risk students. Many prograhs have been established with

this goal in mind. Evars-and Dubois (1972) suggested

that this is an unfair task and the programs must begiﬁ

differentiating hetween students who-are of low mental

ability and those who are "underachievers." They recog—

nized that students with 1éw mental ability may not be

e

- * helped by short term intensive courses in reading or- -

;;iﬁ—.f - study skills and that ..2se remedial progra@s.should be
requifed o} the "underachievers.'" They did not address -
themselves to -the problem of ‘the students with lbé
mecsured mental capabilities who are now a large pro-
, .portion of the.students entering community colleges
through the open-door policy. - . \&
No association or journal speaks directly for
" community col'lege reading programs. There are no

specific bibliographic instruments nor a comprehensive,

professional "research matrix from whic.. a coherent body

88 : ,
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of related research could evnlve.

The orientation of the typical junior college
reading teacher is pragmactic, ﬁoﬁ theoretical. He is
preferred to be a superior teacher and is seldom rewar -d
for research output (Kevstiens, 1971).

Lacking background in research proceduré and .
crganized fact finding activities, practitioners
tend to produce descriptive, inste. 1 of experi-
mental, research, vaguely worded reports,
surveys of ex15tinn procedures and practices,
and reports of programs that are rarely
examined in a professional manner“ .(Kerstiens,
1971 p- 5
Most reading studies are 1ot well designed
enough to study whatever problem or area is under
investigation (Kingston & Weaver, 1967). Consequently,
most are statistically inaccurat< or‘'inadequate (Ray,
1964) . A great many suffer from experimental bias or’™
an over-enthusiastic éppfoéch that attempt to ‘preve that
a particulc - technique, approach, or program produces
gaihs (Robinson, 1968). . -
- . .\ ~

Braam (1$63a) identified four problems in college-

adult reading research. .

1. extremely restrictive samples;

2. no replication of results; .

fow

3. lack of collaborative research; and
4. absence of longitudinal studies.

A large proportion are .tangential or not reic-

vant to the teaching situation (Chansky, 1964). Only

¢ - R

-




about 28 per cent of the research investigations dealt

with the reading instruction process per se (Herber &

Early, 1969). Most research involved surveys and program

\

deacrlptlons (Eurich, 1965), leaving much of the instruc-

\

tional practice to be based,on~persoha{\judgment rather

~ > [
than research (Harris, 1963). N\

-Kerst*ens (1971)_ident1f1ed three Q?eas badly

in need of research for community college read1ng programs :

1. Tests--Even thoug% ‘the Junlor coll e reading

. e -

- spelling, are often taken for granted or

/// for adults {iicleon, 1965). There is need to

normed on community college populations;

2. Materials--There is a dearth of studies on

" the effectiveness and on the development of

special materials for the community college

pooulation; anc

3. Programs and approaches.

L}

io
Conclusions

<

College reading programs should be reviewad from

»
*

program 13 de51gned for the remedial  tudent
rudimeﬁtary reading skills, such as phon{cs,
prénunciation, word attack, word recognlthn,

ignored by present standardized reading tests

develop special tests specifically for and’

the verspective of the historical trends from which they

T
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developed. There is very li~tle data or community
. college reading preograms per se. This review has
?; focused primarily on college reading programs which often
| | caéex.to freshmen and sophomorés who ‘may be similar to ;
?i the freshmen and sophamoreé cf the community college.
7 Criteria for evaluation of the programs and of
. the individual success of a student are essential. &he

criteria should be selected in terms of the overall

*  objectives of fhe course, the needs of the students

- within the course, and the/program's concepédof the read-
- 7 ing process. Present trends.indicate that the goals of

| college reading programs tend to stress reading versatility

5~ - g : and reading comprehenéion through fairly individualizéd

procedures more than in the past. ! Counseling and guidance

are current aspects of many of the programs.’
The. diagnostic procedures used in ccllege reading

arv varied and-should be selected in terms of the reading

program's goals and objectives. Standardized measures '

of reading ability-are the wmcst frequently utilized.
[} o

pd ¢ L3 L3 .
These are test used in conjunctioa with informal and

.ty

more individualized diagnostic procedures. There is a

5 ‘

need for more refinement in the currently available

o

measuring devices—ouf reading versatility.
The materials and -techniques of college reading
programs are not founded on empirical evidence attesting

to their benefits but rather are a matter of the

-

"I

«©
|
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available technology that seems to relate to the reading

process.r Mate~ials are.varied. They include all sorts

of mechanical devices ard a wide variety of workbook

materials. There seems to be no question as to their

,importance and need in the college reading programs even

" though some of the more eminent researchers and
: ‘ .

practitioners such as Walter Pauk of Cornell reject

their use.

\ The average college reading tcacher is female,
3 -t

\

over forty-five years of age, does not use a workbook,

works with less than 100" students per semester, and is

highly educated with more than twenty-five credits in
gha) .

&

graduate006urses on the reading prbcess. Individual

‘%ttention3£s given as needed.

The surveys conducted in the past have indicated

rather gross trends of the college-adult reading programs.

Present indications are that collégeﬁreading programs
<

are tending to provide fairly extensive counseling

services in their attempt to better -individualize pro-

grams and un-:rstand student aeeds. Overall goal

objectives seem to concentrate most heavily on compre-

L) .
hension and higher level critical skills and versatility

even though there is very little informatiorj about

teaching’read{ng in specific content areas in college

programs a




ffgmm“”"‘”""“““‘T‘””"'"“‘~CollegeAand-adult reading prograus conritinue to

evolve, notably to meet the needs of acédemically less

well prepared adults who are increasingly seeking higher

education. There are gaps between research k

Eﬂhhé fact that the pro-

and instructional procedures bu

g e b 1 N A
! I T L .
Ba e ipea e bt “w .l s : R
. ) |
N .

- grams are being taught by highly-educated and experienced
j' - teachers -and that the programs are evolving and using :
;ﬁ knowledge from rescarch is encouraging.
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CHAPTER I1I o o

?

. PROCEDURE /

This. surve: involves sending a questionniireTto
the twenty-three different community colleges throughout
New Jersey. The survey was designed to give us a morc
complete picture of ho& fhe reading programs function in
the!qommunity colleges of New Jersey.----

Questionnaires were sent to the tweniy-three

community célleges throughout New Jersey. The name and

¢ —

addresses of .the coltleges were found in American Junior

Colleges, edited by £dmund Gleaser. \

Construction of Questionnaire

The first eleven questions were tékén from the
questionnairé by %eerlcfs and Kling (1968). These eleven
ﬁuestions were 'designec “o elicit answers to two basic
-questions: what wére the program objectives; and what
vere the metheds and materials used to meet these objec-
tives?"l¥kb.;5)” The other five questions surveyed the
training of the instructors, the departmunts by which
the reading programs are conducted, and the kind of

3%

%
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.

evaluation procedures used in the course. A copy of the
R 1 . ) "
e questionnaire and the accompanying letter can be found

in Appendices A and B. .

Treatment of the Data - .

I

The answers to the questions were tabulated and

Y . ;
comparisons were made between irecommendations from the .

literature and the findings of the survey related to the

following topics: / )

- - o s

l.\\Txpe of program, i.e., type of student at

»

) whom the program was directed; .

o

Hiera%chical listing of oﬁjectives;

‘ 3. Téscs used to evaluate progress of students;
4. Vlorkbooks and other materials used in the
e . cou#ge;

. \ . : . :
~ 5. Techneloglcal mechanisms and mechanical

o ‘ ' devices utilized;
N . “Trainidg and background of instructors; and .

13

— 3 :
7. Evaluation procedures used to improve the i
course .g’ C

Two colleges responded but did not provide any . __

e IR
RO T LY

o data. One did not offer any such reading courses and

b e

" the other geared its _course directls towards an English

composition class.



s - ks / a . - e
- __‘ . . L
87 o oo
s
o / 1
. : ' N )
Summary ) : S
A questionnaire was mailed to the twenty-three
LT ) ) - ’:
o : different community colleges of New Jersey. in order co : )
ia - . s
N ) 1 B
= derive data to better ?nderstand the functioning of —
reading programs in-these colleges.
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A questionnaire was sent to réading iratructors

in the

Jetsey

.

CHAPTER IV

v

FINDINGS AND DISCUSSION

-
vy

-t
-

u

ywency-three Junxor/communicy colleges of

- ,‘“—
B

in ordex ge determirie :elationships betweeﬁ the

obJectives and praFtices of community\college reading

' programs in New Jeisey and theo:etical davelopments and

’\
recomnendatlcns found in the liLerature.

- LY

ggre sopght to the £ollowing ques;ions‘tr&

- < *
survey and

- PN

:'-2‘

- v
.
e

*

L.

the literature search: -

~'"accomp1ished chrough the following perspeccive.

v

This was=
aﬁsuers
ouoh both the *

6. .
. A
A

What are the objécz ives for reading program& ‘

-

for. ﬂew Jersey- communit} collegeb? __

‘Mhac are the most comsn cherinls mathods-

and ﬁechnological equipment used to meec

the specified ohject&435’ "

N

N e

t

What is che re{atiousnip betﬁcﬁn literature

o

* research Eindings and gpecifie& dhjectives -

"and materials of the survey?

~r

What are dhe.qualifigations of the .

instructors? -

_

recoimended in the liteSature?

Do they meet the standadds

-




&9

& ’
~

5. What evaluation procedures are used to

improve the courve presentation and

“contents? .
' 3
Findings of the Survey . 2

~t
—

IS

Of the twenty-three questionpairés sent to
iﬁstructors ofgreading.cqurses at community colleges,
fifteen were returned. This was a 65 per cent respoﬁsé
“fioﬁmrhé”Nedeersey commﬁnity college readingringtrqcﬁsfs

representiné_their programs at the variouswinétitutibns.
Of these fifteen respondents, two did not,ﬁéovide aﬂy“,
data: one did not offer any such reading course and the
other -geared its course directly towards an English
compesition class and did not answer the questionnaire.
The latter institution indicated an interest in setting
up:a reading course and thus wghgg@WEheﬁresultsibf this
“survey to aid in setting appropriate’objectives and

’

" gelecting matérials. Of the thirteen who answered the —-—

questionnaire, one respondent indicated that their
community college had inéorporéted their .reading course

into a more general course that dealt with different

- N

content areas. This respondent completed the quéstions
with information about the course that no longer was

being held. Nonetheless, the data from the question-

- s

naire was utilized.

.
LS. XY
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B The results of the survey will be reported by
devoting a separate section to each question on the-
oﬁestionnaire.‘lA copy of the questionnaire may/be found

in Appendix A of this paper. ' }y”

L

Question 1: Extent of practice of reading, programs
and type of- program :

Fourteen of the fifteen respondents indicated
éhat there was or is a reading/stuﬂy‘skills'programiat
their cormunity college.MvOne of the fifteen stated
that their entering students were of sJéE/y{gE—a:aaemic
galiber«rhat a developmental readihg'program would be
Asuperfluous and uooecessary. ,They had no developmenral
read1ng program The eight who'oid not return their

questlonnalree apparently all offered readlng courses

to their students.as reported to this surveyor through
direct communication over the telephone., Of the fourteen

who indicated that they had reading/study skills programs,

one respondent did not fill out the'questionnaire ‘
- - P

because the course was directly tied into an English

v

skills and very little concern was given to developing
reading skills. The remainder of the analysis of this
surpey will deal with the thirteen of the fifteen

respondents who answered the questionnaire.

Twelve of the thirteen instructors indicated

= N . ‘
that the community college where they taught offered




- developmental reading courses for students while the

thirteenth used to but no longer offered a separate

situation, vocabulary and word attack SklllS rate,

reading program or course. They had converted their

reading course into a college learning laboratory which
) )
services all bmsic course areas.
\

Three respondents indicated that they offered
speed read1ng courses for bus1ness executlves as opposed
to developmental readlng courses for college students

The maJorlty of communlty colleges 1n New Jersey d1d

not offer read1ng courses for bus1ness ‘executives.
1 -

s

Question 2: 7ijéctives and goals or reading programs

Each community college ranked the various

o ) "’l

objectives ¥or their reading programs. Average rankings
for the obJectlves of the read1ng programs were computed

and. gave the following results from highest to lowest:

-

comprehension, flekibility {n approach to reading

iy

e e

and study skills. See Table 2. g
Two respondents linked different course objective

ranklngs For different level .reading courses. .For both

respondents the lower level reading courses had com-

prehension as‘the primary objective with vocabulary

and word attack skills as the second most important

goal of the course. For the higher level reading

courses, one respondent indicated that flexibility in
!

-
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-

. TABLE 2 S

OBJECTLVES OF READING COURSES AS RANKED
BY :]?HE-VARIOUS COMMUNITY COLLEGES 4

N

\

1 2 37 4 5 6 Averagé
- ' S Ranking

:7:::’R::ar:'tié‘ - t \ - 1 2 2 1 ’ ‘l’ 1 - 4 - 77:‘;

=
o
[
o
N

I

. Comprehension

“Vocabulary and word
attack skills

.. Flexibility
5. Stufly skills
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approach to'reading situations was the primary ano
only goal whiievthe'other respondent who addressed
hlmself to this, placed study skills, as the most
important ob3ect1ve of the higher level readlng coufse

and put f1ex1b111ty in approach to reading s1tuatlons

‘. as the next most important objective.

Only one respondent indicated any emphiasis on
content area reading skills in their reading program.

In this program; content area reading skills was fourth @

&, . . ) - . _ .
1n 1mportance. There was no mention of content area

o respondents“1nd1cated”that~students,couldrbeLreferredmﬁ_e~-ﬂ
\

Four respondents indicated that the course waslnot'

'reading'skills'in the objectives of the other respondents

$
from the various community colleges in New Jersey.
PR

The results may be found tabulated in Table 2.

Question 3: .Selection of students for the reading

program

. _ In response to the questlon of how participants

- are selected for the reading program all of the

by professors or self-referfed to the reading program.

Y

For nine of thirteen respoﬁdents answering the

&

questicn, the developmental reading course was a
required part of the“curriculum for students identified

as low achievers-with credit given for the course.

rd

required, nor was credit given.

102
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Question 4: Pre-7and-bost-testing'procedUres ) N

-

All of the New Jersey community college reading
8

. instructors participating in the survey indicated that . ) .
‘ i

pre- aqd~post-testé were given to students iﬂ the read-
ingfprogram. . ' '

"Nine of the- thirteen responded that they used
more than one pre-test and post-test while the other
four respondents indicated that they relied on one
pre—tesé and one post-tesg for their £esu1ts for
diagnosis and evaluation. .Only qu of the respondents
stated that they used in-house testing materials and
procedures for pre- and post-testing*diagnosis and -
evaluation.

| TEE”Egggg,nsed~were”§f§ﬁa§;azéed tests for the
thdétﬁ;;ft.'«The most popular tests were in order of

frequency of usage as follows: thé Nelson-Denny Reading

Test and the California Reading Test ‘(grades 9-14) -

“”“received‘the—highest-usage~and*the—Davis—3eadinngests —_——
received the next most. Other feadiné tests used wera:
the Test for Adult Basic Educati%p; the Diagnostic Readf%;
ing Test; the Minnesota Reading Tesé; the Gates-
MacGinitie Reading Test Form F; the McGraw-Hill Reéding(_
Teéts; and the California Acﬁievement fest:; One program

gave its cwn tests. Essentially there were as many

tests used zs there were respondents.




... Question 5: Length of program

<

The responses for most questionnaires were

incompletely filled out. for the queéggon regarding

the length of the program. |
Various institﬁtions offered different reﬁding

courses according to the needs of the stqdents. At the

‘pwo‘community colleges offering low level and high

level reading courses, the instructors indicated that

the reading courses varied in length and time duration

partially as a function of their oEEESEEng*”Ehe’Tﬁw’”pﬂfT—"j
level COurngdEgndedwto’BE”TSEgggj 45 and 30 hours

—— respectively, while the high levél courses -tended to
be shortér, 30 and 20 h&urs;respectivelx. The same
tendency could be seen between the;developmeqtal reading
; ~courses and the speed reading courses: the developmental
Vcourses tended to ?e longer while the speed reading

courses tended to be shorter.

L ~ The median course length was 37 hours, usually

meeting three hours per week. The range-was from

one to two hours per day; from two to five hours per

week; and from six to forty-five hours per course. One

course in a particular program was primarily laboratory

oriented. There were -no restrictions or time limits on
how much or how little a scudent would use the lahoratory;
also, there was very little supervision in this instance/

as indicated by the numbers of students enrolled in

¢
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that'parﬁicular course (85+),,the number of instructors’

and assistants (4), and the numﬁer of courses (4)_within

.

the program. The course was described as being {
.individualized--individuaiized in that the students in =~ . 7]
the course worked on thelr own with practically no .

supervision. As may be expected, there was no credLL«~"JS*4—~’

given for this course.

“Questiow,#: How time is spent - R j ' =
.Twelve of the thirteen respondents completed or ~ -

partially completéd this part of the survey. The median

responses to the question of what percentage of time was . - -
spent in lecture, reading exercises, machine work, or ——

other activities were the follow1ng lecturing accounted :

for 23 per cent of course time; reading exercises took S

apﬁ}oximately 48 per cent;.machine work occupied 12 per

cent of class time; and otheg‘activities utilized 4 per
cent, leaving 13 per cent of unaccounted for class ti@e.
The 13—-per—cent may—beﬁdﬁe, in*part,wtofincompleteﬁng_;:“A,.M,mi
- reporting and .to poor approximacions of how class time g
was spent. The "other activities' which Werg’specified
included working on‘skiils in an individualized
lagérato}y Sfédétion; reacéing to class reports, and
- study time. ) ﬂ f
Six respondents reported zero per cent of class :

N
time devoted to machine work while only three




. .
respondents indicated that they did not use mechanical
. ’ . ~. T
devices.

There did appear to be differences in the break
__—down of how time is spent in the classroom between
speed reading courses and developmental reading courses.

. The percentages were approx1mate1y the sam__fon~£he~*rmef

spent in readlng exercises. while speed readlng courses -

] LY

tended to deygfe more time to using mechanical dev1ces

—

. N Tt ¢
and less time in lecture than developmental reading
\\\\ )
courses. Table 3 summarizes -the findings of the present
- AN
4_u»wdffstudyﬁcompared*withﬂpreviou3~su£Veys;a

.- £
Question 7: Group size )

There was a wide variation reported in minimum
and maximum class size as reported by the thirteen

>

community colleges in New Jersey. The minimum average - - -

2

class size was thirteen and the maximum average class
size was thirty-two. The maximum average class size
— was a bit inflated due to a reported"1aboratory*elass*“_“"“““—
of 85+ students. Six of the thirteen respondents
minimum-maximum class size range fell within the average
minimum-maximuﬁ class size range. Of the other seven,
five had either a minimum or’maximum number within the

average. range.
t

The smallest class size reported had a total of

three students, the largest a total of 85+ students.

106 .
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TABLE 3° -
" COMPARISON OF VARIOUS SURVEYS OF HOW ® :
. TIME IS SPENT IN A READING COURSY :
‘ - . Class time (per cent) - : =
. Kahn Geerlofs , Colvin -. =
1977 community 1966 college 1962 college ''ideg
college : : e
- v 23 : - 13% o 25% -
rkbook exercise’ 48 43% . 60 g
| Machine activities 12 b 3 10
r 7 T 11 -
. &) -
T £ . |
- -- 5 g
?Qéarccognted for y 13 : I -- j
~ *Colvin's category of lecture included setting ”goals‘;.
’ - e
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-

Question 8: Orientation of program

’ » L
Twelve of the thirteen respondents answered —

this question. None indicated that the course wés

mgchine-oriented; six repoftgd that their course was

¢ boék-oriented; four favored the eclectic orientation:

o T - ¢ »

one called itself lecturg oriented; and one indicated b .

-] d ’

that.it was individualizéd and oriented to the indi-

0 &
‘vidual needs of each®student..

L ]
-

P -

Interestingly, five of the six.gook“oiiented
courses listed comprehension as® their primary goal- for

their reading course; three of che four gclecticaily,
" oriented classes and the one individualized ‘class | ;
. : - " )

o

reported flexibility 'in approach to reading as their

.. o primary goal.

Question 9: Materials used

SN Twelve of the thirteen respondents indicated

1

that a workbook(s) with timed exercises were used in

v

_ __their courses. Nine.of the thirteen indicated that

A ¥
mechanical ‘devices were used in their courses: three
L4

B o vemaam e wm————————

= . reported that they did riot use mechanical devices while

. one did pot.answer the question. Ore respondent explained

S , that neither workbooks with timed exercises nor that
o mechanical devices were used but that the reading .
ligﬂ—v, course was a specialized three weex program developed

by Achieving Greater Potential, Inc., which inélu@ed
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. ‘ K - / - ‘
specialized mzterials from the program.
Most&ﬁyspondents“only éave a sampling of Tthe
"+ workbooks usdd in their courses. The majority of \ g

rgspondents/reﬁor;gd the use of a large numberiof Work- o o
books, teacher-made maferia%s, mechanical devices, and -
individualized procedﬁres. Ten different wo;kbooks‘

were reported--no resﬁondgnts reporced using the sameé 2+ 'é
“workbo%k. A complete listing of the workbooks used -
may be found in'Appendix C. - o 7
o Of the mechanical devices used, thé controlled - - 7 7‘5;

5 reader and tac..i&koscope ggﬁe‘the most popular, usually

.used within the CUnte§t of the same course. Also P
. s \ s

mentioned were reading\{%lms, teacher-made audio-visual o

&  dids, and specialized de§@0e9 from AGP, Inc.

3 P [

Question’10: Fees. -

’ w ' , e
All thirteen respondents reported that a fee-was -

-

charged for the course. Regular tuition charges were

— - .

© T T T~ assessed at three community -collegas—while priees =

- Sk ranged from $34 per 45 hour course ¥o- $60 per 45 hour S
course at seven othér commuanity colléges. One community -

college ,charged -$54 for a three week 6 hour reading- - ’ ;5;

/

(]

course. Another assessed a,$59,charge for a 30 hour

developmental reading course.

The average charge per hour of readimg instruc-

____J.——"Ttion was,about’ $1. Thie range spanned $.75 per hour to

y
-

2
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$9 per hour. The reading course which aseessed a
L "charge of $9 per. instructional hour or $54 for a three E

'weeu 6 hour course has sihce merged into a more general E

laboratory course dealing with all content jareas<~

L o
s uesﬁ‘on 11 Homework N - e e T

|
t
P s a

Eleven respondents reported a531gn1ng regurar i

_ , quan%;ties of homnwork--two did nct give homework . g

Aaésignments. Interestingly, the t ;spondents who

';a: do not a551gn homework do—not*require’fﬁ"'readlng pro-

7,““—*~-gram40f their- students_oreglyewpredlt for partr01pat10n -

' |

"/1n the reading program. . g

» .

3

Y o

<.

!

- i

1

R |

) 1

The median expected time for the homework to
< requi&e was 3% hours per week: There was considerable , -~

~ o

- varlatLon ranging from 1 nour per week to 7 hours per ‘ 3

L3 4
I3

weelk

|

I

i

1

| - -
P ' ’ y ' LA

gl

- 1

v =

Questlon 12: Department responsible for reading program .

e __Five respondents indicated that the reading - LI

i
t

improvement courses at their community colleges were

under the gpldance of the Engllsh department; four, =

©

‘of the Readlng department; two, of the Humanities . _—

.

department; one, of the Education department, of the
Depelopmentai Studies department of the Academic
- : Skills. department and of the Colleglate Foundatlon&

departmenth‘ One respondent reported that one readlng -

-
i

\course: was offered in the Engllsh department and ’
] = s

*r
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ment. There was no explanation given as to possible N

-

i
]
another reading course in the Academic Skills depart- . ,1

differences between the two courses.

Questioir 13: Number of instructors
", The numbexr of instructors and their qualifi-
cations varnied considerably from-institutionm to insti-

tution surveyed. There was a median of thyee instructors

ner community college. _The xange vas from litOulonper~-4é;?’*

EN

chollege. There was no data'given*about the course load E{g

. : . . 1 = o=
of eagh instructor. -The number seems rather high - 5

e

probably due to the reportlng“f*teaehing—aseistantsweim‘__w_e;é

and part- tlme staff w1thout dlfferentlatlng between ) .

.

them on the survey. =~ %» s

1

° " ST
Question 14: Backgtound of instructor

o ! T

y Ihe backgrounds%of the various teachers spanned R

a number of academic d13¢1p11nes and academlc degrees

‘“but*wasfresevmeted*to_the_fleldﬁo; edggeqigp There . *fi

.
. A

was one instructor with an. Ed.D., thirteen with M.Ed.

five with B.A.'s in education, and ten with at least
-4 Lo . :

B.A.'s in education. - ' _ g

‘The instructor who had achieved an Ed.D. ' L
received hlS tra1n1ng 1n’Read1ng and Educatlonal
Psychologyr He ran his department with three full -time

student teaching assistants.

ot
- pma
o
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T . Of the thirteen with M.Ed. degrees, six were

'tralned in Reedlng,“two in English, two in Spec1al~ *——~--*-»“~;{
Educatlon and_three in ﬁelated edueatlonaI disciplines. -
Of the five with B.A. degrees in Education, three
‘received their degrees In English, one in Speciali
Education, and one in'alre1ated educationel discipline.

Of the 1nstructors who reported their educa-

English, and Special Education, respectiyely, were the

most common: in the-community colleges surveyed.

?

Questlon 15: Drop-out rate .o - L

A L

The median estimated drop-out rate was I3 per ; —
.cent. It ranged from an e§timated‘low of 2 per cent to
a high of 25 per cent. All four respondents who indi-

cated that 'the reading courses were not required for

their students, ‘that is, the srudents ittended voluntarlly
through the referral of a professor or self- referral

___had a drop-out rate 6f no higher than 10. per cent with °

a megian_of 6 per cent and a low of 2 per cent. The
nine respondents who reported that the course'was -

reguired for certain students not meeting specific

W,

requirements had a drop-out rate of no higher than 25

per cent with a median of 17 per cent and a low of 5

2
. &
*

per cent
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Question 16: Course evaluation

©°

e

& : B ,
_Seven of the thirfeen respondents indicated that;— -
T / .
a formal evaluation procedure of the course by tﬁe stu- —

JAC
/

mosé notably;

dents, by the 1nstructor(s), and bv others,

college administrators, regulérlyi;pok place. Three of

the thirteen had evaiuations‘by both students and

instructoxs, while"thneeme%here:reporteﬂfthat there

-

. ! i -
were no evaluation procedure for the courses at their

z

- Coﬁﬁpnity colleges. T

3§7’Sug@ary of Findings of'Surﬁey‘ e

A
'

ThP:e are develbpmental reédfﬁg‘prOgrams in

—fre: 3r1£Ekﬂ&f—ehe-communlty_eoLleggg in New’ dersey

Only one of the twentyathree 1nst1tut10ns su;veyed in

New Jefsey-did not offer any reading program to their.

students. Detailed responses to the questionnaire wefe
given hy fifteen of the twenty-three communlty colleges.
The other elght answered various questlons over the

telephone. _The type of course and the background of

&

the instructor varled con31derably“1n«the~var10us insti- =

-
fe

tut;l ons

<
The most typical reading course 1n the surveyed

community colleges of New Jersey would focus cn com-

R 4

prehension as the primary goal of jthe cofirse with “
flexibility in approach to reading situations and

vocabulary and work attack skills’ respectively, “as




secondary and tertiary goals. The developmental read-

——--—ing—-course wouldwbeaaﬁrequired—paﬁt;of~the~¢urrieulumA~~;~—wn;¥%

with credit being given for the course. Standardized

pre- and post-tests would be given, either the Nelson-

Denny Reading Test or the California Reading Test, in

ey i & e
i s e —— e e = e "

_ ___oxder to diagnese—the meeds of the Students upon

entrance to the course and to evaluate the progress-.of

Ty

the student after having received the course. fThréé o /fﬁa'

claes hours with a oossibLe extrafone hour laboratory

¢

and about 31 ‘hours of homework a week for- about flfteen

weeks of 45 hours would be the duration of this course.

Twenty-thfee per cent of the class time Would-be'speht >

in_lecture; 48 per cent in reading exerczses 12 per

I U

__cent_in machine-oriented act1v1t1eg, 4 -per cent in S5

other activities; and 13 per cent is unaccounted for

The avefage group size would range. from thirteen to

thirty-two with an instruetor with a Reading or Enélish

educational backg%ouud.

DA R - I P
Beyond a nucleus of techniques,; the instructors

would—tend-to-run_a book-oriented class, using a wariety

of work Joks and possibly the textbooks of other
courses. 'The controlled reader and the tachistoscope

would be utilized during the course." The course would

be run by either the Reading or Engliah Depaftments and - L

o

have a rather low drop-out rate of 13 - 'r cent. The e

evaluation procedure of the course would involve the

e o s .

SIS | | - 14 ' o

. -




students, instructors, and most probablyf,the college ]

admlnlstrators R . e -

R T O U (OO B ekt oo SO,

L -~

Courses tended not to be 1nd1v1duallzed even R .
\

though a large portlon of the work was done falrky——»~-“ -

s e i

;________————_~Indep"ndently The developmental reading courses

£

tended to be longer than the speed readlng courses,

and the low level reading courses tended to be longer

o,
o

o

~

Lok
DA

-

than the-high level reading courses. . = : o E

oY
,;-z._g

#

. Discussion _ - .

e - : 3 3 \" ]
- There was considerable variation\in the develop-

L e
- P I

mental reading courses offered at the various community SR

1
ST
.x',,-

colleges surweyed 1n'New Jersey." Nonetheﬁess, the -

variation seemed to be more- superficial than swbstantial . IR
$ : -
~

< —_1in character. - e

s X

N

[ —— - -
[t -
. e

In this section, ‘a comparison will be made ) .

between' current practices in reading programs of the e

Fy

B ~ N
New Jerswey community collegeSfas indicated in the

" survey res uLts and the recommended practlces found 1n§ 3
- z i

—— T P

the liteérafure. A review of the llterature 1ndlcated@;

N “

that there were no ‘definite procedures or obJectlves

for communlty college programs “that have been tested .

;ELE ¢ ) and evaluatad through research. 1In fact, there was

very little liteérature or'research specific to community
T college reading programs. For this reason; some of the

comparisons will be made to the body of literature - 5

LN i

ERIC: « P i




comprising college -and adult reading even though there

\»

"may exist distinct differences between community college

e e ————— &

- reedlng programs ‘and college and adult reedlngfbfoétgﬁs R

ThlS should be kep* in mind when reviewing this section.

s*Also, because of the considerable variation in the
surveyed practices and the vast differences found in the
literatgze,‘the writer had to interpret andevaluate some .
\\\ . .« s . . . \

of the reported-facts and cpinions in the discussion. N

“ff‘%f“i**‘vﬂfﬂfThus thlvldlscussxon wxll\notege\fompletelj factual but

~—.

rather w1ll -include many”o_ the Dleses\of\the writer.

. The areas covered in the following dlSCUSSlOn\\\
. . b . ¢ I
o - will not be a question by question analysis of the

N

‘survey. Some of the guestions will be .ncluded together 5 7]

into one section if they secem to fit together while !

l~W~‘hother*questionsfmqyfnot be discussed if ‘there is very - - e

llttle in. the-llrerature ‘to-compatre withr——— -~

< . .

-
s

Program, Objectivesz, énd:Diagnostic,Procédure
- ) = ~

Thls section ‘deals With questions 1, 2, and 4.

- ae - e e e - -

e e A junior/ communlty college reading program is inclined

J

to have the femcdlal student the person with -

oA

deficiencies in basic reading'skills, such as, phonios,
word attack, word recognitionm, spelling, and other
;;t: e ridimentary skills kKerstiensp l97l);%n its populaticn
' ~ of studenus. The average communlty coliege student ‘

. scores at the th1rt1eth percentlle on a natlonal

. ' standardlzed test (The Twn .Year College and Its

'y

v Q&

116
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Students, 1969). Communifty colleges consiStently

2

- _report that their average student falls well below .,

‘«-‘

,'national norms on st andardlzed readlng complehens1%ﬁ

and ‘vocabulary tests (O' Banlon,.l969) - o]
There was no dlfferentlatlon on the survey | |

among deve10pmental readlng courses, remedlal reading

courses, or speed reading courses. The question was’

phrased, "Do you offer developmental reading courses

Three respondents indicated that they offered speed

readlng courses for bus1ness executives, but there were’

’ no respondents who dlfferentlated between remedlal ' .

courses and developmental reading courses for college
- /
students ‘ ) .

‘\\\\bls may have been due to a number of factors/

'"Thewconcept\of\w a developmental reading course is . R
- may have, included remediation of~basic needs. An .

S o ’ . examlnatlon of the objectives of the readlng programg\\

e
i

EE -~ _does- not-indicate this. The hlgher‘level-skllls of.

comprehension and flex1b111ty in approach to reading.

. situations predomlnate as the focal points or primary

. ~ goals .of the maJor1ty of community colleges surveyed

:Q}, - Vocabulary and wor& attack skills were unfortunately
grouped together on the questlonnalre It is

S } unfortunate because vocabulary development ‘and word

A . ~ dttack skills receive very different emphasi

~ N v

_— o 117 ,

[ IO e s - P ——- B L —— — i ae
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Vocabulary development can be more specialized to N

specific content areas and 1s more part of a develop—

mental reading program while word attack skills are

‘the rudimentary skills that,frequently“ggmpgise the ]
core of remedial ;eading programs. However, they were
not ranked &5 a priﬁary goal for any of the courses
surveyed. A

One of the ost apparent and accepted trends

~in reading research and praetice for-college-and- adult-

reading as reported in ‘the literature has been a broaden- A
ing of the concept, of reading from a mechanistic inter-
pretation of eye movements to plac1ng greater emphdsis

on ynd1v1dual varlatlon the hxgher level rea&%ng

skllls aad espec1ally content area reading. Tbls ; R
“broadenlng has pervaded the entlre field of collegefv”
and adult reading. It seems also to haVe 2nveloped the

more fecent field of“community'college;readiﬁo (Darnes

et al., 1971) even though the academic proflclency of 4 e

the student populatlon of communlty college is very

different from students in colleges and universities

“.
e

3 N D
. w” o

(0'Banion, 1969). . .
% 4 " - . — )

" According to the review of college reading in
Chapter II of this. paper, the tendency is for reading

programs' objectives, to emphasize reading comprehension, -

\flexibility, and content area reading. The results of

survey of New Jersey community colleges’ tends to
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reflect this trend: program objectives focus on com-

prehension and flexibility in approach to reading .

*{-:-U':W-:-.;- [V, B .‘.%?4 —

situations. However, this tendency reflects a very

rea]; d]'_]__emmazi there seems to be a gap'béfweeﬁ the T

remedial needs of the typical community college student o

A
and the reported program objectives of the New Jersey

7

community colleges surveyed. The program objectives

of the community colleges seem appropriate in terms of- 7‘iE£

the literature on_college reading. However; on closer _ _ ¢
- ~

examinat?bn, despite the broadening of the concept of -
. - & . T

reading, 'many researchers and practitioners emphasize - - =

~ the ﬁeed’éo individualize the course objectives to meet l X
;57%" . the needs-of‘the student; (Maxwell,; 1963: 1972, -
i * . +Brethower, i968, and‘many others) . j;fhis, in “turn,
i-%~ T reduires appropriétg diagnbsﬁic;procédures:(EQAns & - - ,'W;L;
| Dubois, 1972) in order to be able to differentiate- . 7
between éhe types of students who will be téking the

reading course. However; from the questionnaire, it

appeared that the focus of most of the courses, is ,‘?f

S ) ° generally upon a pre-selegtéa gfbuﬁrof’skiils and materials,
T s ’ usual}& general cbmprghension, that proceed tﬁrough a
‘ prescribed skill sequence, This kind of developmental

- 2 o
e

approach, when remediation .s required, does .not

N ,fnecessarily ameliorate the cause(s) for that level of |

- - .
- * L7 59

berformaﬁce. Evans and Dubois (1972) argued that direct .

instruction to correct inadequate or incorrect learnings

7,‘1‘ 2

FRIC | a9 I

- N - - povT R
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" is an essential aspectcof the remedial teaching process

required with junior/community college students. They

empha51ze ‘that "rnstructlon must ‘be directed toward

those“speclflc d1sab111t1es whlch caused a partlcular

grade level performance " (p 42) not towards the

wrmastery of prerequlslte skllls for assigned levels

‘Thus on a supertlclal level there seems to be
agreement between the goals of the commnnlty college

reading programs surveyed and the recommendations from

the literature, but on closer scrutiny there is little °
: £

in the way of agreemert. The-literature suggests the
importance of appropriate diagnosis to meet<individual
needs, especially for the‘sthdent populatlon in
Junlor/communlty colleges who tend to require more
remed1al ~attention. FalrbankS’and Snozek (1973) found'
that 40 .per cent of the two-year colleges con51dered

individualizatlon to be the~strongest aspect of their’
. ) .

“program.  In- this survey, none of the institutions indi-

cated that they ran individualized programs. One
.i-:

respondent reported that one of the goals of the read1ng
course at the community college where he taught was to

overcome common problems.- -

~

The diagnostic procedures reported by the .

respondents are a good indication of the lack of indi-

vidualization in their .reading coufses. Only one

2
respondent reported using in-house tests along with

e
s ® 7

120 T
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standardized tests in their pre- and post-testing pro-

cedures. All of the other reépondents reported giving

standardlzed readlng tests which are not dlagnostlc

Voo °

tests BUE Tather Survey reading-tests. The tests used

‘do not prov1de~1n£ormat10n abeaihaﬁ§menstudent readg

poorly or what his deficiencies are (without a. detalled
item analysis); rather they give grade levels or per-
centile scores. ''This is a most important consideration‘
1f a remedlatlon program ie to be successfully plcnned"
(Eyans¢§ Dypois, 1972, p. 42). In a survey, Goodwin )
(1971) feund the same disregard of approp;iate diagnostic
,effofts:;?60 per cent of the 300 junior.college re?ding
teachersleurveyed considered the standardized read;ng
test given at:the begiﬁning of the course as diagnostic.

»

In }onelusion,:it appears that the‘goals and

objectives of the community college reading programs of
? . , ) . ’ 3 ) . .3
New Jersey need to be reevaluated in terms of the indi---

vidual students in the courses. This can only be,done’
through appropriate diagnostic brocedures, which requires
moredehan the admifnistration .of standgraized surveyr
reading tests at the beginning of each course. .It'aISO'
should invelve some of the myriad of prQeedures outlined
iﬁ'the literature review oOf this paper..

Recommendations for imbrov{hg the questions 1,

2, and 4 of this questionnaire would include theﬁfollow-'

!e
N < \q

ing in order to receive more detailed .data:

A
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.

1. Asking the respondents of the institutions - .o

. :
if remedial, developmental, and/or speed ggading g
- a

EoUTSes were offered; -
2,

Separating vocabulary and work attack skills

_—_‘__‘_—-r/ =
o

— .

-—f__;;_____;___into two separate categories in the list of objectives ' -

in questlongg and including overcoming individual

¥

deficiencies as another objective; °

3. Asking what is the entire diagnostic pro--

-
-

cedure used for each individual student; -
’ - —

. Q.‘ Perhaps a detailed interview on all of ‘the

%

above would give a more detailed picture. .
Some of the other questions pertaining to this
gsection which need more research’and were raised by this

study are the fcilowing: ' ‘ E

e/}

' . 1. Should objectives of community college read-

ing programs concentrate on basic remedial needs, on

P,
Y .

skills- needed in specific content areas, or on flexibility:*

in approach to reading situatiqp§?“ Should there-be

different coprses with different objectives?

SO RSN LAY

s +,2. Are there any appropriate diagnostic instru-

) ments devéloped specifically for the community college 5
. population? ) -
. Referral Process and Drop-Out Rate - . ,

¥.

5;[ - : - This section deals with questions 3 and 15.

a

Literature reports give contradictory assessments of




[3

e

the situation.

A number of reoearchers and practltloners

maintain that the weakest aspect of the1r reading program

"~ has to. do w1th‘*t being voluntary’and recelving no

college credit

- --emphasize that:

means that the

‘for taklng the course wﬁ\Te others

the voluntary aspect of their p:ograms

ST ' ‘
motivation and remain longer .in the course. In deciding

. THE ’
whether or not the readlng courses are voluntary and

are assigned credltw.some con51deratlon should be given to
. *j ' , ) . ] ('
the objectives of the institution, the-goals of theqread-

1ng prdgram angathe cQurse itself, and the attitudes of

"

the faoulty and student body

~

G
In thlS survey nine of the- thirteen respondents:

-~

reportedthat the developmental reading course was *

L4

requlred for low achievers and cred1t was given for the

course. This is a much higher percentage of institutiohs
s

wh1ch requlre a .reading program of low achievers than

found in other surveys (Geerlofs & Kling, 1968, Farr-

«

banks & Sné%ik ,1973) and may be explalned by the fact

L RARY

that this has been the only survey reporting thig data

. ]
solely about communlty colleges .

. Interestlngly enough, all four respondents who

P’
indicated that the reéading courses were ent1relx

v
volutnary had a lower median ‘drop-out rate (6 per’ cent)
than the nine respondents who reported that the coutse_

was required for certain #tudents and, could be elected -

- ‘ .
-
- s B i N R .

L. ’ 1223" " . -f“ B

[ '

students:yhO'enter tend to have higher .




w
I

Xt

. by the othe r“student population (17 pefhcent). Tais =

tends_to qnnnnrt the contentlon that a voluntary read1ng

’program tends to have more motlvated ‘students than a. i

T . /m -
requ1red‘xead1ng program ‘as determrned by the drop -out
P

rate. However the” average reported drop -out rate for

both types of reading courses 1s surpr1s1ngly low. - It 7
- may be worth providing academic sup%orts for more less T
motlvated students than for less more motivated students.

,§ Evans and Dubcls (1972) report that there are gii}

o

no hard facts about the drop out rake in readlng/study

SklllS course€s at che Junlor[communlty college level
but the drop -out estlmates range from 74. per cent to
95 per ¢ent from what they cons1der to be reputable

. sources. The drop-out rate complled by this survey iﬁA

considerably'lower (2 median of'ls‘per cent) than those
estimates. . c S

T - In conclusion,.the typeoof'referral process

: o A oo C .
should depend thegretically on the nature of tke insti-
tution where the program is beiné‘offered%\ The°drop-out
7rateiseems to pe‘affected by the‘type of referral pro-
cess: It makes éood sense that at a community college
the reading-program is a r‘qulred part of the currlculum

for s udents who demonstrate low abilities to read as

. 3 .
measured by standardized testing pYocedures.
- [ »

e
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‘Tests . B . . o

116 .o T

. . ".’/ ’ s . ;o
‘.. This section deals with question 4. Thare are . ,

s .

3

17

"data, had little‘proof.of vhlidity; had no college level

no adequate standardlzed tests aVallable spe01flcally

for the communlty college population (Kerstlens, 1971

Selbel 1966) ‘It is one of the aréas of testing thatg

-~ o

has been most neglected (Selbel 1966) The community
tollege serves a heterogeneous readlng populatlon and P
should have tests which measure a w1der ratge of readlng

skllls than’ are now avallabIe (Kurak 1967) ”he

~

average communlty college student con31stently scores
7

well below national norms on standardlzed readlng con-

prehehsion and vocabulary tests (0'Banion, 1969). ‘ {';ﬁ

of the nine tests mentloned by the respondents
of the survey, two appear to be superlor to the others

for college level reading measurement as reported in ‘the’

~o

Mental Measurement Yearbook (1965). Of these two the

.

Nelson-Denny Readlng Test was mentloned by the greatest

number of respondents’(3) - Tne other was the Davis

\

Reading Test which was used Ly one respondent. - The

other tests showed greater yeaknefSes in reliability

norms, poor interpretiye data, and/or the test might be
i, ’ . 4 e) »
too easy for most college students (Buros? 1965) .

o
Sl
! ! I

In conclusion, there are no appropriate reading

tests for community college populations. Of tests used

by réspondents, the Nelson-Denny Reéding Test 'and the

Kl

Lo
M




Davis Reading Test were the best available for college
level reading. The majority of respondents were using K

tests—which were not as accurate. for college level

“i”'Sevenrof the thirteen respondents considered their

TS

B

market. . 1‘ : ) i . 1}@

«reading as others on the

» ¢

Course Emphasis ' -

- This section'dealé with questions 6, 8,—and 9. "

.

. i k4 .
courses 'to be book-oriented as opposed to machine-
‘oriented or other oriented. Twelve of the thirteen

indicated use of at least one workbook in their courses.

v

Most respondents only gave a sampling of fhe workbooks

used in their courses, some indicated that a large R

number was -used. A result consistent with these findings _
of the survey was that an average of 48 per’ cefit of

course time was spent doing reading exercises, presumably

R
‘ )

[}

in workbooks.
! =

Vertgfew literature reviews addressed themselves B
, Vi -

specifically to this area. Colvin (1962) recommended =;§

in his ideal college reading prog}am that about 60 per

cent of class time be devoted to practice on selected’

_exercises and textbook materials. Colvin and others -
. € : .

pointed to a need.to use content area ‘textbooks in the

A

reading course, a practice utilizedinmonty nne—of—the

community collegeé surveyed.

. T - e
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. Comparing the results from the question of how

Y

class time is spent of th1s survey with that of "~

Geerlofs college survey (1966) and Colv1n s 1deal

coltege reading—program (1069\ is interesting. See

Table 3.' DA

In Kahn's survey more class tlme is devoted to
lecture (23 per cent) than in Geerlofs (13% per cent) v
whlle less time is spent in act1v1t1es w1th machines

(12 to 21 per cent) In Kahn's survey the results seem

to 1ndlcate less machine usage but more lecture time.
d : -

-

"Both the rime spent on mechanical devices and on'reading

exercises is fairly consistent for Kahn's results,and T R

n.

Colvin's ideal even though the reading exercises in - 7i;

\ =
Kahn's survey focused in workbooks while; Colvin recom- :
-mended using content area textbooks. The greatest\ i o
denarture‘can bezséen in the 23 Ber cent of class time '1‘ S
"devoted  to lectures in the New Jersey communlty colleges R
surveyed by Kahn while Colvin felt that 25 per cent of E

class time should be spent establlsnlng individual goals

and discussing common problems. This is due to Colvin's -

conception of the ideal college reading program as 7

being individualized. However, the communit colleges
Lol

~ N R

surveyed by Kahn, while paying lipservice to 1nd1v1dua114 . -

AR zation, did not utilize.adequzte diagnostic procedures

ir order to be able to identify the individual needs ‘ .

y

R Qﬁ,theirﬂstudents, spent the greatest'protion»of their




class time on workbook exercises which, the writen ‘ .

O

presumes were done as a class because of -the des-

cribed c1rcumstarces, and concentrated on comprehens1on

~and readlnghflex1b111ty skills when it may have been

more appropriate to work on the more basic word attack ———————;
skills. . LT -

In conclusion, the thirteen community colleges
who tesponded to this survey tended to have book-
oriented reading programs which were. not very indi- A

vidualized7 Materials seemed to focu. mainly on wark-

s
R

books desplte literature recommendatlons to use content.

area textbooks. The vast majorlty of time was speat

3

. doing workbook exercises (48 per cent) and listenirg
<~ to lecture (23 per cent) despite literature recommendst;pns

to individualize goals and programs:

¢ R

Educational Background and Department
Responsible for Reading Program - ¢ . N

Py

This sections deals with questions 12 and 14,
ﬁ%&One of the literature reports which addfesses itself to
the educational baekgroung of cqllege instructors iq
more than a perfunétoryrmanner is %y Lowe (1§63). .He:

noted that instructors with a reading background or a

thorough knowledge of the reading prdbess tended to be

= more flexible in thelr approach to teaching reading

citef O

than 19structors whoedld not have this background.

N
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~ .

. In this survey, . eleven of twenty-nine.instructors

:
-
<
B

had specialized in reading at bithér the Bachelor or ’ '

Master's level. Eighteen of the -twenty-nine had either
. eflucational babkgroupds inQReadiné\or English.

-
¥

. .
Interestingly, this may have been a result of the

dépaftment which was responsible for hév;ng the reading
, programs.. Eleven of the fifteen departments were - Dé
eitﬂer English (5) or Réﬁ&ing (A) or Humanities (2).,
‘The resalts of the survey tend to indicate that most _ ° e
f, N reading instructors have Englisﬁ or Reading‘a,ademic

backgrounds. The results have been tabulated in Table
a - - ) . *
g ” )

- In conclusion, the educational .backgrounds of ’ ]

Q

the majority of reading instructors at the surveyed -

‘community colleges is*either English or Reading. The T

H

literature recommends that instructors have a working -

P knowledge of the reading process in order for then to

* v

be more.flexible in their teaching. The predominance

of reading/study skills programs under the guise of "

Reading and English departments tends to indicaﬁe that

the instfuctorg have this warking knowledge of the

-
~

However, there axe a number of

- &

reading process.

reading instructors inm communicy colleges Of New Jersey =

S . -who have educational backgrounds in other fields of
- H

¥

Vs * 5
expertise than reading and may have to depend solely .

K

'

on their experience and intuition in order to .develop

3 “«
. .




TABLE .4
BACKGROUND OF READING INSTRUCTOR AND DEPARTMENT

» . OF READING PROGRAM y : o
l ) ) / N
Subject Department No degree ‘B.A. M.Ed. Ed.D.
_ « Housed =~ 'Speéified:
" English 5. 2 3 g e e
Reading . 4 - N _ 5 - . 6 _

“Special | .
Education - -

. Edhcatioﬁal :
Psychology - - -

Political®

fﬁ, -Science : ‘-
R Social :
o Studies ) -
T “Adult
- . Education . -
SR Math/Science
. . & Reading ’ -
= Elementary
N ; . Education -
- - - - >
;;,: - Humanities 2
f:, : Colleéiate
A Foundations 1.
tif. Education’ -1
o Deve.vymental =~ ¢
- Studies o 1
T :
' ‘ 1Academic Skills 1
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. w? . .
- -and organize a reading- program. - - .

Evaluation of Course

.

"This section focuses on question 16. The
““evaluation of a course and program is essential for
good teaching. The more 1evelsfof evaluation that

take ‘place the mere avenues for 1mprovement that open

g'theoretlcally._'It should be an assumed part of every

read1ng course -and program at every 1eve1 of teachlng

Over half of the respondents.indicated that

P

there were-course evaluatlons by students, 1nstructors,

and college admlnlstrators while three reported that

“

there were no evaluatlon protedures used in the1r

—

. o n
T T T T L.

¢

courses. Of the three instructors who“report“ﬁ thlS B

lack, two, did not recelve their academlc training in‘

either Reading or English wnile the‘third reepondent

}did not specify-his educational background. -

- , In conclusioh, the majority of ﬁew Jersey
community college responeents utiliee proper evaluation

4 ] ™
procedures but there are some ‘who need to begin

evaluating their reading programs.

e

»

H

o

b

bourse Characterlstlcs

w“

The flndlngs nf questions 5, 7, 10, 1%, and 13
were reported. They are not the type of questions |
that can be éompared to recommendations from the -
literature because they are spegific to the nature

< 2

W

R
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of each-commﬁnity college, the faculty and
the -objectives- of the program, and other such con-

siderations.

ESN

]

T
4
@ )
.
I
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ey
A
/ »




. been gradually shifting from a perspective that

_to a perspective that emphasizes the need for develop-
mental reading ﬁrograms in order for the continued
. growth of one's reading ability throughout college and

" adult llfe: ObJectives of reading programs have . o 3

CHAPTER V ! «
SUMMARY AND-CONCLUSIONS - ‘ T

The concept of‘college reading instruction has

>~y
13

- - Y —

emphasized remediation of skills that were deficient R

¢ - o

-

switched from hlghlIghtlng the mechanistic processes ( L

of eye movements to remediating basic defic-ent skills

and ther. toe focusing on comprehension flexibility,
arn.,content area reading. In academic communities

where the average student scores approximately~36 =
percentile points below the normal standard population,

this latest shift away from remediation o7 bagic_skills —- —

e

.an academic community.

‘may be ‘inappropriate. The community coilege is such

This investigation.involved a survey of the~".°
extent community colleges of New' Jersey in order to '
compile information rele§ant to the following questions:
1. What are the ob\Ji;i’ires for reading pro-

" grams for New Jersdy community colleges?

124
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2. What are the most common materials and
methods and technological equipment used
tqg meet the specified objectives? |

3. What is the relationship between literature’

ré%ééf&h findings and specified objectives

an&{ma%erialsj ' ‘

4. Whaé are the qualificétions of Epséructions?
Do‘éhei-meet the standards recommended in

Lo .
‘thé literature? )
Vo & P

5.° What‘kvaluation procedures are used to’
N A

improve the course presentation and contents?

a 1

Summary

The summary will be limited to a consideration

1

of the previously stated five questions, question by
question.
QueStion 1: The objectives of the reading pro-=

v.grams of the surveyedrcommunit§ colleges 6f New Jersey

vy B
AT

were ranked. Average ranking were the following:

comprehe&%ion;Vflexibilityvfn ébpfgééﬁ toireédingwfﬁ

situétioné;'ﬁocabulary and werk attack skills; rate;
and study skills. R
' ‘Question 2: The majority of respondents
" reported the"use of a large number of workbooks and

various mechanical devices, especially the contlollid

reader and the tachistoscope.
A

b

.
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. "Question 3: The tendency of the reading -

~ <

courses of New Jersey community colleges to focus on

[

,comprehension and flexibility presents a very real

~-dilemma: - thére seems to be-a gap between the remedial

‘needs of the typical community college student as

reported in the literature and the reported program

dbjectives of the reading §£B§fams of the New Jersey

,community colleges that were surveyed. Researchers and
practitioners emphasize the importance of individualizing

the course objectives to meet the needs of the students.

-In order to be able adequately to individualize and

plan reading programs detailed diagnostic procedures .,

must be followed. However, it appéared from ‘the results
fof the queétioﬁna{re that the focus of mosE:of the
courses is generally upon a pre-selected group of skills
and materials, usualiyméﬁgﬁrehensibn, that proceed
through a prescribed skill sequence.
Question.4: There was one instr&éﬁp;”with an
Ed.D:, thirteen with M.Ed.'s, five with B.A.'s”in edu- .
cation, and ten with at least B.A.'s in éducaéion.
13

0f the instructors who reported their educa-

tional backgrounds those who were trained in Reading,

. English, and Special Education, respectively, were the

4

most common in the community colleges surveyed. The
instructors of the reading courses in tne New Jexrsey

community colleges that were.surveyed, for the most

o




e i

part, seemed highly quilified. . ‘ &
. & [ 3
Question 5: Seven of the thirteen respondents

"indicated thaé a formal gvaluation procedure ofLﬁheA‘\
‘coufsg by the students, by che instructors, and by
others,‘most;notably, college administrators, regu}hrly
" took place. Thrée of the thir’een had &ka iations by
T both students and instructdrs, while three others *

. reporied that there were MO evaluation procedure for .

b}

the reading courses at their community.colleges.

r

- Lo : Conclusions - -

It appears that theigoals and objectives of the
8 .

community college reading programs of New Jersey ieed

to be re-evaluated in terms of.-the individual students
in the course as recommended by the literature review.

Well-developed individualized programs can only ‘be-

“accomplished through the appliéation of appropriate

A

. &y - ’ . . T
and thorough diagnos®fc procedures. This requires more

than the admiﬁistraﬁion of standardized survey reading

tests at the beginning of each course, a.practice _

' common to the majority of the commun{ty colleges of

", {

‘ New Jersey. Thus thegegiéua gap between what the read-
" ing programs of the surveyed community colleges of New -

-Jersey set as goals and what fhe‘literaturé-research

recommends . — : .

v
w’ \\ ! X '
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The evaluation procedures of the majority of /

*

reading programs seems adequate.

Ten of Ehirteen

utilize both student and 1nstructor(s) course evaluatlons

. *

while 31x of those ten-also have an out31de party

evaluate the fourse However

three readlng programs

have NO evalﬁatlon procedure of the courses. Tais ig-

inexcusable-and should never happen. Of the tﬁree

instructors who reported this lack,

édgcational,backérounds injeither %eading ot -English

two did not,havea,

N ;
while the third respondent did not specify his field of

", academic trajning. This indicates a real need .for
read1ng instructors ‘to have a thorough training in both
dlagﬁostlc and evaluatlon procedures\and to understand

tneir importance in teaching reading.f 4

~

ot

4 [

Suggestions for Further Fasearch . -

. . ) .
- The questionnaire used ib this strvey could be

7fnrfher refined in the following way to give a better

<

idea of the functionigg cf communitv colIéges:

~

= 1. Asking thé respondents of the institutions
‘ if remedial, developmeutalL and/or speed
! , g '
r.ading courses were offered; - _
\ A ‘ ‘ y e
.. 2. Separating vocabulary and work attack ° s

.

skills into two separate categéries in the

.
R et

1lst of obJectlves in question 2 and .

3

including overcoming individual deflclencies

-

137 -
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L¥‘ﬁ ‘ >’ - as -another objeqfive; and | 5
7?( o .3.:¥A§king what is the éntire d%agﬁ(stic pro-
??{,{ 3 - t ‘¢éedure used for each.indiyidyalfstudbnt. «!
7’;f;irr:v . Some quesqions which need further.fesearch arerv
" the following: - . '
2;777 . 1; Should objectiveé of-commﬁnify }ollegef}ead-
 ':;_75 7 o ~ ing programs conceﬁqrate on basic remedial
A{: R oL i needs; on skailgrneedeq in specific coﬁpéﬁt
7:;; ; L ’1 areas;.on flekiﬂility.in,approéch to reading
i:!AV o ‘ situations; should there be different cou;ses_
R . with différént‘qﬁiectives, shoutd only certain
LP 4 - ‘séudents 6@ considered for .the courses, i.é.;
ﬁ ' : stﬁdents' 'with,an arbitratily set IQ level
) . of above? G S Le
2. Are tkere ary gqod diagnostié instrumengs
N n developeé specifically }or the community
, college population? -
- Somé further areas whirh need development are:
- 1. Testing, and ' W
7 2, M?terials.
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APPENDIX A\\\ ; )
\

SURVEY OF READING COURSES IN\§EW JERSEY
COMMUNITY COLLEGES \ SN

1. Do you offer developmental reading co rses'for:'f

A. College students Yes ,/No

B. Business Executives- : Yes " No

2. 1Is the objective of the course to improve: (Rank
- A to F in order orf importance given to eésh factor)

“A;- Rate

B. Comprehension \

C. Vocabulary and word attack skills \

D. Flexibility in approach to \

reading situations -

4 E. Study skills - A
- F. Other (please specify) \
- 3. How are participants selected? \\
= A. Required course . Yes N
. If yes, is credit given? - Yes  No)
: B. Referral of professor - Yes__ No_\

C. Self-referred “Yes_ No_\
o 4. Are pre-tests and post-tests used? Yes_ : No__
= If yes, name of test

: 5. What is the length of the program?
N A. Hours per day

o - B. Hours per week

5 C. Hours per course

6. How is time spent? Pleagﬁ give

percentages.
Lecture
B.- Reading Exercises
C. Machine: ’
- D. Other, please specify

7. What is group size?

minimum maximum

154




-10.
11.

12.

A.

B.
C.

155

.
R ol

Is. the program

Machine oriented?
Book oriented?
Other (plerse specify)

What materials are used?

A.

B.

What fee does the student pay

[y

Workbook with time exercise

Yes No

Yes No

4 } K
\

Yes No

Please give name and author

of book

‘Mechanical devices (i.e.,
Tachistoscope, EDL Controlled

Reader, etc.)
Please name

for the course?

Is homework assigned? - Yes  No___

1f yes, how many hours?

What department is the Reading .
Course in? : .

A. Reading development Yes  No_

B. English Yes  No__

C.

Is there an
course?
A, 1f yes,

Other, please specify

How many instructors teach
reading courses?

In what specialities do the various
- instructors have their degrees?

What percentage of students
initially enrolled /finish the .
.course?

by students
by ihstructors

/ other, please specify

»

’

evaluation of the

. Yes No_
Yes™ Mo
Yes No
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APPENDIX B

LETTER

I am conducting a survey of reading courses in
the various Community Colleges of NJ. The results of
the survey will be the data base for my Master Thssis
in Education at Rutgers University. ’

I will mail the results of the survey to you
when I have compiled the information.

Please complete the survey and return it to me
as soon as possible.

Thank you.

Sincerely,

Edward Kaﬁqw




s

LIST OF

o

APPENDIX C- .

VARIOUS WORKBOOKS REPORTED IN THE SURVEY

Toward Better Reading Skill.

Brown. Efflgient Reading.
" | Reading Power.-

Skills in Reading. ‘
Cabill. .The Urban Reader.
Cooper.
Gedamke

and Krupp. Reading as Thinking .
ﬂ-‘

McCall-Crabbs,. Reading for Meaning.

Norman..

7 o

Successful,Readings: gy to Our
Dynamic Society.

Sack ‘and Yourman. 100 Passages.

SRA Lkeading Laboratory:

157.
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" APPENDIX D

JUSPEDUSNESS -

‘Mendham, New Jersey 07945

2 *Atlan;4b'Cohmunity Céllege -
. Black : xse Pike ,
Mays Landing, New Jersey 08330

*Bergen Community College
o 400 Paramus Rpad
~y§57, Paramus, New Jersey 07652

*.. Brookdale Community College
: 765 Newman Springs Road

B Lincroft, New.Jersey. 07738 ‘

*Burlington County College
Pemberton, New Jersey 08.68

’;CamdeﬂNCounry College
Qlackwood, Jew Jersey 08012

_Cpntenéry College for Women
Hackettstown, New Jersey 07040

County College of Morris
.Rt. 10 & Center Grove Road
Dover, New.Jersey (7801

 wxCumberland County College
“ Sherman Avenue s
Vineland, New Jersey 083€0

%St Peters College
Hudson Terrace

Esgéx Cdunty College '
31 Clinton Street
New%;k,,Newrdersey 07102

' 166

*Assumption College for Si-~ters -~

o

Yot e T T e OMMUNITY COLLEGES WHO RECEIVED SURVEY

Englewopd Cliffs, Neleerse§€ﬂ@63§‘

LR




Edvard Williams College

150 Ket.e - 1lace

Hackensack, New Jersey 07601
L ' ~*Felician College

ﬁf;i«*~~~\ Lodi, New Jersey 07644

" 3loucester County College
Salina and Tanyard Roads
Sewell, New Jersey 08080

*Mercer County Community bcllege
« -1200 01d Treriton Road '
Trenton, New Jersey 08690

- *Middlesex Community Colleg:
. Edison, New Jersey 08817 .

Monmouth College
West Long Branch, New Jersey
- N

Ocean County College &
- [ Hooper Avenue
LT Toms River, New Jersey 08753
o . . Passaic County Commupity College
X - 170 Paterson Street |-
- Paterson, New Jersei 07505
Rider College I
Lawrenceville, New fersey 08602
S : *Salem Community Col&ege_
5o - Penns Grcve, New J-‘tsey 08069

*Somerset County Col ege‘
Somerville, New Jersey 08876

Union College

- , 1033 Springfield Avenne
' / Cranford, New Jersey 07016
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